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The Relationship Between Foreign Language Anxiety and Academic Achievement in an EFL

Context

Abstract

This study investigates the relationship between foreign language anxiety (FLA) and academic
achievement, measured by GPA, among first-year university students in an English as a Foreign Language
(EFL) context in Kazakhstan. Although previous research works have established that high levels of FLA
can hinder language performance, its effect on overall academic achievement remains inconclusive,
especially in under-researched regions such as Kazakhstan. Grounded in Krashen’s affective filter
hypothesis, Tobias’s cognitive processing model, and Horwitz et al. 's theory of FLA, the study utilized
the Foreign Language Classroom Anxiety Scale (FLCAS) to collect data from 87 first-year students.
Quantitative methods were employed to analyze descriptive statistics and the correlation between FLA
and students’ self-reported GPA scores. The findings revealed that the mean anxiety score was 94.33,
suggesting moderate to high anxiety levels. However, the Pearson correlation coefficient (r = 0.032, p =
0.766) indicated no statistically significant relationship between students’ FLA and their GPA. This
implies that while FLA is prevalent, it does not necessarily predict academic success in a broader
educational context. The study contributes to the existing literature by offering original data from
Kazakhstani learners and suggests that emotional support in EFL classrooms remains important, even

when anxiety does not directly impact GPA.

Keywords: foreign language anxiety, academic achievement, GPA, EFL context, FLCAS.



ArpuTIbIH TUTiH et Tigi peringe (EFL) yiipenyaeri Ma3acbI3AbIK IIeH aKaAeMUSAJIBIK YJIrepimMm

apacbIHJIaFbI 0ailJaHbIC

AHaarna

Byn 3eprrey mier TiniH yiipeHyre OailiaHbIcThl Ma3ach3AbIKTBIH (FLA) jkoHE aka1eMUsIIbIK YIrepIMHIH
(GPA apxkpuibl eieHesni) apacbliH1arbl OaiiaHbICHIH aHBIKTayFa OarbITTanFaH. 3epTrey KasakcTanmars
arbUIIIBIH TUTIH WweT Tl petinae (EFL) okuThiH GipiHIIl Kype CTyIEHTTEp! apachlHIa Ky pri3uiil.
Bypoinrs! 3eprreynep FLA-HBIH TIIAIK )KETICTIKTEPre TEPIC dcep €Tyl MyMKIH €KEeHIH KOpCeTTl, ajnaiija
OHBIH KaJIbl aKaJEeMHSUIBIK KOPCETKIIIKE dcepl HaKThl aHbIKTaJIMaraH, acipece Kazakcran xaraaibiHa.
3eprrey Kpamennin addekTuBTi GUIbTp runoTe3acsl, ToOMacThIH KOTHUTUBTI OHJIEY YATICI )KOHE
XOopBULL IIEH OpINTECTEPIHIH HIET TUIIIK Ma3achl3AbIK TEOPUSCHI HEr131H e XK ypri3unai. Manimerrepai
xuHay yuiH FLCAS(Foreign Language Classroom Anxiety Scale) cayanmHamacsl KOJTIaHBUIIBL. 3epTTEyTe
87 GipiHIIl KypC CTYAeHTI KaThbICThl. CTaTHCTHKAIBIK OHJICY CUITATTaAMAIIBIK Tajjiay MeH Pearson
Koppesius koddurnmentine Herizaenai. Hotmwxkenep OoiibIHIIA CTYASHTTEPIIH OpTaIla Ma3a ChI3IbIK
ynaiisl 94.33 6om1b1, Oy OpTallia HeMece XKOFaphl JeHr el ekeHid Ougipeni. Anaiiaa Pearson koppensius
kod(pdunmenti (r = 0.032, p=0.766) FLA men GPA apacbkiHia cTaTUCTUKAJIBIK MOH I OalIaHBIC K OK
eKeHiH KepceTTi. [lemMek, )KoFapbl Ma3achI3bIK 9pAaiiblM TOMEH YITrepiMre ajibil KeaMenai. by skymeic
KasakcTan KOHTEKCTIHAET1 )KaHa JJepPEKTepPre HET13/]eNreH KoHe IIeT TUIA1 OKBITY/1a CTyIeHTTepre

OMOIMOHAJIIbI KOJIAAY KGpCCTy,Z[iH MAaHBI3IbLJIBIFBIH aTall KepceTeI[i.

Kinm ce30ep: Mazacw3bIK, MET T, akageMusuibiK yiarepim, GPA, EFL.



B3aumocBs3b MeK1y TPEBOKHOCTHIO PH H3YYeHHH HHOCTPAHHOIO SI3bIKA M aKa/leMHYecKOoi

yCIeBaeMOCThI0 B KOHTEKCTE H3yUYeHHs aHTJIMIiCKOro si3bIKa Kak HHocTpanHoro (EFL)

AHHOTALIUA

B nanHOM HccliefoBaHMM paccMaTpPUBAETCS B3aUMOCBSI3b MEX]1y TPEBOKHOCTHIO MPU U3YyUECHUU
MHOCTpaHHOT O si3bIKa (FLA) 1 akaieMH4YecKoil ycreBaeMOoCThI0, H3MepsieMoit o cpenHemy oamty (GPA),
Cpeau CTyJIEHTOB MEPBOT0 Kypca B KOHTEKCTE U3yUEHHUs aHTJIMICKOro s3bIKa Kak nHoctpanHoro (EFL) B
Kazaxcrane. HecMoTpsl Ha TO, 4TO IpeabIAYIIME HCCIIE0BaHMs yKa3bIBalOT HA HeratuBHoe BiusHue FLA
Ha SI3bIKOBYIO YCIIEBAEMOCTbh, €T0 BJIMSHUE Ha OOIYI0 aKaJeMUYECKYIO YCIIEBAEMOCTh OCTA€TCsl HESCHBIM,
ocobeHHo B KazaxcTanckoM koHTekcTe. McecnenoBanue onupaercs Ha runotesy adpekTuBHOro puiabTpa
Kpariena, Mmojens KOTHUTHBHOM 00paboTku Tobunaca u teopuro FLA Xopsuil u coaBtopoB. [[is coopa
JMaHHBIX Hcnosb3oBanack ankera FLCAS (Foreign Language Classroom Anxiety Scale), kotopyro
3amoJHWIM 87 CTYJIEHTOB MepBoro kypca. KoamuecTBeHHbIE METO/IbI BKITFOUAJIA O CATEIbHYIO
CTaTUCTUKY M KOPPEJAIIMOHHBIN aHaIN3 MEeX1y YpoBHEM TpeBokHOCTH 1 GPA. Pe3ynbraTsl mokasanm,
YTO CpeIHHUI 0asl1 o TPEBOKHOCTU cocTaBua 94.33, 4TO CBUAETENBCTBYET O CPEJHEM MIIM BBICOKOM
ypoBHe FLA. Onnako ko3 dunuent koppensiuu [Tupcona (r = 0.032, p = 0.766) mokasan OTCyTCTBUE
CTaTUCTUYECKH 3HaYMMOH cBsi3u Mexay FLA u GPA. DTo 03HayaeT, 4To XOTS TPEBOKHOCTD U
IPUCYTCTBYET, OHA HE 00SI3aTEJILHO BJIMSAET HAa aKaJIEMUUECKUE TOCTUKEHUS CTYA€HTOB. DTO
UCCIIeIOBAaHNE BHOCUT BKJIAJ B JIUTEPATYpPY, IPEAOCTABIISAS OPUTHHAIBHBIC IaHHBIE U3 Ka3aXCTaHCKOI0
KOHTEKCTa, ¥ MOJYEPKUBAET BaXXHOCTh CO3/1aHUs YMOLIMOHAIIBHO IOIIepKuBatoleil atmocgeps! B EFL-

Kj1accax.

Knrouesvie cnosa: TpeBOXHOCTh, HHOCTPAHHBIN S3BIK, aKajgeMudeckas ycrnesaemocts, GPA, EFL.



CHAPTER 1
Introduction

The increasing interest in learning a foreign language makes people all over the world pursue their
goals of mastering language. In particular, the English language is gaining popularity among language
learners and emerging as a global lingua franca, meaning being a tool for communication between people
who do not share a native language. The language was mostly introduced during the British colonial
expansion in the late 16th century, however, only solidified in the 20th century after World War
I1(Bischoff, 1961). Furthermore, the development of technology and globalization have contributed to
English’s status to be predominant in the present days (Alfarhan, 2016; Jadhav, 2018; Mohammed, 2020;;
Steger, 2013; Sharma, 2023). Students learn English as a second language (ESL) (India, Singapore,
Malaysia), where they are immersed in an English speaking environment and acquire the language faster.
Also, learn as a foreign language (EFL) (Japan, Russia, Kazakhstan), where the language is not used
widely and usually learned for academic and professional purposes. Language learners of an EFL context
primarily focus on grammar, have limited opportunities for real-life interaction thus may lead to slow
acquisition. In an EFL context, the English learning process is only limited to classrooms.

A language learning process is challenging as it requires time and effort from a student (Horwitz,
Tallon & Luo, 2010). It is quite complex and can be an uneasy process even for a devotee (Lam, 2009).
Gardner and Maclintyre (1992) defined a variety of factors in terms of learning a language such as
cognitive, sociocultural, and affective. Cognitive factors refer to a student's mental abilities, for instance,
intelligence, memory, and aptitude. Carroll (1990) highlighted the importance of cognitive skills as it may
define how well students can acquire a foreign language. Further, sociocultural factors comprise external
factors such as age, cultural background, and exposure to a language. Lastly, affective factors include
students’ emotions, feelings, motivation, anxiety, self-esteem, and attitudes. They are relevant to the

process of acquiring a foreign language as well. However, among these factors, anxiety plays one of the



most significant roles and it was suggested that it can be both beneficial and detrimental (Al-Shboul,
Ahmad, Nordin, & Rahman, 2013). Anxiety has been differentiated as facilitating and debilitating
(Scovel, 1978). Foreign language anxiety (FLA) has been ranked as one of the most crucial challenges for
a language learner. Horwitz, Horwitz & Cope (1986) believed that an excessive level of FLA can
undermine the process of foreign language learning. It was considered to be a main obstacle in learning
the English language (Alrabai, 2014; Wu, 2010). As it is a state of uneasiness, fear, and apprehension
linked to the acquisition of a foreign language (Hashemi, 2011). Feelings such as anxiousness and
nervousness develop during the learning process and performing skills publicly. Researchers emphasized
the importance of investigating, grasping, and addressing the issue of anxiety in a learning process.
Gardner & Maclntyre (1992) investigated the relationship between cognitive and affective factors,
namely cognitive processing and anxiety. It was found that if a student has anxiety, it can interfere with
working memory and limit language performance. Also, relationships between affective and sociocultural
factors play a significant role as well, because cultural background and exposure to language (social
interactions) may help shape learners’ emotions and attitudes toward a foreign language. For example, a
friendly and calm classroom environment can reduce anxiety and increase motivation (Noels, 2001).
Moreover, engaging in meaningful social interactions strengthen better cognitive skills (Krashen, 1982).
Accordingly, all these three factors are deeply interconnected, thus, it is vital to take all these factors into

account when teaching and learning a language.

1.1 Problem Statement

Numerous studies have studied critical points of FLA affecting a student's academic achievement,
as FLA can hinder a student’s performance if the level of FLA is excessive or high. The results depicted
that FLA can negatively influence a student's academic achievement (Aida, 1994; Alsowat, 2016; Alrabai,

2015; Horwitz, 1986; Young, 1986; Zheng&Cheng, 2018). Anxiety can display as a filter that prevents



information from getting into the cognitive process, so make the language acquisition process slower.
Moreover, students who have anxiety do not tend to participate in activities, and are less willing to
communicate, thus leading to lower academic achievement. Such a negative affective factor can
consequently affect the emotional state of a learner as well. Moreover, such an excessive level of anxiety
can further impede rational thinking, reasoning, and long- and short-term memories of a student
(Hembree, 1988). When students lack those skills, the loss of motivation to learn a foreign language might
appear. Anxious students with no motivation do not attempt to acquire a language, because the results and
achievement are seen to be low. However, it is not always the case, for instance, some results concluded
that the students with high levels of anxiety resulted in good performances, using their anxiety as a driving
force (Spielmann, et al., 2001; Onwuegbuzie et al., 1999; Teimouri et al., 2019). Still for the last 40 years
of investigating these two variables, most of the researchers concluded that anxiety can detrimentally
affect a student’s academic performance and achievement (Horwitz et al., 1986; Macintyre and Gardner,
1991; Marcos-Llinas et al., 2009).

In terms of first-year students who just started their path in learning the English language deeply
can experience English learning in a negative way. Moreover, in the countries where English is taught as
foreign language (EFL context) English is used as a Medium of Instruction (EMI), meaning that most of
the subjects(academic) are conducted only in English. EMI refers to the learning of the subject itself in the
English language which focuses on the content of the subject. It does not teach English explicitly and for
students who have lower proficiency compared to others can largely tend to have anxiety (Suzuki, 2013;
Tsui etal., 2022; Tsui et al., 2025). EMI was firstly conducted in Anglophones countries, where English
language is the official and primary language. Further it was widely practiced among countries where
English is second and foreign (Suzuki, 2013). Most countries, namely Japan, in order to broaden and
globalize in a vast scope, including economy, medicine, education, all the universities have implemented

EMI (Suzuki, 2013). While this implementation advantaged in numerous



1.2 Purpose of the Study

This study aims to investigate the relationship between FLA and academic achievement in an EFL
context in one Kazakhstani university among first-year students. In Kazakhstan, where English is taught in
an EFL context, the valuable information between FLA and students’ achievements can be gathered in
that exact context. The results of this study will be beneficial to EFL teachers, since they play a crucial
role and their perceptions are vital in students’ FLA (Ohata, 2005). A teacher is the person in the
classroom who can regulate the atmosphere, search for the signs of anxiety and help students overcome it.
By understanding the impact of FLA, it will provide educators insights that might assist to create a more
effective language-learning environment. Significance of this study lies on several reasons, including
students who will be aware of their anxiety level and develop coping strategies. Educators will have

chances to adjust their teaching methods to create a more supportive classroom environment.

1.3 Research Objectives

The objectives of the study involve specific stages in order to achieve the purpose of this research work.

To make the study measurable and achievable as much as it possible the next stages have been followed:

1. To obtain ethical consideration from the private university where the research will be conducted;

2. Todistribute consent letters to participants who are exceptionally over 18 years old and who are
1st year students;

3. To prepare the scale in Google forms and design it to the participants make sure that they will be
aware of the research study, purposes, procedures;

4. To distribute questionnaires online to the teachers who have access to those 1st year students and

send the link to the questionnaires;



5. Toanalyze all the results and data through Excel application using mean, standard deviation, and
pearson coefficient;
6. To analyze the relationship between two variables: FLA and their academic achievement (students

grade average point GPA).

1.4 Hypotheses:

Current work has several possible hypotheses to be considered. As this study’s main purpose is to
investigate the correlation between students’ FLA and GPA, results can be concluded in different ways.
Participants survey results may show that their FLAs’ is high and GPAs’ high as well, depicting that the
more students anxious, the more they probably tend to study hard and do their best in terms of academic
performance. On the other hand, results may show high anxiety levels but with low GPA, meaning that
their anxiety prevents them from being academically successful and it negatively affects their grades. In
this case, if it proves to be so, it is going to align with previous research works, showing that FLA is a
detrimental factor for students to study and learn a foreign language. However, results will be depicted as
students having moderate or low FLA, at the same time having high GPA scores, meaning that students do
not face such an obstacle. On the contrary, with low FLA and low GPA scores, it could be proven that

students' academic performances do not even connect with this affective variable, such as anxiety.

HO: There is no relationship between foreign language anxiety and academic achievement inan EFL

Context.

H1: There is a positive relationship between foreign language anxiety and academic achievement in an

EFL Context.

H2: There is a negative relationship between foreign language anxiety and academic achievement in an

EFL Context.



1.5 Research Questions

To clearly identify the relationship between FLA and GPA of 1st year students, following
questions have been asked. These research questions are directly linked to the aims and objectives of the
study and will assist in gathering data with appropriate data collection tools and making analysis. Relevant
research questions have been asked as affective elements such as anxiety can detrimentally affect a student

educational success. To make it more focused and researchable the research questions are followed by:

1. What is the level of FLA among first year students in an EFL context?

2. How does FLA correlate with students’ academic achievement?
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CHAPTER 2
Literature review
2.1 Introduction

Since the 1980s, FLA has been widely investigated by scholars (Dewaele, 2017; Horwitz et al.,
1986; Maclntyre, et al., 1991; Scovel, 1978; Young, 1991; Xiong et al., 2024). The scholars have defined
the concept of FLA in various ways. For instance, Horwitz et al. (1986) identified FLA as "a distinct
complex of self-perceptions, beliefs, feelings, and behaviors related to classroom language learning
arising from the uniqueness of the language learning process". Further, FLA has been explained as "the
worry and negative emotional reactions associated with learning or using a second/foreign language”
focusing on the cognitive processes of a language learner (Maclntyre et al., 1991). Also, there was a point
that FLA can be seen as a determinant of success or failure. There is facilitating anxiety, a mild level of
anxiety that pushes a student to study and stay focused, while debilitating anxiety, on the contrary, a state
of a high level of anxiety that causes isolation and avoidance (Scovel, 1978).

Whether a student will have problems with learning a foreign language or not could be predicted
by the factor of how the student acquired its mother tongue(Sparks et al., 1995). If students have problems
with phonological, syntactic, and semantic, it can affect the way they will learn a foreign language as well.
It is connected with the ability to code a language. From the perspective of linguistics, language coding is
the ability to encode meaning including grammar, syntax, morphology, pragmatics and semantic
meanings. In an EFL context, students should be able to decode and code meanings. On the other hand,
from the point of view of psycholinguistics, coding language requires cognitive processing. Understanding
how a target language encodes meaning is essential for language learners, especially when the linguistic
systems differ significantly from the learners’ native language, potentially adding cognitive strain and
contributing to FLA (Sparks et al. 1991, 1993). Sparks and Ganschow introduced the idea as the

Linguistic Coding Deficit Hypothesis, which later refined it as the Linguistic Coding Differences



11
Hypothesis (LCDH). According to the LCDH, learners who have challenges with foreign languages often
have difficulties coding the structural and formal aspects of their native language, such as phonological
processing or syntactic knowledge. These deficits, often subtle and undiagnosed, make it harder for
learners to learn a new language. As a result of these struggles, anxiety and low motivation may develop
after repeated failure, not before. LCDH was inspired by findings from Vellutino & Scanlon , who showed
that poor readers struggle with recognizing and processing the structural elements of words (spoken and
written)(1986). If a student has difficulties with speaking and learning its native language, further it can
form difficulties with learning a second/foreign language as well.

In order to successfully master a foreign language, one should be good at learning its own mother
tongue. Horwitz noted that learning a second/foreign language is directly derived from the experience of
learning a first language (1990). When a student enrolls a foreign language class, he/she has preconceived
beliefs about a language. These beliefs further can remarkably influence the academic outcomes of the
language which is learnt. In addition, Ganschow et al. proposed that students who have negative
experiences and beliefs regarding the language, in most cases due to the deficit knowledge of a mother
tongue (1994). Because of this, students can develop negative self-concepts, have low motivation, and

heighten anxiety, reinforcing a cycle of poor performance and avoidance.
2.2 Anxiety and Language Anxiety

Anxiety, in general, depends on a student’s emotional response towards situations and FLA
precisely refers to the emotional response to language acquisition. It is highly critical, as it can have an
effect on the language learning process and academic achievement. Numerous studies have shown that
FLA affects academic achievement, hindering students’ engagement and lowering grades (Aida, 1994;
Alrabai, 2015; Mohamed, 2020; Teimouri et al., 2019). Aida (1994) reported that FLA can reduce student
participation in language classrooms, students have fear of making mistakes, and students with high levels

of anxiety scored lower scores on oral tests and exams. When it comes to learning, anxious students feel
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pressure, consequently, it poorly affects their performance (Mohamed, 2020). Moreover, it was found that
students with high levels of anxiety had difficulties in learning language, including pronunciation,
learning and understanding new words (Alaleh, 2018). The ability to learn a language is not limited to a
student's intellectual ability (1Q) but involves emotional intelligence (EQ). EQ comprises emotions,
feelings, and ability to control them. Negative emotions, such as anxiety, fear, anger, and worry might
hinder learners’ potential and impact detrimentally their ability to learn (Ran et al., 2022). On the other
hand, positive emotions, such as enjoyment and motivation can help students better understand, prepare
for lessons, and create a positive mindset. Emotional response to the learning process plays a vital role as
it is one of the predictors of successful language acquisition. Dewaele et al. outlined that students with
high levels of EQ could better manage their negative emotions during lessons and were more confident in
their abilities (2008). As a result, there is a need to address students’ emotional response while learning a
language. Since, EQ also can predict a student's academic achievement, for example, studies showed that
EQ positively affects academic success (Li, 2020). Students were self-confident, performed well, and
were very optimistic about their English only in the case of being emotionally competent.

Furthermore, from the psychological aspect, anxiety has been divided into two categories: trait and
state anxiety. Spielberger (1983) differentiated them as trait anxiety is a stable personality state, while
state anxiety is triggered by external stimuli, for example, public performance or exam. It is similar to
Maclntyre and Gardners’ points of view, sharing similarities as trait and situation-specific anxieties. The
ladder is defined by particular triggering situations such as anxiety arising from a lack of knowledge, fear
of public speaking or when students are required to complete an activity in a language in which they are
not proficient (Gardner & Macintyre, 1993; Hasanzadeh et al., 2023). Another side of anxiety that should
be considered is the age at which students start learning a foreign language. It was concluded among
participants that those who began English at a later age than others had to some extent a higher level of

FLA (Dewaele, 2010). Additionally, the context in which the language was acquired played another
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significant role, for instance, in conventional classroom settings students tend to have FLA. The overall
conclusion from this study can be drawn as classroom context and age may contribute to the probability of
having anxiety or not.

2.3 Academic achievement

Academic achievement is one of the most studied outcomes in the field of education, often
measured through indicators such as Grade Point Average (GPA), standardized test scores, and classroom
performance. According to Wentzel et al. (2009) tt reflects not only students' cognitive abilities but also
their motivation, emotional well-being, learning environment, and socio-cultural background. Early
theories of academic achievement, such as Bloom’s (1956) Taxonomy of Educational Objectives,
emphasized cognitive development and mastery learning. Later research expanded this view, recognizing
the influence of non-cognitive factors, including emotional regulation, self-efficacy, and metacognitive
strategies (Zimmerman, 2002). These findings highlighted that students’ ability to plan, monitor, and
regulate their learning plays a critical role in academic outcomes, often more so than raw intelligence
alone.

Motivation theories such as Expectancy-Value theory (Eccles et al., 2002) and Self-Determination
theory (Deci et al., 1985) further supported the idea that students are more likely to achieve academically
when they find value in their studies and feel autonomous and competent. High academic achievement is
typically associated with strong intrinsic motivation, goal-setting behavior, and positive academic self-
concept. Emotional and psychological factors have also gained prominence in discussions of academic
achievement. Research shows that stress, anxiety, and low self-esteem can impair concentration, memory,
and classroom participation (Eysenck et al., 2007), all of which contribute to academic performance.
However, some studies have indicated that a manageable level of stress or anxiety can act as a motivator,

encouraging students to prepare more thoroughly and stay engaged (Alpert & Haber, 1960).
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2.4 Theoretical Framework

FLA is based on several theoretical frameworks, including Krashen’s theory (1976), Tobias Model
(1979), and theory of FLA proposed by Horwitz et al. (1986). As the learning process is strongly
connected with cognitive processes, Krashen (1982) has identified five hypotheses dedicated to language
acquisition and learning. His Affective filter theory was fundamental to the language learning process. It
was explained that anxiety, which is an affective filter, can prevent any knowledge entering into a
student’s brain (input process), emerging as a “gate”. Students who experience anxiety, do not fully grasp
the theme/topic, consequently, it affects their performance and overall educational success. For instance,
when the effective filter is high, students feel anxiety, tension, and fear that hinders the input process. On
the other hand, when the affective filter is low, students easily understand language.

Next, Tobias (1979) has described how anxiety can interfere with the language learning process.
He introduced the model of three stages of cognitive processing: input, processing, and output. Each stage
is responsible for processing and understanding a material. In the input stage, students perceive
information (listening to audio, teacher, reading a text). If there is a presence of anxiety, it distracts
students, making it harder to concentrate and comprehend input. In the processing stage, students store,
organize, and analyze the information that they have perceived. In order to complete this, memory is
required, but anxiety can conquer it, interfering with the ability to encode and process information deeply.
Lastly, the output stage, the stage where students have to produce and use the information (speaking,
writing, answering questions). Here, anxiety can block students' ability to perform a task leading to speech
hesitation, forgetting words, or freezing during tasks. Tobias’s model (1979) analyzed broader cognitive
processes and explained how anxiety can be a problem. Because even though a student can prosperously
understand, analyze, and master a topic, anxiety can challenge the student to recall this knowledge due to

the anxiety.
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Distinguished scholars Horwitz et al. (1986) shed light on the theme of FLA, explaining that
anxiety occurs from the uniqueness of language learning process. In their research they proved that
language anxiety differs from other academic anxieties. Thirty language learners’ results showed that their
anxiety referred only to language learning, while other academic subjects' results were good. Further, this
theory was proved and validated by other researchers, such as Maclntyre and Gardner (1989) who found
that general anxiety did not have in common with language anxiety and FLA was related only to students'
language proficiency. They concluded that FLA is more closely associated with learners’ self-perceived
language proficiency than with general anxiety. This perspective was also supported by Chen and Chang
(2004) investigated that FLA was a unique type of anxiety. E. Horwitz and D. Young (1991) highlighted
that there are two explanations of the identification of language anxiety: 1)general anxiety which is
derived from manifestation of personal anxiety (exams); 2) linguistic anxiety that appears in the context of
language learning and does not affect students’ other academic disciplines.

Horwitz et al. (1986) were the first pioneers in the theme of FLA and they described FLA as a
complex of feelings, self-perceptions, and beliefs related to language learning process in a classroom.
These complexes are derived from exams, fear of making mistakes and judgement, public performance or
lack of confidence. Their theoretical framework suggested three main interconnected elements: 1)
communication apprehension is a form of fear during communication; 2) fear of negative evaluation
involves uneasiness regarding how others perceive; 3) test anxiety is a type of anxiety appeared by fear of
failure in assessment situations (Horwitz et al., 1986). Another significant contribution of this theory was
Foreign Language Classroom Anxiety Scale (FLCAS) to measure student's FLA anxiety scale. This
instrument consists of 33-items which assess a student’s level of language anxiety. The items of the self-
report questionnaire are rated on a 5-point Likert scale numbered from 1 to 5, which range from strongly
agree to strongly disagree. This tool has been used by various language researchers, to measure anxiety

levels of different foreign languages, including English, Japanese, Chinese, German (Aida, 1994; Liu,
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2006; Mak, 2011; Matsuda & Gobel, 2004; Phillips, 1992; Saito et al., 1999; Young, 1986). Its consistent
use across studies confirms its reliability and validity in identifying FLA among language learners from
various cultural and linguistic backgrounds.

Generally, anxiety affected several educational fields, within foreign languages including
mathematics and science as well (Hembree, 1990; Mallow, 2006). To better evaluate language anxiety,
another scale by Macintyre and Dewaele was developed, named Foreign language classroom scale (2014).
They were curious about how anxiety alongside enjoyment and boredom might impact a student’s anxiety
while learning a foreign language in the classroom. Furthermore, these emotions also have been
investigated by other scholars, showing that teacher’s positive emotions during lessons, patience, and
sense of humour affected positively the way students learn a foreign language, while no feedback from a
teacher, too easy or difficult tasks were the reason to arise boredom among students making the language
learning a burden (Botes et al., 2020; Dewaele, 2019; Li et al., 2021). Such affective emotions can
negatively and positively impact the acquisition of a foreign language. Macintyre’s scale (2014) was
adapted from Horwitz et al. scale’s, ranging anxiety with eight-items. This was a shortened form of the
initial scale, advantageous for researchers to save time of participants. Moreover, recently most
researchers preferred to use this very scale as the ready results can be calculated with ease ( Botes et al.
2020; Moskowitz et al., 2020).

FLCA scale was used among researchers to attempt finding out how anxiety could affect students’
classroom performances (Khodadady et al., 2013; Liu et al., 2008; Teimouri et al., 2019; Zhang 2019).
Teimouri et al. (2019) concluded that there was a strong negative correlation between FLA and students’
achievements. But the importance of adapting these tools related to students’ cultural and demographic
backgrounds, teaching methods, and also personal factors should be taken into account. It can be difficult
in reality, as usage of the ready-made tools much more simplify conducting this kind of matter of fact

research. However, there are some examples of studies, where researchers developed the scales according
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to their countries' peculiarities. Al-Saraj (2011) created an Arabic version of an FLCAS scale. The work
tried to investigate the level of anxiety among female students at a college. Before this research, there was
no valuable investigation on this topic, as it was believed that the questionnaire was not culturally
appropriate. Now Arab countries have a possibility to find out their students' anxiety levels, as it has its
own place in a research world, named Arabic Foreign Language Anxiety Questionnaire (AFLAQ), which

was culturally adapted to accommodate students from Saudi Arabia, based on the FLCAS.
2.5 FLA in Kazakhstani context

One’s success in terms of academic achievement is connected with one’s cognitive and affective
abilities. When a student faces challenges with poor memory, difficulties with attention and
understanding, it can affect their academic performance and achievement. Several studies have been
conducted on the theme of the relationship between FLA and academic achievement (Aida, 1994; Alrabai,
2014; Liu & Huang, 2011). Results of these studies depicted a negative relationship between these two
variables. Learners who report higher levels of FLA tend to have lower academic outcomes, particularly
in language-related assessments such as oral presentations, listening comprehension, and grammar or
vocabulary tests. These findings suggest that managing emotional factors like anxiety is just as essential as

developing cognitive skills for achieving success in foreign language learning.

In the Kazakhstani context, few researchers have explored the relationship between FLA and
academic achievement, focusing on various educational contexts. For instance, Suleimenova investigated
speaking anxiety among Kazakhstani students learning English, revealing that many students experience
significant anxiety during speaking activities, which negatively affects their language performance (2013).
Building on this foundation, Kadyrbayeva (2022) explored anxiety during speaking activities among EFL
learners in Kazakhstan. The findings revealed that communication apprehension was a central cause of
anxiety, emphasizing that emotional discomfort during speaking tasks can hinder language development.

However, similar to previous research, the study focused more on students' classroom experiences rather
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than on measurable academic outcomes such as GPA. In addition, Plyushko examined FLA levels among
middle school students at a specialized school for gifted children in Northern Kazakhstan, finding that
even gifted students experience language anxiety, which can influence their academic performance

(2018).

In the context of online education, Seidikenova and Malshy (2022) investigated causes of FLA
during remote learning in Kazakhstan. Their study found that technical difficulties, limited interaction,
and fear of negative evaluation in virtual classrooms contributed to heightened anxiety levels. Although
the shift to online learning intensified emotional challenges, the study similarly focused on causes rather
than correlating anxiety with academic success. They reported moderate to high levels of anxiety and
linked its causes to cultural expectations, perfectionism, and teacher-student interaction styles. Despite
these insights, their research also did not directly address how anxiety might influence academic
performance indicators.These studies contribute to a growing body of research highlighting the impact of
FLA on students' academic performance in Kazakhstan, emphasizing the need for strategies to mitigate

anxiety in language learning contexts.
2.6 Strategies for reducing FLA among students

According to research studies, having an FLA is a widespread problem among students that can be
a detrimental obstacle in pursuing to learn a foreign language (Maclntyre, 1989; Horwitz, 1986). This
anxiety may worsen the process of learning English in the broad perspective, affecting the quality of
learning and academic success of a learner (Alrabai, 2015; MacIntyre & Gardner, 1991). To tackle this
obstacle, several researchers have suggested strategies and coping mechanisms on reducing FLA (Aida,
1994, Alcala, 2002, Benamara et al., 2022; Cakici, 2016; Horwitz et al, 1991; Opfer et al., 2011,
Paradowski et al., 2015; Samad et al., 2020). It was highlighted that strategies for reducing FLA might not
only assist in having outstanding academic achievement and performance but also increase learners’

motivation to learn a language.
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Analyzing numerous works related to how a teacher can reduce students FLA, common strategies
obtained from English teachers have been discovered. These strategies can play an important role in
effective language teaching, making the learning process dynamic, achievable, and interesting at the same
time. It can shed light into insightful and helpful FLA strategies for teachers. Atifnigar simply depicted the
strategies in the form of a diagram, representing effective ones on how to remove FLA among EFL
students (2024). In his diagram he showed major themes so that both teachers and students could cope
with anxiety and deal with it. Starting with teachers’ role, by implementing student-centered approach,
giving clear instructions during lessons, using digital technology, and also making the classroom
environment positive and friendly can hugely eliminate students’ FLA (Alrabai, 2015; Atifnigar et al.,

2022; Kao et al., 2013; Nagahashi, 2007).

A relaxed, friendly, and positive classroom setting is essential in mitigating FLA. Classroom
design, seating arrangements, and peer support structures all contribute to a learning atmosphere where
students feel secure and valued (Joan, 1993; Koba et al., 2020). Young (1990) suggested teachers should
be encouraged to foster environments where mistakes are seen as part of the learning process rather than
failures, thus resilience and a growth mindset can be developed among language learners. Moreover, in
the digitized world, the usage of technology, especially digital platforms such as Google Classroom,
Moodle and social media, has emerged as a powerful tool in lowering language anxiety. Teachers can use
tools like Wordwall, Kahoot, Bamboozle and voice recording apps that allow students practice in low-
stakes, asynchronous environments (Ghounane, 2020; Tripp & Rich, 2012). These approaches allow
students to study hard and make improvement almost without having worries and avoid having such a

negative affective emotion of anxiety.

From the educators’ side, providing clear instructions is a base in a classroom. Tanveer (2007)

stressed the significance of explaining clearly all the tasks for learners, as it might eliminate anxiety.
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Moreover, giving structured feedback and discussing students’ mistakes within the classroom can reduce
anxiety, namely the fear of being negatively evaluated. One great technique that can be extremely helpful
for teachers while working with students with anxiety is implementing a habit of calling each student by
their names. The practice can also assist in increasing students’ self-esteem (Paradowski et al., 2015). As a
teacher plays different roles within the classroom, including facilitator, moderator, and guide, it also
implies being a psychologist. It is evident that psychological factors also play a crucial role for both
teachers and students. Teachers who use psychological elements effectively, for instance, motivating
students, diminishing exam anxiety, being understandable, showing empathy, standing with a student to
practice the language together, correcting mistakes in a positive manner, calling students in a predictable
and prearranged manner, and implementing cooperative learning by pair-group work may decrease
students’ anxiety levels (Boroujeni et al., 2015; Na, 2007; Turula, 2002; Williams et al., 2008; Young,

1990).

2.7 Previous results of the relationship between FLA and academic achievement

Exploring FLA became an often researched topic. The FLCAS questionnaire made it easy to
calculate students’ anxiety. However, fewer research works have been conducted on finding the impact of
anxiety levels on students’ performance and achievement. If in most cases studies revealed a strong
negative relationship between FLA and academic achievement, there were also results depicting no and
positive relationships as well (Abuelfadl, 2015; Aida, 1994; Awan et al., 2010; Azzahra et al., 2023; Chen
& Lin, 2009; Dheifallah, 2023; Di et al., 2025; Ellis, 2008; Nurul et al., 2022; Liu, 2021; Ozer, 2020;
Subekti 2018). The practice of having negative relationships among these two variables is also called a
“vicious circle” (Cheng et al., 1999). For example, Di et al. (2025) researched the relationship between
FLA and academic accomplishments of different students who were studying different foreign languages,
including English, Korean, Japanese, Spanish, and French at one university in China. Research study also

considered the sex of participants, concluding that the students had moderate level of FLA and results of
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male and female were insignificant. In terms of academic accomplishments, the relationship between FLA
and students’ achievement was negative, resulting in low academic achievement was associated with high
anxiety. Even though students showed a moderate level of anxiety, its impact on students’ communication
apprehension, tests, and language confidence was negative. Similar conclusions were made in other
research studies, for example, a study conducted in Saudi Arabia, Tabuk (Dheifallah, 2023). Two types of
scales have been used, FLCAS to measure students anxiety levels and Achievement emotions
questionnaire (AEQ) to measure emotional responses related to academic success. 80 undergraduate
students showed high anxiety levels and their academic achievement was detrimentally affected by their
anxiety. The study also concluded that there was no difference in gender. Anxiety stood as a major
obstacle for the students to do their best in an academic term, affecting their emotions negatively as well.
Implications suggested in order to reduce anxiety teachers’ awareness of such phenomenon and
implementation of a positive classroom environment could much more reduce anxiety among students.

Another study disclosed no significant relationships between FLA and students’ achievements.
According to the Yerkes-Dodson law, individuals who have moderate or moderately low arousal, in this
case anxiety, tend to perform better academically (Robert et al., 1908). They suggested that arousal level
can be seen differently in various types of task. For example, difficult tasks might require a lower level of
arousal (to facilitate concentration), whereas tasks demanding persistence may be performed better with
higher levels of arousal (to increase motivation). In the Indonesian case, Azzahra et al. (2023) investigated
how anxiety could influence students’ performances who studied English literature. 43 students from the
Faculty of English exhibited a moderately low level of FLA, showing no significant relationship. Even
though a few students resulted in a high level of anxiety, it did not affect academic achievement of the
essence. Similarly, Matsuda et al. (2004) research work showed results with low levels of anxiety among
students. Students with more self-confidence did not tend to have anxiety. However, in terms of gender,

females experienced much more anxiety level than male and overseas students. Conclusions and
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implications suggested that self-confidence in students is one of the critical factors in learning and gender
differences might exist in anxiety levels so it should be taken into account. On the contrary, in the Kuwait
context, the relationship between FLA and academic achievement found to be positive (Abuelfadl, 2015).
The study also aligned with the previous study results in terms of gender, that females tend to be more
anxious than males. However, the higher level of FLA the participants had, the higher and better their
academic achievement was. It was explained by the possible motivating force that pushed students to
study harder. For further study, researchers suggested finding out how harmful and helpful anxieties can

be identified.
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CHAPTER 3
Methodology

3.1 Research Design

This study employs a quantitative approach to explore the phenomenon of FLA among first-year
university students in Almaty. The quantitative component of the study was conducted using the FLCAS
developed by Horwitz et al. (1986). The questionnaire was distributed to first-year students from one of
the universities in Almaty. Prior to participation, all students were provided with a consent letter outlining
the purpose of the study, their rights as participants, and assurances of anonymity and confidentiality.
Only students aged 18 and above were eligible to participate. Participants were required to answer all 33
items of the FLCAS, which were presented using a 5-point Likert scale ranging from “strongly disagree”
to “strongly agree.” Additionally, participants were asked to report their Grade Point Average (GPA) from
the previous semester to investigate any potential relationship between academic performance and levels
of foreign language anxiety. Data collected from the FLCAS responses were quantitatively analyzed to
determine overall anxiety levels and explore possible correlations with GPA, faculty affiliation, and
demographic variables such as age.
3.2 Participants

The study involved 87 first-year university students enrolled in English as a Foreign Language
(EFL) courses at a private university in Almaty, Kazakhstan. The participants were selected through
purposive sampling to ensure they represented the target population of early-stage EFL learners in a
Kazakhstani higher education setting. All participants had completed at least one semester of English

instruction and voluntarily provided their GPA scores for analysis.
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3.3 Data Collection Tools & Analysis Procedure

The primary instrument used was the Foreign Language Classroom Anxiety Scale (FLCAS),
developed by Horwitz, Horwitz, and Cope (1986). This 33-item questionnaire uses a 5-point Likert scale

to measure students’ anxiety in language classrooms across three dimensions:

1. Communication apprehension,
2. Fear of negative evaluation, and

3. Test anxiety.

The FLCAS has demonstrated high reliability, with Cronbach’s alpha values ranging between 0.88 and
0.93 in various international studies. Participants were also asked to self-report their GPA from the
previous semester, which was used as a measure of academic achievement. The procedure of the study

was set by several steps following as:

1. The questionnaire was distributed online via Google Forms in March—April 2025.
2. Data was automatically exported into Excel for statistical analysis.
3. Descriptive statistics (mean, standard deviation, frequency) were used to summarize FLA and

GPA data.

4. Toexamine the relationship between FLA and academic achievement, a Pearson correlation

analysis was conducted.

5. Visualization techniques were used to further explore patterns across anxiety levels and GPA

groups.

3.4 Ethical Considerations
Prior to data collection, the study received approval from the SDU University Research Ethics

Committee. All participants were provided with an informed consent letter explaining the study’s purpose,
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procedures, and their rights, including anonymity and the voluntary nature of participation. Participants
explicitly consented to the use of their GPA data for research purposes. No identifying personal
information was collected, and all responses were treated with full confidentiality. The consent letters
were distributed and obtained online via Google forms. Only participants who were over 18 continued to

further participate in this study by rating their FLA through FLCAS scale.
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CHAPTER 4
Results

This section presents the quantitative findings of the study, which aimed to examine the
relationship between FLA and academic achievement (GPA) among first-year EFL students. The data
were analyzed using descriptive statistics and Pearson correlation analysis. Table 1 presents the
demographic characteristics of the participants (N = 87). The sample consisted entirely of students over
the age of 18, reflecting the typical age range of first-year university learners.
Table 1

Demographic information of participants (N=87)

Variable Category Frequency (n) Percentage (%)
Faculty Education and Humanities 58 66.6%
Engineering and Natural 19 21.8%
Sciences
Business School 8 9.1%
Multidisciplinary Education 2 2.5%

Age Over 18 87 100%
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In terms of faculty distribution, the majority of participants (66.6%, n = 58) were enrolled in the

Faculty of Education and Humanities. This was followed by Engineering and Natural Sciences with

21.8% (n = 19), the Business School with 9.1% (n = 8), and Multidisciplinary Education with 2.5% (n =

2). This distribution indicates that the sample was predominantly composed of students from education-

related majors, which may reflect higher English course requirements or participation rates in language

studies.

Participants' responses to the Foreign Language Classroom Anxiety Scale (FLCAS) revealed a

range of anxiety scores from 45 to 165. The mean score was 94.33, indicating moderate to high anxiety

levels across the sample (see Table 2). This variability suggests diverse emotional experiences among the

learners.

Table 2

Descriptive statistics for FLCAS

Variable N Min. Max. Mean Standard deviation
FLCAS Total 87 45 165 94.33 20.71
score

To further classify anxiety levels, students were grouped into three categories based on their total

FLCAS scores:

e Low Anxiety (score range: 33—70)
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e Moderate Anxiety (71-120)

e High Anxiety (121-165)

Out of 87 participants, 24 students (27.6%) fell into the low anxiety group, 50 students (57.5%)

into the moderate anxiety group, and 13 students (14.9%) into the high anxiety group.

GPA Distribution. Participants' self-reported GPAs ranged from 1.89 to 3.76. The mean GPA was
3.10 with a standard deviation of 0.44, indicating moderate variation in academic achievement. To better

understand achievement trends, GPA scores were categorized into three groups:

e Low GPA (1.89-2.33)
e Moderate GPA (2.34-3.33)

e High GPA (3.34-3.76)

The majority of students (49 out of 87; 56.3%) had moderate GPAs, followed by 32 students

(36.8%) with high GPAs, and 6 students (6.9%) in the low GPA group.

Relationship Between FLA and GPA. To determine whether there was a statistically significant
relationship between students” FLA and GPA, a Pearson correlation coefficient was computed. The
analysis revealed a correlation of r = 0.032, p = .766, indicating a very weak positive relationship that is

not statistically significant (see Table 3).

Table 3

Pearson Correlation Analysis between FLA and GPA

Variables r p-value

FLA level and GPA 0.032 0.766
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This means that students with higher anxiety scores did not necessarily have lower or higher GPAs, and
the observed correlation may be due to random variation. Given that the p-value exceeds the significance
threshold (p > 0.05), the result fails to reject the null hypothesis (Ho), which stated that there is no
significant relationship between foreign language anxiety and academic achievement in an EFL context.
Therefore, within the scope of this study, students with higher or lower levels of language anxiety did not
consistently achieve significantly higher or lower GPAs. The lack of a significant correlation suggests that
other variables, such as motivation, learning strategies, or prior language experience, may play more

substantial roles in influencing academic performance.

On average, students mostly had moderate levels of anxiety showing good academic
accomplishments with +3.0 GPA scores. However, there were students who had lower and higher levels
of anxiety. For instance, Table 4 depicts that low anxious students had higher GPA scores. Dewaele et al.
(2014) concluded that extremely low anxiety levels do not always mean that a student could perform well
but in general low anxiety and enjoyment can predict better performance among language learners. To

some extent, some anxiety can improve focus and maintain attention during tasks (Eysenck et al., 2007).

Table 4

Low anxiety levels and its parallels

Anxiety score Anxiety level GPA score
45 low 2.7

53 low 3.48

54 low 3.11

62 low 3.1
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64 low 341

65 low 3.2

Further, students who had moderate levels of anxiety strongly only represented high GPA scores.
Interestingly, these students had the highest GPA scores in this study (see Table 5). This pattern may
reflect what psychological theories, such as the Yerkes-Dodson Law (Robert, 1908), described as the
performance-enhancing effect of moderate arousal (anxiety). Students in this group may experience just
enough anxiety to stay focused and motivated without becoming discouraged. Rather than being a purely
negative force, moderate FLA might indicate a healthy level of academic concern that drives effort and
preparation. These findings highlight that anxiety, when managed, can play a complex but sometimes

productive role in students’ learning journeys.

Table 5

Moderate anxiety levels and its parallels

Anxiety score Anxiety level GPA score
80 moderate 3.48

80 moderate 3.47

84 moderate 3

90 moderate 3.51

102 moderate 3.76

111 moderate 3.46
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Similarly, students with higher anxiety levels also showed good GPA scores (see Table 6). It is
evident that despite having a high anxiety level, students probably were motivated or disciplined enough
to have higher GPA scores. Horwitz et al. (2002) in their research found out that occasionally some
students can be seen as perfectionists, performing well even when they are highly anxious. Also, Liu et al.
(2008) concluded that students with high anxiety tend to perform well academically. It is hard to
generalize these results widely, however, some students’ anxiety levels do not affect their academic
achievements. Even high anxiety can play a role as a driving force and cope with anxiety using positive
learning strategies (Macintyre, 1995).
Table 6

High anxiety levels and its parallels

Anxiety score Anxiety level GPA score
124 high 35

128 high 3.1

132 high 3

133 high 3.35

148 high 3.18

165 high 2.76

Students with moderate levels of anxiety showed no significant relationships with GPA scores, as
low and high anxiety levels did not intertwine and affect GPA scores of first-year students. It cannot be
assured that GPA scores can be determined strongly by the level of FLA, as it can depend on students

abilities such as robust cognitive skills, high level of EQ, motivation and persistence, and probably
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implemented strategies that help to cope with anxiety levels. However, the cases where anxious students

had lower GPA were also recorded. In Table 7 there are results of high anxiety and self-reported low

GPAs’. Even though there were only 4 participants with such results, it is worth mentioning. It is a

concerning case, as these students might face difficulties with coping anxiety and their GPA is already

being affected by their FLA.

Table 7

High anxiety levels and and low GPA

Anxiety score Anxiety level GPA score
127 high 2.4

135 high 2

164 high 2.13

165 high 1.89
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CHAPTER 5

Discussion

The present study aimed to investigate the relationship between FLA and academic achievement
among first-year EFL students at one private Kazakhstani university. Specifically, it explored whether
students’ levels of anxiety, as measured by the FLCAS, were associated with their self-reported GPA
scores. While the results confirmed that many students experienced moderate to high levels of anxiety, no

statistically important correlation between FLA and GPA was observed.

5.1 Interpretation of Key Findings

These results imply that even though most of the participants experienced moderate levels of FLA,
the academic achievement, their GPA scores remained satisfactory, showing above +3.0. This very sample
did not show the negative or positive correlations between these two variables as it was investigated
before. The results can align with previous research works, depicting that anxiety level is not a strong
predictor of one’s achievement (Azzahra et al., 2023; Matsuda & Gobel, 2004; Yan & Horwitz, 2008). In
addition, this study can contribute to the existing research works as evidence that anxiety does not
inevitably lead to poorer academic achievement, even though it is a common emotional experience among

EFL learners.

5.2 Comparing with Prior Studies

This finding is consistent with the results of Matsuda and Gobel (2004) and Azzahra et al. (2023),
who also reported non-significant correlations between FLA and academic performance in similar EFL
contexts. These results suggest that although anxiety may be present, it does not necessarily hinder
academic performance measured by GPA. It is not clear, whether coping strategies of learners or

implementation of necessary strategies by a teacher, such as usage of technology, positive classroom
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environment, could mitigate students’ anxiety level, but it can be seen as one of the reasons for showing

such results.

The participants of this study were first-year students, studying in an EFL context and using an
English language in an EMI instruction. Research hypothesized that freshman students could have anxiety
in foreign language learning as at this private university almost all the subjects are being taught in English.
As after school, students are immediately immersed in the English language, their anxiety in terms of
foreign language could impact their achievements detrimentally. The majority of the research studies
proved that not knowing English at a proficient level was the main cause for such a negative affective
element as anxiety (Aida, 1994; Awan et al., 2010; Ozer, 2020); Subekti, 2018). However, there are some
subjects that are learnt in students' native language (Kazakh) such as Kazakh History, for Physical
Education(PE) there is no need to know the English language. As their GPA shows the overall score
during the semester period, it can be reflected as a broad achievement including those subjects. Moreover,
there is a possibility that anxiety can affect specific language skills (speaking, reading, listening, writing),
it might not affect other academic areas that contribute to the GPA. So, anxiety can select which area and
skill will interfere with the input, processing, and output phases of a task, depending on the nature of the

task.

Furthermore, although Krashen’s (1982) affective filter hypothesis emphasizes the role of anxiety
in blocking language acquisition, it may be more applicable to language-specific performance than to
general academic achievement. In the current study, the inclusion of students from various faculties and
academic specializations likely contributed to the GPA reflecting a broader range of skills beyond
language proficiency alone. Overall, these results highlight the importance of addressing students'
emotional well-being not purely for the sake of improving grades, but to enhance their overall classroom

experience, motivation, and confidence in using the foreign language.
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The absence of a strong correlation may also reflect individual differences, such as: students’
resilience or prior experience in language learning, use of effective learning strategies, supportive
classroom environments, and influence of external academic or social pressures. Interestingly, students
with high anxiety reported slightly higher GPA on average, contrary to traditional expectations. This may
suggest the presence of facilitative anxiety, where mild stress pushes students to perform better (Scovel,
1978), or it may simply indicate statistical variability within a small subgroup. Furthermore, since GPA is
a global academic indicator, it might not precisely capture language-specific struggles, as students may
compensate in other subjects. Therefore, a more targeted measure, such as English course grades or

proficiency test results, might reveal stronger links with FLA.

Even though FLA was not found to significantly impact GPA, its presence among a large portion
of students should not be overlooked. High levels of anxiety, particularly test anxiety and communication
apprehension, may still affect students’ classroom participation, confidence, and language development.
As such, language instructors should continue to foster emotionally supportive environments and

implement anxiety-reducing strategies, especially during speaking activities and assessments.

Educators should also be aware of the emotional and psychological challenges that come with
learning a foreign language in an EFL context where exposure to the language is limited to the classroom
(Siyanova-Chanturia & Webb, 2016). Integrating more authentic interaction, encouraging peer support,

and reducing the emphasis on performance-based evaluation may help reduce FLA in these settings.

5.3 Limitations and Further Recommendations

This study has several limitations. First, the reliance on self-reported GPA may introduce bias or
inaccuracies. Second, the sample was drawn from a single private university, which limits the
generalizability of the findings. Third, FLA was treated as a single composite score, without analyzing its

three subcomponents (communication apprehension, test anxiety, and fear of negative evaluation)



separately. Future research should explore FLA’s impact on academic achievement in Kazakhstani
context to see if the results of this align with other research works. Longitudinal studies and mixed-
method designs incorporating interviews or observations could also provide deeper insights into how

anxiety manifests in different classroom situations.

36
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CHAPTER 6

Conclusion

This study explored the relationship between FLA and academic achievement among freshmen
university students in an EFL context in Kazakhstan. Using the FLCAS questionnaire and self-reported
GPA scores of participants, the research aimed to determine whether anxiety levels could negatively
impact students’ academic achievements. Academic achievement was measured by students' GPA scores
voluntarily. The results depicted that while a majority of students experienced moderate to high levels of
FLA, there was no statistically significant correlation between FLA and GPA (r =0.032, p =.766). These
results signify that anxiety level, while emotionally present, did not from the nature of the case hinder
students’ overall academic success, at least when measured by GPA. These results align with previous
studies that report similarly weak or non-significant relationships between FLA and general academic

performance (Azzahra et al., 2023; Matsuda & Gobel, 2004).

The study attempted to promote the growing body of research on affective factors in language
learning by offering valuable data from a Kazakhstani EFL context, which remains very few in the
literature. Despite the insignificant statistical relationship, well-being of students remains as a crucial
consideration for language educators. The presence of anxiety in general demands attention. Teachers are
encouraged to adopt anxiety-reducing strategies, promote positive classroom environments, and consider

students’ emotional needs alongside cognitive and linguistic goals.

Future research may benefit from exploring FLA’s effect on specific performance tasks, such as
oral exams, listening comprehension, or classroom participation, where anxiety may have a more
pronounced effect than on general academic outcomes. Expanding this line of inquiry through qualitative
methods and diverse student populations will further clarify how anxiety shapes the EFL learning

experience.
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Appendix A

SDU University Research Ethics Committee

Informed Consent Form

You are invited to participate in a research study entitled ""The relationship between foreign language
anxiety and academic achievement in an EFL context™

Research Purpose and Procedures:

Dear participant,

You are invited to participate in a research study that aims to explore the relationship between foreign
language anxiety and academic achievement among first-year students. This survey consists of 33 questions
and will take approximately 10-15 minutes to complete. This study seeks to contribute to a better
understanding of how anxiety affects language learning and academic success, ultimately helping to create a
more supportive learning environment for EFL students.

Possible risks and discomfort related to participation in this research:

There are minimal risks associated with participating in this study. However, some questions related to
foreign language anxiety may prompt reflection on past experiences, which could cause slight emotional
discomfort. Participants must answer all questions to ensure the validity of the research.

You were selected to participate as a possible participant in this study because of your learning experience
and it is believed that you could help for successful completion. Your participation strongly voluntarily

and would be greatly appreciated.

Possible advantages of participation:

This study aims to assess foreign language anxiety among first-year students. Your responses will help us
better understand the challenges students face when learning a foreign language. This survey is

anonymous, and all responses will be kept strictly confidential.
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You will be asked to provide your previous semester’s GPA, which will only be used for research
purposes.
Confidentiality & Privacy. Within reason, any personal information obtained as a result of participation
will be kept confidential to the greatest extent possible.
Contacts for additional information:
If you have any questions about this study, you may contact me.

Zhuldyz Khassen (Master’s student, Two Foreign Languages program)

231302006 @sdu.edu.kz; telephone number: 87086597257.

Supervisor: PhD, Assistant Professor Tulepova Saule

Email: saule.tulepova@sdu.edu.kz

For any ethical concerns, you may contact the SDU University Research Ethics Committee (IREC)
Voluntary Nature of the Study. It is strictly voluntary as to whether to participate in this study or not. You
have a right to withdraw your agreement to participate at any time.

Estimated duration of the research: February-March 2025

Statement of Consent.

I, , agree to participate in this study voluntarily.

I have been made aware of the research purpose and objectives and clearly understand what is expected
from me.
I know that it is voluntary to participate in this study and | have complete freedom to withdraw my consent

at any time without providing any reasons and in this case there will be no negative consequences to me.

| understand that any personal information obtained in this study will be kept confidential.



Signature: Date:
Researcher:
Signature: Date:
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Appendix B
Foreign Language Classroom Anxiety Scale

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

33 Items — 5-point Likert Scale (1 = strongly disagree; 5 = strongly agree)

Cronbach’s alpha = .93

1.

2.

10.

11.

12.

13.

14.

15.

16.

17.

18.

I never feel quite sure of myself when I am speaking in my foreign language class.
I don’t worry about making mistakes in language class.

I tremble when I know that I’m going to be called on in language class.

. It frightens me when I don’t understand what the teacher is saying in the foreign language.

It wouldn’t bother me at all to take more foreign language classes.

During language class, | find myself thinking about things that have nothing to do with the course.
| keep thinking that the other students are better at languages than I am.

I am usually at ease during tests in my language class.

| start to panic when | have to speak without preparation in language class.

I worry about the consequences of failing my foreign language class.

I don’t understand why some people get so upset over foreign language class.
In language class, | can get so nervous | forget things | know.

It embarrasses me to volunteer answers in my language class.

I would not be nervous speaking the foreign language with native speakers.

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

Even if I am well prepared for language class, | feel anxious about it

| often feel like not going to my language class.

| feel confident when | speak in foreign language class.



19.

20.

21.

22.

23.

24.

25.

26.

27.

28.

29.

30.

31.

32.

33.

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

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

The more | study for a language test, the more confused I get.

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

| always feel that the other students speak the foreign language better than I do.

| feel very self-conscious about speaking the foreign language in front of other students.
Language class moves so quickly I worry about getting left behind.

| feel more tense and nervous in my language class than in my other classes.

I get nervous and confused when | am speaking in my language class.

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

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

| feel overwhelmed by the number of rules you have to learn to speak a foreign language.
I am afraid that the other students will laugh at me when I speak the foreign language.

I would probably feel comfortable around native speakers of the foreign language.

| get nervous when the language teacher asks questions which I haven’t prepared in advance.
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Appendix C

Research Ethics Committee

e Research Ethics Committee 28 ¢esp. & oo

KOMY: MHE v

@ MepeBecTu Ha Pycckui X

Dear Zhuldyz Khassen,
Please review the feedback provided by REC:

DISCUSSION:

9. The research conducted by Zhuldyz Khassen, a master's
student in the Two Foreign Languages program at the Faculty of
Education and Humanities, was reviewed. The following points
were noted for clarification and improvement:

e clarify the number of students for interview;

DECISION:

9. The research work of Zhuldyz Khassen, «The relationship
between foreign language anxiety and academic achievement in
an EFL context» is conditionally approved but based on
addressing those comments;

Kind regards,
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