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งานวิจยัน้ีมีวตัถุประสงค์เพื่อ (1) ศึกษาความวิตกกงัวลในชั้นเรียนภาษาองักฤษของนิสิตนกัศึกษาระดบั
บณัฑิตศึกษาในสถาบนัอุดมศึกษาไทย เม่ือจ าแนกตามกลุ่มอาย ุ กลุ่มสาขาสาขาวิชา และประเภทของสถาบนัอุดมศึกษา (2) 

ศึกษาความสัมพนัธ์ระหวา่งระดบัความวิตกกงัวลในชั้นเรียนภาษาองักฤษและระดบัความสามารถทางภาษาองักฤษ (3) พฒันา
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แบบวดัความวติกกงัวลในการเรียนภาษาต่างประเทศ การสมัภาษณ์ การด าเนินการจดัการเรียนการสอนภาษาองักฤษ และการท า
แบบทดสอบทกัษะการส่งสาร วิเคราะห์ขอ้มูลเชิงปริมาณดว้ยสถิติเชิงพรรณนา ไดแ้ก่ ค่าเฉล่ีย และส่วนเบ่ียงเบนมาตรฐาน 

สถิติเชิงอา้งอิง ไดแ้ก่ การวิเคราะห์ความแปรปรวนทางเดียว (One-Way ANOVA) ค่าสัมประสิทธ์ิสหสัมพนัธ์ของ
เพียร์สัน (Pearson Correlation) การวิเคราะห์สถิติ t-test for dependent sample วิเคราะห์ขอ้มูลเชิง
คุณภาพ ใชก้ารวเิคราะห์แก่นสาระ (Thematic Analysis) 

ผลการศึกษาพบวา่ กลุ่มตวัอยา่งมีระดบัความวิตกกงัวลในระดบักลาง เม่ือพิจารณาจ าแนกตามกลุ่มประเภทพบวา่ 
มีความแตกต่างของระดบัความวิตกกงัวลระหวา่งของนิสิตนกัศึกษาสถาบนัอุดมศึกษาเอกชนและมหาวิทยาลยัราชภฏั ในขณะท่ี
เม่ือพิจารณาจ าแนกตามกลุ่มอาย ุและกลุ่มสาขาสาขาวชิา ไม่พบความแตกต่างของระดบัความวติกกงัวลอยา่งมีนยัส าคญัทางสถิติ
ท่ีระดบั .05 นอกจากน้ีพบความสัมพนัธ์แบบผกผนัเชิงลบระหวา่งระดบัความวิตกกงัวลในชั้นเรียนภาษาองักฤษและระดบั
ความสามารถทางภาษาองักฤษอยา่งมีนยัส าคญัทางสถิติท่ีระดบั .05 กลุ่มตวัอยา่งท่ีไดรั้บการจดัการเรียนการสอนโดยใช้
รูปแบบการเรียนการสอนเพื่อลดระดบัความวิตกกงัวลในการเรียนและพฒันาทกัษะการส่งสารนั้นพบวา่ มีระดบัความวิตกกงัวล
ในการเรียนภาษาองักฤษท่ีลดลงและมีทกัษะในการส่งสารท่ีสูงข้ึนหลงัเรียนอยา่งมีนยัส าคญัทางสถิติท่ีระดบั .05 แนวปฏิบติัใน
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ABSTRACT (ENGLISH) 

# # 5884229427 : MAJOR HIGHER EDUCATION 

KEYWORD: ENGLISH LANGUAGE CLASSROOM ANXIETY, FLCAS, 

GRADUATE STUDENT, INSTRUCTIONAL MODEL, THAI HIGHER 

EDUCATION INSTITUTIONS 

 Apirat Akaraphattanawong : DEVELOPMENT OF ENGLISH 

INSTRUCTIONAL MODEL TO REDUCE LEARNING ANXIETY AND 

ENHANCE PRODUCTIVE SKILLS OF GRADUATE STUDENTS IN THAI 

HIGHER EDUCATION INSTITUTES. Advisor: Asst. Prof. ARUNEE 

HONGSIRIWAT, Ph.D. Co-advisor: Prof. Emeritus Pateep Methakunavudhi, 

Ph.D. 

  

This research aimed to (1) study English language anxiety of Thai graduate 

students based on different age groups, field of study, and type of higher education 

institution, (2) analyse the relationship between English language classroom anxiety and 

English language proficiency of Thai graduate students, (3) develop an instructional model 

to reduce English language anxiety and improve productive skills in English, and (4) 

propose practical guidelines for reducing English language classroom anxiety. The 

participants comprised of 270 graduate students from public higher education institutions, 

private higher education institutions, Rajabhat universities and Rajamangala universities of 

technology. The research instruments were the Foreign Language Classroom Anxiety Scale 

(FLCAS), semi-structured interview form, ten lesson plans based on the instructional model 

to reduce English language anxiety and improve productive skills in English, and 

productive skills in English tests. Mean and standard deviation, one-way analysis of 

variance (ANOVA), Pearson's correlation, and Dependent Samples T test were used to 

analyse quantitative data. Thematic Analysis was used to analyse qualitative data. 

The results revealed that Thai graduate students had a moderate level of language 

anxiety. Students in private universities have a significantly higher average foreign 

language classroom anxiety level than those in Rajabhat universities, while there was no 

meaningful difference in language anxiety between different age groups and fields of study 

at .05 level of significance. The results also revealed a significant negative relationship 

between English language classroom and English language proficiency, whereby the lower 

the language proficiency, the higher the language anxiety. The English language classroom 

anxiety post-treatment mean score of the participants was significantly lower after 

receiving the treatment based on the instructional model, while the productive skills in 

English post-treatment mean score was significantly higher at .05 level of significance. The 

proposed practical guidelines for reducing English language classroom anxiety were highly 

feasible, and highly suitable for implementation. 

 

Field of Study: Higher Education Student's Signature ............................... 
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CHAPTER I 

INTRODUCTION 

 

Rationale of the Study  

 Thailand is moving toward an innovation-driven and valued-based economy 

under Thailand 4.0 which is a new economic model to develop the country. From 

traditional farming to smart farming, traditional SMEs to smart enterprises, traditional 

services to high-value services, and from the low-income to middle-income status, the 

policy seeks to promote creativity, innovation, and the application of technology in 

various economic activities. Also, the country needs to deal effectively with 

disparities and the imbalance between the environment and society. 

 Around the world, higher education is under pressure to change. It is growing 

fast and its contribution to economic success is seen as vital. Universities and other 

institutions are expected to create knowledge; to improve equity; and to respond to 

student needs – and to do so more efficiently. They are increasingly competing both 

with the private sector and internationally (OECD, 2003). Universities play a 

prominent role in producing qualified workers to help the country develop. That way, 

when students are released into the job market they can go with original ideas and 

create and design their own future, be it working for themselves or working for 

someone else. What needs to be done is ensure sufficient resources? Universities 

should invest in both teachers and support staff who are capable of passing on 

knowledge, facilitating the learning process and bringing out the best of our young, 

eager minds. 
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 The English language has unquestionably established itself as the international 

language of communication (Crystal, 1997). It is officially recognized in 60 countries 

and is prominent in another 20. Books, academic journals, the media, international 

sports, and entertainment all use it as their primary language. Every major 

international organization has English as its official language, and English accounts 

for 80% of all information saved in electronic retrieval systems throughout the world. 

(Altbach, 1998). For developing countries, education in English has been considered 

by government and non-government organizations as essential for enhancing 

economic growth through the development of human capital (Bruthiaux, 2002). 

 Globally, academic collaboration is facilitated by English, which is used in 

research activities, events, and communications both inside and across universities. 

However, as Curry and Lillis (2017), co-author of Academic Writing in a Global 

Context, point out, the increasing dominance of English in academia has put non-

English speaking researchers at a disadvantage when it comes to publishing and 

exchanging research across borders. According to the interim findings of a report by 

the British Council and University of Oxford’s department of education, English is 

increasingly becoming the lingua franca for education institutions across the word – 

from primary schools to universities. We can now see the move to using English as 

the lingua franca of higher education globally as the most significant current trend in 

internationalizing higher education. Macaro et al. (2021) added that more and more 

institutions across the world are using English to teach academic subjects, spurred on 

by a desire to internationalize their offer and their academic profile. 

 Graduate studies aim at developing academicians and professionals to higher 

levels with research as key competency, abilities to seek knowledge, learn and create 
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new knowledge through research. Many programs realized the importance of English 

because it can help students to acquire knowledge from all over the world. Graduate 

students face significant obstacles in their academic pursuits. English may be a 

particular challenge, especially for non-native English speakers at the start of their 

academic careers. According to research into English for Academic Purposes (EAP), 

these students must be proficient in specific language areas and abilities in order to 

deal with academic demands. (Ferris & Tagg, 1996). The challenges that these 

students encounter vary based on their academic level, whether they are 

undergraduates or graduates, and the subject areas that they study, particularly at the 

graduate level (Cheng, 1996). 

 Universities and colleges have made continual demands for innovation in 

higher education, where information has been delivered mostly through traditional 

lectures for decades, despite numerous quality issues (Roksa, & Arum 2018). In the 

traditional English teaching class in Asia, teachers force students to learn English 

grammar or patterns by memorizing rules. Commonly, English language education in 

Asia is more concerned with linguistic rules rather than with practical knowledge or 

with language as a communication tool. 

 Since in the 21st century, mastery of academic English, both spoken and 

written, is becoming increasingly important in higher education, English language 

learners’ perspectives, motivations, learning styles, learning strategies, or language 

anxieties are given more attention.  

It appears that many people have intrapersonal difficulties when learning a 

second/foreign language. One of them is anxiety. Language anxiety has long been 

identified as a barrier to learning a second or foreign language. In other words, 
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language anxiety is a negative emotional condition that might affect how individuals 

learn or acquire a language. Anxiety over learning a foreign language has been 

identified as an affective factor in foreign language acquisition. (Gardner & 

MacIntyre, 1992). In order to complete their degree programs, many college students 

are obliged to enroll in foreign language classes. Foreign language lessons, 

unfortunately, may be the most anxiety-inducing courses in many students' academic 

degrees (Campbell & Ortiz, 1991). According to the findings of a research comparing 

the anxiety levels of graduate and undergraduate students, graduate students had 

higher anxiety levels (Poyrazli & Kavanaugh, 2006). Language learning anxiety, 

according to Woodrow (2006), differed from other types of anxiety and had an impact 

on students' learning outcomes. 

 The term Foreign Language Anxiety came into existence after the work of 

Horwitz et al. (1986) who defined anxiety as “the feeling of tension, apprehension and 

nervousness associated with the situation of learning a Foreign Language”. The type 

of anxiety experienced by the students when learning a second or foreign language is 

state or situational anxiety, and it is not trait anxiety because the students experience 

this type of anxiety when they are in the classroom. This type of anxiety is transitory, 

and the students can overcome it with the passage of time (Spielberger, 1983; Abu-

Rabia, 2004; Ezzi, 2012).  

 Over the past decades, a certain amount of research on the role of foreign 

language anxiety in foreign language learning showed that anxiety influences 

language learning and production (Phillips, 1992; Campbell & Ortiz, 1991). That is to 

say that foreign language anxiety not only affects students’ attitude but is also 

considered to be detrimental to the performance of language learning. Young (1991) 
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defined foreign language anxiety as “worry and negative emotional reaction aroused 

when learning or using a second language”. According to Arnold (2000), language 

anxiety “ranks high among factors influencing language learning, regardless of 

whether the setting is informal (learning language on the streets) or formal (in the 

classroom)”. Students with anxiety attending the class will feel nervous and afraid to 

cooperate with teachers and then they cannot concentrate on the learning points and 

waste their energy, or they just want to flee the learning task. Therefore, we can 

conclude that there is a significant relationship was found in the relationship between 

English learning anxiety and students’ English proficiency.  

 Luo (2012) proposed that four major sources contribute to foreign language 

anxiety, namely, the classroom environment, learner characteristics, the target 

language, and the foreign language learning process itself. A review of the literature 

then provided the researcher with perspectives and guidelines for presenting an 

approach for implementing a learning management model for Thai graduate students 

to overcome English learning anxiety and enhance their learning experience. 

 “According to the Affective Filter Hypothesis, acquirers in a less than optimal 

affective state will have a filter, or mental block, preventing them from utilizing input 

fully for further language acquisition. If they are anxious, “on the defensive,” or not 

motivated, they may understand the input, but the input will not enter the language 

acquisition device.” (Krashen, 1981)  

 According to English competence standards and assessment criteria of 

graduate studies, in accordance with the Ministry of Education directive entitled 

“Method of Graduate Program Standards Management B.E. 2548, all graduate 

programs have to place an importance on the English language and ensure the 
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standards and the quality of graduate studies at higher education institutions in 

accordance with the regulations of the Office of the Higher Education Commission. 

Once the students are admitted to a graduate program, most faculty assume that the 

graduate students will be able to read, comprehend, and communicate their 

understanding of advanced professional research and literature, understand lectures, 

and take notes, complete examinations, complete lab assignments in English. Some of 

the graduate students will be required to produce either a thesis, a dissertation, and/or 

one or more publishable research papers in academic English as a criterion for 

completion of their graduate degrees. If they have a teaching assistantship, it is also 

expected that they will be able to prepare classes, materials or even lectures in 

English. To function successfully in a university educational environment, graduate 

students are required and expected to have a high level of English competence. 

 In this study, the scope is delimited to graduate students who are pursuing 

master and doctoral degrees in Thai higher educational institutions. The reason for 

this restriction to graduate students is: firstly, the size of graduate students has been 

one of the largest among the graduate students. The number of graduate students has 

grown significantly faster than the number of graduate students over the last 10 years. 

The total number of graduate students grew from 4,354 in 2005 to almost 190,000 in 

2017. Of those 190,000, 25,000 are students at the master’s level, and 9,800 are at the 

PhD level (Office of the Higher Education Commission, n.d.). Secondly, English is so 

great a problem for Thai students since the majority of these students studied in Thai 

during their undergraduate education. All their textbooks were in Thai. Very few of 

the reference or textbook were written in English. After they have enrolled to the 

postgraduate education, most of their study and research require reading textbook, 
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references that are written in English. Some might be required to give a presentation 

in English to both Thai and English audiences. Hence, many taught courses are 

conducted through the medium of English since they invite foreign lectures. 

Interestingly, it is not unusual for graduate students to have academic English 

competence. 

 The study of Berman, & Cheng (2010) reveals that the perceived language 

difficulties of EFL graduate students relate to the productive skills of speaking and 

writing. English language difficulties especially speaking tasks (i.e., carrying out oral 

presentations, taking part in class discussions, answering questions in class, and 

asking questions in class) and writing tasks (i.e., writing essay examinations, writing 

examinations, and writing assignments) appear to negatively affect the academic 

achievement of the graduate students. Furthermore, non-native EFL graduate students 

would benefit from English for Academic Purposes (EAP) instruction, especially in 

speaking and writing, after being admitted into their program of studies. It would 

seem clear that their EAP instruction must emphasize oral skills such as asking and 

answering questions, taking part in small and large group discussions, as well as 

carrying out oral presentations. Writing skills to be taught would need to include the 

writing of essay examinations, a skill reported by many of them to be difficult, as well 

as other forms of formal academic writing.  

 Basic English competence is not sufficient when undertaking graduate level 

reading comprehension, writing, and oracy. This statement is true not only for non-

native English-speaking students at the graduate level, but also for native English-

speaking ones. Thai students need to submit an English proficiency test score; TOEFL 

and IELTS, which meet the university's minimum language requirement to apply for 
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the graduate education. Those applying for such degree programs must provide recent 

evidence that their command of the English language is adequate for the programs for 

which they have applied. Both Chulalongkorn University and Thammasat University 

have their own English entrance exams, namely CU-TEP and TU-GET accordingly, 

for all of their graduate degree programs measuring the ability to use English for 

academic purposes. However, those English proficiency tests which attempts to test 

English language skills above rudimentary English proficiency level, are often 

castigated by ESOL test takers for their discrete item/context reduced and 

decontextualized approach towards testing English language competency (Frase, 

2000; Belcher & Braine,1995). Chulalongkorn University requires applicants to hold 

450 of TOEFL score or 4.0 of IELTS score for master’s degree program, and 525 of 

TOEFL score or 5.5 of IELTS score for doctoral degree program. While Mahidol 

University requires TOEFL Paper-Based score of 500 or higher or IELTS score of 5.5 

or higher for all graduate degree program. Therefore, it is not necessary to have met 

the language requirement at the point of application. In case that the applicants do not 

meet the criteria through an approved test, TOEFL Score is less than 425 or IELTS 

score is less than 3.5 for instance, they are required to enrol in English language 

courses namely Reading and Writing in Academic Context for Graduate Studies, 

Speaking and Writing in Academic Context for Graduate Studies, Preparatory English 

for Graduate Students, or Essential English Grammar for Graduate Studies, etc. 

Furthermore, they must pass the courses before the examination of their thesis 

defence. 

 Further, for many students, foreign language classes can be the most anxiety-

inducing courses in their programs of study (Campbell & Ortiz, 1991; MacIntyre & 
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Gardner, 1991). Since the development of measures of foreign language anxiety that 

consistently yield reliable and valid scores (Horwitz et al., 1986), a myriad of studies 

has documented the prevalence of anxiety in the foreign language context (Horwitz et 

al., 1986; Maclntyre & Charos, 1996; Onwuegbuzie, Bailey, & Daley, 2000). 

Specifically, a moderate negative association between foreign language anxiety and 

various measures of foreign language achievement repeatedly has been found 

(Gardner & MacIntyre, 1993; Horwitz et al., 1986; MacIntyre & Gardner, 1991; 

Onwuegbuzie et al., 2000). In fact, Gardner and MacIntyre (1993) found language 

anxiety to be the best single correlate of foreign language achievement. 

 English language anxiety has long been recognized as an obstacle in second 

language learning. Khattak et al. (2011) reported, “Anxiety experienced in learning 

English language can be debilitating and may influence students’ achievements of 

their goals”. In the other words, anxiety is one of the most significant factors affecting 

language learning. High level of language anxiety is correlated with poor performance 

in language learning. The experience of language anxiety varies from learner to 

learner. According to Zheng (2008), language anxiety is caused by (1) personal and 

interpersonal, (2) learner beliefs about language learning, (3) teacher belief about 

language anxiety, (4) teacher-learner interactions, (5) classroom procedures, and (6) 

language testing. 

 What is it like for the graduate students as they work to fulfil the academic 

expectations of their program of study? Are all students equally proficient and able to 

complete all academic language tasks equally well? Such an understanding would 

enable us to address several important issues. Often English language learners who 

lack proficiency in English are subject not only to judgments about their language 
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ability but also about their significance as individuals. These judgments can be 

aggravated by teachers’ misconceptions about language learning. Therefore, it is 

imperative that educators and administrators be able to identify and provide support 

for anxious students within their classrooms. In providing this affective support for 

English language students in classes, educators can increase their chances for 

academic success beyond minimum standards. 

 So far, many researchers have noted the gravity of the problem and suggest 

that too much anxiety may impede the learning process (e.g., Brown, 2008; 

Woodrow, 2006). Oxford (1999) draws attention to several studies which are 

negatively correlated with language anxiety. Accordingly, language anxiety could be 

detrimental to learners’ grades in language courses, proficiency test performance, self-

confidence in language learning, and self-esteem. One example of this comes from 

Sparks and Ganschow (2007). They carried out a study to investigate the relationship 

between the early native language skills several years prior to beginning the study of a 

foreign language and anxiety about foreign language learning several years later. 

They found that the learners with low anxiety levels scored significantly higher than 

those with high anxiety levels on foreign language proficiency and foreign language 

course grades. Brown’s (2008) study indicated that the majority of the learners 

studying foreign language suffered language anxiety despite their minimum level of 

IELTS 6 proficiency. Moreover, as McIntyre and Gardner (1991) argue, language 

anxiety could interfere with language development, retention, and production of new 

language, which highlights the possible problems that may emerge as a result of 

language anxiety and its potential impact on learning and teaching situations.  
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In terms of significant demographic variables, Onwuegbuzie, Bailey, and 

Daley (1999) discovered that older students had higher levels of foreign language 

anxiety. This is in line with the positive correlation between age and test anxiety that 

has been reported (Hunt, 1991; Yesavage, Lapp, & Sheikh, 1989). The age/language 

anxiety association may have developed because the ability to master the finer parts 

of language, such as phonology and morphology, as well as the ability to speak a 

second language without an accent, deteriorates with age (Lieberman, 1984; Newport, 

1986). It is likely that older adults experience their highest level of foreign language 

anxiety when performing tasks that require them to respond to questions in the target 

language in front of their peers, such as when they are required to respond to 

questions in the target language in class in front of their classmates. According to 

research, older people may perform worse than young adults on a variety of cognitive 

tasks that need a quick response. One such variable is cautiousness; that is, older 

individuals' foreign language anxiety may be largely due to their reluctance to 

pronounce, translate, or write words in the target language about which they are 

unsure. A related finding is that older adults place a greater priority on correctness 

than young adults. Furthermore, some experts believe that as people age, they become 

less competent at speeded tasks and, as a result, work more slowly since they are less 

comfortable with tasks conducted under limitations of time (Salthouse, 1984). 

According to the findings of Jun's (2001) study, younger ESL students in Singapore 

are less anxious than more students because of their less tumultuous learning 

experiences. As a result, the self-ego of younger learners may be less than that of 

older learners. In comparison, older students are more ego-sensitive and concerned 

about saving face. It is widely assumed that older leaners are more concerned with 
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their personal self-esteem than younger ones, making them more prone to anxiety in 

language learning, especially speaking. 

Cheng and Erben (2012) discovered that Chinese graduate students in art-

related studies had the lowest anxiety.  Students in various art-related fields of study 

were more open to discussion, more tolerant of ambiguity, and more willing to 

express their opinions.  Students in science-related fields, on the other hand, paid 

more attention to details and emphasised precision. Their different points of view on 

communication in the second language resulted in different behaviours and feelings 

regarding communication in the target language. Despite their immature second 

language development, art students were often less concerned about communication 

and preferred to share their thoughts with native speakers. Science students, on the 

other hand, hesitated before speaking to ensure that the next sentence was 

grammatically and contextually accurate. Their effort to produce a perfect statement 

frequently resulted in the student losing their or her turn in the conversation, which 

increased the language anxiety experienced by these students. While, Nagahashi 

(2007) employed Foreign Language Classroom Anxiety Scale (FLCAS) to assess 

English language anxiety of 38 freshman students majoring in Health Sciences and 

Education at Akita University in Japan. It was shown that Health Sciences students 

had a higher level of language anxiety than Education students. 

The type of institution can influence how students engage in learning and 

eventually succeed. According to Reason et al. (2007), the institutional environment 

has a significant impact on students' social and personal competency. Kezar (2006) 

discovered that large and small campuses develop differently in order to meet 

students' educational demands. Pike and Kuh (2005) went even farther, demonstrating 
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that different types and sizes of institutions address student engagement in different 

ways. University admissions selectivity can also be considered a positive factor in 

determining differences in student engagement in learning (Porter 2006). 

Thai students' English achievement can be attributed to a variety of factors. 

Piatanyaokorn (2003) discovered that students' backgrounds, time spent learning 

English, teachers, and classroom tools all had an effect on English achievement 

among Rajabhat students, either directly or indirectly. Grubbs, Chaengploy, and 

Worawong (2009) found that in terms of perceptions, Public university students 

thought more positively about English and rated their teachers' abilities to teach more 

highly than Rajabhat students. Both Public and Rajabhat higher education institutions 

students thought positively about English and their teachers, but not so much about 

their own English abilities.  

Kriangkrai (2012) discovered that 40 third-year students at Thepsatri Rajabhat 

University exhibited a medium level of public speaking anxiety. It was revealed that 

7.5 percent of the students were classified as having severe anxiety, 67.5 percent as 

having medium anxiety, and 25 percent as having moderate anxiety. While Punsiri 

(2012) investigated 44 non-English majoring students' classroom anxiety at 

Chulalongkorn University, the first public university in Thailand. The participants had 

a moderate level of FLCA. When classified into three categories of FLCA, the 

participants displayed high levels of Communication Apprehension but moderate 

levels of Fear of Negative Evaluation and Test Anxiety. Tantihachai (2016) 

researched language anxiety experienced by 48 students at Rajamangala University of 

Technology Srivijaya to learn about language learners' perceptions of anxiety sources, 

feelings when experiencing anxiety, and coping strategies. According to the findings 
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from the FLCAS questionnaire, the first two sources of participants' anxiety were (1) 

failing in English class and (2) speaking without preparation. The qualitative findings 

identified the following as the sources of their anxiety: (1) Peer Pressure, Self-Image, 

and Learner Circumstances (2) Self-Confidence, Comfort, and Relaxation (3) 

Perfectionism. Sethi (2006) investigated the English language anxiety of 460 

undergraduate students at Thailand's leading private university. A positive association 

between English language anxiety and academic achievement was found, with test 

anxiety being only one of the predictors that caused a meaningful relationship. 

Furthermore, there were no age differences among the students based on their level of 

English language anxiety. This means that students of all ages experienced similar 

levels of anxiety in English language skills such as speaking, listening, testing, class 

anxiety, and fear of negative evaluation. Additionally, there are no significant 

differences in students' level of English language anxiety based on their education 

level. The findings revealed that the most anxiety was caused by public speaking 

anxiety, followed by general anxiety about class and fear of negative evaluation. 

With more attention being paid to foreign language, anxiety has been 

identified as a significant challenge for language learners. A number of previous 

research in the field of foreign language anxiety have examined FLA variables (e.g., 

language proficiency, motivation, age, gender, and field of study) as potential 

predictors of FLA. Although some earlier studies have explored English language 

anxiety in students at Public, Private, Rajabhat University, and Rajamangala 

University of Technology, no previous study has considered them all together to 

compare the differences. As a result, the current study is to investigate not only the 
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English language anxiety of Thai graduate students, but also three variables including 

age groups, field of study, and type of Thai higher education institution.  

 Researchers seem to agree on the notion that a high anxiety context could 

produce a threatening atmosphere which might lead to inhibition even though a 

facilitative role of anxiety is also pronounced (Hewitt & Stephenson, 2012). Thus, 

there has been an emphasis on helping students overcome foreign language anxiety. 

However, some of the methods which are supposed to be of great help in alleviating 

language anxiety have not been tailored to foreign or second language teaching 

contexts (Foss & Reitze, 1988). The reason some of the methods are not applicable to 

foreign language contexts is that these methods put an extra burden on teachers’ 

shoulders, a burden which requires extra effort such as specializing in biofeedback, 

therapy and so on. So, the quest is to find a manageable and teacher-friendly solution 

and this study assumes that the solution in question could be creative drama activities. 

If one looks for an activity that could emancipate learners from the bonds of anxiety, 

creative drama techniques could serve the desired function.  

All teachers face the instructional challenge to motivate their students to 

engage in and benefit from the learning activities they provide. For some teachers the 

controlling aspect of what they say and do is particularly salient. The teacher is 

insistent about what students should think, feel, and do, and the tone that surrounds 

these prescriptions is one of pressure. These teacher-student interactions tend to be 

unilateral and no-nonsense. For other teachers, the supportive aspect of what they say 

and do is more salient. The teacher is highly respectful of students’ perspectives and 

initiatives, and the tone is one of understanding. These teacher-student interactions 

tend to be reciprocal and flexible. When these differences take on a recurring and 
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enduring pattern, they represent a teacher’s “orientation toward control vs. autonomy” 

(Deci, Schwartz, Sheinman, & Ryan, 1981) or, more simply, “motivating style” 

(Reeve, 2009).  

 Since the acquisition of knowledge is dependent on many factors, such as the 

student’s socio-economic status, the type of school, and motivational factors 

(Yarahmadi, 2013). The latter have a strong effect on the students’ achievements in 

school and can be influenced by the teachers’ behavior (Reeve, 1998). Reeve, Bolt, 

and Cai (1999) argue that a teachers approach to teaching can influence the students’ 

motivational state and their level of achievement. They differentiate between 

autonomy supporting styles on the one hand and controlling motivational styles on the 

other (Ryan & Deci, 2000). Previous studies have suggested the positive effect of 

autonomy support on students’ motivation (Mouratidis, Lens, & Vansteenkiste, 2010). 

Grolnick and Ryan (1987) assume that an autonomy supportive environment leads to 

higher learner engagement and thus to greater achievements and deeper understanding 

of content. 

 

Objectives of the Study 

 The primary objectives of this study are specifically described as follows: 

1. to study English language anxiety of Thai graduate students based on 

different age groups, field of study and type of higher education institution. 

2. to analyse the relationship between English language classroom anxiety 

and English language proficiency of Thai graduate students. 

3. to develop an instructional model to reduce English language anxiety and 

improve productive skills in English of Thai graduate students. 
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4. to propose practical guidelines for reducing English language classroom 

anxiety. 

 

Research Question 

With the intention of making use of the findings in different aspects of English 

language instructional model development, and in assisting instructors, faculty and 

administrators who are involved in English language education among Thai graduate 

students, the following research questions are aimed to be answered:  

1. What are the levels of English language anxiety of Thai graduate students 

based on different age, field of study and type of higher education institution?  

2. What is the relationship between English language classroom anxiety and 

English language proficiency of Thai graduate students? 

3. How effective is the instructional model to reduce English language anxiety 

and improve productive skills in English of Thai graduate students?  

4. What are the practical guidelines for reducing English language classroom 

anxiety graduate schools in Thailand? 

 

Significance of the Study 

Getting students interested in learning English is a big problem that most EFL 

teachers face. Since foreign language anxiety reflects learners’ internal and external 

responses to foreign language learning contexts and foreign language learning 

processes, an investigation and detailed analysis of foreign language anxiety is 

necessary and significant. The causes of language anxiety and at the same time the 

ways to minimise the harmful effect so that the teaching and learning can be more 

effective and fruitful especially for those anxious students. 
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 Because of the increasing number of graduate students in recent years, the 

significance of this study is to acquire information that could help educators better to 

prepare these students for the future ahead. The findings from this study might, if 

anticipated, help Thai higher educational institutions, The Office of the Higher 

Education Commission (OHEC), Ministry of Education, and some other academic 

schools or departments at universities to (1) have a clear awareness and accommodate 

the learning problem of these graduate students; (2) facilitate student in overcoming 

their anxiety in learning the language and (3) enhance their English language learning 

experience. 

 While most institutions have done little to formally examine the experiences 

and problem that graduate students face while pursuing a graduate degree. It is crucial 

that instructors and program directors help adult learners, who do not make expected 

progress, to determine the most likely reasons for their predicament and make 

recommendations, and if necessary, implement accommodations to help them 

overcome barriers to learning. It is important for English language instructors and 

program directors to attain as complete a picture as possible of the learner’s language 

learning profile in order to help determine the possible and likely causes for the 

learner’s lack of expected progress, not only to address the reasons, but also for the 

sake of the learner's self-image, confidence, and motivation to continue the language 

learning process (Comstock & Kamara, 2003). Ultimately, learners’ more comfortable 

experience in English language classrooms may help decrease the drop-out rates of 

English classes.  
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Scope of the Study 

 Theoretically, this study contributed to the field of English language education 

by exploring the English language anxiety among Thai graduate students. Other 

demographic variables, e.g., age, field of study and type of higher education 

institution, were also studied. An instructional model was developed by using 

Cooperative Learning Approaches, Autonomy-Supportive Teaching, Motivation in 

Second and Foreign Language Learning, and Strategies for Reducing Anxiety in 

Foreign and Second Language Classrooms (Gustafson, 2015) to reduce the anxiety of 

the graduate students. 

 Practically, the English Language Anxiety Scale (FLCAS) was used to 

measure English language learners’ level of anxiety more precisely and help teachers 

better identify anxious learners and the sources of their anxiety, which, in turn, may 

help teachers and learners find ways to reduce their anxiety levels.  

 The instructional model also aimed at improving the productive skills in 

English. English language difficulties especially speaking tasks and writing tasks. 

Since the graduate students are admitted to a graduate program, most faculty require 

and expect that the graduate students will be able to function speaking tasks and 

writing tasks in English.  

 The proposed English language practical guidelines to reduce English 

language classroom anxiety were developed in order to provide Thai higher 

educational institutions, some other academic schools or departments, and decision 

makers who are updating or creating instructional policies, plans, strategies, or 

program with important guidance for alleviating their graduate students’ anxieties 

about English language learning process. 
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Terms and definitions  

 Foreign Language Anxiety can be described as worry and negative emotional 

reaction aroused when learning or utilizing foreign language or the feeling of tension 

and apprehension specially associated with foreign language contexts, including 

speaking, listening, and writing. Furthermore, according to Horwitz et al. (1986), 

foreign language anxiety manifests itself when students avoid communicating 

difficult messages in the target language, when they exhibit a lack of self-confidence 

or freeze up in role-play activities. 

 Foreign Language Classroom Anxiety Scale (FLCAS) a five-point 33-item 

Likert scale developed by Horwitz et al. (1986), is composed of three components: 

communication apprehension, test anxiety, and fear of negative evaluation in the EFL 

classroom. The scale ranging from “strongly disagree” (1 point) to strongly agree” (5 

points).  

 Productive Skills in English are speaking and writing, people use the 

language that they have acquired and produce a message through speech or written 

text that they want others to understand. They are also known as active skills. They 

can be compared with the receptive skills of listening and reading. 

 Cooperative Learning Strategies employ formally structured groups of 

students working together to maximize their own and other students’ learning. This 

educational approach changes the classroom environment from one in which students 

are passive recipients of the instructor’s knowledge, to one in which they are active 

participants in their own education 
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 Autonomy-Supportive Teaching are associated with teacher behaviors which 

facilitate student's learning, and mostly related to intrinsic motivation, higher 

perceived competence, higher academic achievement and classroom engagement.  

 Motivation in Second and Foreign Language Learning refers to the need 

for teachers to effectively engage and maintain the learners’ interest and appreciate 

their efforts until their goals are achieved. It is important to note, that the achieved 

goal can vary, whether it is conducting various types of activities in a classroom or 

learning a language for a long period of time (Hall, 2011). 

 An Instructional Models refers to an English instructional model designed 

specifically to reduce English language anxiety and improve productive skills in 

English. The development of the instructional model were developed based on the 

integration of Cooperative Learning Approaches, Autonomy-Supportive Teaching, 

Motivation in Second and Foreign Language Learning, and Strategies for Reducing 

Anxiety in Foreign and Second Language Classrooms (Gustafson, 2015), and findings 

on the major sources of Thai graduate students’ English language anxiety. The model 

is composed of rationales, objectives, model implementation and model evaluation. 

 English as a Foreign Language (EFL) refers specifically to English taught in 

countries (such as Japan, Egypt, Venezuela, or Thailand) where English is not a major 

language of commerce and education.  

 Thai Graduate Students are individuals in a graduate school of Thai higher 

education institutions seeking an advanced degree such as masters or doctoral. They 

need to have certain levels of English language proficiency in order to perform 

academic tasks. 
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 The Proposed Practical Guidelines to Reduce English Language 

Classroom Anxiety  

were developed to provide Thai higher educational institutions, some other 

academic schools or departments, and decision makers who are updating or creating 

instructional policies, plans, strategies, or program with important guidance for 

alleviating their graduate students’ anxieties about English language learning process. 

Each guideline designed with objectives to enable instructor of English to have a clear 

awareness and accommodate the learning problem of these graduate students, to 

facilitate student in overcoming their anxiety in learning the language and to enhance 

students’ English language learning experience. 

  



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 23 

 
 

F
ig

u
re

 1
 C

o
n
ce

p
tu

al
 F

ra
m

ew
o
rk

 o
f 

th
e 

S
tu

d
y

 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

CHAPTER II 

REVIEW OF RELATED LITERATURE 

  

 This chapter reviews the underlying theoretical framework and previous 

research studies that are considered relevant to this study. The concepts discussed are 

categorized into  

1. Foreign Language Learning and Foreign Language Anxiety  

2. Cooperative Learning Approaches  

3. Autonomy-Supportive Teaching  

4. Motivation in Second and Foreign Language Learning  

5. Strategies for Reducing Anxiety in Foreign and Second Language 

Classrooms  

6. English Language Anxiety in Thai Higher Education Context 

7. Current Status of the English language in Thailand 

 

Foreign Language Learning and Foreign Language Anxiety  

The Affective Filter Hypothesis 

 Krashen's Monitor Model (1982) is perhaps one of the most recurrent theories 

in second language literature, particularly in literature that attempts to provide a 

historical overview of the development of the second language acquisition (SLA) 

research field by presenting and discussing the cornerstones (Larsen-Freeman et al. 

1991, Gass & Selinker 2009). The Monitor Model, which includes the affective filter 

hypothesis, is a general model for SLA that consists of five central hypotheses. All of 

the hypotheses are linked and founded on the idea that when learning a second 

language, separate knowledge systems are at work. Before presenting the Affective 
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Filter theory, a quick explanation of this fundamental point is required. As previously 

stated, Krashen (1982) distinguishes between two seperate forms of knowledge 

systems, stating that learning and acquiring a language are significantly different. 

Language acquisition is characterized as a subconscious process that results in a "feel" 

for the target language's accuracy: 

 

 “Other ways of describing acquisition include implicit learning, 

informal learning, and natural learning. In non-technical language, acquisition is 

“picking-up” a language” (Krashen, 1982).” 

 

  Language learning, on the other hand, is defined as a unique method of 

gaining competence in a second language that is the result of a conscious process:  

 

 “… the term “learning” … refers to conscious knowledge of a second 

language, knowing the rules, being aware of them, and being able to talk about them. 

In non-technical terms, learning is “knowing about” a language, known to most 

people as “grammar”, or “rules”. Some synonyms include formal knowledge of a 

language, or explicit learning” (Krashen, 1982). 

 

Krashen also contends that acquired knowledge takes precedence over learned 

information, and that taught language cannot be transformed into acquired language:  

 

“A very important point that also needs to be stated is that learning 

does not turn into acquisition. The idea that we first learn a new rule, 

and eventually, through practice, acquire it, is widespread and may 

seem to some people to be intuitively obvious” (Krashen 1982). 
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This assertion has significant didactic consequences, because the 

notion of learning a language is closely related to the structure and framework of any 

educational setting where a target language is taught, and the goals are guided by 

official steering papers. As a result, Krashen's theories all have the same goal: to 

explain not just the differences between the two knowledge systems, but also the 

variables that help or impede genuine acquisition. 

 

“The important question is: How do we acquire language? If the 

Monitor hypothesis is correct, that acquisition is central and learning more 

peripheral, then the goal of our pedagogy should be to encourage acquisition. The 

question of how we acquire then becomes crucial” (Krashen 1982).  

 

 

 Krashen claims that the notion of different affective factors playing a critical 

part in language learning is compatible with his own hypotheses. The Affective Filter 

hypothesis attempts to explain the link between various affective factors and effective 

second language acquisition. Motivation, self-confidence, and anxiety are the 

affective variables in question, and the hypothesis asserts that excessive levels of the 

affective filter act as a barrier that prevents optimal input for acquisition. When the 

affective filter is turned on, it blocks the input from passing, making acquisition 

impossible. If the affective filter is turned off (or turned down), comprehensible input 

can reach the language acquisition device, allowing for optimal language acquisition 

(see Figure 2). 
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Figure 2 The Affective Filter  

(Krashen, 1982) 

 

The learner's ability to completely acquire the target language is highly 

dependent on the overall affective filter. Anxiety is one of the emotional factors 

mentioned, and Krashen underlines that it is the most significant of the three. 

 To summarize, Krashen (1982) claims that there is a substantial difference 

between learning and acquiring a second language, with the acquisition process being 

the more robust and desirable. The Monitor Model is made up of five hypotheses, 

each of which deals with a distinct element of how to achieve an optimal acquisition 

process and how to describe the variables that have a negative impact on it. Anxiety is 

one of the factors in the Affective Filter theory, and Krashen believes it plays a larger 

role than the others. Furthermore, it is believed to have a major influence on the 

situation of second language learning:   

 

“The input hypothesis and the concept of the Affective Filter define the 

language teacher in a new way. The effective language teacher is someone who can 

provide input and help make it comprehensible in a low anxiety situation" (Krashen 

1982).  
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Foreign Language Anxiety 

There are various definitions of anxiety in the literatures, but a typical 

definition is an unpleasant emotional condition characterized by feelings of tension 

and apprehension (Spielberger, 1983). Foreign language anxiety is best described as a 

type of situation-specific anxiety (MacIntyre, 1999), with physiological and 

behavioral manifestations. Perspiration, sweaty hands, dry mouth, muscle contractions 

and stress, and increased heart and perspiration rates are all physiological symptoms 

(Chastain, 1975). Avoiding class, not finishing homework, and being preoccupied 

with the performance of other students in the class are all indicators. (Horwitz et al., 

1986).  

 Situation-specific anxiety is comparable to trait anxiety in that it is stable over 

time, but it may not be consistent across circumstances; rather, it might fluctuate from 

one situation to the next. Anxiety over giving a public speech is an example of 

situation-specific anxiety. Foreign language anxiety is also manifested, according to 

Horwitz et al. (1986), when students avoid communicating difficult messages in the 

target language, when they lack self-confidence or freeze up in role-play activities, 

and when they forget previously learned grammar or vocabulary in evaluative 

situations. Similarly, foreign language anxiety can manifest itself in a variety of ways, 

according to Young (1991), including "distortion of sounds, inability to produce the 

language's intonation and rhythm, 'freezing up' when called upon to perform, 

forgetting words or phrases just learned, or simply refusing to speak and remaining 

silent." Indeed, anxious students may typically put off enrolling in an english class for 

as long as possible (Young, 1991), and may even change their majors to avoid 

learning a foreign language (Horwitz et al.). 
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 Learning a foreign language is a process that is heavily impacted by affective 

factors. As a result of these factors, anxiety can be linked to foreign language 

acquisition, giving rise to the phrase "foreign language anxiety." Foreign language 

anxiety, according to Young (1990), is a complex and complicated issue. It was 

described by MacIntyre and Gardner (1993) as a subjective feeling of tension and 

apprehension linked to foreign language settings, such as speaking, listening, and 

learning. Foreign language anxiety, according to Horwitz et al. (1986), is a particular 

set of self-perceptions, feelings, and behaviours that are connected to a language 

learning classroom and originate from the uniqueness of the language learning 

process. They proposed a theory on language learning anxiety that consists of three 

interconnected components: communication apprehension, which is defined as a type 

of shyness characterised by fear of or anxiety about communicating with others, test 

anxiety, which is defined as a type of performance anxiety stemming from a fear of 

failure, and fear of negative evaluation, which is defined as apprehension about others' 

evaluation. 

Communication Apprehension. Language learners' oral tasks in a foreign 

language classroom involve not just learning but also performing the language, such 

as discussing, debating, speaking voluntarily, and contributing to classes by asking 

and answering questions. Horwitz et al. (1986) include the concept of communication 

apprehension in their model of foreign language anxiety. They believe that the 

emphasis in English class is on interpersonal interactions. Oral communication 

anxiety, which is difficulty speaking in groups, stage fright, which is difficulty 

speaking in public, and receiver anxiety, which is difficulty listening to or learning a 

spoken language, are examples of communication apprehension subtypes. 
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Communication, social skills, and self-esteem can all be affected in these situations. 

Because of their anxiety, learners' minds go blank when listening, for example. What 

follows is incomprehensible since the previous passages are still being considered. 

They had lost the essence of listening comprehension as a whole before they realised 

it. 

Test anxiety. Anxiety over academic evaluation is known as test anxiety. It 

may be characterised as "a fear of failing in tests and an unpleasant experience held 

either consciously or unconsciously by learners in many situations"  (Aydin, 2008). 

This anxiety is caused by nervousness over academic evaluations, which comes from 

a fear of failure (Horwitz & Young, 1991). Because of its constant performance 

evaluative nature, test anxiety is quite common in language classrooms, according to 

Horwitz et al. (1986). It is also worth noting that oral testing has the potential to cause 

both test and oral communication anxiety in students who are vulnerable. When 

students who have previously performed badly develop negative and irrelevant 

feelings during test-taking settings, they are likely to experience test anxiety. As a 

result, these students are more likely to be distracted in class, which negatively 

impacts their performance in foreign language classes (Sarason, 1984). Test-anxious 

learners, according to Horwitz et al. (1986), place unrealistic standards on themselves 

and believe that anything less than a perfect test result is a failure. While taking the 

test, test anxiety might include worries, stomachaches, and tension headaches. Others 

may feel unsteady, sweaty, or as though their heart is racing. Students that do not 

experience test anxiety, on the other hand, are not frightened of being evaluated or 

failing, and so can handle more difficult tasks much better. 
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Fear of Negative Evaluation. Fear of negative evaluation occurs when foreign 

language learners feel they are unable to make the appropriate social impression, and 

it manifests itself as fear toward other people's evaluations and avoidance of 

evaluating situations (Aydin, 2008). It is also broader in the sense that it includes not 

just the teacher's evaluation of the learners, but also other learners' reactions (Shamas, 

2006). Fear of negative evaluation is related to test anxiety, but it has a broader scope 

because it is not limited to test-taking settings. 

It can occur in any social, evaluative situation, such as a job interview or 

speaking in a foreign language class, in addition to test situations. People who are 

concerned about how others perceive them are more likely to behave in ways that 

minimise the possibility of negative evaluation. When students are unsure of what 

they are saying, they are afraid of being judged negatively, and they may doubt their 

ability to make a good impression (Chan & Wu, 2014). Students with a fear of 

negative evaluation tend to "sit passively in the classroom, withdrawing from 

classroom activities that could otherwise enhance their improvement of the language 

skills" or even "cutting class to avoid anxiety situations" (Aida, 1994).  

Factors Related to Foreign Language Anxiety. Horwitz et al. (1986) suggest 

that, while communication anxiety, test anxiety, and fear of negative evaluation are 

valuable conceptual building blocks for a description of second/foreign language 

anxiety, it is more than the combination of these three components.: “we conceive 

foreign language anxiety as a distinct complex of self-perceptions, beliefs, feelings, 

and behaviours related to classroom language learning arising from the uniqueness of 

the language learning process”. The interaction of language acquisition with the idea 

of "self" is what distinguishes it as a distinct and unique process. Foreign language 
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learners may feel language learning anxiety as a result of linguistic difficulties in 

learning and utilising the target language (Hashemi & Abbasi, 2013). Horwitz (2001) 

asserted, however, that foreign language anxiety is distinct from first-language 

learning difficulties and should be considered a significant barrier to language 

acquisition in and of itself. Zhang and Zhong (2012) classified the reasons of anxiety 

when learning a foreign language as being “learner- induced, classroom-related, skill-

specific, and some society-imposed depending on different contexts”.  

The major source of anxiety is learners' unrealistic or incorrect expectations 

regarding language acquisition. (Zhang & Zhong, 2012). While some learners believe 

they lack the competence or gift to learn a new language (Price, 1991), others believe 

that two years or less is sufficient for them to become proficient in another language 

(Horwitz, 1988), without taking into account the difficulty of the language learning 

task, and so may experience conflict and anxiety. Learners may also have incorrect 

assumptions and beliefs regarding language standards. Because foreign language 

learners are exposed to native speakers' expert language through tapes, films, and 

teachers (Kitano, 2001), they "set their standards as high as the level of native 

speakers'," which generates anxiety due to the possibility of not meeting the high 

standards (Zhang & Zhong, 2012). Furthermore, the strong expectations that students 

must interact and speak in public cause anxiety. The anxiety of failure to reach these 

standards might impede the learning process (Rajanthran et al., 2013). Because they 

consider speaking ability to be the most essential, anxious learners believe their 

language abilities, particularly speaking skills, are poorer than their classmates' 

(Young, 1991). Furthermore, according to Kitano (2001), “speaking skill is usually 

the first thing that learners compare with that of peers, teachers and native speakers”. 
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Onwuegbuzie, Bailey, and Daley (1997) looked at the elements that 

contributed to foreign language anxiety among 210 university students enrolled in 

French, Spanish, German, or Japanese language classes. The research found fourteen 

factors that significantly contributed to foreign language anxiety: “gender, age, 

academic achievement, semester course load, prior history of visiting foreign 

countries, prior high school experience with foreign languages, expected overall 

average for current language course, perceived intellectual ability, perceived 

scholastic competence, perceived appearance, perceived self-worth, cooperativeness, 

value placed on competitive learning, and academic locus of control”. Onwuegbuzie, 

Baily, and Daley (1999) investigated the factors predicted foreign language anxiety 

and discovered that age, academic success, previous high school experience with 

foreign languages, and expected overall average for current language course all had 

significant relationships. In terms of student age, older students were shown to have 

more language anxiety than younger students. Hsu (2009), a Taiwanese researcher, 

examined language anxiety among 82 EFL technical college students. Male students 

reported higher test anxiety and fear of negative evaluation than female students, 

whereas female students had greater communication apprehension.  

Classroom-Related Anxiety. Instructors, classmates, and classroom 

procedures are all associated with anxiety in the classroom (Zhang & Zhong, 2012). 

Instructors who believe their duty is to continuously correct students and who believe 

they cannot allow students work in pairs because the class would become chaotic may 

be contributing to learner language anxiety (Young, 1991). According to Hashemi and 

Abbasi (2013), the friendlier and more casual the language classroom setting is, the 

less likely it is to cause anxiety. They state that “formal language classroom setting is 
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a major source of stress and anxiety because of its demand to be more correct and 

clearer in using the target language”. Furthermore, peer criticism or evaluation is a 

significant source of anxiety (Conway, 2007). Young (1991) discovered that anxious 

students believed their language abilities were inferior to their classmates' and that 

they were looking down on them. Additionally, nervous students are afraid of 

seeming uncomfortable, foolish, or incompetent in front of their classmates (Jones, 

2004). Anxiety has also been caused by classroom activities. Many anxious students, 

according to Price's (1991) interview research, are afraid of making mistakes in 

pronunciation in front of their peers. 

Moreover, oral presentation is the most anxiety-inducing classroom activity 

(Koch & Terrell, 1991), making the learning atmosphere more formal and unpleasant. 

Language learners, on the other hand, were less nervous and stressed in environments 

that emphasised collaborative interactions between instructors and students, according 

to Hashemi and Abbasi (2013). Another source of anxiety in the classroom is the fear 

of testing, which arises from the continual evaluation of students. Because they were 

worried throughout the test, students gave an incorrect response (Conway, 2007). 

According to Young (1991), “in language testing, the greater degree of student 

evaluation and the more unfamiliar and ambiguous the test tasks and formats, the 

more the learner anxiety is produced”. Because students with high levels of foreign 

language anxiety display avoidance behaviour (Gregersen & Horwitz, 2002), it is 

critical to identify the sources of foreign language anxiety and decrease the negative 

consequences in foreign language instruction in order to establish a low anxiety 

classroom for the students (Young, 1991).  
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English Language Anxiety. Language research has demonstrated the impact 

of language anxiety on students' success and performance in English language 

acquisition. There was a substantial connection between language anxiety and 

language acquisition and achievement in early studies (Horwitz et. al., 1986). If a 

student is anxious in the classroom, the chances of having a difficult and negative 

foreign language experience increase (Gregersen & Horwitz, 2002). According to 

Ewald (2007), excessive levels of anxiety have a negative impact on language 

acquisition. Language learners who have experienced language anxiety are more 

likely to be concerned about failure. Yan and Horwitz (2008) investigated the factors 

that contribute to students' anxiety in English language acquisition in China and 

discovered that peer comparison, learning strategies, and language learning interest 

and motivation were the most immediate concerns. Woodrow (2006) performed 

another study to examine the relationship between anxiety and language performance 

among EFL students enrolled in English for Academic Purposes (EAP) classes. Fear 

of interacting with native speakers, giving oral presentations, and performing in front 

of classmates were the most often reported causes of anxiety, according to the 

research. Language anxiety is also a major predictor of dissatisfaction with language 

learning. Chao (2003) investigated the degree of anxiety among private college 

students in Taiwan who studied English as a foreign language using both qualitative 

and quantitative approaches. The results of this investigation indicated a relatively 

high degree of anxiety. 

 Instruments for Measuring Language Anxiety. Anxiety has a substantial 

impact on foreign language learning, as Horwitz et al. (1986) demonstrate. As a 

result, it is critical to be able to identify students who exhibit higher levels of anxiety 
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in the foreign language classroom. In 1983, students enrolled in University of Texas 

starting language programmes were encouraged to join a "Support Group for Foreign 

Language Learning,".  The students in the group discussed the difficulties in foreign 

language learning while also listening to presentations on successful learning 

strategies and anxiety control exercises. The students' shared experience led to the 

creation of the first language anxiety measure, which was designed to handle generic 

foreign language anxiety as a discrete phenomenon, called Foreign Language 

Classroom Anxiety Scale (FLCAS) (Piechurska-Kuciel, 2008).  

 The FLCAS is a 33-item questionnaire with a 5-point Likert-type scale, 

ranging from “strongly agree” to “strongly disagree”. Students answer to questions 

like "I feel confident when I speak in my foreign language class," "I get nervous when 

the language teacher asks asks questions that I have not prepared in advance".  The 

questions are designed to address the underlying component anxiety, such as test 

anxiety, fear of negative evaluation, or communication apprehension, according to 

Piechurska-Kuciel (2008). Horwitz et al. (1986) describe FLCAS as “a self-report 

measure which assesses the degree of anxiety, as evidenced by negative performance 

expectancies and social comparisons, psycho-physiological symptoms and avoidance 

behaviours.” 

 Other instruments, in addition to FLCAS, are developed to assess foreign 

language anxiety in learners of certain origins. Piechurska-Kuciel (2008) describes a 

method created by Mihaljevi Djigunovi et al. (2004) for assessing language anxiety 

among Croatian FL students. As Mihaljevi Djigunovi and colleagues point out, 

anxiety is culturally and socially driven, therefore culture-specific measurement is 

required. Three hundred and five English language learners from various levels and 
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language schools took part in the study. They were given a 100-item questionnaire 

that covered nine different sources of anxiety: negative self-perception and social 

evaluation, linguistic difficulties, the teacher, public speaking in class, using English 

outside of the classroom, comprehension difficulties, the general and undefined threat 

of using foreign languages, and objective circumstances such as a lack of time to 

practise. The study's findings indicated that one broad factor, general fear of the 

English language, accounted for almost 30% of the entire variation. As a result, a 

culturally specialised tool for evaluating language anxiety in Croatians learning 

English (CROEFLA) was developed. Both measures contain similar general factors, 

according to Mihaljevi Djigunovi and colleagues. They differ in numerous ways; self-

perception and evaluation are more significant in the CROEFLA, whereas 

competition is more relevant in the FLCAS (Piechurska-Kuciel, 2008). 

 Effects of Foreign Language Anxiety. Horwitz's (2001) research found that 

students with high levels of anxiety received lower course grades than those with 

lower levels of anxiety. Furthermore, Saito and Samimy (1996) found that foreign 

language anxiety might negatively affect learners' performance. Foreign language 

anxiety is adversely connected to foreign language learning, according to Aida 

(1994). Different research conducted by Nikolov and Djigunovic (2006) revealed that 

students with high levels of language anxiety produce fewer continuous speech in a 

foreign language. The impacts of language anxiety were studied by MacIntyre (1999) 

in four categories: academic effects, cognitive effects, social effects, and personal 

effects. In terms of academic effects, the literature on language anxiety has shown 

mixed results in terms of its influence. Language anxiety has a debilitating effect, 

according to a number of study (Horwitz et al., 1986; Price, 1991), but it also has a 
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facilitating role, according to a lot of research (Horwitz et al., 1986; Price, 1991). 

(Ehrman & Oxford, 1995). Cognitive factors may also have an influence on language 

anxiety. One example is the Tobias model (MacIntyre, 1999), which divides input 

processing into three phases. These procedures are input and output processing, 

respectively. Some information is filtered by a process at the input stage. According 

to this concept, input that is hindered at one stage cannot get through to the next. As a 

result, a learner who becomes anxious as a result of fast input may be unable to 

process the information at the expected pace. When a social context triggers language 

anxiety, the social effects of language anxiety can be observed. Anxiety arousal can 

occur in a classroom when there is great rivalry, where some students look forward to 

finding others' mistakes to laugh at, or if relationships within the learner groups are 

stressed. When competing, students continually compare themselves to others who are 

better than them, causing them to lose interest, abandon the task, or avoid it 

altogether. Low self-esteem, according to Krashen (1982), may play a negative role 

on a person's language anxiety. Language anxiety is related to how a person views his 

or her own self-image. Furthermore, learners' success may be a predictor of their level 

of language anxiety. Learners who believe they are in the rear seat, for example, are 

more likely to become nervous. Learners who believe they are inferior to other 

learners in terms of performance have a low opinion of themselves, and this 

perception may contribute to their language anxiety. These reasons appear to 

corroborate the claims of Hembree (1988) and Price (1991), who contend that learners 

with lower perceived ability than others are more likely to be suffering language 

anxiety-arousal. 
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Liu (2012) investigated how the English language affects motivation, 

autonomy, listening proficien, and reading ability. Foreign language anxiety was 

shown to be prevalent among EFL students in Taiwan, according to the findings. 

Surprisingly, over 80% of the participants expressed anxiety in response to more than 

a third of the items. Learners with higher levels of anxiety in the language classroom 

tend to be less motivated and autonomous in their language learning. Anxiety has a 

devastating effect on language learning, as evidenced by its significant correlation 

with foreign language performance. According to the regression analysis results, 

autonomy and foreign language anxiety were revealed to be the greatest predictors of 

language proficiency among the variables tested. In the Saudi context, Alsowat (2016) 

investigated the relationship between anxiety and language proficiency. The analysis 

of variables associated with foreign language anxiety found a significantly negative 

relationship between language anxiety and proficiency (grammar, speaking, writing, 

reading and GPA). The current study found that gender had no significant effect on 

foreign language anxiety. Finally, academic level had no effect on the level of 

anxiety, demonstrating that all students, regardless of academic level, experience 

similar levels of anxiety. 

Reducing Foreign Language Anxiety. Anxiety may be handled in a variety 

of ways, according to the research. Methods, tactics, activities, or tricks related to 

speaking skills, on the other hand, will be selected for their relevance. Community 

Language Learning, Suggestopedia, and Natural Approach are examples of teaching 

methodologies that have taken on the task of establishing a welcoming environment 

through improving learners' performance (Wilson, 2006). A significant number of 

research have suggested methods for dealing with language anxiety. Tanveer (2007) 
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identified friendly classroom environments, drama-like activities, avoidance of 

idealised forms of pronunciation, and homogeneous classes as less anxiety-inducing, 

whereas participants in Price's (1999) study mentioned familiarity with other students, 

smaller classroom size, early start of language teaching, positive reinforcement, and 

the instructor's friendly role as less stressful. Language anxiety can be reduced in two 

ways, according to Aydn and Zengin (2008). One way is to teach students coping 

strategies, and the other is to create a less stressful environment for them. Köse (2005) 

experimented with dialogue journals as a technique. His research, however, found that 

using dialogue journals as a means of reducing anxiety did not help with language 

anxiety. Humphries discovered in a 2011 research that students may help one other 

cope with anxiety outside of the classroom without the intervention of a teacher. 

Forming friendships has been proven to have a calming effect, as learners gain 

confidence through forming friendships with others. Suggestions for minimising 

language anxiety arise from a comprehensive assessment of studies in the field of 

language anxiety. These suggestions cover a wide variety of foreign language issues, 

from in-class activities to instructor behaviour. A range of strategies and approaches 

are required to deal with personal and interpersonal anxieties. Foss and Reitzel 

provide a number of strategies for reducing language anxiety caused by learner 

beliefs, and similar approaches may also be used to cope with personal and 

interpersonal anxieties. They claim that if students can understand their irrational 

beliefs or anxieties, they will be able to perceive anxiety-inducing situations more 

realistically and will finally choose to approach rather than avoid an anxiety-inducing 

situation.  
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Cooperative Learning Approaches 

Cooperative Learning is a teaching and learning approach in which students 

work together in groups to complete structured activities with the objective of 

achieving a common goal. They are personally responsible for their job as well as the 

work of the group as a whole. Cooperative team members collaborate and have 

clearly defined responsibilities. Cooperative Learning is more than just putting 

students in groups and allowing them to work together. 

 Johnson and Johnson (2005) define it as a teaching method in which small 

groups of students with different levels of ability employ a range of learning activities 

to increase their comprehension of a subject. In this type of learning environment, 

students are not only responsible for learning what is being taught, but also for 

assisting teammates in learning, therefore contributing to a positive learning 

environment. Cooperative learning is one technique that might help students feel less 

anxious. Suwantarathip and Wichadee (2010) conducted a research with a group of 

university students to see how effective Cooperative learning was. Small groups of 

students from various backgrounds and ability levels were formed in class and worked 

together to complete various language assignments. "Numbered Heads Together" was 

one of the activities they used. Each student was assigned a number and worked in 

groups of four. After the group worked together to find the answer, the teacher called 

on a number to respond to a question. When students had group members to support 

them, they reported feeling less anxious. According to Phillips (1999), students felt 

comfortable participating in activities like these since sharing a group response is less 

threatening than sharing an individual response. Students were more comfortable as a 
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result of this approach, which created a sense of community in the classroom 

(Suwantarathip & Wichadee, 2010). 

 There are several advantages to using cooperative learning. When working 

with others to solve problems and complete tasks, students will recognise the 

importance of collaboration and make a constructive contribution. Students are more 

likely to develop research skills when they are shared through cooperative learning. 

Students can improve their capacity to manage ideas and information in a group 

setting through cooperative learning. Students can observe, imitate, and learn from 

one another through cooperative learning. Students keep each other on target and 

share a sense of success. Peer support, encouragement, and acceptance increase 

motivation and make learning a pleasurable experience. Additionally, as technology 

progresses and the labour infrastructure evolves, the teamwork and cooperative skills 

gained through Cooperative Learning activities are particularly beneficial to learners' 

future success. 

Cooperative learning has become the most operationally well-defined and 

procedurally structured form of collaborative learning since the outcomes are highly 

dependent on detailed planning and implementation (Cuseo, 1992). Face-to-face 

verbal engagement, individual accountability, group processing, and proper grouping 

are additional elements of cooperative learning that set it apart from other 

collaborative learning approaches.  

The six elements are considered to be necessary for effective cooperative 

learning. Positive interdependence requires that "Students have to believe, and act, as 

if they are in it together, and must care about each other's learning" (Johnson & 

Johnson, 1984). This is encouraged through the use of ongoing learning groups and 
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reward structures. Buzz groups, for example, can be useful for some collaborative 

learning techniques, but they are unlikely to create the positive interdependence 

required for cooperative learning (Johnson, Johnson & Smith, 1991). Millis (1991) 

agrees, stating that group work will better prepare students for the workforce by 

developing collaboration abilities in a variety of settings. Because students must use 

their leadership, communication, trust-building, and conflict-resolution abilities in 

order to function efficiently and successfully, social skills are promoted and enhanced 

in the task-oriented group environment. Students must engage in a high level of face-

to-face verbal interaction in order to participate in the learning process by explaining, 

debating, expanding, and linking new learning material to previously learned facts 

and concepts (Schmidt, 1989). Through the use of tests that demand individual 

accountability, cooperative learning pushes students to take responsibility for their 

own learning. Despite the fact that students assist one another, no one in the group can 

afford to "hitchhike". Members of a group must analyse how effectively they are 

working together on a regular basis and how they might improve in order to complete 

their academic tasks successfully and efficiently, as well as score well on tests. 

Finally, the teacher's grouping ensures that each group comprises people with a 

variety of attributes, allowing all group members to improve their problem-solving 

and social skills. 

Students are less stressed and anxious in class because cooperative learning 

helps to create a supportive environment. As a result, it is considered that working in 

groups will help in the resolution of this issue. It can help shy students who are afraid 

to speak up in front of a large group become more comfortable speaking up in smaller 

ones. Members of a group can complement one other's English strength and 
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weaknesses. Each student has a unique background and level of English proficiency 

that he or she can bring to the group. For example, one student may have a strong 

vocabulary that he or she can share with others who have a strong background in 

grammar. Furthermore, poor students will benefit from engagement with better 

students, while good students would feel proud of their involvement in assisting their 

weaker classmates. Students can learn about the intentions of other members while 

also developing interpersonal and team skills. Working in groups allows students 

more opportunity to discuss and share ideas, allowing them to observe how their peers 

think and generate new ideas. Furthermore, cooperative learning reduces 

competitiveness and individualism while increasing opportunities for students to 

actively develop or transform knowledge (Johnson, & Johnson,1995). 

Cooperative learning creates a less stressful environment for discussing, 

creating, and thinking as a group rather than as a whole class. Students may feel more 

at ease studying and experimenting with new ideas in such an environment. This 

approach is consistent with the findings of Worde (2003), who discovered that 

participants in his study rated having a pleasant classroom setting as crucial in 

reducing anxiety and increasing motivation to learn. As a result, it is considered that a 

cooperative learning environment reduces anxiety and provides more opportunity for 

students to develop language (Kagan, 1994). Furthermore, a relaxed environment or 

atmosphere is most likely related to how the teacher conducted the class. Many 

studies have been conducted to evaluate the effect of cooperative learning on students' 

learning anxiety in an EFL class. Consider Nakahashi's (2007) study, which used 

structured cooperative learning activities to reduce language anxiety in freshmen 

students at Akita University by providing a non-threatening, supportive environment 
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that led to language skill development. While the students' learning anxiety decreased, 

their language proficiency levels improved dramatically, according to the findings. As 

a result, Cooperative learning approach was utilised to support its usefulness in terms 

of reducing language anxiety. 

 

Autonomy-Supportive Teaching  

 The relationship between instructional features and students' sense of 

autonomy has been studied in several research. Controlling environments have been 

linked to low achievement, anxiety, preference for easy task, and reliance on others' 

evaluations of their own work, according to the researchers (e.g., Boggiano & Katz, 

1991). Savaskan (2017) examined the relationships between foreign language 

classroom anxiety and the development of learner autonomy. When students had a 

higher level of anxiety, the results showed that learner autonomy was significantly 

lower. The relationship between lower anxiety and higher learner autonomy was 

found to be stronger than the relationship between higher anxiety and learner 

autonomy. 

Autonomy-supportive classroom teaching approaches, on the other hand, are 

linked to students' preference for more challenging tasks, as well as a desire for 

deeper understanding, enjoyment, and perceived competence. Positive associations 

have also been found between (1) students’ perception of their teachers’ autonomy 

support and (2) intrinsic and extrinsic forms of motivation (e.g., Cordova & Lepper, 

1996; Ryan & Deci, 2000). 

Students are considered to have the three psychological needs of autonomy, 

competence, and relatedness, according to self-determination theory (Ryan & Deci, 

2000). The social context's satisfaction of these three needs supplies students with the 
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psychological nourishment they need for learning, positive classroom behaviour, and 

psychological well-being, according to substantial scientific evidence (Vansteenkiste 

et al., 2004). The provision of autonomy support is how the social context primarily 

meets students' demand for autonomy (Reeve, 2009). “I am your ally; I am here to 

support you and your strivings,” for example, is a cohesive cluster of teacher-provided 

instructional behaviours that collectively express to students an interpersonal tone of 

support and understanding (Reeve, 2015). During teaching, the teacher-provided 

behaviours that have been experimentally verified as effective for expressing this 

interpersonal message of support and understanding (and so satisfying students' need 

for autonomy during learning activities) including the following: offering choices 

(Patall et al., 2013); framing the lesson within a context of intrinsic goal pursuit; 

providing explanatory rationales; uttering noncontrolling and informational language; 

offering opportunities for self-direction with the learning activity; acknowledging and 

accepting expressions of negative affect and allowing students to work at their own 

pace (Reeve & Jang, 2006). Each of these approaches to promoting autonomy during 

instruction is well-suited to certain instructional contexts. When teachers ask students 

to participate in somewhat uninteresting tasks, for example, offering explanatory 

rationales is a particularly relevant and situationally appropriate autonomy support. 

When teachers help students diagnose and attempt to solve their engagement, 

behavioural, and performance difficulties, speaking noncontrolling and informative 

language is a particularly timely and situationally suitable autonomy support (Assor at 

al, 2005). Teachers' potential repertoire of autonomy-supportive ways of teaching was 

expected to expand as a result of assessing the educational value of a new way of 

supporting autonomy during instruction. 
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 Although there are several ways to promote students' autonomy, every 

effective autonomy-supportive instructional technique must first incorporate the 

students' perspective (Ryan & Deci, 2000). Taking the students' perspective, on the 

other hand, is not a behaviour in and of itself, which is probably why it is not included 

in the above list of empirically validated behaviours. To turn "taking the students' 

perspective" into a tangible instructional behaviour, the teacher may use a formative 

assessment to ask students what they are thinking, needing, and wanting, as well as 

for their feedback, preferences, and recommendations about a particular lesson. As a 

result, we developed a novel formative assessment-based teaching method that 

measured students' preferred learning style. According to Dincera, Yesilyurtb, and 

Takkac (2012), autonomy-supportive teacher behaviours were favourably linked with 

students' perceived competence, and these behaviours were substantially and 

positively correlated with students' engagement and successes in English speaking 

classes. The effects of Autonomy-Supportive English Language Instruction on Thai 

students' motivation in English language classrooms were investigated by 

Phithakmethakun and Chinokul (2020), who discovered that students' learning 

motivation increased significantly after receiving Autonomy-Supportive Instruction. 

 

Motivation in Second and Foreign Language Learning  

 One of the most crucial aspects of the second/foreign language learning 

process is motivation. It has a significant influence on the learning outcome of a 

second language student. From Gardner's socio-educational model (2005) to 

Dörnyei's Second Language Motivational Self System (Dörnyei & Ushioda, 2011), 

second language motivation research has evolved through several stages and scholars 

have conceptualised numerous second language motivation models in the field. The 
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theories' core concept is that attitudes toward and orientations toward learning a 

second language influence motivation, that motivation, particularly integrative or 

intrinsic motivation, boosts second/foreign language learning and maintains learners' 

efforts to learn the language, and that motivation interacts with self-confidence, 

language anxiety, self-efficacy, causal attributions, foreign/second language 

competence, and other factors. Various researches have indicated that motivation has 

a direct effect on anxiety, self-efficacy, self-confidence, and second language 

achievement (Liu, 2007), that integrative motivation is closely related to persistence, 

language attrition, and retention, and that intrinsic motivation contributes more to 

second language achievement than instrumental motivation (Ramage, 1990). 

 As previously stated, both anxiety and motivation play a vital role in 

determining language learning outcomes, and they are closely connected in 

second/foreign language acquisition. Nonetheless, research on language anxiety and 

motivation in a language learning context appears to be limited thus far. As a result, 

additional study is needed in this area to establish how and to what extent foreign 

language anxiety and motivation interact to influence language learning results. This 

is especially true in foreign language learning contexts because students often have 

limited exposure to the target language. In some situations, individuals study the 

target language primarily for a specific goal, such as meeting a school requirement or 

finding a better career in the future. Due to a lack of experience, people frequently get 

upset, anxious, and even frightened when compelled to use the language. This is 

typically the situation in Thailand, where EFL learners make little use of English in 

their daily lives despite the language's rising significance. 
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Teachers should create a motivating classroom environment from the 

beginning of the course in order to generate a motivating learning environment. 

Crookes and Schmidt (1991) identified four key motivators for increasing student 

engagement in the classroom: interest (intrinsic motivation), relevance (related to the 

students' goals, needs, and values), expectancy (the students' expectation of success, 

realistic beliefs), and satisfaction (an appropriate combination of extrinsic and 

intrinsic rewards). Teachers in some classrooms may increase student engagement 

and relevance by reminding students of their defined language learning goals 

(Dornyei, 2007). In Korea, public middle school English teachers discovered that 

developing interest and relevance in this way is difficult: students are required to 

attend English class but may not perceive its relevance to their life. Dornyei and 

Csizer (1998) advised instructors to personalise the learning environment by creating 

content tailored to specific students' interests. The teachers complemented textbook 

information with material that is particularly appealing to young Korean teenagers in 

order to stimulate interest and relevance. 

 

Strategies for Reducing Anxiety in Foreign and Second Language Classrooms 

 Gustafson (2015) developed “A Teacher’s Handbook for Reducing Anxiety in 

Foreign and Second Language Classrooms”. The following are general practises that 

teachers/instructors may use to establish a low-anxiety classroom environment, as 

well as particular techniques to assist students recognise and overcome their anxieties 

about the language learning process.  
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Creating a Low Anxiety Atmosphere 

 Language anxiety is influenced by a number of external variables, including 

teaching methods, interactions with classmates, and the overall 

classroom environment (Noormohamadi, 2009). Creating a calm atmosphere in the 

classroom is one of the first steps teachers may take to reduce anxiety levels in the 

classroom. Teachers must provide patience, support, and a stress-free classroom 

environment, according to Reyes and Vallone (2008), in order to decrease students' 

affective filters and allow for better language learning. Before learners would express 

their thoughts and take the necessary risks that come with language learning, they 

must first feel welcomed and appreciated. Instructors, according to Young (1990), 

should have a good sense of humour and show friendliness and patience with students 

in order to create a comfortable environment. 

 

Teacher-Student Interactions.  

Teachers have a major impact on whether students' anxieties are reduced or 

increased. Interactions between teachers and students are a crucial part of creating a 

safe environment for students. To avoid humiliating students, some researchers 

recommend adopting gentle ways of correction, such as modelling correct 

responses instead of directly pointing out faults (Phillips, 1999; Price, 1991; Worde, 

2003; Young, 1992). Others advocate employing communicative activities in which 

students are allowed to speak freely and error correction in conversation is avoided 

entirely, with a focus on meaning rather than precise grammatical form (Ariza, 2002; 

Price, 1991; Young, 1992). Phillips (1999) described one approach in which the 

instructor might make note of students' errors during communicative tasks and 
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subsequently address common mistakes with the entire class without singling out any 

specific students. Similarly, in her interview with Young (1992), Omaggio Hadley 

stated that instructors let students know that they are allowed to express themselves 

with mistakes and that successfully communicating a message, even if it is not 

grammatically correct, will be appreciated. Teachers should also avoid continually 

assessing their students, since this raises the affective filter and might impede learning 

(Reyes & Vallone, 2008). Furthermore, wherever possible, teachers should give 

positive reinforcement and encouragement to students (Noormohamadi, 2009; Price, 

1991; Wong, 2009). 

 

Instructional Practices 

The way in which the instructor conducts classroom learning activities has a 

major impact on the anxiety levels of students. Wong (2009) suggested avoiding some 

activities that likely to cause tension for students, such as pop quizzes, highly 

competitive activities, and asking students to speak in front of the class without prior 

preparation, based on student responses to a language anxiety questionnaire. In 

interviews with Young (1992), both Krashen and Terrell suggested that teachers use 

topics that students are knowledgeable about and find interesting so that they will be 

more inclined to participate in conversation. 

According to the findings of Young's (1990) study, 94 percent of high school 

participants said they would be more inclined to engage in class discussions if they 

covered interesting themes. Furthermore, students reported in interviews with Worde 

(2003) that anxiety might be decreased if teachers talked more slowly and used the 

students' native language for clarification and assignment in lower level classes. In 
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accordance with the input hypothesis, Reyes and Vallone (2008) advised teachers to 

modify their speech in order to give comprehensible input, and to make input 

comprehensible through the use of visual aids and gestures. Speaking activities are the 

most commonly mentioned source of anxiety in the classroom, thus classroom 

procedures in this area need careful attention.  Some instructors and researchers have 

recommended that rather than calling on students unexpectedly to reply, they should 

be allowed to volunteer answers (Young, 1990; Young, 1992; Worde, 2003). Small 

groups should be used to encourage involvement of all students because this often 

implies that just a few kids will volunteer to participate. Worde (2003) and Wong 

(2009) both emphasised the need of allowing students to work in small groups and 

pairs in order to practise the language without the entire class listening. Furthermore, 

Krashen stated that if teaching techniques are consistent with the input hypothesis, 

anxiety might be decreased (Young, 1992). This means that rather than being forced 

to speak right away, beginning language students should be given a suitable period of 

silence. Freeman (2001) also proposes a classroom pedagogy that focuses 

understanding and engagement over grammatical accuracy. 

Phillips provides several specific guidelines for oral assessments (1999). 

Language anxiety, communication anxiety, and test anxiety can all be increased by 

these tasks. Instructors should make sure students have enough of spoken language 

practise and are assessed using tasks they have done in class to minimize anxiety as 

much as possible. If the teacher frequently uses role play activities for speaking 

practise, for example, this activity should also be used for evaluation. Additionally, 

Phillips stated that students should be awarded not only for accurate grammatical 

form, but also for their ability to express the clear idea. 
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 Learning Styles. Anxiety can also develop when a student's learning style 

differs from the teacher's teaching approach, according to Oxford (1999). Students 

that are visual, auditory, tactile, or kinesthetic learners will feel more at ease if the 

teacher uses their preferred learning style. Teachers should conduct a survey to assess 

their students' learning styles and tailor lessons to their interests, according to Oxford. 

Oxford (1999), Vogely (1999), and Worde (2003) suggested that throughout each 

class, a range of activities is used to include all learning styles and assure that each 

student's needs are met. 

 

Building a Sense of Community 

 Several academics have also recommended that language teachers try to foster 

a sense of community, camaraderie, and friendship among students in order to make 

them feel more comfortable and less worried of ridicule (Ariza, 2002; Phillips, 1999; 

Price, 1991; Worde, 2003; Young, 1990). Many students in Young's (1990) research 

agreed that knowing their peers better would make them feel more comfortable 

speaking in front of the class. Teachers should design icebreakers and activities for 

students to get to know one another, as well as non-competitive discussion circles, 

according to Ariza (2002). In Worde's (2003) study, students suggested that the 

teacher arrange the desks in a circle to help establish a sense of community. Teachers 

can also encourage students to be proactive in establishing this environment by 

forming study groups and participating in language clubs outside of class.  
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Addressing Anxiety Directly 

 A common technique for reducing anxiety in the classroom is to directly 

address students' anxieties and fears about the language learning process (Foss & 

Reitzel, 1988; Phillips, 1999; Vogely, 1999; Worde, 2003; Young, 1991). Teachers 

should acknowledge students' anxiety on the first day of class, explain that language 

learning anxiety is normal, and enable students to share their own thoughts and 

concerns. Teachers should have students make a list of their concerns on the board, 

according to Foss and Reitzel (1988), Vogely (1999), and Young (1991), so that 

students may see how many of their peers have similar concerns. This can help 

students relax by letting them know they are not alone in their anxiety. 

 

Addressing False Beliefs 

 Students' misunderstandings and beliefs about how languages are learned 

might lead to unrealistic expectations and anxiety. As a result, Horwitz (1988), 

Phillips (1999), and Foss and Reitzel (1988) advised that teachers engage students in a 

discussion about the language learning process in order to expose their erroneous and 

unreasonable beliefs. The teacher should also explain that such beliefs might limit 

their ability to learn. Phillips (1999) suggested giving students a questionnaire about 

common second language acquisition misunderstandings and explaining to them that 

success in language learning is dependent on a variety of factors other than natural 

aptitude, such as attitude, motivation, willingness to take risks, and anxiety level. 

Horwitz (1988) also suggested that teachers talk about how much time and work it 

takes to develop pronunciation and fluency. Teachers should also encourage students 

to make mistakes and emphasise that they are a crucial part of the learning process 
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(Gregersen & Horwitz, 2002; Noormohamadi, 2009; Price, 1991; Young, 1990). 

Nishitani and Matsuda (2011) also suggest that students be taught about the 

advantages of failure and how to learn from their mistakes. Teachers must assist 

students create realistic expectations of themselves and the language learning process 

in order to decrease anxiety (Price, 1991; Gregersen & Horwitz, 2002). 

 

Other Strategies 

 Relaxation, music, and laughter. According to Oxford (1990), language 

teachers should teach students how to employ affective strategies to reduce anxiety. 

Students can practice progressive relaxation, deep breathing, and meditation to calm 

themselves down, and the instructor may want to include these techniques into the 

beginning of the class hours. To induce relaxation and put pupils in a good mood, 

Oxford also suggested using calming music and humour. Teachers can use funny 

videoclips, quips, humorous dialog, role-plays, games, and other entertaining 

activities to get students laughing and feel more at ease in their classes.  

 Self-encouragement. Another affective technique for lowering anxiety levels 

is to teach students to encourage themselves (Oxford, 1990). Self-deprecating 

thoughts are common in anxiety and can hinder language learning, therefore students 

should be encouraged to make positive comments about themselves as language 

learners and the progress they are making on a regular basis. The teacher could model 

some encouraging words that students may say to themselves, such as "I understand a 

lot more now" or "It is OK if I make mistakes." Students should be encouraged to 

reward themselves for outstanding work or achieving a personal goal.  
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 Keeping a journal. A number of researchers (Foss & Reitzel, 1988; Horwitz 

et al., 1986; Oxford, 1990; Young, 1991) have advised students to keep a journal of 

their language learning experiences. Students can use a journal as an outlet for their 

thoughts, concerns, and perceptions of the learning process, as well as a way to 

document good and unsuccessful learning strategies. If students are comfortable doing 

so, teachers might provide them opportunity to share journal entries with the class on 

a regular basis. Journal writing, according to Foss and Reitzel (1988), can assist 

students in reflecting on their experiences and worries in order to overcome feelings 

of inadequacy and build more positive attitudes toward their development. 

 

Additional Considerations for foreign and Second Language Context 

 Pappamihiel (2002) makes a few more recommendations for working ELLs. 

These students' anxiety can be reduced if they are given more time to react and are 

permitted to speak in their original language in the classroom. By making students 

welcomed for their language, culture, and identity, including students' home 

languages into the classroom might help reduce anxiety. Teachers must be aware of 

the affective factors that influence learning as well as the language, cultural, and 

social issues that these students face. Teachers should be especially considerate of 

recently arrived immigrants, who are likely to be experiencing culture shock and will 

require extra time to acclimate to their new surroundings and feel comfortable 

participating in class. Furthermore, because social interactions appear to be the 

primary source of anxiety for ELLs in mainstream classrooms, mainstream teachers 

should assist ELLs and native English speakers in the classroom in developing 

positive relationships. 
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 Oya, Manalo, and Greenwood (2004) investigated the relationship between a 

student's personality and their anxiety levels when completing oral activities. 

According to the findings, teachers' expectations for their students' oral performance 

should be altered to some extent depending on what they know about their students' 

personality traits and the relative anxiety-inducing nature of the situations in which 

they are expected to speak (Khan & Zafar, 2010). However, anxiety is likely to arise 

if students believe they are incompetent or anticipate to fail (MacIntyre, Noels & 

Clement, 1997). Students, regardless of age or grade level, must feel confident in their 

abilities in avoid experiencing anxiety. Highly anxious students do not consider their 

ability to be as high as an objective analysis may reveal it to be, according to 

MacIntyre, Noels, and Clement (1997). 

 As referenced by modern-language teaching experts, Casado and Dereshiwsky 

(2001) identified seven affective ways to decrease feelings of anxiety. Among the 

techniques used are: 1) Making students aware that becoming fluent in the target 

language and developing a good accent takes, in most cases, several years of study 

and practise; 2) Providing positive reinforcement and creating a relaxed classroom 

environment; 3) Assisting students who have a mental block to language learning 

outside of the classroom; 4) Conducting class activities in groups; 5) Explaining 

grammatical concepts in beginning and elementary classes in the mother tongues, not 

the target language; 6) Creating support groups for students who are concerned about 

their performance so that they may discuss their concerns and challenges with 

language learning; 7) Using smaller classrooms to assist teachers in identifying 

students who are anxious and providing them with extra attention and assistance. 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 58 

 Apart from these affective pedagogical methods, Casado and Dereshiwsky 

(2001) suggested that schools employ innovative approaches to reduce anxiety and 

increase student success. Anxiety-reduction activities, according to Horwitz and 

Young (1991), will not solve any sort of deep-seated or generalised personality 

problem, but they will be useful to teachers and students who simply want to 

understand and reduce the common forms of overanxious feelings that arise in 

language-learning situations. Horwitz and Young (1991) state that teachers should 

strive to establish learning environments that keep anxiety levels low, and that 

teachers should encourage their students to freely address anxiety, as well as discover 

innovative strategies to reduce their students' anxiety levels. Cheng, Horwitz, and 

Schallert (1999) examine studies on second language anxiety, which suggests that 

language-skill-specific anxiety may be used to address pedagogical issues. Although 

there is obvious recognition of speaking anxiety and writing anxiety, the authors were 

thrilled to see a trend toward listening comprehension and reading anxiety, adding 

that this research foreshadows the development of more sensitive and suitable 

measuring tools that may more precisely diagnose learners' anxiety problems. 

 

English Language Anxiety in Thai Higher Education Context 

Paranuwat (2011) investigated FLCA and its origins in 920 first-year students 

at Srinakharinwirot University. The findings show that the students exhibited FLCA 

at a moderate level, with the reasons of their FLCA including communication anxiety, 

fear of being less competent than others, test anxiety, and fear of negative evaluation. 

Furthermore, a strong negative association was found between FLCA and learning 

achievement, particularly among children with high and moderate levels of 

achievement.  
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Chinpakdee (2015) discovered that Thai EFL learners experienced high levels 

of anxiety both inside and outside of language classroom environments. Academic 

assessments, negative evaluations, comprehension challenges, and teacher-related 

concerns were discovered to be significant contributors to Thai EFL learners' foreign 

language anxiety. The effects and manifestations of foreign language anxiety can vary 

depending on a variety of factors, including learner personality, teacher-learner 

interactions, learners' perceptions of their own language competence, classroom 

climate, instructional approaches, language test types, and learners' language using 

experience outside of classroom contexts.  

According to Akkakoson (2016), there is English-speaking anxiety among 282 

Thai university students enrolled in English Conversation courses at a public 

university. This study also indicated a moderate level of oral English anxiety and a 

negative self-evaluation of English-speaking ability. When it comes to anxiety levels 

by dimensions, test-anxiety and fear of unfavourable assessment have become more 

common performance anxieties than communication apprehension. Furthermore, the 

students' most significant source of speaking anxiety was assessed to be a limited 

vocabulary repertoire. Similarly, Kalra and Siribud (2020) evaluated Thai EFL 

students' public speaking anxiety and the findings demonstrated that anxiety causes 

problems with self-confidence, self-esteem, risk-taking capacity, and ultimately 

hinders proficiency in a foreign language. As a result, public speaking anxiety has 

negatively impacted their personal, social, and academic lives. 

Anxiety is clearly an affective factor in Thai EFL students' classroom 

performance, according to Basilio and Wongrak (2017), 128 English majors and 146 

non-English majors at Ubon Ratchathani University, a public university in the south 
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of Northeastern Thailand, are most afraid of interacting or speaking English in class. 

Thai EFL students are generally hesitant to speak because they are frequently unsure 

about the correctness of the content and context of the English language they are 

using. They are unmotivated and unable to adequately convey their ideas and intended 

messages because they are afraid of making mistakes. Overall, communication 

apprehension is the culture-specific backdrop that researchers and academics teaching 

English as a Foreign Language in Thai institutions should investigate among both 

English and non-English majors. Thai EFL students are generally not upset about 

attending to foreign language class, but they are quite anxious about their experiences 

inside the foreign language classroom. They suggested that Thai EFL teachers can 

discover ways and teaching approaches or strategies to motivate students to 

communicate freely and confidently. For the remaining constructs, particularly 

Communication Apprehension, which students find the most intimidating.  

Palaleo and Srikrajang (2018) investigated English Anxiety among 80 Thai 

Nursing Students at Boromarajonani College. The main causes of English language 

anxiety in nursing students are fear of negative evaluation when asked to answer 

without preparation and the belief that other students are better at language learning; 

and communication apprehension when speaking without preparation, speaking in a 

foreign language in front of other students, and self-doubt in one's abilities. The 

results of each category are associated with the other categories, and they believe and 

feel that other students are better than them, causing them to be anxious in front of 

other students due to a low self-concept in learning English.  
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Current Status of the English Language in Thailand 

It is obvious that approaches to English language education in Thailand have 

shifted in order to accommodate and meet Thai students' objectives for English 

learning, with the aim that all of them will become successful English language users 

in the future. This appears to be reasonable in light of Norton and Toohey's (2001) 

assertion that a successful second language learner possesses a combination of 

interests, inclination, skills, temperament, needs, and motivations; thus, student 

differences and the development of thinking processes have been taken into account. 

As a result of this shift, Communicative Language Teaching (CLT) became popular 

and extensively adopted, with English teachers believing that the technique would 

satisfy the concept of learner-centeredness while also enhancing autonomous and 

independent learning (Wongsothon, Hiranburana, & Chinnawongs, 2002; Baker & 

Jarunthawatchai, 2017). CLT has played a key part in ELT in Thailand for decades 

since then. The Office of the Basic Education Commission (OBEC) established a new 

English learning and teaching policy in the basic education system in 2017, kicking 

off the reform of English learning and teaching. According to the policy, English 

teaching and learning must transition from the grammar-translation technique to CLT, 

beginning with listening, speaking, reading, and writing. It is also claimed that 

English learning provisions should be based on the same nature as first language 

acquisition, which begins with listening to sounds, connecting sounds and pictures, 

and copying utterances. The entire procedure will eventually lead to the reading and 

writing processes (Office of the Basic Education Commission, 2014). However, the 

application of CLT in the hope of encouraging Thai students to be successful English 

communicators appears to be fraught with difficulties because the language is rarely 
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used outside of the classroom. As a result, according to Cook's (1999) definition of 

language learners and users, Thai students have been and continue to be solely L2 

learners. This is because they do not use or have the opportunity to use the language 

outside of the classroom. Furthermore, Standard Thai, the nation's sole national and 

official language, has been employed as the primary medium of teaching for all 

subjects, with the exception of English. This has long been a key impediment to ELT 

in Thailand. The conformity of native English models is recognised in light of the 

status of English in the Thai education system, with the notion of English as a foreign 

language. The English language proficiency of students is tested and assessed using 

native models. As a result, in order to be successful language learners, Thai students 

must acquire the four English competencies. While the implementation of CLT 

intends to involve students in tasks and encourage them to be independent learners to 

meet real-world needs, evaluating and assessing their language performance based on 

native models is completely unfair and unattainable for the students, as Cook (1999) 

stated that L2 learners' battle to become native speakers is lost before it even begins. 

He also stated that if the goal of English instruction is to produce English language 

users, then the description of English that is logically required is a description of L2 

English. 

In April 2016, the Office of Higher Study Commission (OHEC) adopted a 

policy to standardise Thai undergraduate students' English language education (Office 

of Higher Education Commission, 2016). The announcement requires that (1) all 

universities specify their own English language policy and goals to standardise their 

students’ English language proficiency, (2) all the universities provide an English 

standardised plan accordingly to the specified policy, ( 3) all the universities revise 
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their English learning and teaching provisions and focus on students’ achievements 

based on the specified goals, (4) all the universities provide extra curricula, activities, 

teaching materials, teaching aids, and/or environment that support English language 

learning, and (5) all the universities consider and decide to construct their own 

standardised tests or implement a commercial standardised test to examine their 

students’ English language proficiency.  However, the levels of English proficiency 

achieved by students after taking the test have no effect on their graduation. The 

position of English in Thai educational systems, both basic and higher education, has 

become clearer, and the emphasis on English learning has also proven how important 

English is in today's globalised world. According to Wongsothon, Hiranburana, and 

Chinnawongs (2002), Thais require English knowledge to meet their personal, 

academic, and occupational demands. Baker and Jarunthawatchai (2017) also stated 

that Thais' English language proficiency is an important instrument for accessing 

knowledge advancement, engaging in the ASEAN community, and increasing the 

nation's competitiveness. 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

CHAPTER III 

RESEARCH METHODOLOGY 

 

This chapter presents the procedures and methodology of the research study. 

The primary objectives of the study are to study the English language anxiety levels 

of Thai graduate students based on the type of higher education institution, different 

age groups, and field of study, to analyse the relationship between the level of anxiety 

and English language proficiency levels of Thai graduate students, to develop an 

instructional model to reduce English language anxiety and improve the productive 

skills in English of Thai graduate students, and to propose practical guidelines for 

reducing English language classroom anxiety for graduate students in Thailand. 

 

Population and Participants 

 The population in this study was Thai graduate students who studied English 

as a foreign language at Thai Higher Education Institutions. 

 

Participants Related to the First and Second Objectives 

For the first and second research objectives, to study English language anxiety 

levels of Thai graduate students based on type of higher education institution, 

different age groups, and field of study, and to analyse the relationship between 

English language anxiety and English language proficiency. The non-probability 

sample method of voluntary design was used to collect data from people who 

willingly participated in this study, with the expectation that it would provide 

trustworthy respondents capable of providing high quality and accurate data despite 

the topic's sensitivity (Murairwa, 2019). The participants for the first and second 
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objective of the study consisted of 248 graduate students from four types of Thai 

Higher education institutions: Public University (n = 167), Private University (n = 

26), Rajabhat University (n = 25), and Rajamangala University of Technology (n = 

30). According to Higher Education Statistics (n.d.), in academic year 2020, there 

were 96,703 students in public university, 25,168 students in private university, 4,951 

students in Rajabhat universities, and 2,445 students in Rajamangala universities of 

technology; making graduate students from public university the majority of the 

participants in this study. 

In order to study age and field of study variables, the participants were asked 

to provide their age range and field of study. Of the 248 participants, there were 210 

participants in the 20-30 year old group; 28 participants in the 31-40 year old group; 

nine participants in the 41-55 year old group; and one participant in the more than 55 

year old group. Regrading field of study, the participants’ fields of study were 

classified by using The Office of the Higher Education Commission (OHEC) 

classification framework, including Science and Technology (n = 81); Health Science 

(n = 101); and Social Science and Humanities (n = 66). 

All participants were holding standardized English proficiency test scores, 

including TOEFL, TOEIC, IELTS, CU-TEP, and SWU-SET which were interpreted 

in terms of the Common European Framework of References for Languages (CEFR) 

levels, (B1, B2, C1, C2, A1, A2). The international standardised tests have been 

mapped to the CEFR—for example, at Educational Testing Service (ETS), 

Tannenbaum and Wylie (2008) mapped the TOEFL iBT to the CEFR and 

Tannenbaum and Baron (2011) mapped the TOEFL ITP to the CEFR. Among these 

standardised tests, CU-TEP and SWU-SET, which were locally developed, were also 
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interpreted in relation to the CEFR following Arthiworakun, Vathanalaoha, 

Thongprayoon, Rajprasit, and Yaemtui (2018), and Wudthayagorn’s (2018) research. 

The participants were also those enrolling in credit-bearing and compulsory English 

courses offered by their universities (e.g., Preparatory English for Graduate Students, 

or Essential English Grammar for Graduate Studies). Due to confidentiality 

considerations, the participants were assigned pseudo-names such as #1, #16. After 

the participants’ FLCAS was examined, seven graduate students from the highly 

anxious group were randomly selected for the semi-structured interviews. 

 

Table 1 General Information of the Participants Related to the First and Second 

Objectives (n = 248) 

 Number 

Type of higher education institution  

public university  167 

private university 26 

Rajabhat university 25 

Rajamangala university of technology 30 

Age group  

20-30 years old 210 

31-40 years old 28 

41-55 years old 9 

more than 55 years old 1 

Field of study  

Science and Technology 81 

Health Science 101 

Social Science and Humanities 66 
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Participants Related to the Third Objectives 

For the third research objective, to develop an instructional model to reduce 

English language anxiety and improve the productive skills in English of Thai 

graduate students, the participants were graduate students in master’s and doctoral 

degree programs at a Thai higher education institution. The COVID-19 pandemic in 

Thailand had a significant impact on the educational situation. When the country went 

into a national lockdown in 2020, all educational institutions switched to distance 

learning. Following the closure of all higher education institutions in Thailand, 

teachers and administrators worked tirelessly to keep students on track and transition 

them as quickly as possible to online learning. Participants in this phase of the study 

were then recruited using volunteer sampling. A call for participation was sent to 

different online platforms (e.g., Facebook, LINE). In time, there were a total of 22 

graduate students taking part in the phase of study. The participants were enrolled in 

credit-bearing and compulsory English courses (e.g., Preparatory English for 

Graduate Students, or Essential English Grammar for Graduate Studies) in academic 

year 2020 at different types of higher education institutions. Before the instructional 

model was implemented, the participants' language anxiety level and productive skills 

in English were measured as pre-treatment scores. The results showed that the 

participants had mixed anxiety and productive skills in English levels. Table 2 shows 

the level of the language anxiety of the participants in this phase of study. 
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Table 2 The Participants’ Language Anxiety Level (n = 22) 

Anxiety Levels Number 

   Low 2 

   Medium 10 

   High 10 

Overall anxiety level: medium  

 

Research Instruments  

 

Instruments Related to the First and Second Objectives 

 Foreign Language Classroom Anxiety Scale (FLCAS). The Foreign 

Language Classroom Anxiety Scale was used in the study to measure learner anxiety 

in learning a foreign language. It was developed by Horwitz et al. in 1986 and was 

widely employed to investigate foreign language classroom anxiety in many studies 

(e.g., Horwitz et al., 1986; Lei, 2004; Zhao, 2007). It is a 33-item, five-point Likert 

scale questionnaire. The answers to each item can be one of these: strongly agree; 

agree; neither agree nor disagree; disagree; and strongly disagree. For each item a 

score was given ranging from 5 for strongly agree to 1 for strongly disagree. For 

negatively worded items, namely items number 2, 5, 8, 11, 14, 18, 22, 28 & 32, the 

order of scoring was reversed, so that a higher score would be an indicator of higher 

anxiety. The FLCAS has been used in different studies (Horwitz et al., 1986; Aida, 

1994; Cheng et al., 1999; Matsuda & Gobel, 2004; Elkhafaifi, 2005). Among these 

studies, Horwitz et al. and Aida reported both a high internal reliability and a test-

retest reliability of FLCAS. Considering the validity of the FLCAS, Aida’s (1994) 

factor analysis showed that most of the items had high factor loadings, and only three 

items related to test anxiety did not load on any of the factors. So, we can conclude 

that this questionnaire is valid in general. 
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Minor modifications were made to the instrument. For example, “foreign 

language” was changed to “English language”. The FLCAS was translated into Thai 

by an accredited translator and edited by the researcher so as to carry the meaning of 

the original instrument. Subsequently, the Thai version was given to two experienced 

EFL teachers who are Thai native speakers to translate back into English to confirm 

that the meaning has not been altered.  In order to facilitate the participants’ 

understanding of the questionnaire items, this instrument was conducted in the 

participants’ native language, Thai to avoid unnecessary misreading and 

miscomprehension. A content validity index (CVI), using ratings of item relevance by 

three content experts was used to calculate the content validity. Internal consistency 

of the instrument was determined by using Cronbach’s alpha. The reliability 

coefficient analysis has demonstrated that the test has high internal consistency  

(α = .95)  

 

 

Figure 3 The FLCAS Classification 
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Foreign Language 

Classroom Anxiety 

Communication 

Apprehension 

Item 1, 4, 9, 14, 15, 18, 

24, 27, 29, 30, 32 

Test Anxiety,  

Item 3, 5, 6, 8, 10, 11, 

12, 16, 17, 20, 21, 22, 

25, 26, 28 

Fear of Negative 

Evaluation 

Item 2, 7, 13, 19, 23, 31, 

33 

et al., 1986, p.127). The FLCAS contains 33 items related to three main 

types of causes of foreign language classroom anxiety: 

communication apprehension, test anxiety, and fear of negative 

evaluation. However, there were two models which were employed 

by researchers (Horwitz et al., 1986; Bailey, 1983; Hizwari, 2008; Zhao, 

2007; Huang, 2008) investigating foreign language classroom anxiety. 

For example, in Huang (2008), the first model (see Figure 1) was used 

in assessing students’ anxiety in foreign language classroom. The 

model is presented as follows: 

 

 

 

 

 

 

 

Figure 1.  Model 1 of FLCAS 

 

For example, in Huang’s (2008) study, the three factor model 

was used. The 33 items in this model were constructed under three 

domains: communication apprehension, test anxiety, and fear of 

negative evaluation which are consistent with the model used in 

Horwitz (1986). The other model, the four factor model is also 

employed by some researchers such as Zhao (2007). The second 

model (see Figure 2) was used in Zhao’s study in investigating High 

school students’ foreign learning anxiety. The model 2 is presented 

below. 
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Student Semi-Structured Interview. Semi-structured interviews were 

conducted with seven highly anxious graduate students who were randomly selected. 

The interview aimed to explore the causes of English language classroom anxiety the 

participants experienced, and to  capture data that is not directly observable. The 

questions used during the interview on the participants’ English language anxiety in 

the study were adapted from Tanveer’s (2007) study (see Appendix C for semi-

structured interview questions). The interviews took about 8-15 minutes and were 

conducted in the participants’ mother tongue, Thai, to facilitate communication and to 

promote richness of response and access to data in a less threatening medium. Some 

questions were reworded when interviewees did not understand the questions exactly.  

 

Instruments Related to the Third Objective 

 An Instructional Model to Reduce English language Anxiety and Improve 

Productive Skills in English. The instructional model was developed based on 

Cooperative Learning Approach, Autonomy-Supportive Teaching, Motivation in 

Second and Foreign Language Learning, and Strategies for Reducing Anxiety in 

Foreign and Second Language Classrooms (Gustafson, 2015) in order to create a low-

anxiety classroom environment, lower graduate students’ levels of English language 

anxiety and help improve productive skills in English. 

The Productive Skills in English Tests. The productive skills in English test 

was another main instrument for evaluating the effectiveness of the instruction model. 

The tests, which were parallel pretests and posttests, consisted of two components, 

speaking and writing, which were constructed to measure students’ productive skills. 

The objectives of the speaking and writing tests were based on the objectives of the 
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lesson plans based on the instructional model. For the speaking test questions, they 

were adapted from The Test of Spoken English (TSE). The tests lasted approximately 

7-10 minutes each. The students were asked to respond with appropriate answers or 

discussion. Examples of these speech activity items include narrating, recommending, 

persuading, and giving and supporting an opinion. For the writing test, questions were 

open-ended, requiring answers in the form of an essay in the students’ own words. 

The students were asked to write paragraphs that describe their opinion about a given 

topic. These review the students' learning but also test their ability to express their 

thoughts in written English. The students’ speaking and writing scores were 

calculated using the Educational Testing Service (ETS)’s Independent Speaking 

Rubrics and Independent Writing Rubrics respectively. Two raters, one native English 

teacher with more than three years of teaching experience, and one English teacher 

with more than ten years of teaching experience at university level, were asked to 

grade the students' productive skills. An Inter-rater (Brown, 2005) was employed to 

grade the students’ productive skills test. The statistic calculation using Pearson’s 

correlation coefficient revealed that inter-rater reliability was 0.87 at a significant 

level of 0.01 (Bachman, 2004). This indicated that the scores obtained from the test 

given by two writers had a high correlation. 
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Research Procedure and Data Analysis 

 

Phase 1: Study of English Language Anxiety of Thai Graduate Students and Its 

Relationship with English Language Proficiency 

A Quantitative Study. The aim of this phase was to study the levels of 

English language anxiety of Thai graduate students based on type of higher education 

institution, different age groups, and field of study using the Foreign Language 

Classroom Anxiety Scale (FLCAS) developed by Horwitz et al. (1986), and to 

analyse the relationship between the level of anxiety and English language 

proficiency levels of Thai graduate students. The FLCAS was distributed to students 

pursuing graduate degrees in Science and Technology, Health Science, and Social 

Science & Humanities at 4 types of Thai higher education institutions: public higher 

education institutions, Rajabhat universities, Rajamangala universities of technology, 

and private higher education institutions. The questionnaire took around 15 minutes to 

complete. In order to analyse the relationship between English language anxiety and 

English language proficiency, the participants’ English proficiency test scores were 

collected and interpreted in terms of the Common European Framework of 

References for Languages (CEFR) levels, (e.g., B1, B2, C1, C2). 

 Data and Statistical Analysis. For the first objective, a between-groups 

nonexperimental design was used. The dependent variable was the level of English 

language anxiety, and the independent variables were age groups, field of study, and 

type of higher education. Means and standard deviations was used to describe the 

overall English language anxiety of the participants. For each independent variable, a 

one-way ANOVA was conducted to compare English language anxiety levels 

between the groups. 
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 Data and Statistical Analysis. For the second objective, Pearson Correlation 

was used to examine the relationship between English language anxiety and English 

language proficiency. 

 A Qualitative Study. The aim of this part is to understand the cause of 

English language anxiety among the students while pursuing graduate degree by 

conducting semi-structured interview. Seven highly anxious students were randomly 

selected from the pool for semi-structured interviews to gather qualitative data needed 

for deeper understanding of foreign language anxiety. 

 Data and Statistical Analysis. The interviews were transcribed and then 

analysed using thematic analysis (Braun & Clarke, 2006). Thematic analysis was 

chosen as a method of discourse extraction from the data because it provides a way of 

looking for patterns in the data and connecting them together into meaningful groups 

and themes that capture the subject being investigated.  

 

Summary of Phase 1 Data Collection and Procedures  

 As mentioned above, the data collection and procedures were designed to meet 

certain objectives. The first phase was carried out to meet the first and second 

objectives. The following figure 7 is a summary of the data collection and procedures 

in Phase 1 of this study.  
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Figure 4 The Summary of Data collection and Procedures in Phase 1 

 

Phase 2: The Development of the Instructional model to Reduce English 

Language Anxiety and Improve Productive Skills in English of Thai Graduate 

Students, and the Evaluation of the Effectiveness of the Instructional Model 

 The Development of the Instructional Model. The methodology for the 

development of the instructional models is based on theoretical and pedagogical 

principles, i.e., Cooperative Learning Approaches; Autonomy-Supportive Teaching; 

Motivation in Second and Foreign Language Learning, and Strategies for Reducing 

Anxiety in Foreign and Second Language Classrooms. Also, the findings from Phase 

1, including the major sources of English language anxiety among Thai graduate 

students obtained from quantitative and qualitative studies, were taken into account 

when developing the instructional model rationale. The development of the 

instructional model consisted of four steps, as follows. 

Stage 1: Studying, Analysing, and synthesizing the theoretical and 

pedagogical Principles. The researcher studied the basic knowledge from various 

books, journals, websites, and related research consisting of the following 

information: 

 

 

 

 

 

Figure 3: Phase 1 Data Collection Procedures ( A Mixed-Method Study) 

 Phase 2  An Experimental Study. 

 2.1 The development of the instructional model.  The methodology of the 

development of instructional models based on Cooperative Learning Approaches, Autonomy-

Supportive Teaching, Motivation in Second and Foreign Language Learning  and Gustafson’s 

Strategies for Reducing Anxiety in Foreign and Second Language Classrooms (2015) to help 

the graduate students overcome English language anxiety are 4 steps as follows. 

  Stage 1: Studying, analyzing, and synthesizing the theoretical and 

pedagogical principles 

  The researcher study the basic knowledge from various books, journals, 

websites and related research consisting of the following information: 

1. Information on current issues about Cooperative Learning Approaches, 

Autonomy-Supportive Teaching, Motivation in Second and Foreign 

Language Learning 
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(1) Information on current issues about Cooperative Learning 

Approaches, Autonomy-Supportive Teaching, Motivation in Second and Foreign 

Language Learning 

(2) Information on the curriculum of the general English courses at 

graduate level in terms of objectives, content, pedagogical activities and assessment 

and evaluation 

 Stage 2: Developing the Instructional Model Rationales. Based on the 

key concept obtained from the study, analysis, and synthesis of the theoretical and 

pedagogical principles for reducing English language classroom anxiety and English 

language teaching, together with the major sources of Thai graduate students’ English 

language anxiety obtained from the quantitative and qualitative studies, the 

instructional model rationales were developed accordingly. 

  Stage 3: Determining the Instructional Model Framework. The 

instructional model framework which consists of model rationales, objectives, model 

procedures, outcomes, criteria for evaluation and assessment were determined. 

  Stage 4: Developing the Instructional Model Steps. From the 

instructional model rationales synthesized from the theoretical and pedagogical 

principles, the instructional model procedures were developed to reduce English 

language anxiety and improve productive skills in English of Thai graduate students. 

The Instructional Model Evaluation. 

  Validating the Instructional Model by Experts. To validate the 

instructional model, experts (see appendix E) in the area of English language 

teaching, curriculum and instruction psychology were asked to quantitatively verify 

the model by using the evaluation form. Means of Item-Objective Congruence Index 
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(IOC) were calculated. Qualitative data were be obtained from the experts by using 

open-ended question asking the experts to give their additional comments and 

recommendations. This helped confirm the reliability and validity of the instructional 

model. After receiving the evaluation results from the experts, the researchers revised 

the instructional models by considering data obtained from the experts, some changes 

was made to improve the model. 

  The Development of the Lesson Plans Based on the Instructional 

Model. The researchers developed ten lesson plans for the implementation of the 

model. The lesson plans were divided into two parts; the first five lessons focused on 

developing English speaking skills, while the other five focused on developing 

English writing skills. Each lesson plan was designed for 180-minute instruction with 

two sessions per lesson. They were designed based on the newly developed model 

covered the four teaching steps of the instructional model. The researchers studied the 

curriculum and learning contents of English language courses at graduate level (e.g., 

English for Graduate Studies, Speaking and Writing in Academic Context for 

Graduate Studies). In validating the lesson plans, three experts (see appendix G) in the 

field of English language teaching were provided with the evaluation forms designed 

by the researchers (see appendix H) covering the appropriateness of the objectives of 

the lessons, the consistency of procedures in the lesson plans and of the instructional 

model, the appropriateness of the materials, tasks and activities, the appropriateness of 

pedagogical procedures in the lesson plans in order to enhance the productive skills in 

English, the appropriateness of the evaluation used, and the clarity of the language 

used. The total index of item-objective congruence (IOC) of the experts’ opinion was 
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analysed. Those with the scores less than 0.5 were considered inappropriate and had 

to be revised according to the suggestions of the experts. 

  Implementing the Instructional Model in an Actual Classroom. 

Before implementing the instructional model, the foreign language classroom anxiety 

scale (FLCAS) and English speaking and writing tests were administered to the 

participants as pretest. Over the period of eight weeks, from week two to week eight, 

the participants interacted with eight lesson plans. In each lesson plan, the participants 

were exposed to the completed loop of the teaching steps of the instruction model. In 

week ten, the foreign language classroom anxiety scale (FLCAS) and English 

speaking and writing tests were administered to the participants as posttests. 

Inevitably, the COVID-19 pandemic has led to a rapid shift to remote teaching across 

all education sectors in Thailand. Among the various types of remote teaching, 

synchronous online teaching through video conferencing platforms, such as Zoom, 

has become a common practice for many English teachers. Zoom is a web 

conferencing application incorporating a range of functions such as chat, audio/video 

interaction, and interactive whiteboards. Since video conferencing had not become 

common practice in Thailand’s English language classrooms until the need for social 

distancing emerged during the coronavirus outbreak. 

Evaluation of the Effectiveness of the Instructional Model. To 

evaluatethe effectiveness of the developed instructional model to reduce English 

language anxiety and improve productive skills in English of Thai graduate students 

was determined by considering the findings from the students’ English language 

classroom anxiety level, and productive skills in English achievement as it could be 

perceived through the significant differences between the pre-treatment and post-
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treatment mean scores. The data of the participants’ English language classroom 

anxiety and productive skill in English achievement were analysed using repeated 

measures t-test based on the two assumptions, which are:  

Assumption 1:  the English language classroom anxiety pre-treatment 

mean scoreof the students, who received the treatment based on the instructional 

model, is significantly higher than their post-treatment mean score. 

Assumption 2:  the productive skills in English pre-treatment mean 

score of the students, who received the treatment based on the instructional model, is 

significantly lower than their post-treatment mean score.  

  The Analysis of the English Language Anxiety Level of the Students. 

The effectiveness of the instructional model in terms of reducing English language 

classroom anxiety was evaluated by using the Foreign Language Classroom Anxiety 

Scale (FLCAS). A repeated measures t-test was conducted to determine whether, on 

average, there was a decrease in the students’ English language anxiety level after 

receiving the treatment based on the instructional model. The data from the pre-

treatment and post-treatment FLCAS scores of the anxiety were analysed. 

  The Analysis of the Productive Skills in English of the Students. The 

improvements of the productive skills in English of the participants were tested by 

using a parallel speaking and writing tests. The scores obtained from the pre-treatment 

and post-treatment were compared in terms of descriptive statistics: mean scores, and 

SD, and analysed by t-test to determine the significant differences. 
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Phase 3: The Development of Proposed Practical Guidelines to Reduce English 

Language Classroom Anxiety  

The proposed English language practical guidelines to reduce English 

language classroom anxiety were proposed in order to provide Thai higher 

educational institutions, some other academic schools or departments, and decision 

makers who are updating or creating instructional policies, plans, strategies, or 

programs with important guidance for alleviating their graduate students’ anxieties 

about the English language learning process. The guidelines were developed by using 

the results gained from Phase 1 of the study: the quantitative and qualitative results of 

the study of English language anxiety of Thai graduate students, and Phase 2: the 

results of the development of the instructional model to reduce English language 

anxiety and improve productive skills in English, and the results of the evaluation of 

the effectiveness of the instructional model. The guideline’s rationale, objectives, and 

components were determined. 

Validating the Practical Guidelines for Reducing English Language 

Classrooms. Anxiety for Graduate Students. The guideline was validated in terms 

of feasibility and suitability by seven experts (see appendix I) including, one 

president's executive committee of a Thai higher education institution, one executive 

committee of a graduate school, two directors of the English language institute of a 

Thai higher education institution, and three instructors in the field of English language 

education with experience in program management, teaching, and curriculum 

development. The experts were asked to verify the guidelines using the evaluation 

form designed by the researchers (see appendix J). Responses were graded using a 5-

point Likert scale to rate the level of feasibility and suitability of the guidelines. The 
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feasibility scale had the following anchors: 1 = not at all feasible; 3 = uncertain 

whether feasible or not; 5 = highly feasible. The suitability scale had the following 

anchors: 1 = not at all suitable; 3 = uncertain whether suitable or not; 5 = highly 

suitable. Experts’ evaluation of the guidelines’ feasibility and suitability was 

summarised by using descriptive statistics. 
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Figure 5 The Summary of Data collection and Procedures in Phase 2 and 3 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

CHAPTER IV 

RESEARCH FINDINGS 

 

The objectives of this research study were (1) to study the English language 

anxiety of Thai graduate students based on different age, field of study, and type of 

higher education institution, (2) to analyse the relationship between levels of anxiety 

and English language proficiency levels of Thai graduate students, (3) to develop an 

instructional model to reduce English language anxiety and improve the productive 

skills in English of Thai graduate students, and (4) to propose English language 

teaching and learning guidelines for graduate schools in Thailand. 

This chapter presents the research findings of the three phases as follows: 

Phase 1: The result of the study of the levels of English language anxiety of 

Thai graduate students, and the analysis of the relationship between level of anxiety 

and English language proficiency levels of Thai graduate students. 

Phase 2: The results of the development of the instructional model to reduce 

English language anxiety and improve productive skills in English of Thai graduate 

students, and the results of the evaluation of the effectiveness of the instructional 

model. 

Phase 3: The results of the development of instructional guidelines to reduce 

English language classroom anxiety. 
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Phase 1: The result of the study of the levels of English language anxiety of Thai 

graduate students, and the analysis of the relationship between level of anxiety 

and English language proficiency levels of Thai graduate students 

 To measure learner anxiety in learning a foreign language among the 

participants, the Foreign Language Classroom Anxiety Scale (FLCAS) was used after 

being translated into Thai by an accredited translator and translated back into English 

to confirm that the meaning has not been altered (see appendix A). A content validity 

index (CVI), using ratings of item relevance by three content experts, was used to 

calculate the content validity (see appendix B). The internal consistency of the 

instrument was determined by using Cronbach’s alpha. The reliability coefficient 

analysis has demonstrated that the test has high internal consistency (α = .95). In order 

to analyse the relationship between English language anxiety and English language 

proficiency, the participants’ English proficiency test scores were collected and 

interpreted in terms of the Common European Framework of References for 

Languages (CEFR) levels, (e.g., B1, B2, C1, C2). The participants’ age, field of 

study, and type of higher education were also collected. 

 

The Result of the Study of the Levels of English Language Anxiety of Thai 

Graduate Students based on Different Age, Field of Study, and Type of Higher 

Education 

Descriptive statistics were used to investigate the levels of English language 

anxiety of Thai graduate students. Table 3 illustrates that the overall mean score of 

language learning anxiety was at a moderate level (M = 3.27, SD = 0.757). The 

highest level of English language anxiety that the participants experienced while 

studying English was fear of negative evaluation (M = 3.46, SD = 0.877), followed by 
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communication apprehension (M = 3.28, SD = 0.719), and finally test anxiety (M = 

3.19, SD = 0.804). Among the 33 items of anxiety, the highest mean scores were: “9. I 

start to panic when I have to speak without preparation in English class” (M = 3.94, 

SD = 1.14), “7. I keep thinking that the other students are better at languages than I 

am.” (M = 3.91, SD = 1.12), “10. I worry about the consequences of failing my 

English class.” (M = 3.70, SD = 1.24) respectively. 

 

Table 3 Mean and Standard Deviation of Language Learning Anxiety Level 

Sources of Anxiety Min Max M SD Anxiety Levels 

Communication Apprehension 1.45 4.64 3.28 0.719 moderate 

Test Anxiety 1.13 5.00 3.19 0.804 moderate 

Fear of Negative Evaluation 1.14 5.00 3.46 0.877 moderate 

Total of English Anxiety on Average  1.30 4.70 3.27 0.757 moderate 

 

The English Language Anxiety Level of Thai Graduate Students Based on the 

Types of Higher Education Institutions.  

A one-way between-subjects ANOVA was run with types of higher education 

institutions as the independent variable, and average foreign language classroom 

anxiety level as the dependent variable. The results of the ANOVA showed a 

significant difference between types of higher education institutions (Public 

University, Rajabhat University, Rajamangala University of Technology, and Private 

University) on average foreign language classroom anxiety level; F(3, 244) = 3.47, p 

= .017. 
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Table 4 Mean and Standard Deviation of Language Learning Anxiety Level 

Classified by Types of Higher Education Institution 

ANOVA - FLCAS 

  
Sum of 

Squares 
df 

Mean 

Square 
F p 

Type of HEI 
 

5.83 
 

3 
 

1.944 
 

3.47 
 

0.017 
 

Residuals 
 

136.83 
 

244 
 

0.561 
     

 *p < .05 

 

A series of follow-up Scheffe-adjusted t-tests revealed that students in Private 

University (n = 26, M = 3.55, SD = 0.62) have a significantly higher average foreign 

language classroom anxiety level than those at Rajabhat University (n = 25, M = 2.88, 

SD = 0.78); t(244) = 3.161, p = .020. There was no significant difference between the 

remaining pairs, including Public University (n = 167, M = 3.30, SD = 0.76) and 

Rajabhat University; t(244) = 2.584, p = .086, Public University and Rajamangala 

University of Technology (n = 30, M = 3.28, SD = 0.75); t(244) = 0.130, p = .999, 

Public University and Private University; t(244) = 1.571, p = .482, Rajabhat 

University and Rajamangala University of Technology; t(244) = 1.951, p = .286, and 

Technology Rajamangala and Private University; t(244) = 1.333, p = .621. 
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Table 5 Post Hoc Comparisons - Types of Higher Education Institution 

Comparison 
 

Type of HEI   Type of HEI 
Mean 

Difference 
SE df t 

pscheff

e 

Public 
 

- 
 

Rajabhat 
 

0.4149 
 

0.161 
 

244 
 

2.584 
 

0.086 
 

  
 

- 
 

Rajamangala 
 

0.0193 
 

0.148 
 

244 
 

0.130 
 

0.999 
 

  
 

- 
 

Private 
 

-0.2481 
 

0.158 
 

244 
 

-

1.571  
0.482 

 

Rajabhat 
 

- 
 

Rajamangala 
 

-0.3956 
 

0.203 
 

244 
 

-

1.951  
0.286 

 

  
 

- 
 

Private 
 

-0.6630 
 

0.210 
 

244 
 

-

3.161  
0.020* 

 

Rajamangala 
 

- 
 

Private 
 

-0.2674 
 

0.201 
 

244 
 

-

1.333  
0.621 

 

Note. Comparisons are based on estimated marginal means 

 

 English Language Anxiety Level of Thai Graduate Students Based on 

Age. Of the 248 participants, there were 210 participants in the 20-30 year old group 

(M = 3.29, SD = 0.754); 28 participants in the 31-40 year old group (M = 3.42, SD = 

0.705); nine participants in the 41-55 year old group (M = 2.75, SD = 0.851); and one 

participant in the more than 55 year old group (M = 2.06). Since there was just only 

one participant in the more than 55 years old group, the variance in this group could 

not be determined. Therefore, the researchers have decided to exclude the data from 

this group. A one-way between-subjects ANOVA was then run on the remaining 247 

participants with the age of the students as the independent variable, and the average 

foreign language classroom anxiety level as the dependent variable. The results 

showed no meaningful difference in foreign language classroom anxiety between 

different age groups; F(2, 244) = 2.70, p = .069.  
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Table 6 Mean and Standard Deviation of Foreign Language Learning Anxiety Level 

(FLCAS) Classified By Age 

ANOVA - FLCAS 

  
Sum of 

Squares 
df 

Mean 

Square 
F p 

Age 
 

3.05 
 

2 
 

1.527 
 

2.70 
 

0.069 
 

Residuals 
 

138.12 
 

244 
 

0.566 
     

   *p < .05 
 

 

 English Language Anxiety Level of Thai Graduate Students Based on 

Field of Study. The participants were also grouped into three groups in terms of 

fields of study following The Office of the Higher Education Commission (OHEC) 

classification framework, including Science and Technology (n = 81, M = 3.22, SD = 

0.66); Health Science (n = 101, M = 3.37, SD = 0.82); and Social Science and 

Humanities (n = 66, M = 3.21, SD = 0.77). A one-way between-subjects ANOVA was 

performed and no meaningful difference in foreign language classroom anxiety level 

between different fields of educations; F(2, 244) = 1.34, p = .264, was found. 

 

Table 7 Mean and Standard Deviation of Language Learning Anxiety Level (FLCAS) 

Classified by Field of Study  

ANOVA - FLCAS 

 Sum of Squares df Mean Square F p 

Fields of Study 1.54 2 0.771 1.34 0.264 

Residuals 141.12 245 0.576   

                 *p < .05 
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The Result of the Analysis of the Relationship between Level of Anxiety and 

English language Proficiency Levels of Thai Graduate Students 

A Pearson correlation was performed to examine the relationship between 

English language classroom anxiety level and English language proficiency level. The 

results indicated a moderately negative correlation, r = -0.46, p < .001, whereby as 

English language proficiency level increases, foreign language classroom anxiety 

level decreases. A scatterplot in Figure 1 summarizes the results. 

 

Table 8 Results of Correlation between English Language Classroom Anxiety 

(FLCAS) and English Language Proficiency 

  FLCAS Proficiency 

FLCAS Pearson's r — 
 

 
p-value — 

 
Proficiency Pearson's r -0.462 *** — 

 
p-value < .001 — 

Anxiety 

 

 

 

 

 

 

 

 

 

        ` `            Proficiency 

 

The result proved that students who have a low English language proficiency 

level achieve high anxiety levels. Consistently, previous research indicated a negative 

relationship between low academic performance and high levels of anxiety (McCraty, 

2007; Soler, 2005). Similarly, El-Anzi (2005) found a positive correlation between 

high levels of academic achievement and low levels of anxiety. 

Figure 6 Scatterplot of the Relationship between English Language Classroom 

Anxiety Level and English Language Proficiency Level 
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The Qualitative Findings from the Semi-Structured Interview 

Semi-structured interviews were conducted with seven highly anxious 

graduate students who were randomly selected. The questions used during the 

interview were adapted from Tanveer’s (2007) study. The interview sought to explore 

the sources of the participants' English language classroom anxiety. It took about 8-15 

minutes (see Appendix C for semi-structured interview questions). The interviews 

were transcribed, and the results were analysed using Thematic Analysis method 

(Braun & Clarke, 2006) (see appendix D for the interview transcripts). Thematic 

analysis was chosen as a method of extracting discourse from the data because it 

allows for the identification of patterns in the data and the formation of meaningful 

groupings and themes that capture the issue under investigation. 

Generating Initial Codes. The researchers analysed the data by reading and 

rereading the data multiple times and looking for common themes and categorising 

them across the text, whether similar or contrasting. The codes were then organised 

into related clusters to form major themes. Table 9 provides the 19 codes the 

researchers generated from the data which indicate the anxiety provoking causes 

among the participants. As indicated in the table, there are 19 possible causes of 

English language anxiety among the participants, according to the findings. This 

analysis gave the opportunity to uncover new themes by taking into account all of the 

rich and varied information obtained from the interviews. 
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Table 9 Outline of Coding Scheme 

Code Labels Descriptions 

Total 

Times 

Referred 

1. Inadequate 

grammatical 

knowledge 

showing errors frequently appear in their 

sentence construction when they speak and 

write in English 
6 

2. Fear of being the 

focus of 

attention  

feeling anxious or uncomfortable in situations 

where one is likely to be the centre of attention 

— e.g., performing or speaking publicly 
6 

3. Limited 

vocabulary 

knowledge 

overuse of lower-level vocabulary and failure 

to acquire more advanced-level vocabulary, as 

well as limited awareness of collocational 

usage 

5 

4. Fear of making 

mistake 

feeling embarrassed, 

anxious and humiliated when making mistakes 

in front of friends and teachers 

5 

5. Low English 

proficiency 

not fluent in the English language, often 

because it is not their native language 
5 

6. Inability to 

express oneself 

inability to use English to adequately express 

mature thoughts and ideas 
4 

7. Fear of negative 

evaluation 

apprehension about others' evaluations, 

distress over negative evaluations by others, 

and the expectation that others would evaluate 

one negatively 

3 

8. Attitude to EFL 

Learning 

a feeling or opinion that influence one to learn 

or not to learn English language in the required 

manner 

3 

9. Lack of 

confidence 

spending more time thinking and worrying 

about what other people are doing than 

focusing on self competence and potential 

3 

10. Poor/bad 

pronunciation 

utterances that cannot be comprehensible to 

listeners  
3 

11. Fear of being 

laughed at 

a disproportionate fear of being laughed at by 

others 
3 

12. Perception on 

peer 

a feeling that peers do better than oneself in a 

foreign language class 
2 

13. Teacher-related  related to instructional practices, teacher’s 

behaviours, instructor-learner interactions, 

classroom procedures, 

2 

14. Fear of failing 

test 

a significant amount of stress related to 

preparing for and taking an examination 
2 

15. Losing face apprehension about English production and 

understanding in a range of setting that might 

cause one to lose social prestige and reputation 

2 
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Code Labels Descriptions 

Total 

Times 

Referred 

16. Personality-

related 

Being reluctant to speak do not speak or speak 

seldom and, when speak, speak with difficulty 
1 

17. Lack of practice Having not enough opportunities to use the 

language outside the classroom 
1 

18. Age perception of aging toward learning English 1 

19. Situational the learning situation including formal and 

informal learning contexts 
1 

 

 

Searching for Themes. The 19 codes were then examined as some of them 

clearly fitted together into a theme. The coded data was reviewed to identify 

significant broader patterns of meaning (potential themes). Consequently, the 19 

codes were aggregated into two themes (i.e., cognitive and linguistic, and socio-

cultural). Figure 7 shows the emerging themes from the thematic analysis. As can be 

seen in the figure, the themes were about the aspects of causes attributed to English 

language classroom anxiety.  
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Figure 7 Emerging Themes from the Thematic Analysis  
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Theme 1: Anxiety Provoking Causes Related to Psycholinguistic Aspect 

The causes categorised under this theme are connected to the psycholinguistics 

component of language acquisition and usage. The psychological or cognitive process 

of acquiring and utilising a language, after all, is referred to as the psycholinguistic 

aspect. It examines the mechanisms occurring in the brain during the production and 

perception of language and the relationship between the human brain and language. 

Psycholinguistics is divided into three areas: language production, language 

perception, and language acquisition (Purba, 2018). The processes involved in 

developing and expressing meaning through language are referred to as language 

production. The mechanisms involved in interpreting and understanding both written 

and spoken language are referred to as language perception. Language acquisition 

refers to the processes of learning the first or second language. 

Students' perceptions of the language learning process, their perceptions of 

themselves and how they should act in every communicative classroom activity, and 

the linguistic barriers they experience in displaying their intended performance in 

English have all been related to language anxiety. This theme addresses the findings 

on some of the cognitive and psychological, and linguistic variables that may 

contribute to English language anxiety in the participants. Those anxiety provoking 

causes can be listed as inadequate grammatical knowledge, limited vocabulary 

knowledge, low English proficiency, inability to express oneself, attitude to EFL 

learning, poor/bad pronunciation, failing test, and lack of practice.  
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Among those listed above, inadequate grammatical knowledge was by far the 

most significant and frequent cause of anxiety. In other words, it appeared as though 

the participants were suffering language anxiety due to not having enough 

grammatical knowledge as seen in the following excerpt: 

 

 (S#5) “…When I speak English outside the classroom, I don't pay so much attention 

to grammar and feel more relaxed, but here in class it's different, I don't dare to do 

the same, because I'm afraid that everybody will hear I said something grammatically 

wrong…” 

 

(S#1) “…I feel anxious because I don’t have enough vocabulary and grammar. I think 

if I knew more grammar or vocabulary or how to make a correct sentence, I wouldn’t 

be nervous…” 

 

(S#3) “…I always have to think it over what I want to say before saying it, and 

concentrate hard on making sentences grammatically correct or making use of words 

as accurate as possible...” 

 

The students’ responses regarding limited vocabulary knowledge was reported as the 

third highest cause. It was found that students associated English language anxiety 

with lack of vocabulary knowledge. Also, their anxiety might arise when 

encountering unfamiliar words, as one participant says: 
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(S#3) “…I don’t like reading in front of class, especially when I encounter difficult or 

unknown words, or technical terms…” 

 

 Having low English proficiency might be the other major cause of English 

language classroom anxiety among the students. Some of the participants felt anxious 

because they thought their English was not good enough. (S#3) stated: 

 

“…I enjoy speaking English in classroom and sharing the answers asked in the class 

but sometimes I felt nervous because I don’t understand the question. I also think that 

it’s due to my English that is not good enough. That’s why I think speaking English in 

class is frightening…” 

 

Theme 2: Anxiety Provoking Causes Related to Socio-Cultural Aspect 

The social environment in which students find themselves, their cultures, 

social status, personal experience, and perceptions of the English language, especially 

when speaking a language other than their mother tongue, and even their ages have all 

been connected to English language anxiety. Sociolinguistics, according to W. Labov 

(1997), is involved with language in social and cultural contexts, particularly how 

individuals with diverse social identities (e.g., gender, age, race, ethnicity, class) 

communicate and how their speech changes in different situations. Some of the issues 

addressed include how dialect features (such as word pronunciation, word choice, and 

word patterns) cluster together to form personal styles of speech; and why people 

from different communities or cultures can misunderstand what is meant, said, and 

done due to differences in how they use language. Sociolinguistics spans a wide range 
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of quantitative and qualitative approaches. Language anxiety stems primarily from the 

social and communicative aspects of language learning and can thus be classified as a 

social anxiety. (MacIntyre & Gardner, 1991), as referenced in MacIntyre, 1995) Some 

participants even suggested that social variables are more significant than cognitive 

and linguistic variables in causing language anxiety. This theme covers various socio-

cultural aspects that may help explain why the students experienced the anxiety. 

Fear of being the focus of attention, fear of making a mistake, and fear of 

negative evaluation, lack of confidence, fear of being laughed at, perception on peer, 

teacher-related, losing face, age, and situation-related are among the anxiety-inducing 

factors discussed in the theme. Many participants reported feeling anxious or uneasy 

in situations where they are likely to be the focus of attention, according to the 

findings (e.g., performing or speaking publicly, or in front of the class). This anxiety-

inducing cause was reported as the highest cause which is reported in the excerpts 

below: 

  

(S#4) “…I need a lot of time to practice my presentation. But you know, when I stood 

up in front of my classmates I forgot everything HAHA. I was very nervous actually, I 

felt my heartbeat so fast, I was so shocked and embarrassed when many people stared 

at me. So, every time I prepare my notes, read from it and tried to finish the 

presentation…” 
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 (S#5) “…I tend to say nothing even if I know I would be able to answer. I know I 

could speak about simple things or some topic, I've got the sentences in my mind, but 

when the teacher asked for a volunteer, I just can’t. I don’t want to be in spotlight or 

center of attention. Also, I’m sometimes not 100% sure about my answers…” 

 

(S#6) “…What I'm most nervous about is being called on by the teacher and having 

to say something while everyone waiting to hear from me, this is what makes me feel 

uneasy. I don’t want people to question that why I can’t speak English even I have 

good education or good qualification…” 

 

Whilst some participants admitted that their English language anxiety was attributed 

to fear of making mistake which was the fourth highest cause. This could be reflected 

in the conversation excerpt below: 

 

Interviewer: “[…] What are examples of situation that cause stress or anxiety for 

you?” 

 (S#3): “Personally, I think that it’s impromptu speaking test or interview. The first 

reason is about my grammar, so I can’t form correct sentence, the second reason is 

that I’m afraid of making mistakes or say anything badly because I don’t know what 

to say. It’s like my brain is temporarily blank. I don’t want my classmates or teachers 

to laugh at me or I got very bad scores...” 
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Similarly, S#6 reported: 

“…I worry about not being able to say what I want correctly. The bad thing is that I 

always have to be very careful not to make mistakes…” 

 

In brief, the semi-structured interview revealed qualitative findings related to 

the psycholinguistics, and socio-cultural aspects of language learning and 

communication that may induce English language anxiety among EFL students in the 

language classroom. The psycholinguistic factors of learners' cognition and language 

learning problems were explored in this part under several codes, e.g., inadequate 

grammatical knowledge, limited vocabulary knowledge, low English proficiency, 

poor/bad pronunciation, etc. The socio-cultural causes, which refer to learners’ social 

context, culture, social status, etc., were also discussed under codes, e.g., fear of being 

the focus of attention, fear of making mistakes, fear of being laughed at, etc. The 

findings point to the necessity of English language teachers identifying and 

understanding these anxiety provoking causes in order to create an anxiety-free 

learning environment which helps students make progress in their English 

development. In addition, most of the findings related to these two aspects seem to 

corroborate the existing literature on foreign language anxiety. 
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Phase 2: The Results of The Development of the Instructional Model to Reduce 

English Language Anxiety and Improve Productive Skills in English of Thai 

Graduate Students, and the Results of the Evaluation of the Effectiveness of the 

Instructional Model 

 

The Results of the Development of the Instructional Model to Reduce English 

Language Anxiety and Improve Productive Skills in English of Thai graduate 

Students 

 In this phase, the results of the development of the instructional model to 

reduce English language anxiety and improve productive skills in English of Thai 

graduate students will be presented as follows: 

1. The results of the study, analysis, and synthesis of the pedagogical 

principles 

2. The results of developing the instructional model rationales  

3. The result of determining the instructional model framework 

4. The results of developing the instructional model steps 

 

 The Results of the Study, Analysis, and Synthesis of the Pedagogical 

Principles. With an attempt to develop the instructional model, key concepts of the 

pedagogical principles including Cooperative Learning Approaches, Autonomy-

Supportive Teaching, Motivation in Second and Foreign Language Learning and 

Strategies for Reducing Anxiety in Foreign and Second Language Classrooms 

(Gustafson, 2015) were analysed and synthesised from a number of textbooks, 

scholarly journals articles, and previous research studies. The results from the study, 

analysis and synthesis are presented in figure 7. 
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 The Results of Developing the Instructional Model Rationales. The need to 

reduce anxiety in the English language classroom is crucial and it may result in 

pedagogical benefits in the classroom. The quantitative and qualitative findings about 

the graduate students’ English language anxiety in Phase 1 of the study were taken 

into account in the development of the instructional model rationale. Table 10 

illustrates the top three FLACS items that attracted the highest mean scores in 

language anxiety among the graduate students. 

Table 10 Top Three FLACS Items that Attracted the Highest Mean Scores of the 

Language Anxiety 

Rank Sources of Anxiety M SD 

1 
(Item 9) I start to panic when I have to speak without 

preparation in English class 
3.94 1.14 

2 
(Item 7) I keep thinking that the other students are better at 

languages than I am. 
3.91 1.12 

3 
(Item 10) I worry about the consequences of failing my 

English class. 
3.70 1.24 

 

To summarise, the factors contributing to English language classroom anxiety 

identified in the quantitative study are: (1) speaking in front of the class without 

preparation; (2) fear of being less competent than peers; (3) fear of failing the class or 

consequences of failing an exam.  
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Regarding the qualitative data obtained from the semi-structured interview, the 

results showed that among the possible sources of students’ English language 

classroom anxiety, the three most significant causes of students’ anxiety were 

“Inadequate grammatical knowledge–showing errors frequently appear in their 

sentence construction when they speak and write in English”; and “Fear of being the 

focus of attention–feeling anxious or uncomfortable in situations where one is likely 

to be the centre of attention — e.g., performing or speaking publicly” respectively. 

Following the analysis of Phase 1 findings, the key concepts collected from 

the study, analysis, and synthesis of theoretical and pedagogical principles were used 

to develop the instructional model rationales, which are shown in Figure 9 

The Result of Determining the Instructional Model Framework. The 

instructional model framework, which consists of rationales, objectives, model steps, 

and outcomes, was determined and is presented in Figure 10 

The Results of Developing the Instructional Model Steps. From the model 

rationales synthesised from the theoretical and pedagogical principles, the 

instructional model steps were developed for the purpose of reducing English 

language classroom anxiety and improving productive skills in English of Thai 

graduate students. The development of the instructional model steps is presented in 

the following figures . 
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Figure 8 The Key Concepts of the Instructional Model from Studying, Analysis and 

Synthesis the Theoretical and Pedagogical Principles  
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The Results of the Evaluation of the Effectiveness of the Instructional Model 

 The results of the evaluation of the effectiveness of the instructional model 

derived from two stages: validating the instructional model by three experts and 

implementing the instructional model in an actual classroom. 

 The Results of Validating the Instructional Model by Experts. After the 

instructional model had been developed, three experts (see appendix E) in the field of 

English language teaching, curriculum and instruction were asked to verify the 

instructional model using the evaluation form (Item-Objective Congruence Index, 

IOC) (Turner & Carlson, 2003) designed by the researchers (see appendix F). The 

entire evaluation form was presented on a three-point scale ranging from -1 to 1. 

Items with scores greater than or equal to 0.5 were considered appropriate; those with 

scores less than 0.5 were considered inappropriate and had to be revised in accordance 

with the experts' recommendations. According to the expert's findings, 100 percent of 

the items were rated 1 on the IOC index, indicating that they were sufficiently 

congruent with the objectives, and were satisfied with the instructional model. Minor 

modifications were made regarding the additional comments and recommendations 

given by the experts as follows: 

  Expert 1: “The main steps are clear, but the writing format of the 

details should be more consistent. Some could be more concise.”, “the provision of 

explanatory rational to promote student autonomy should be at the beginning of 

lessons.”. 

  Expert 2: “The instruction on model was well-organised and 

systematic. The only one tiny detail that makes me confused is the use of the arrows. I 

suggest the other symbols instead of the arrows to show the connection of the ideas.” 
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  Expert 3: “The theoretical and pedagogical principles are fully 

explained and nicely put together. The steps explained in the model are specific and 

clear.” 

  To conclude, the proposed instruction on model was accepted by the 

experts according to the evaluation and comments they all agreed that this model was 

suitable for being implemented to reduce English language classroom anxiety and to 

improve productive skills in English of Thai graduate students. 

  The Results of the Development of the Lesson Plans Based on the 

Instructional Model. The researchers developed ten lesson plans for the 

implementation of the model. The lesson plans were divided into two parts; the first 

five lessons focused on developing English speaking skills, while the other five 

focused on developing English writing skills. Each lesson plan was designed for 180 

minutes of instruction, divided into two sessions. They were designed based on the 

newly developed model that covers the four teaching steps of the instructional model. 

The researchers studied the curriculum and learning content of English language 

courses at graduate level (e.g., English for Graduate Studies, Speaking and Writing in 

Academic Context for Graduate Studies). The lesson outline and learning contents are 

shown in Table 11. 
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Table 11 Outline of Lessons and Learning Content 

Lesson 

No. 
Topics Contents 

1 
Communicating in 

Academic Situation 

taking part in a discussion, language and 

expressions for taking part in discussion  

2 
Changing Roles  

in the Family 

referring to a text, exchanging opinions, 

presenting information from a text  

3 The Use of Data 

language and expressions for referring to data, 

referring to what previous speakers have said, 

presenting or describing charts 

4 Taking Your Turn 
language and expression for taking turn in a 

discussion 

5 Think Rationally expressing doubt or belief 

6 Organizing Paragraphs  
paragraph structures, the components of 

paragraphs  

7 Developing a Focus 
developing a topic and working title, planning 

a writing project  

8 
Introduction and 

Conclusions 

writing an introduction and conclusion in 

academic essay  

9 
Summarising Information 

from Texts  
summary writing 

10 
Acknowledging  

Your Source  

avoiding plagiarism, how to acknowledge 

sources in academic writing, different styles & 

systems of referencing  

 

In validating the lesson plans, three experts (see appendix G) in the field of 

English language teaching were provided with the evaluation forms designed by the 

researchers (see appendix H) covering the appropriateness of the objectives of the 

lessons, the consistency of procedures in the lesson plans and of the instructional 

model, the appropriateness of the materials, tasks and activities, the appropriateness of 

pedagogical procedures in the lesson plans in order to enhance the productive skills in 

English, the appropriateness of the evaluation used, and the clarity of the language 
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used. The experts were requested to rate their thought about the lesson plans as 

appropriate (+1), not sure (0), or not appropriate (-1). The total index of item-

objective congruence (IOC) of the experts’ opinion was at 0.90. Those with scores of 

less than 0.5 were considered unacceptable and had to be revised in accordance with 

the experts' recommendations. 

One expert mentioned a concern about adding a specific time range for each 

activity in order to help give the teachers an idea of how long the engagement the 

activities will be (lesson plan #1), the number of members in each group was 

recommended to be no more than three per group to ensure that everyone gets to 

contribute (lesson plan #7), the students should be explained beforehand how their 

summary will be judged so that they can help each other follow the guidelines (lesson 

plan #9). 

Another expert offered advice on the evaluation standards used in several 

classroom activities. The researcher revised the lesson plans in accordance with the 

suggestions. 
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Example of lesson plans. 
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 The Results of the Evaluation of the Effectiveness of the Instructional 

Model. The effectiveness of the developed instruction model to reduce English 

language anxiety and improve productive skills in English of Thai graduate students 

was determined by considering the findings of the students’ English language 

classroom anxiety level, and productive skills in English achievement as it could be 

perceived through the significant differences between the pre-treatment and post-

treatment mean scores. At this stage, the findings will be reported based on two 

assumptions, which are: 

Assumption 1:  The English language classroom anxiety pre-treatment mean 

score of the students, who received the treatment based on the instructional model, is 

significantly higher than their post-treatment mean score. 
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 Assumption 2:  The productive skills in English pre-treatment mean score of 

the students, who received the treatment based on the instructional model, is 

significantly lower than their post-treatment mean score. 

 Finding from the English Language Classroom Anxiety. A repeated 

measures t-test was conducted to determine whether, on average, there was a decrease 

in the students’ English language anxiety level after receiving the treatment based on 

the instructional model. The data from the pre-treatment and post-treatment scores of 

the anxiety were analysed. 

 Assumption 1: The English language classroom anxiety pre-treatment mean 

score of the students, who received the treatment based on the instructional model, is 

significantly higher than their post-treatment mean score. 

 The FLCAS was administered to the participants before and after receiving the 

treatment in order to evaluate the effectiveness of the instructional model in reducing 

the English language anxiety of the participants. The results revealed that the 

students’ English language anxiety score in the pre-treatment condition (M = 3.33, N 

= 22, SD = 0.67) is significantly lower than in the post-treatment condition (M = 2.95, 

N = 22, SD = 0.55); t(21) = -2.28, p = .03. The effect size (d = -0.49) was found to be 

medium (Cohen, 1992). These results suggest that the instructional model does have a 

moderate anxiety-reducing effect on students when it is used. Therefore, the findings 

supported Assumption 1. Table 12 and 13 illustrate the descriptive statistics, and the 

comparison of the pre-treatment score and post-treatment of the English language 

classroom anxiety.  
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Table 12 Descriptive Statistics of the English Language Classroom Anxiety 

  N M SD SE 

FLCAS Post- TX 22 2.95 0.552 0.118 

FLCAS Pre- TX 22 3.33 0.670 0.143 

 

Table 13 Comparison of the Pre-Treatment Score and Post-Treatment Anxiety Scores 

  
t df p 

Mean 

difference 

SE 

difference 
Cohen’s d 

FLCAS 

Post-TX 

FLCAS 

Pre-TX 

-2.28 21.0 0.033 -0.380 0.167 -0.485 

  *p < .05 

 

 Finding from the Productive Skills in English. To test Assumption 2, the 

scores obtained from the pre-treatment and post-treatment were compared in terms of 

descriptive statistics: mean scores, and SD, and analysed by t-test to determine the 

differences between the pre-treatment and the post-treatment scores of the students. 

 Assumption 2: The productive skills in English pre-treatment mean score of 

the students, who received the conventional way of teaching based on the 

instructional model, is significantly lower than their post-treatment mean score. 

 The productive skills in English tests (i.e., speaking and listening tests) were 

administered with the participants before and after receiving the treatment in order to 

evaluate the effectiveness of the instructional model in the participants’ productive 

skills. The results revealed that the students’ productive skills in English score in the 

pre-treatment condition (M = 14.27, N = 22, SD = 2.83) is significantly lower in that 

in the post-treatment condition (M = 15.82, N = 22, SD = 2.28); t(21) = 5.29, p < 

.001). The effect size (d = 1.13) was found to be high (Cohen, 1992). These results 
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suggested that the instructional model does have a high anxiety-reducing effect on the 

students when it is used. Therefore, the findings supported Assumption 2.  

 Table 14 and 15 illustrate the descriptive statistics, and the comparison of the 

pre-treatment score and post-treatment productive skills in English scores. 

Table 14 Descriptive Statistics of the Productive Skills in English Scores 

  N M SD SE 

Productive Skills 

Post-TX 
22 15.82 2.281 0.486 

Productive Skills 

Pre-TX 
22 14.27 2.831 0.604 

 

Table 15 Comparison of the Pre-Treatment Score and Post-Treatment Scores 

  
t df p 

Mean 

difference 

SE 

difference 
Cohen’s d 

Productive 

Skills 

Post-TX 

Productive 

Skills 

Pre-TX 

5.29 21.0 < .001 1.545 0.292 1.128 

  *p < .05 

 

Phase 3: The Results of the Development of Proposed Practical Guidelines to 

Reduce English Language Classroom Anxiety  

 The proposed English language practical guidelines to reduce English 

language classroom anxiety were developed in order to provide Thai higher 

educational institutions, some other academic schools or departments, and decision 

makers who are updating or creating instructional policies, plans, strategies, or 

programs with important guidance for alleviating their graduate students’ anxieties 

about the English language learning process. Armed with the results gained from 

Phase 1 of the study: the quantitative and qualitative results of the study of English 
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language anxiety of Thai graduate students, and Phase 2: the results of the 

development of the instructional model to reduce English language anxiety and 

improve productive skills in English, and the results of the evaluation of the 

effectiveness of the instructional model. The researchers found the proposed practical 

guidelines to reduce English language classroom anxiety among Thai graduate 

students divided into four main components, namely Pre-Lesson Reflection 

(Preparing& Planning), Lesson Begins, During Lesson (Monitor & Intervene), Post-

Lesson (Evaluation & Reflection). 

 

Guidelines Rationale 

To reduce the negative impact of foreign language anxiety, it is helpful to 

identify the sources of anxiety in order to have a better understanding of the nature of 

anxiety and to assist English instructors in finding appropriate and effective 

approaches to reducing anxiety in language classrooms. Personal and impersonal 

anxieties, learners' beliefs about learning a foreign language, teachers' beliefs about 

teaching a foreign language, classroom procedures, testing, the level of the language 

course, language skills, motivation, proficiency, teachers, tests, and culture have all 

been identified as major sources of language anxiety in previous studies (Aydin, 

2008; Price, 1991; Young, 1991). Furthermore, personality traits, fear of negative 

evaluation, parental pressure, low English proficiency, lack of preparation, pressure 

from the language instructor, and tests were major contributors to foreign language 

anxiety (Jen, 2003). Finally, among the causes of language anxiety are low English 

proficiency, lack of confidence, class management, insufficient class preparation, 

teaching processes, fear of negative evaluation, and a lack of teaching experience 
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(Mahmoodzadeh, 2013). Teachers must give patience, support, and a stress-free 

classroom environment in order to minimise students' affective filters and allow for 

better language acquisition (Reyes & Vallone, 2008). Learners must feel welcomed 

and valued before they will express their thoughts and take the necessary risks 

associated with language learning. Instructors can foster a welcoming environment by 

maintaining a sense of humour and demonstrating friendliness and patience with 

students (Young 1990). 

 

Guideline Objectives 

(1) To enable instructors of English to have a clear awareness and 

accommodate the learning problems of these graduate students,  

(2) To facilitate students in overcoming their anxiety in learning the language 

and  

(3) To enhance their English language learning experience.  

 

Guideline Components 

 Table 16 illustrates the guideline components and objectives of each 

component that Instructors can use inside the classroom to minimize the negative 

effects of foreign language anxiety. The practical guidelines consist of four 

components, Pre-Lesson Reflection (Preparing & Planning), Lesson Begins, During 

Lesson (Monitor & Intervene), and Post-Lesson (Evaluation & Reflection).  
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Table 16 Guideline Components 

Components Objectives 

Pre-Lesson 

Reflection 

(Preparing  

& Planning) 

To get to know students background in order to prevent 

language anxiety by dealing properly with their anxiety-

provoking causes, beliefs, and misconceptions; To plan and 

present classroom activities/tasks in a motivating and anxiety-

free manner to stimulate students to learn English and build a 

sense of community build a positive relationship with students. 

Lesson Begins 

Assist students in developing particular learning objectives for 

English. and link their individual learning goals with the 

curricula goals. 

During Lesson 

(Monitor & 

Intervene) 

Turn the classroom into an anxiety-free zone to reduce students' 

language anxiety, enhance students’ autonomy and control over 

learning 

Post-Lesson 

(Evaluation  

& Reflection) 

Reduce students’ fear of negative evaluation and language test 

by dealing properly with their errors, reinforce students’ ability 

for success by acknowledging their efforts and achievements 

 

 

The Result of the Validation of the Feasibility and Suitability of the Practical 

Guidelines to Reduce Anxiety in English Language Classrooms by Experts 

The results of the validation of the feasibility and suitability of The Proposed 

Practical Guidelines to Reduce Anxiety in English Language Classroom were based 

on consensus opinions from seven experts (see appendix I) including one president's 

executive committee of a Thai higher education institution, one executive committee 

of a graduate school, two directors of English language institute of a Thai higher 

education institution, and three instructors in field of English language education with 

experience in program management, teaching, and curriculum development. The 
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experts were asked to verify the guidelines using the evaluation form designed by the 

researchers (see appendix J). Responses were graded using a 5-point Likert scale to 

rate the level of feasibility and suitability of the guidelines. The feasibility scale had 

the following anchors: 1 = not at all feasible; 3 = uncertain whether feasible or not; 5 

= highly feasible. The suitability scale had the following anchors:1 = not at all 

suitable; 3 = uncertain whether suitable or not; 5 = highly suitable.  

Applying this scale to the retrieved data, it revealed that the proposed practical 

guidelines were highly feasible (M = 4.50, SD = .30), and highly suitable (M = 4.69, 

SD = .28). Most of the guidelines were deemed to be close to the “highly feasible” 

and “highly suitable” end of the spectrum of the Likert scale rating, though the 

highest-ranking item scored the highest feasibility was item 5 “Teachers speak slowly 

and modify speech, visual aids, or gestures for clarification and comprehension. Thai 

is used if possible for clarification and when giving assignments in lower level 

classes.” While item 2 “Students’ learning needs, preferences, and personal learning 

goals for English are surveyed and considered when planning the lessons.”, item 7 

“Learning tasks are purposively designed depending on specific objectives, 

considering elements of different learning styles (e.g. visual, auditory, tactile)”, item 

12 “Students develop “classroom community” in the form of groups or pairs in which 

they work together, support each other, and engage collaboratively in classroom 

activities or tasks.”, item 17 “Teachers are tolerant of students’ concerns, negative 

emotions, problems, and also rely on verbal and nonverbal communication.” And item 

19 “Teacher highlights students' progress and successes, reinforces the importance of 

effort over ability, and provides supportive and motivating feedback.” received the 

highest score in terms of suitability (M = 5.00, SD = .00). 
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Table 17 Descriptive Statistics of the Experts’ Evaluation of the Proposed Practical 

Guidelines 

Items 

Evaluated 

Feasibility Suitability 

M SD Interpretation M SD Interpretation 

1 4.33 .82 feasible 4.33 .52 suitable 

2 4.67 .52 highly feasible 5.00 .00 highly suitable 

3 4.00 .63 feasible 4.50 .55 highly suitable 

4 4.67 .52 highly feasible 4.83 .41 highly suitable 

5 5.00 .00 highly feasible 5.00 .00 highly suitable 

6 4.17 .75 feasible 4.17 .75 suitable 

7 4.5 .55 highly feasible 5.00 .00 highly suitable 

8 4.33 .82 feasible 4.33 .82 suitable 

9 4.17 .41 feasible 4.50 .55 highly suitable 

10 4.83 .41 highly feasible 4.83 .41 highly suitable 

11 4.00 .63 feasible 4.33 .52 suitable 

12 4.83 .41 highly feasible 5.00 .00 highly suitable 

13 4.5 .84 highly feasible 4.67 .52 highly suitable 

14 4.83 .41 highly feasible 5.00 .00 highly suitable 

15 4.33 .52 feasible 4.50 .55 highly suitable 

16 4.83 .41 highly feasible 4.83 .41 highly suitable 

17 4.67 .82 highly feasible 4.67 .82 highly suitable 

18 4.33 .52 feasible 4.50 .55 highly suitable 

19 4.67 .52 highly feasible 5.00 .00 highly suitable 

20 4.33 .52 feasible 4.83 .41 highly suitable 

Total 4.50 .30 highly feasible 4.69 .28 highly suitable 

   

Table 17 showed that most of the guidelines were also deemed to be feasible 

and suitable for implementation. No guidelines were rated as uncertain or below in 

terms of feasibility and suitability.  
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The seven experts were also asked to give opinions in the open-ended question 

section on the practical guideline improvement. Minor modification was made 

regarding the additional comments and recommendation on the simplification of the 

language used in the guidelines to be more concise and not misleading. Below are the 

excerpts of some comments given by the experts: 

 

“…Some statements should be revised so that they are more concise and easier to 

understand. The guidelines should be edited for language accuracy…” 

 

“…It is very interesting research topic.  I would definitely like to hear more about 

what is being done in other institutions…” 

 

“…I think some items contain unknown or complex concepts (e.g., autonomy, 

interdependence, assessment, or evaluation) that may cause confusion to the reader. 

Thus, please make certain your readers are familiar with such specific terms. These 

ideas are very useful for the reader or ELT practitioners if they are clearly 

presented…” 

 

“…the statements developed should be proofread by a native speaker of English to 

enhance their accuracy and naturalness…”  

  

Figure 12 illustrates The Proposed Practical Guidelines to Reduce Anxiety in 

English Language Classrooms. To conclude, the proposed guidelines was accepted by 

the experts. They all agreed that the practical guidelines were feasible and suitable for 

being implemented to reduce English language classroom anxiety and improve 

productive skill in English.  
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CHAPTER V 

SUMMARY, DISCUSSION OF FINDING, AND 

RECOMMENDATION 

 

Presented in this final chapter is the summary of the study, the summary of the 

research findings, the implications of the study and recommendations for future 

research. It aims at displaying the overall picture of the study, starting from research 

objectives, research procedures, and research findings, along with justification and 

empirical support for the discussion of the findings. The implications of the study and 

recommendations for future research are also provided at the end of the chapter. 

 

Summary of the Study 

 

Research Objectives 

The research entitled “Development of English Instructional Model to Reduce 

Learning Anxiety and Enhance Productive Skills of Graduate Students in Thai Higher 

Education Institutes” encompassed four objectives as follows: 

1. To study English language anxiety level of Thai graduate students based on 

different age groups, field of study and type of higher education institution 

2. To analyse the relationship between levels of anxiety and English language 

proficiency levels of Thai graduate students 

3. To develop a instructional model to reduce English language anxiety and 

improve productive skills in English of Thai graduate students  

4. To propose practical guidelines for reducing English language classroom 

anxiety  
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Research Procedures 

The research process of this study comprised of three phases of research and 

development, including the study of English language anxiety of Thai graduate 

students and its relationship with English language proficiency, the development of 

the instructional model to reduce English language anxiety and improve productive 

skills in English, and the development of practical guidelines to reduce English 

language classroom anxiety. 

 Phase 1: (Research 1 and 2) Study of English Language Anxiety of 

Thai Graduate Students and Its Relationship with English Language 

Proficiency. The first phase concerned the study of the English language anxiety of 

Thai graduate students based on different age groups, field of study, and type of 

higher education institution. In addition, the relationship between levels of anxiety 

and English language proficiency levels of Thai graduate students. The participants in 

this phase were 248 graduate students from four different types of higher education 

institutions (i.e., 26 students from Private University, 25 students from Rajabhat 

University, 167 students from Public University, and 30 students from Rajamangala 

University of Technology). The 248 participants were classified into four different 

age groups (i.e., 210 students in the 20-30 year old group, 28 participants in the 31-40 

year old group, nine participants in the 41-55 year old group, and one participant in 

the more than 55 year old group) and three different fields of study (i.e., 81 students 

in Science and Technology, 101 students in Health Science, and 66 students in Social 

Science and Humanities). The participants’ standardized English proficiency test 

scores, which were interpreted in terms of the Common European Framework of 

References for Languages (CEFR) levels, were also collected. To assess the 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 127 

participants' English language level and factors affecting their language anxiety, the 

Foreign Language Classroom Anxiety Scale (FLCAS) developed by Saito, Horwitz, 

and Garza in 1986 was employed. One-way ANOVA was used to evaluate whether 

there were any statistically significant differences in students' levels of foreign 

language anxiety based on their age groups, field of study, and type of higher 

education institution. Pearson correlation Coefficient of variables was computed to 

see if there was a significant relationship between students' level of language anxiety 

and language proficiency. Finally, a semi-structured interview and thematic analysis 

were performed with seven students who had a high level of language anxiety to 

collect qualitative data for a deeper understanding of foreign language anxiety. 

 Phase 2: (Research 3) The Development of the Instructional model 

to Reduce English Language Anxiety and Improve Productive Skills in English 

of Thai Graduate Students, and the Evaluation of the Effectiveness of the 

Instructional Model.  

 The Development of Instructional Models. The development was composed 

of four stages: (1) studying, analysing, and synthesizing the theoretical and 

pedagogical principles, (2) developing the instructional model rationale, (3) 

determining the instructional model framework, and (4) developing the instructional 

model steps. In stage one, the researchers studied, analysed, and synthesised key 

concepts of pedagogical principles, including Cooperative Learning Approaches, 

Autonomy-Supportive Teaching, Motivation in Second and Foreign Language 

Learning, and Strategies for Reducing Anxiety in Foreign and Second Language 

Classrooms (Gustafson, 2015) from a number of textbooks, scholarly journal articles, 

and previous research studies. Besides, the information regarding the current 
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curriculum and the learning contents of English language courses at graduate level 

were studied. In stage two, the instructional model rationales were developed based 

on the results obtained from the study, analysis, and synthesis of the theoretical and 

pedagogical principles. In stage three, the instructional model framework, which 

consisted of model rationales, objectives, teaching steps, and outcomes, was 

determined. In stage four, the instructional model teaching steps were developed. 

 The Evaluation of the Effectiveness of the Instructional Model. The 

model evaluation consisted of two stages, validating the model by three experts, and 

implementing the instruction of model in an actual classroom. In stage one, the newly 

developed instruction model was validated by three experts using IOC and giving 

additional comments and recommendations. In stage two, the lesson plans based on 

the instructional model were developed and validated by three experts using IOC. 

Besides, the teaching materials, worksheets, and speaking and writing tests were 

developed accordingly. The instructional model was implemented with a group of 22 

graduate students in the second semester of the 2020 academic year who were from 

different fields of study. Before implementing the instructional model, the foreign 

language classroom anxiety scale (FLCAS) and English speaking and writing tests 

were administered to the participants as pretest. Over the period of eight weeks, from 

week two to weeks eight, the participants interacted with eight lesson plans. In each 

lesson plan, the participants were exposed to the completed loop of the teaching steps 

of the instruction of model. In week ten, the foreign language classroom anxiety scale 

(FLCAS) and English speaking and writing tests were administered to the participants 

as posttests. The data of the participants’ English language classroom anxiety and 

productive skills in English achievement were analysed using repeated measures t-test 
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based on two assumptions, which are: (1) the English language classroom anxiety pre-

treatment mean score of the students, who received the treatment based on the 

instructional model, is significantly higher than their post-treatment mean score, and 

(2) the productive skills in English pre-treatment mean score of the students, who 

received the treatment based on the instructional model, is significantly lower than 

their post-treatment mean score. 

  Phase 3 (Research 4) The Development of Proposed Practical 

Guidelines to Reduce English Language Classroom Anxiety. After the 

instructional model implementation, the English language practical guidelines to 

reduce English language classroom anxiety were proposed. The guidelines were 

developed based on the results gained from Phase 1 of the study: the quantitative and 

qualitative results of the study of English language anxiety of Thai graduate students, 

and Phase 2: the results of the development of the instructional model to reduce 

English language anxiety and improve productive skills in English, and the results of 

the evaluation of the effectiveness of the instructional model. The guideline was 

validated in terms of feasibility and suitability by seven experts, including, one 

president's executive committee of a Thai higher education institution, one executive 

committee of a graduate school, two directors of the English language institute of a 

Thai higher education institution, and three instructors in the field of English language 

education with experience in program management, teaching, and curriculum 

development. Experts’ evaluation of the guidelines’ feasibility and suitability was 

summarised by using descriptive statistics.  
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Research Findings 

The Finding from the Study of the Levels of English Language Anxiety of 

Thai Graduate Students and Its Relationship with English Language 

Proficiency. The overall mean score of language learning anxiety was at a moderate 

level (M = 3.27, SD = 0.757). Fear of negative evaluation (M = 3.46, SD = 0.877) was 

found to be the leading cause of English language anxiety that the participants 

experienced while studying English, followed by communication apprehension, and 

test anxiety respectively. The results revealed that students at Private University (n = 

26, M = 3.55, SD = 0.62) have a significantly higher average foreign language 

classroom anxiety level than those at Rajabhat University (n = 25, M = 2.88, SD = 

0.78); t(244) = 3.161, p = .020., while there was no meaningful difference in foreign 

language classroom anxiety between different age groups and field of study. 

Regarding the relationship between English language classroom anxiety level and 

English language proficiency level, the results indicated a moderately negative 

correlation (r = -0.46, p < .001) whereby as English language proficiency level 

increases, foreign language classroom anxiety level decreases. That is, students who 

have low English language proficiency levels achieve high anxiety levels. The 

qualitative data obtained from the semi-structured interview was analysed using 

thematic analysis (Braun & Clarke, 2006). The 19 codes were generated and 

aggregated into two themes, including psycholinguistics variables (e.g., inadequate 

grammatical knowledge, limited vocabulary knowledge, low English proficiency, 

poor/bad pronunciation); and socio-cultural variables (e.g., fear of being the focus of 

attention, fear of making mistakes, fear of being laughed at), which are the anxiety-

provoking causes among Thai graduate students within the language classroom. 
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The Finding from the Instructional Model Development. The instructional 

model development in the study consisted of four steps, namely, (1) Pre-lesson 

reflection: preparing & planning (expectations), "incorporating students’ perspectives, 

involving students’ psychological needs", (2) Lesson begins: introducing the tasks to 

the students, (3) During-lesson: monitor & intervene (scaffolding), and (4) Post-

lesson: reflecting the learned lesson & evaluation. The model was developed to 

reduce English language anxiety and improve the productivity skills in English of 

Thai graduate students. 

The Finding from the Instructional Model Evaluation. Based on the 

experts’ evaluation and opinions towards the instructional model, it can be concluded 

that they all agreed with the theories and principles supporting the model, the model 

rationales as well as the teaching steps. Also, they shared a consensus that the 

instructional model was possibly usable and suitable for being implemented to reduce 

English language classroom anxiety and to improve the productive skills in English of 

Thai graduate students.  
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The Instructional Model Rationales 

 

 

 

 

The Instructional Model Teaching Steps 

 The Instructional Model Teaching Steps 
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The Instructional Model Teaching Steps 
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The effectiveness of the developed instruction model to reduce English 

language anxiety and improve the productive skills in English of Thai graduate 

students was determined based on the two assumptions. The findings from the two 

assumptions indicated the effectiveness of the instructional model as follows: 

(1) The English language classroom anxiety pre-treatment mean score of 

the students, who received the treatment based on the instructional model was 

significantly higher than their post-treatment mean score (t(21) = -2.28, p = .03). The 

effect size (d = -0.49) was found to be medium (Cohen, 1992). These results suggest 

that the instructional model does have a moderate anxiety-reducing effect on students 

when it is used. 

(2) The productive skills in English pre-treatment mean score of the 

students, who received the conventional way of teaching based on the instructional 

model, is significantly lower than their post-treatment mean score (t(21) = 5.29, p < 

.001). The effect size (d = 1.13) was found to be high (Cohen, 1992). These results 

suggest that the instructional model does have a high anxiety-reducing effect on 

students when it is used.  

The Finding from the Development of Proposed Practical Guidelines to 

Reduce English Language Classroom Anxiety. The researchers found the proposed 

practical guideline was framed into four components, including Pre-Lesson Reflection 

(Preparing & Planning), Lesson Begins, During Lesson (Monitor & Intervene), and 

Post-Lesson (Evaluation & Reflection). Regarding the evaluation of the seven experts, 

they all agreed that the proposed practical guidelines were highly feasible (M = 4.50, 

SD = .30), and highly suitable (M = 4.69, SD = .28) for implementation.  
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Discussion of Research Findings 

 This section highlights and discusses various important findings of the present 

study in the light of the literature reviewed in Chapter 2. The findings are discussed in 

three major aspects: the study of English language classroom anxiety of Thai graduate 

students and its relationship with English language proficiency; the effectiveness of 

the instructional model to reduce English language anxiety and improve productive 

skills in English; and the practical guidelines to reduce English language classroom 

anxiety. 

English Language Anxiety of Thai Graduate Students 

The quantitative results indicated the existence of moderate levels of English 

language anxiety in most of the graduate students. As fear of negative evaluate was 

ranked the highest score among other variables, followed by communication 

apprehension, and finally test anxiety, this result indicated that students are normally 

nervous when they need to speak the language in the classroom.  

Fear of Negative Evaluation. Among the three related situation-specific 

performance anxieties, fear of negative evaluation, which is explained as the learners’ 

expectation of being evaluated negatively by others in any kind of situation (Worde, 

2003), ranked as the first factor causing the most anxiety within the graduate students’ 

language classroom. Many of them were afraid of making mistakes in front of their 

classmates, which might make their classmates think that they are not proficient in 

English. Besides, it is likely that the teacher will correct their errors directly in front 

of their peers, which makes them feel humiliated as their abilities are underestimated. 

The fear of negative evaluation factor, in theory, shows that students in language 

classes are afraid of receiving negative feedback not just from their classmates, but 
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also from their teachers or instructors (Watson & Friends, 1969). This causes them to 

be scared of making mistakes while still trying to keep a straight face in front of their 

classmates and instructors. According to Price (1991), evaluation from others in class, 

particularly teachers and classmates, is the reason why language learners are reluctant 

to perform in class. They become more insecure and unable to perform well in class 

when they are aware that they are being watched by others. Even in a small group, 

learners may feel concerned about receiving negative feedback from their peers, 

causing them to be quiet and reluctant (Ohata, 2005). At the same time, they are 

trying to avoid facing threatening situations in a language class since fear of negative 

evaluation basically revolves around error corrections (Von Worde, 2003). As a 

result, students become more and more frustrated, especially when the error 

corrections are done before they have time to completely formulate a response. Apart 

from that, interruptions from error corrections also cause learners to lose focus when 

formulating answers (McIntyre and Gardner, 1991). This has caused widespread 

unease amongst graduate students in language classrooms and is supported by 

previous studies as will be discussed subsequently. Jones (2004) said that language 

learners feel afraid because of "a fear of appearing awkward, foolish or incompetent 

in the eyes of learners, peers, or others" which has its origin in "the fear of making 

mistakes and attracting the derision of classmates". One participant reported, "It's very 

embarrassing if a teacher, especially a traditional teacher, complains about my 

errors, both writing and speaking, especially when she corrects me in front of the 

class or when my friends are around. The teacher’s feedback always makes me feel 

very uneasy. She might think that I am still not that old, or just graduated, or still in 

my 20s, and I must have already learned those language points." 
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In brief, the findings are in line with some previously conducted studies, 

including Kurtus (2001), Middleton (2009), and Zhou (2004), who reported that 

students are frightened of making mistakes because they are concerned that if they do, 

their friends will laugh at them, and they will receive negative feedback from their 

peers. Students' mistakes and their fear of being judged by their classmates or their 

teachers are the sources of anxiety that make them uncomfortable when learning 

English orally. 

Communication Apprehension. Among the 33 items of FLCAS, “9. I start to 

panic when I have to speak without preparation in English class”, which was 

classified under the category of communication apprehension, achieved the highest 

mean score. Many students feel anxious after realizing that they are expected to speak 

English without preparation. Learners in a foreign language learning class are 

frequently required to participate in class discussions, to speak voluntarily, or to 

contribute to lessons by asking and answering questions. As a result, anxious students 

are more likely to experience increased communication apprehension in a foreign 

language classroom. Pornthanomwong, Tipyasuprat, and Kanokwattanameta (2019) 

found that Thai students gave the highest response to the item “I start to panic when I 

have to speak English without preparation in advance”, which was the major cause of 

anxiety in speaking English. The results showed that, since students were expected to 

deal with different speaking tasks during class time, they started to panic and feel 

anxious when they had to speak English without preparation in advance.  

According to Horwitz, Horwitz and Cope (1986), communication 

apprehension can also be caused by the need to produce a language structure in a 

language that has not been fully mastered. The inability to express themselves in the 
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desired way or to understand others can lead to frustration and can make people speak 

quietly in foreign language classes. Despite the fact that communication apprehension 

causes fear of speaking, it also causes fear of not being able to understand or being 

understood by others. The semi-structured interview data revealed that individuals 

had anxiety when talking with others in the language classroom, including both 

production and reception apprehension (speaking English in front of others or in 

groups) (receiving and responding to spoken messages from both teachers and 

classmates in English), as some of the participants stated: "…when the teacher asked 

for a volunteer, I just couldn’t. I don’t want to be in the spotlight or the centre of 

attention..."; "…what I'm most nervous about is being called on by the teacher and 

having to say something while everyone is waiting to hear from me..."; "…I enjoy 

speaking English in classroom and sharing the answers asked in the class, but 

sometimes I feel nervous because I don’t understand the question. I also think that it’s 

due to my English being not good enough...". 

Test Anxiety. The results of this study show that test anxiety is the least 

common of the anxiety categories, implying that the respondents were also worried 

about facing an academic test. Typically, students who experience this anxiety believe 

that no matter how hard they study for the test, they will fail it. This can make people 

uneasy during the test. According to the findings, students are particularly anxious 

about the consequences of failing the course, as one student reported “…English is the 

most challenging subject because if I do not pass the exam, I will not graduate. Let’s 

say that I am so afraid of failing the exam...”  
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Although test anxiety was found to be the least language anxiety-provoking 

factor in this study, it is worth mentioning that item 10, which states "I worry about 

the consequences of failing my foreign language classes," got the highest score. This 

is supported by a previous research finding by Salehi and Marefat (2014), who found 

that students’ worry about the consequences of failing their foreign language class 

was the top most anxiety-provoking factor across the three main subtypes of 

performance anxiety. This result came as no surprise, since obtaining 64 TOEFL-iBT 

score or 4.0 IELTS score, and 79 TOEFL-iBT score or 5.5 IELTS score before 

graduation are the minimum English language proficiency requirements for master’s 

degree and doctoral degree programs respectively. 

English Language Anxiety Level of Thai Graduate Students Based on 

Types of Higher Education Institution. Regarding English language anxiety in 

terms of type of higher education institutions, the results revealed that students at 

private universities have a significantly higher English language anxiety level than 

those at Rajamangala University of Technology. The total number of private higher 

education institutions under the control of the office of Higher Education commission 

(OHEC) in Thailand has sharply increased to 72 in 2021. As a result of the rapidly 

ageing population, Professor Dr. Suchatvee Suwansawat chairman of the Council of 

University Presidents of Thailand, reported that the number of students at some 

private universities fell by 70%. The dramatic fall indicates that universities are facing 

significant challenges to remaining efficient and surviving financially, making many 

institutions offer alternative levels of higher education to students who need to study 

for advanced degrees, and also relax the eligibility criteria for admissions. 

Klaewthanong & Phayrkkasirimwin (2010) added that, because the domino effect of 
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basic education standards has a direct impact on graduate quality, as a result, 

university lecturers must deal with a significant amount of responsibility in order to 

enhance their teaching quality and students’ learning experience. Pinyosunun, 

Jivaketu, and Sittiprapaporn (2006) studied problems in using English language of 

graduate students in private universities, and found that writing and speaking were the 

most difficult skills, which is due to their low language proficiency, errors in sentence 

arrangement, grammatical structure, punctuation, and struggling when delivering an 

oral presentation. 

Possible Causes of Foreign Language Anxiety of Thai Graduate Students. 

A clearer understanding regarding Thai graduate students’ foreign language anxiety 

was elicited from both quantitative and qualitative findings of the study which 

provided an in-depth analysis of the sources of English language anxiety experienced 

by the students with the application of a more focused lens that incorporates the 

students' accounts of language anxiety. 

 Inadequate grammatical and vocabulary knowledge. With regard to the 

psycholinguistics aspect, grammar and vocabulary have been found to be the most 

important causes that make graduate students feel difficult in learning to speak 

English. "…I feel anxious because I don’t have enough vocabulary and grammar. I 

think if I knew more grammar or vocabulary or how to make a correct sentence, I 

wouldn’t be nervous…", said one student. The other graduate student elaborated, 

"…What makes me very tense is that I always have to think it over what I want to say 

before saying it and concentrate hard on making sentences grammatically correct or 

making use of words as accurately as possible. If I didn’t do this, my sentences would 

be grammatically incorrect. I can feel very anxious even if the teacher is very nice…". 
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Another student added, "…in my opinion, I feel anxious because I don’t have enough 

vocabulary and grammar. I think if I knew more vocabulary or how to make a correct 

sentence, I wouldn’t be nervous…". Grammar has long been a source of contention 

among theorists and practitioners alike, particularly in the Thai education system, 

where beliefs abound that teaching grammar prevents Thai English learners from 

speaking successfully. Thai students, particularly graduate students who are mostly 

adult learners, tend to prioritise memorization of vocabulary, phrases, grammatical 

rules, and sentence structure. The grammar-translation approach has made language 

learners more passive and hesitant, but they still struggle to apply the target language 

in everyday situations. Overall, these findings are consistent with those reported by 

Lui (2006), who investigated the causes of anxiety among EFL language learners 

during English language lessons. He stated that the causes were a lack of language 

understanding and grammatical mistakes. Saengboon’s study (2017) found that Thai 

university students viewed grammar as important in learning and using English 

effectively. The present results are consistent with Thangaroonsin’s (2016) work that 

deals with the vocabulary size of Thai EFL graduate students. She discovered that the 

graduate students' vocabulary size scores were lower than the level established by the 

vocabulary scholars. Furthermore, they believed that expanding their vocabulary 

would help them improve their four language skills, particularly their productive 

skills; a larger vocabulary size can also help them more when learning new unknown 

words, and a limited vocabulary knowledge prevents them from communicating 

effectively.  
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Fear of being the Focus of Attention. The results revealed that many 

participants feel anxious or uncomfortable in situations where they are likely to be the 

centre of attention (e.g., performing or speaking publicly, or in front of the class). A 

participant stated that her anxiety came from her fear of being the focus of attention. 

She admitted that her anxiety arose when the teacher asked for a volunteer. She 

immediately became quiet and froze even if she knew she would be able to answer. 

She added that she did not want to be in the spotlight or the centre of attention. A 

similar pattern of results was obtained from another participant who needed to give an 

oral presentation in front of her classmates. She mentioned that she could feel her 

heart beating so fast as she was shocked and embarrassed by being stared at by many 

people. This anxiety provoking cause was quantitatively reported as the highest cause 

related to the socio-cultural aspect of language learning among graduate students. 

These basic findings are consistent with Horwitz, & Cope (1986)’s explanation of 

why anxious students experience strong self-consciousness when asked to expose 

themselves in the presence of other people, speaking a foreign language. The 

participants were afraid of showing themselves or being spotlighted in front of others, 

especially when they were asked to speak in a foreign language. Also, they 

experienced anxiety because they knew that their performances were being monitored 

by people in the classroom. This feeling can lead them to be anxious because they are 

under pressure about the evaluation they will receive. A similar conclusion was 

reached by Thomas’s (2017) study of the EFL classroom environment with 

Japanese university students. It showed that weaker students were much less 

willing to establish direct eye contact with the instructor and give short replies in 

response to instructor-initiated questions. The students indicated that they felt anxious 
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when studying English in large groups because they did not like answering questions 

and being the centre of attention made them feel uncomfortable. They felt uncertain 

about their abilities, self-conscious about their speaking and pronunciation skills, and 

these inhibitions left them unmotivated to contribute to the whole group discussion. 

The Relationship Between Language Anxiety and Language Proficiency This study 

also found a relationship between students' language learning anxiety and their 

competency in the language. It means that the lower the level of language proficiency, 

the higher the level of language anxiety, and the higher the level of language 

proficiency, the lower the level of language anxiety. Researchers generally agree that 

high levels of anxiety lead to poor academic performance; Von Worde (2003) 

discovered a substantial negative relationship between anxiety and final foreign 

language grade. It has been suggested that anxiety can have a negative impact on 

learners' language learning experiences. Alsowat (2016) analysis showed that 

language anxiety and language proficiency have a significant negative correlation, 

according to factors associated to foreign language anxiety (grammar, speaking, 

writing, reading, and GPA). Others have expressed that a high degree of anxiety is 

linked to poor academic performance (Luigi et al., 2007, and Sena et al., 2007). 

Anwar et al. (2010) discovered a similar effect in their study, demonstrating a 

negative correlation between language anxiety and student achievement. It suggests 

that as one's level of anxiety rises, so does one's academic achievement. In brief, 

language anxiety has been found to be closely connected to how learners view the 

language learning process, their perceptions of themselves and how they should 

perform in every communicative setting, and the linguistic barriers they experience 

while learning English. Three aspects of foreign language anxiety have a significant 
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influence on students' teaching and learning processes, particularly in speaking. 

Communication anxiety, exam anxiety, and fear of negative evaluation were the 

primary sources of students’ anxiety in this case. Students may be hesitant to 

communicate because they do not understand the meaning of words or sentences. 

Students with limited vocabulary find it challenging to communicate what they want 

to express. Students lack confidence and believe they are unable to communicate in 

English due to their belief that they lack the capacity to do so and their lack of 

knowledge of the language. This type of feeling discourages people from trying to 

communicate in English. So, teachers need to be concerned about this issue, as it will 

affect students' participation and achievement. 

The Effectiveness of the Instructional Model to Reduce English Language 

Classroom Anxiety and Improve Productive Skills in English 

After the instructional model was developed, proposed, and verified, and the 

lesson plans and materials used were designed based on the instructional model and 

administered to the students, the effectiveness of the instructional model was shown. 

The COVID-19 pandemic in Thailand had a significant impact on the educational 

situation. When the country went into a national lockdown in 2020, all educational 

institutions switched to distance learning. Following the closure of all higher 

education institutions in Thailand, teachers and administrators worked tirelessly to 

keep students on track and transition them as quickly as possible to online learning. 

The implementation of the instructional model was also shifted from a face-to-face 

classroom setting to an online platform. Online learning tends to fail when the 

traditional lecture format is re-packaged over an online platform. The researchers 

attempted to make learning more participatory and collaborative in order to keep 
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students engaged in the online environment. One of the most effective ways to 

facilitate online collaborative learning was to use Zoom's Breakout Rooms. Students 

could interact with one another in small discussion groups or collaborate on group 

work projects in the breakout rooms. It also allowed teachers to facilitate intimate, 

interactive activities that allowed students to create meaningful connections. Teachers 

could virtually navigate between Breakout Rooms to facilitate, intervene, and support 

students in their group discussions, as well as check in on how they were doing while 

working together, just like in a physical classroom.  

The inclusion of cooperative learning strategy enabled students to work in 

small groups, each with students of varying levels of ability, and instructors to utilise 

a range of learning activities to enhance their language comprehension The students 

worked through the task until all group members understood and finished it 

effectively. The approach not just stimulated the students to acquire the language, but 

also created interpersonal and team skills. Because each student has an unique 

background and level of English proficiency that he or she may contribute to the 

group, group members can complement each other's linguistic strengths and 

shortcomings. One kid, for example, had a large vocabulary and could provide his 

colleagues with a good foundation in grammar. Furthermore, disadvantaged students 

benefitted from contact with better students, while excellent students felt proud of 

their part in assisting their weaker colleagues. According to Johnson and Johnson 

(1995), the cooperative learning method provides a supportive learning environment; 

it reduces competition and individuality while increasing chances for students to 

actively build or change knowledge. Working in groups allows students additional 

chances to speak and exchange ideas, allowing them to observe how their peers think 
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and generate new ideas. Furthermore, talking, creating, and thinking in a group setting 

rather than a full class setting may offer a less stressful environment. Students may 

feel more at ease trying out new ideas in such an environment. As a result, it is 

thought that a cooperative learning environment reduces anxiety and provides more 

chances for students to create language (Kagan & Kagan, 1994). So far, a large body 

of research has backed up the efficacy of cooperative learning in EFL courses. In 

accordance with prior research, Nakahashi (2007) utilised structured cooperative 

learning activities to decrease language anxiety in freshman students at Akita 

University by creating a nonthreatening, supportive atmosphere that resulted in 

language skill improvement. The findings showed that following the learning, the 

students' learning anxiety decreased and their language competence scores increased 

substantially. Many studies show that the cooperative learning method may assist 

students increase their English proficiency, lending credence to its efficacy in terms of 

language development (Somapee, 2002; Seetape, 2003; Lapsopa, 2005). 

Students do not want to speak in language classes most of the time for a 

variety of reasons, including fear of making a mistake, fear of their instructors, feeling 

humiliated if their classmates laugh at their errors, poor confidence, and a lack of 

grammatical and vocabulary understanding. According to studies, speaking is an 

anxiety-inducing skill because students often feel significant levels of anxiety and 

therefore become less eager to participate in English conversational activities 

(Horwitz & Cope, 1986). Taking into account these factors and circumstances in 

language classes, the three critical motivational moments in the flow of autonomy-

supportive teaching were translated into the instructional model rationales as well as 

the autonomy-supportive instructional behaviours that were incorporated into the 
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model teaching steps. For example, student perspectives including personal interests, 

psychological needs and preferences, which obtained from class survey, were 

integated to learning activities in order to promote student attention, interests, and 

engagement, teacher used verbal and nonverbal language to portray sensitivity, 

flexibility, and patience to students’ concerns, negative emotions, problems; the 

teachers gave students chances to choose activities, got into the groups they preferred; 

the teachers modified their speech to be more slowly and using Thai for better 

clarification and comprehension was also encouraged; and When communicating 

classroom guidelines, regulations, and expectations, instructors utilised non-

controlling language, which refers to non-evaluative, flexible, and informational 

communication. This influenced contemporary language teaching methods in which 

instructors take on several roles in the classroom, such as facilitator, advisor, and 

participant, in order to promote language acquisition among students and encourage 

them to converse in the target language (Larsen-Freeman & Anderson, 2013). 

Nonetheless, owing to the complexities of the usage of autonomy support, 

instructors must self-reflect on the conditions and degree to which they utilise 

autonomy support. The researchers discovered that the more instructors employed 

autonomy-supportive teaching behaviours, the more engaged the students became as 

time passed. In general, the findings of this study's integration of the autonomy-

supportive teaching approach were consistent with the findings of relevant research 

(Ryan and Deci 2006), which found that satisfying learners' psychological needs for 

autonomy, competence, and relatedness contributed to self-determined motivation. 

Black and Deci (2000) came to a similar result, claiming that students' perceptions of 
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autonomy support from their professors predicted improvements in self-regulation, 

perceived confidence in the topic, and a reduction in fear.  

Badri et al2014 .'s study found that meeting fundamental necessities and being 

intrinsically motivated had a favourable impact on academic performance. 

Furthermore, self-determination theory-guided research has shown that autonomous 

motivation is linked with good outcomes such as effort, performance, perseverance, 

self-esteem, and well-being (Ryan & Deci, 2002). Shinge (2005), on the other hand, 

found no correlations between anxiety and autonomy levels, implying that teachers 

should be aware that autonomous students who appear to have taken charge of their 

own learning may still feel anxious about their foreign language learning experiences, 

which could affect their class grades, and teachers will definitely need to lend a 

helping hand. This may be attributed in part to the fact that this research lasted eight 

weeks, and it could take longer than eight weeks to substantially decrease students' 

foreign language anxiety. 

Likewise, the measurement of students’ productive skills in English after 

exposure to the treatment revealed a statistically significant increase. The students’ 

improvement in productive skills could be due to the following reasons. The 

performance tests were developed to measure students’ productive skills via authentic 

tasks. The results revealed that the mean scores of the subjects differed statistically 

significantly. In other words, after receiving treatment, the student's overall score on 

the productive skills test was significantly higher than the pretest. Instructors use a 

balanced activities approach to help students develop productive skills, which 

combines language input, which includes teacher talk, listening exercises, and reading 

activities, structured output, and communicative output, includes explanations of 
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learning methods and examples of their usage, ways of using the language, such as 

advice on a language point, pronunciation, or vocabulary from the instructor or 

another source; acceptable things to say in particular situations; and social elements of 

language use, etc. An explanation in Thai was utilised for students at lower levels, or 

in instances when a rapid explanation of a grammatical issue or a complex linguistic 

point was required. To summarize all the lessons, we can state that the new way of 

teaching based on the instructional model was successful. Students paid more 

attention, participated well, and were more willing to communicate as they became 

less anxious and became more comfortable expressing themselves. Dividing students 

into groups and pairs also conduces to better and easier learning. Students worked on 

developing their productive skills and communicating in English, although they 

sometimes switch to their mother tongue. Concerning the weak students, they became 

more confident as they worked on activities adapted to their level, knowledge, and 

interests. The findings were consistent with Young (1999), who discovered that pair 

and small group work may lead to a low-anxiety classroom environment. This pattern 

of outcomes is similar with the findings of Marlia's (2018) research, which found that 

using peer group activities decreased students' speaking anxiety while also improving 

their speaking abilities. Based on the results, it was concluded that the pleasant 

environment that the instructor may create and foreign language learning anxiety are 

not to be disregarded or seen as an issue for students to cope with on their own. 

Furthermore, the substantial increase in the participants' productive abilities may be 

attributed to the fact that engaging, talking, creating, and thinking in groups using the 

instructional model teaching stages offered a less anxiety-producing environment. If 

group members feel favourably reliant on one another, a supportive environment may 
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help them learn as well (Johnson & Johnson, 1995). Language growth may be 

attributed to kids feeling more at ease in this learning setting. Because the 

instructional approach was applied in an online learning setting, the majority of the 

students reported substantially less English language anxiety.  

Regardless of the effectiveness of the instructional model, online learning 

somewhat had an effect on the decrease. Online learning has frequently been proved 

to be a less stressful learning environment (Broadribb & Carter, 2009; Huang & 

Hwang, 2013). Online language courses have been shown to improve communication 

abilities (Al-Qahtani, 2019). In terms of the effect of online environments on foreign 

language anxiety, research has indicated that CMC media can be useful for anxious 

students, who typically do not participate actively in traditional classes (Cooke-

Plagwitz, 2008; Tudini, 2007). The participants in Majid et al.'s (2012) study were not 

worried about learning a language online. According to Grant et al. (2013), despite the 

fact that there were multiple sources of foreign language anxiety in classrooms, 

learners found the virtual classroom to be less stressful in terms of language use. 

Melchor-couto (2017) recently investigated the foreign language anxiety levels 

experienced by a group of online learners during oral communication activities. The 

data collected was compared to that of a group of students in a regular classroom. It 

was discovered that the foreign language anxiety levels of online learners decreased 

over time. The online learners regarded the anonymity of the learners in online classes 

as a good element that could help with an increase in self-confidence and a decrease 

in anxiety. Côté and Gaffney (2021) reported that in online classes, students were 

much less anxious and produced more conversation turns and expressions than in 

traditional classrooms. Additionally, the students did not need to face their teacher 
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and peers directly. They might mute their microphones and turn off their cameras 

when encountering an uncomfortable situation.  

In practise, however, online language learners are usually expected to engage 

with their classmates and their teacher in the target language through audio and video 

technologies. As a result, learners may experience anxiety linked to both the language 

and the instructional technology used to communicate in the target language (Ushida, 

2005). Given that online students can experience significant levels of language 

anxiety, particularly in their first online course, and that students' general anxiety 

levels are likely to be increased as a result of the global pandemic and their rapid 

transition to online or remote learning, instructors should consider implementing 

pedagogical interventions to reduce their students' perceived levels of anxiety. The 

literature has many research-based methods for reducing language anxiety; and since 

so few studies have examined language anxiety among online learners, it is important 

to evaluate the pedagogical implications of classroom-based studies. However, it is 

essential to remember that part of the anxiety experienced by online language learners 

may be attributed to the online setting and/or the usage of innovative instructional 

tools. 

According to Pichette (2009), perceived levels of anxiety decreased among 

more advanced language students in the online setting but stayed the same among 

face-to-face language students at the intermediate and advanced levels of language 

study. This result suggests that students had reduced anxiety levels after finishing 

their first semester of online language learning, which is a benefit for the online 

environment. Online language learners seem to be less nervous than their peers in 

conventional, face-to-face classes after spending time in the new setting and getting 
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acquainted with the learning platform and instructional tools. Furthermore, as a result 

of the Covid-19 pandemic, language learners have recently been studying under 

extremely stressful conditions as a result of being forced into remote learning 

(Russell, 2020). These students may experience significant levels of foreign language 

anxiety and/or anxiety as a result of their use of new instructional technologies and 

platforms. It is also likely that these language learners have higher levels of general 

anxiety as a result of the pandemic and their personal situation (Russell, 2020). In a 

more recent study, Liu and Yuan (2021) discovered that first-year undergraduate 

English as a foreign language (EFL) learners experienced high levels of foreign 

language anxiety both at the beginning and end of a 16-week semester.   

During the crisis, it is likely that a number of students felt more anxious while 

participating in activities in online classrooms. Individual differences and preferences, 

a lack of technological knowledge, and a problem with technological infrastructure 

were among the reasons given. In Valizadeh’s (2021) recent study on foreign 

language anxiety in virtual classrooms during the Covid-19 Pandemic, over half of the 

respondents were concerned that others might see their home settings or hear voices 

in their homes, that they would be recorded for every activity, and that their physical 

and mental health would suffer as a result of their long-term use of technology. One 

factor being observed during the implementation is that the online setting may be 

limited or no feedback from the teacher due to the restricted possibilities of online 

classes. Lack of eye contact, delayed feedback from peers add to the feeling of 

insecurity and uncertainty. Anxiety can also increase if students are grouped for 

discussions randomly and they cannot be certain that their group mates will respond 

positively to their contribution to the discussion. Students can possibly feel suffocated 
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and isolated as a result of the online classroom setting. A lack of live interactions in 

online environments may also be regarded as a disadvantage.  

Considering that language learners are likely to experience significant levels 

of anxiety as a result of the current global pandemic, it is critical to implement 

techniques and activities that can alleviate and reduce foreign language anxiety during 

online and distance learning in order to provide learners with some level of comfort 

during this difficult time. 

 

The Proposed Practical Guidelines to Reduce Anxiety in English Language 

Classrooms     

The proposed English language practical guidelines to reduce English 

language classroom anxiety were developed to provide Thai higher educational 

institutions, some other academic schools or departments, and decision makers who 

are updating or creating instructional policies, plans, strategies, or programs with 

important guidance for alleviating their graduate students’ anxieties about the English 

language learning process. Each guideline is designed with objectives to enable 

instructors of English to have a clear awareness and accommodate the learning 

problems of these graduate students, to facilitate students in overcoming their anxiety 

in learning the language and to enhance students’ English language learning 

experience. Through a review of the literature and analysis of the results obtained 

from the quantitative and qualitative studies of English language anxiety of Thai 

graduate students, the development of the instructional model to reduce English 

language anxiety and improve productive skills in English, and the evaluation of the 

effectiveness of the instructional model, together with the evaluation and feedback 
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from the expert reviewers, it was determined that these guidelines were feasible and 

suitable. 

Learning a second language is a difficult job that requires years of study and a 

great amount of perseverance. The degrees of desire to learn the language and the 

levels of anxiety learners feel throughout the learning process are two of the most 

important emotional factors typically linked with learning a foreign language. 

Previous studies in the area of foreign languages clearly shown that the more nervous 

learners were, the less motivated they were to learn English (Clément et al., 1994; 

Ehrman & Oxford, 1995; Alrabai, 2011). These two factors have a detrimental impact 

on the quality of many elements of language acquisition and often result in poor 

learning results, even for learners with advanced learning skills. This explains why 

these two factors (anxiety and motivation) do not operate independently in the context 

of foreign language acquisition, but rather interdepend and influence one another 

(Gardner et al., 1997). Because the presence of anxiety in the process of learning a 

foreign language often results in a lack of motivation, which leads to unsatisfactory 

learning outcomes, there is still a need to search for some practical ways to integrate 

motivation and reduce anxiety in the language learning process. We think that using 

such methods would have a beneficial effect on learners' anxiety and motivation, as 

well as their actual success in the foreign language. 

The proposed guideline was developed in response to the need to identify 

some practical techniques for controlling learners' sources of foreign language 

anxiety, such as communication apprehension, fear of negative evaluation, and test 

anxiety, as well as to promote learners' motivation to learn English as a foreign 

language. The particular processes or approaches suggested in this book were created 
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by examining and combining pedagogical concepts in the teaching of English as a 

foreign language, i.e., cooperative learning, autonomy-supportive teaching, and 

motivation in second and foreign language learning. Some guidelines derived from 

the analysis of the anxiety-provoking causes Thai graduate students experienced, and 

some of the suggestions made in leading textbooks and research in educational 

psychology, and motivation in language education. 

The anxiety-controlling procedures outlined in the guidelines are some 

practical methods for dealing with anxiety sources such as learner characteristics, 

learner beliefs about learning a foreign language, teacher characteristics, language 

testing, classroom environment, learning procedures, and so on. Those addressing 

situation-specific learner motivational dispositions, such as establishing a good 

connection with learners; fostering learner curiosity, self-confidence, and autonomy, 

are examples of motivation-enhancing methods. If we want our students to succeed 

and achieve high levels of achievement in their language learning, we must first 

recognise and understand the negative effects that emotional factors such as anxiety 

can have on performance, as well as the primary causes of these anxieties and what 

we can do as teachers to help them feel more at ease in their learning environment. 

Our kids will be able to accomplish more if we strive to establish a supportive 

environment in our classrooms and assist decrease anxiety levels, which are 

preventing students from doing well and enjoying language study.  
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The Implications of the Study 

 

Implication for Language Teaching and Learning 

 Language anxiety has been found to be closely connected to how learners 

view the language learning process, their perceptions of themselves and how they 

should perform in every communicative setting, and the linguistic barriers they 

experience while learning English. The results of this research project have shown 

that Thai graduate students experience medium levels of language classroom anxiety. 

Fear of negative evaluation was found to be the major source of foreign language 

classroom anxiety among Thai graduate students. Moreover, their English language 

proficiency can be a factor in predicting their foreign language classroom anxiety. 

The negative relationship between foreign language classroom anxiety and English 

language proficiency indicates that the lower the English language proficiency the 

students have, the higher the English language anxiety they experience. In addition, 

lack of grammatical and vocabulary knowledge, and fear of being the centre of 

attention are the most anxiety-provoking causes. Based on the findings, the 

instructional model and practical guidelines were proposed. This model recommends 

practical procedures that deal with the factors that cause anxiety and offers solutions 

to get rid of their effects. It is suggested that the instructional model and practical 

guidelines proposed in this study be applied in different classrooms to examine their 

effect on students' foreign language anxiety. A greater understanding of language 

anxiety in the Thai graduate student context can assist students and teachers in 

recognizing a student's level of comfort in order to avoid feelings of anxiety and 

provide instructional interventions (e.g., instructional or practical guidelines to reduce 

anxiety, language anxiety coping strategies, tailored programs) whenever necessary to 
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maximize learning. As a result, it is critical to place a person's language learning in 

his or her own individual context, while also recognizing and analysing his or her 

language anxiety and encouraging enjoyment and a positive attitude towards language 

learning (Dewaele & Alfawzan, 2018). 

Other suggestions and implications can be derived from the finding to help 

students overcome foreign language anxiety in classrooms. First, instructors need to 

create a friendly atmosphere inside classrooms. When dealing with anxious students, 

language instructors have two options: (1) they may help students learn to cope with 

the present anxiety-provoking scenario; and (2) they can make the learning 

environment less stressful. Individualized instruction, appropriate learning and testing 

should be offered when needed to ensure excellent language education. Teaching 

methods, instructional behaviours should be adjusted according to the findings of 

research on language anxiety in order to enable the second option. To improve 

students’ language acquisition at an optimal level, meaningful but less anxiety-

provoking activities and tasks should be used. In addition, the difficulty level of 

classroom contents should be suitable to motivate and challenge students' language 

development. That is, to establish a productive learning environment in which 

students may study and apply the language in real-life circumstances, yet minimize 

the arousal of unwelcome anxiety. Second, rather than being a cause of anxiety, 

exams and tests should be used to facilitate learning. Authentic assessment and 

evaluation should be considered since it correctly measures the levels of the required 

abilities and improves the validity and reliability of tests and exams themselves. 

Third, English language department directors and curriculum developers must accept 

responsibility for providing well-designed and current syllabuses and textbooks that 
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meet students' needs and preferences. And finally, since there was a significant 

negative relationship between language anxiety and language proficiency, it is critical 

to promote and support students in avoiding foreign language anxiety, as higher levels 

of anxiety have a negative impact on students' language proficiency and achievement. 

In addition, technology should be used as an instructional or learning strategy 

to help learners increase their motivation and reduce their anxiety in an EFL class. 

Technology-enhanced teaching and learning fosters a low-anxiety classroom 

environment, which is regarded as an important prerequisite 

for effective language learning. To minimise anxiety that might be caused by online 

learning restrictions, teachers need to become attentive listeners and use 

corresponding linguistic signals indicating active listening, use compensatory 

strategies such as avoidance, approximation, substitution, generalization, 

exemplification, description, asking for repetition or clarification, or using 

backchannelling signals and fillers to provide positive feedback and friendly peer 

support. Learning to use computer tools (raised hand in Zoom, emoticons, chat 

boxes), which are a part of online communication and tools can also help when 

dealing with anxious students and anxiety. Also, giving students more autonomy and 

free choice of speaker partners, speech situations, linguistic means, and 

communication strategies to prevent and deal with the fear of making mistakes. 

Therefore, it is the responsibility of educators to assist anxious students in coping with 

anxiety-provoking situations and to create a less stressful learning environment for 

them. 

Because the use of new instructional technologies is a source of anxiety for 

some online language learners, it is advised that language learners' digital literacy be 
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analysed at the beginning of the course. Instructors are also encouraged to meet 

learners' language learning needs through online learning, since learners who are new 

to online or distance learning are more likely to require more teacher support. 

In  summary,  due  to  the  fact  that  online  and  distance  language  learning  

are currently  widely  used  around  the  world  during  the  pandemic,  teachers  are  

advised  to select and implement various research-based pedagogical interventions 

that they believe are most appropriate for their learners and for their own teaching 

contexts to help reduce learners' perceived levels of foreign language anxiety. 
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Implication for Language Education Policy 

The English language policy in Thailand makes it clear that English is a 

compulsory subject at all levels of education, from tertiary to higher education. With 

this policy, the English language in Thailand requires institutions, teachers, and 

students to facilitate students learning to communicate in English. The point is, how 

has the policy been implemented at the classroom level? What have students faced 

and experienced in the language classroom, particularly in English language 

speaking? Although the English language curriculum may encourage development of 

more holistic skills alongside content knowledge, when exams are heavily based on 

mastering content, students will likely be steered towards what gets tested at the 

expense of other important development areas. This phenomenon is most commonly 

seen not just at the high school level, but also at higher education levels. Reliance on 

examinations, particularly high-stakes exams, to pass to another grade or achieve 

certain scores as an eligibility criterion for graduation, can cause significant anxiety, 

since test anxiety decreases language performance and achievement. When the 

curriculum relies on exams, especially as the sole assessment technique or as a 

gatekeeping tool, students’ well-being can suffer. Finally, curriculum standards and 

assessment must be aligned. Without clear progression and scaffolding of the 

curriculum, students may struggle to learn. In countries whose curriculum places 

student well-being as part of their core values and goals, such high-stakes exams can 

increase levels of student anxiety and fear of failure (e.g., poor grades, not passing a 

test), thus negatively impacting their overall sense of life satisfaction and self-esteem. 

This suggests the critical importance of a well-thought alignment between curriculum 

goals, assessment policies and practices, and students' well-being. The results of this 
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study provided insight into the origins of English language anxiety in a Thai setting 

and highlighted what parts of English language anxiety are overlooked.  Educational 

policymakers, institutions, and instructors can advocate for more encouraging 

language classrooms that facilitate and instil a feeling of security, motivation, and 

self-confidence in students. Institutions, universities, and instructors should be given 

facilities and ongoing training since studying English as a foreign language in a non-

English speaking country requires more consistent efforts. 

 

Recommendations for Future Research 

It would be useful to extend the current findings by looking at how foreign 

language anxiety is related to other predictive variables found in other studies, such as 

student's self-perception, competitiveness and perfection, etc., especially in the 

context of Thai and Asian students who are more anxious about learning a foreign 

language. A teacher's approach to mistake correction as well as their behaviour 

toward students should be evaluated as well, Foreign language anxiety was shown to 

be associated with instructor behaviour, including prohibited remarks and harsh 

manners in correcting students' linguistic mistakes (among other things). This 

research may benefit from examining whether or whether the perceived degree of 

anxiety among students in our study is influenced by other contextual factors (such as 

class methodology, instructor role, and variations in anxiety levels in foreign language 

classrooms throughout the language courses, for example). 
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It would also be interesting to investigate the relationship between foreign 

language classroom anxiety and other variables such as motivation and learning 

styles, personality differences and findings in cognitive science, since all of these 

factors appear to be closely interrelated in second language acquisition (SLA). 

Students in English language classes suffer from a high degree of anxiety, mostly 

related to oral communication abilities, according to the findings of this research 

(Choi, 2016; Mak, 2011; Park, 2014). For students to overcome foreign language 

classroom anxiety and become more effective English language learners we must 

provide more supportive instructional settings that may assist instructors identify 

those elements of the English language classroom that are more anxiety-inducing. 
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