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ABSTRACT 

This study investigates the anxiety frequency of students in English-medium 

instruction classes and its relationship with gender and English performance. 

The questionnaire was administered to 300 students in three universities in 

Central Vietnam. The follow-up interviews and classroom observations were 

conducted to obtain more insights into the research problems. The results 

revealed that the EMI students had moderate levels of anxiety. The most 

provoking causes of students’ anxiety were worries about making mistakes, 

inconfidence during speaking tasks and fears of negative judgment from peers 

and teachers. The analyses of the variables related to foreign language anxiety 

revealed a significant negative correlation between students’ foreign language 

anxiety levels and their English competence. No statistically significant 

relationship was found between male and female students. The study provides 

several pedagogical insights for curriculum designers, educators and teachers 

to improve the quality of English-medium instruction courses in the 

Vietnamese context. 

 

1. INTRODUCTION 

In the current international integration context, English as a medium of instruction (EMI) has become a prevalent 

trend amongst many higher educational institutions. However, there remain plentiful problems in the application 

process. These inadequacies are significantly undermining the quality of training programs (Chern & Lo, 2017; 

Macaro & Dearden, 2018; Ly & Huong, 2018; Pun & Thomas, 2020). EMI students’ psychology is a reported reason 

that negatively influences the program’s effectiveness. More specifically, nervousness and anxiety at the beginning 

of the course are the states that are usually experienced by EMI students (Huang, 2011; Yang, 2015; Yeh, 2012). As 

learners are at the center of the learning process, their psychological states play a crucial role in learning because 

affective factors such as motivation and attitude constitute the basis for linguistic elements such as learning or 

acquiring four skills. Krashen (1980) also indicates that “Anxiety contributes to an affective filter, which makes the 

individual unreceptive to the language input; thus learners fail to “take in” the available target language messages 

and language acquisition does not progress” (Horwitz, 1986, p. 127). Many other studies (Horwitz, 1986; Öztürk & 

Gürbüz, 2014; Zumor & Qasem, 2019) reveal a remarkable influence of affective factors on the language learning 

process and suggest a critical relationship between language learning and affective variables, including foreign 

language anxiety (FLA). However, although students’ FLA is negatively influenced by English learning, Liu (2006) 

concludes that the relationship varies from university to university. In addition, cultural factors are found to affect 

students’ anxiety (Cetinkaya, 2005; Le, 2004; Lucas, 1984). Despite the abundance of related studies worldwide, few 

studies were conducted to investigate the relationship between EMI students’ FLA and their English performances 

in the Vietnamese context. This study is an attempt to fill in this gap by (1) identifying EMI university students’ 

language anxiety frequency; (3) finding out if there is any difference in FLA between genders, and (3) investigating 
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if there is any correlation between the students’ language anxiety frequency and their English achievements. To this 

end, the study sought to answer the following research questions: 

1. What were the EMI university students’ perceptions of their FLA levels? 

2. Was there any significant difference in the FLA between genders? 

3. Was there any correlation between the EMI university students’ anxiety levels and their English scores? 

2. LITERATURE REVIEW 

2.1. Language anxiety 

According to Krashen (1980), anxiety contributes to an emotional filter that prevents individuals from absorbing 

input language. Horwitz et al. (1986) define language anxiety as “a distinct set of personal perceptions, beliefs, 

emotions, and behaviors associated with language learning in the classroom arising from the uniqueness of the 

language learning process” (p.128). Horwitz et al. (1986) identify three constructs of anxiety related to language 

anxiety: (1) communication apprehension (an individual level of fear or anxiety associated with either real or 

anticipated communication with another person or persons (McCroskey, 1977, p.78) or “a type of shyness 

characterized by fear or anxiety about communicating with people (Horwitz et al., 1986, p.127); (2) Test anxiety 

refers to “a type of performance anxiety stemming from a fear of failure” (Sarason, 1980); (3) Fear of negative 

evaluation (apprehension about others’ evaluation, distress over their negative evaluation, avoidance of evaluative 

situations, and the expectation that others would evaluate oneself negatively. Therefore, the learner cannot adopt the 

available target languages, and language acquisition is not developed. An anxious student may also be inhibited from 

using any second language proficiency that the student has already acquired. Poor test results and an inability to 

demonstrate classroom knowledge can contribute to teachers’ inaccurate assessment that a student lacks some of the 

skills needed to learn a foreign language. “…Language anxiety is fundamental to our understanding of how learners 

approach language learning, their expectations for success or failure, and ultimately why they continue or discontinue 

study” (Hortwitz, 2001, p.122). Consequently, most second language learners experience varying anxiety when 

asked to show their language knowledge in front of a crowd (classroom is one example).  

2.2. Foreign language anxiety (FLA) 

He (2018) conceptualized FLA as an “individual’s fear or nervousness associated with either real or anticipated oral 

communication in a foreign language with another person or persons” (p.4). Researchers have paid attention to a variety 

of aspects of FLA, including the levels of Foreign Language Learning Anxiety (FLLA) (He, 2018; Kim, 2000); the 

impacts of FLLA on EFL learners’ performances (Adia, 1994; Yan & Horwitz, 2008; MacIntyre & Gardner, 1991; 

Philippe, 1992; Woodrow, 2006); factors influencing on language anxiety (Adia, 1994; Horwitz et al., 1986). Similar to 

the works of the researchers mentioned above, several related studies were conducted in the Asian context, as 

synthesized in Tsou and Kao (2017) and He (2018). The results from those mentioned studies show that FLA (1) has 

negative impacts on EFL learners’ performances in various ways (Yan & Wang, 2012; Li & Wu, 2004; Chen & Chang, 

2004); (2) results from different factors, included classroom language choice, methods of error correction and 

questioning techniques, lack of confidence, apprehension of making mistakes (Chen, 2003; Zhang, 2004b). In addition, 

Cheng (1994) figures out that FLA could best predict senior secondary students’ English proficiency. 

2.3. Foreign language anxiety and genders 

Several studies have tried to investigate whether anxiety levels are affected by students’ characteristics, including 

gender. The results seemed to be conflicting: while a significant difference was found by many researchers (Arnaiz 

& Guillén, 2012; Briesmaster & Briesmaster-Paredes, 2015; Cheng, 2002; Dewaele et al., 2016), no relationship was 

identified by others (Aida, 1994; Dewaele, 2013a; Dewaele et al., 2008; Matsuda & Gobel, 2004; Piniel & Zolyomi, 

2022; Woodrow, 2006). The complexity of the relationship might come from different sources, such as culture and 

age. No equivalent study was conducted for Vietnamese students. This is the first attempt to determine if there is any 

difference in FLA levels between male and female university students.  

2.4. Related Studies in the Vietnamese Context 

Despite being heatedly discussed for over 50 years (He, 2018), FLA is in its infancy in the Vietnamese context. 

Tran et al. (2012) focus on EFL students’ attitudes towards and consciousness of FLA. The study involved 419 

university students and eight EFL teachers. Questionnaires, interviews and biographies were used to collect data. The 
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findings indicated that those EFL tertiary students considered FLA a severe problem in their English learning, and 

most expressed a negative attitude towards this trait. Meanwhile, their teachers did not believe in the severity of FLA 

at the same level.  

Another study by Tran (2012) and Tran et al. (2013) investigated both EFL teachers’ and students’ origins of 

anxiety and the impacts of FLA on EFL learners. Through the analysis of interviews and autobiographies, it was 

found that learners themselves, compared to the other three factors, included teachers, external factors and English 

complexity, were the primary sources of FLA. The result also showed that participants in the study experienced more 

negative effects of FLA than positive ones, and these types of influences both depended on five elements: “the level 

of EFLA; the learning attitude, the personality trait, the learning goal, and the awareness of the importance of 

English.” (p.120). From the findings, the researchers called for more attention regarding teachers’ awareness and 

educators’ management to improve the English language learning process. 

Although FLA has attracted many researchers worldwide, this field of interest needs to be more adequately 

addressed by Vietnamese researchers. As the review indicated, only two related studies have been conducted by the 

same research group (Tran et al., 2012, 2013). Moreover, these studies merely emphasized general perceptions of 

FLA from teachers’ and students’ sides. None of the revised-above investigated the relationship between their FLA 

level and English proficiency. Besides, the participants involved in most of those studies were college and tertiary 

learners studying English as a foreign language, not as a medium of instruction; those in EMI courses in this study 

seem unexplored. This study was the first attempt to fill this gap. 

3. MATERIALS AND METHODS 

3.1. Research design 

Since this study aims to determine the anxiety level from EFL students’ perspective and the relationship between 

FLA level and EFL students’ English achievements, an explanatory sequential design is found to be pertinent to this 

study. Creswell and Creswell (2018) define this type of research design as follows: 

“The explanatory sequential design is a mixed methods design in which the researcher begins by conducting a 

quantitative phase and follows up on specific results with a subsequent qualitative phase to help explain the 

quantitative results. The qualitative phase is implemented to explain the initial results in more depth, and the name 

of the design - explanatory reflects how the qualitative data help explain the quantitative results.” (p.114) 

Accordingly, the study started with a quantitative survey (FLA scale) and students’ English grades. The findings 

from the quantitative data then helped inform qualitative data collection and analysis through interviews and 

classroom observations. Then, the theming, connecting and contrasting of this study’s quantitative and qualitative 

findings supported the extension of the understanding of secondary school FLA levels and the relationship between 

the level and grades.  

In this sequential design, the priority was given to qualitative data collection and analysis. According to Creswell 

and Creswell (2018), in a sequential explanatory design, attention can be given to either a quantitative or qualitative 

approach, and this may depend on the researcher’s interest, the study’s audience and what researchers aim to focus 

on in their research. As the objectives of this study were to seek out EFL secondary school students’ FLA level and 

to explore the potential relationship between students’ English scores and their anxiety scale, the weight was put on 

the qualitative approach, even though it was the second phase of the research process. The quantitative approach 

allowed the researcher to develop a general understanding of the relationship between the two mentioned variables. 

The qualitative approach, with students’ interviews and teachers’ classroom observations, helped explain the 

quantitative phase results to understand the research problems better. 

3.2. Participants 

The study involved 300 students, 146 males and 154 females, from three universities in Central Vietnam. The 

students aged from 19 to 21 participated in EMI courses. After the FLA scale was administered, two groups of 12 

students (24 in total) were purposefully selected to be observed during their learning process in the classroom and 

then invited to participate in the focus group interviews later. From the questionnaire analysis, the extreme sampling 

technique used to select the interviewees and groups to be observed was driven by the survey scores; more 

specifically, the sampling had to make sure that each group had at least one student from the highest anxiety score 

group (mean score is above 4.0) and one student from the lowest anxiety score group (mean score is under 2.0). 
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3.3. Research Instruments 

Foreign Language Classroom Anxiety (FLCA) Scale 

Horwitz’s (1986) FLCA scale was used in the questionnaire to identify the EFL participants’ anxiety levels. It 

consists of 33 statements that measure the frequency of 3 types of anxiety: test anxiety, communication apprehension 

and fear of negative evaluation. The questionnaire consists of two parts; the first is to collect the students’ demographic 

information, and the second includes 33 statements, constructed on a 5-point Likert scale, from never (1) to always (5). 

For the statements, the scale was inverted for ease of later calculation. To support the students’ comprehension of the 

questionnaire, the FLCA scale was translated into Vietnamese. The survey took students about 20 minutes to complete. 

Before completing the FLCA questionnaire, the participants agreed to sign the informed consent for the study. 

This tool was chosen for many reasons: First, it was elaborated by carefully analyzing different aspects of 

language anxiety in the classroom, which is considered appropriate for this study. Second, it offers numerous 

advantages, as summarized in He (2018), including (1) assessing the “orthogonal type of anxiety”; (2) describing the 

“situation of interest thoroughly” for the respondents; and (3) requiring the respondents to refer to specific sources, 

which then help gain more understanding of anxiety. Furthermore, this scale has been widely used in previous studies, 

as revised in the literature, and its reliability was confirmed through different tools. Finally, this study chose this scale 

because, as mentioned by He (2018), “a situation-specific perspective provides the best approach to the research on 

the relationship between FLA and foreign language learning” (p. 27).  

Focus group interviews 

The focus group interview was planned after the FLCA results had been identified to deepen data from the FLCA 

survey. This tool was applied to the student groups. Five student groups were established, and each group consisted 

of six students as Dornyei (2007) recommended that fewer than six participants in each group would limit the 

“potential of the ‘collective wisdom’ whereas too large size makes it difficult for everyone to participate” (p.144). 

This semi-structured interview gave the researcher more room to deepen the information obtained. The Facebook 

messenger tool was used in this focus group interview because it was more convenient compared to other types of 

interviews in many ways, including (1) Time and cost saving; (2) Convenient meeting time arrangement; (3) 

Participant comfortability; (4) Continuing elicitation.  

Classroom observations  

The structured observation was employed in the follow-up stage of the study to find out how EMI students 

behaved during their learning process. The observation was conducted in three periods in three different EMI classes. 

The researcher kept the field notes and recorded the whole lessons with the permission of the EMI teachers and 

learners. During the observation, the researcher participated as a research participant; the observation checklist was 

used to take notes, focusing on how EMI students behaved in class. 

Data analysis 

The quantitative data were statistically analyzed using the SPSS software. Descriptive and inferential statistics 

related to students’ FLCA scores, the relationship between FLA frequency and gender, and English grades were 

presented in the finding section for the qualitative data from classroom observations and interviews, which were 

video- and audio-recorded. The data were classified according to the three themes: FLCA reflections, the relationship 

between FLCA frequency and gender, and the relationship between FLCA frequency and English grades, and then 

analyzed and triangulated with the quantitative data. 

4. RESULTS AND DISCUSSION 

4.1. EMI students’ reflections on their anxiety frequency level 

To answer the first research question, the FLCA scale by Horwitz (1986) and interviews were employed to collect 

the data. The quantitative data are presented in Table 1. 

Table 1 shows the means and standard deviations of students’ self-rated anxiety scores. As the questionnaire was 

designed using the five-point Likert scale, from never (1) to always (5), the higher the mean the students rated, the 

higher the anxiety frequency was. As seen in Table 1, the average mean value of all 33 statements is 3.27, equivalent 

to the “sometimes” level, suggesting that these EFL students experienced foreign language anxiety in their learning 

to a certain degree. This finding is in line with those of many previous studies (Shiwsky, 2001; Kostic-Bobanovic, 
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2009; Liu, 2006; Liu & Jackson, 2008; Trang & Baldauf, 2013; Trang et al. 2013), which indicates that anxiety did 

exist in EFL students’ language learning process. 

Table 1. Mean and Standard deviation of the questionnaire results 

 Mean 
Std. 

Deviation 

I feel sure of myself when I am speaking in English.  2.2467 .89545 

I am not worried about making mistakes when speaking English in class. 3.3400 1.20661 

I tremble when I know that I’m going to be called on in English classes.  3.4800 1.18925 

It frightens me when I don’t understand what the teacher is saying in English. 3.3167 1.17516 

It wouldn’t bother me at all to take more English classes. 3.2567 1.35533 

During English classes, I find myself thinking about things that have nothing to do 

with the course.   
2.7500 .94718 

I keep thinking that the other students are better at English than I am.  3.8400 1.13962 

I am at ease during speaking tests in my English class.  3.6633 1.22269 

I start to panic when I have to speak without preparation in English classes. 3.7067 1.15110 

I worry about the consequences of my poor English speaking scores. 4.1533 1.12875 

I don’t understand why some people get so upset about English classes.  3.1733 1.16955 

In English classes, I can get so nervous that I forget things I know. 2.8133 1.24512 

It embarrasses me to volunteer answering in English classes. 2.7800 1.31810 

I would not be nervous speaking English with native speakers. 3.4000 1.51911 

I get upset when I don’t understand what the teacher is correcting. 3.1867 1.15017 

Even if I am well prepared for the English class, I feel anxious about it. 2.9667 1.27185 

I do not enjoy going to my English classes. 2.4167 1.19211 

I feel confident when I speak in my English classes. 3.6900 1.16264 

I am afraid that my English teacher is ready to correct every mistake I make. 2.8967 1.40448 

I can feel my heart pounding when I am going to be called on in my English class. 3.6167 1.30207 

The more I study for an English test, the more confused I get. 3.3033 1.23953 

I don’t feel pressured to prepare very carefully for English classes. 3.0167 1.30463 

I feel that the other students speak English better than I do. 3.8500 1.11878 

I am very self-conscious about speaking English in front of other students. 2.3467 1.13613 

English classes proceed so quickly that I worry about getting left behind. 3.2000 1.20756 

I feel more tense and nervous in my English classes than in my other classes. 3.0267 1.37802 

I get nervous and confused when I am speaking in my English class. 3.3300 1.21354 

When I am on my way to English classes, I feel very sure and relaxed. 3.4033 1.24599 

I get nervous when I don’t understand every word the English teacher says. 3.4467 1.15105 

I feel overwhelmed by the number of rules I have to learn to speak English. 3.4767 1.22520 

I am afraid that the other students will laugh at me when I speak English. 3.3167 1.41530 

I would probably feel comfortable around the native speakers of English. 3.5300 1.32222 

I get nervous when the English teacher asks questions which I haven’t prepared in 

advance. 
3.8933 1.14586 

Total 3.267685 1.219702 
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Looking into more details, the frequency varies between the indicators. Concerning test anxiety-related 

statements, which seem to be the most concerning factor among these secondary students, with the highest value 

belongs to the statement “I worry about the consequences of my poor English score” (M = 4.15). This result can be 

explained by the fact that the Vietnam education system still heavily focuses on exams and tests to assess students’ 

achievements and competencies (Trinh & Mai, 2019). That is why the results of tests at all levels put these students 

under such pressures. Data from the focus group interviews confirmed the finding by adding more responses 

regarding the pressure those students had to suffer from deriving from their parents’ complaints about grades and 

such a test-oriented education system.  

Regarding communication apprehension, a medium frequency was reported by the participants. They seemed to 

usually be unconfident and nervous when communicating in English with others, which is why they rejected the 

statements “I feel sure of myself when I speak English” (M = 2.23) and “I feel very self-conscious about speaking 

English in front of other students” (M = 2.34) and strongly agreed with other speaking-related statements in the 

survey, mostly with the mean values >3.0 (see Table 1). The interview data also revealed that these students were 

shy and reluctant when discussing with their peers or teachers. This finding aligns with other studies (Kagwesag, 

2012; Doiz et al., 2012; Flowerdew & Miller, 1992). 

In addition, students acknowledged the fear of making mistakes, which led to high mean values with the 

corresponding indicative items, such as “I start to panic when I have to speak without preparation in English classes” 

(M = 3.71) and “I get nervous when the English teacher asks questions which I haven’t prepared in advance” (M = 

3.89). Meanwhile, these informants still “sometimes” felt nervous about the English test even though they did prepare 

for it, with the mean of 3.3 for the statement “The more I study for an English test, the more confused I get”. This 

result is in line with those of Kagwesag, 2012; Al-Bakri, 2013; Horwitz and Horwitz (1986), who stated that “anxious 

students are afraid to make mistakes in foreign language learning” (p.130). 

Surprisingly, despite the frequency of anxiety in English classes, these students seemed not afraid to join the 

ranks. Most of the indicative statements were rated with the mean values just around 3.0, such as “I feel like not 

going to English classes” (mean = 2.42) or “When I am on my way to English class, I feel very sure and relaxed 

(mean = 3.41), almost falling into the level “usually”. The participants “sometimes” felt more pressured in English 

classes than in others, with the mean of 3.02. The result can be explained by the fact that the students were aware of 

the benefits EMI courses would bring them, and their participation in these courses was voluntary. Accordingly, they 

still wanted to participate in these classes despite their anxiety. Besides, the participants showed a sense of 

competition, demonstrated with the high values of means for the two indicative items namely “I feel that other 

students speak English better than I do” and “I keep thinking that other students are better at English than I am” with 

the means of 3.85 and 3.84 respectively. The student’s responses to the interview question “Which is more anxiety-

arousing to you: speaking English in front of your classmates or teachers? Why?” advocated this finding. 

As quantitatively reported, EMI students sometimes experienced anxiety in their English classroom. This 

preliminary finding then paved the path for the interviews and classroom observations. The interview responses and 

observation field notes revealed several factors leading to the need for more confidence and nervousness in 

communicating with EMI students. Figure 1 summarizes the responses. 

As shown in Figure 1, the fear of making mistakes is the most frequently met source of the students’ FLA. Lack 

of preparation is another common source of FLA among the low anxiety students (N = 13). Meanwhile, the high-

anxiety students (N = 12) emphasized their lack of understanding of the teacher’s requirements because their English 

competency was too limited. Fear of negative evaluation from teachers and peers were also mentioned with a 

relatively high frequency, N=12 for low-anxiety students and N = 10 for high-anxiety students). Most low anxiety 

interviewees reported that peer judgment was more concerning than the teacher’s judgment as the teacher could help 

them correct the mistakes. In contrast, their classmates usually laughed at them and caught them on even minor 

mistakes. On the other hand, the results from the high-anxiety students in this study show that they feared the 

teachers’ angriness more than their friends’ jeers. Data from the class observation notes indicated that the students 

with high anxiety frequency usually “sat quietly during group work or timorously participated in discussions by 

looking at her friend’s faces”.  
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Figure 1. EMI students’ sources of FLA 

4.2. Difference between FLA frequencies and genders 

To identify whether there was any significant difference between genders in their FLA frequencies, statistics from 

141 male and 159 female students were processed with Independent T-test. The analysis yielded no significant 

difference between the total scores of the two genders (Table 2). The female students in this study scored higher than 

their counterparts in most statements, but the difference was not significant enough to be considered. 

Table 2. The relationship between FLA frequencies and genders 

 
Levene’ Test for Equality of Variances 

F Sig. 

Equal variances assumed .881 .349 

Equal variances not assumed   

However, looking more closely at each statement score in the questionnaire, there are six items (see Table 3) that 

had its sig value under 0.05, meaning that the differences between the genders’ FLA perceptions in these statements 

were significant. 

Table 3. Results of Independent T-Test 

Statements Gender Mean F T Df 
Sig.  

(2-tailed) 

Q1: I feel sure of myself when I am speaking 

in English. 

Male 2.1135 4.051 -2.446 300 
.015 

Female 2.3648  -2.457 297.261 

Q7: I keep thinking that the other students 

are better at English than I am. 

Male 4.0284 11.493 2.725 300 
.006 

Female 3.6730  2.750 297.718 

Q20: I can feel my heart pounding when I 

am going to be called on in my English class. 

Male 3.8865 5.852 3.441 300 
.001 

Female 3.3774  3.466 298.000 

Q23: I feel that the other students speak 

English better than I do. 

Male 3.9929 4.186 2.095 300 
.036 

Female 3.7233  2.106 297.709 

Q31: I am afraid that the other students will 

laugh at me when I speak English. 

Male 3.7589 8.125 5.324 300  

.000 Female 2.9245  5.371 297.810 

Q32: I would probably feel comfortable 

around the native speakers of English. 

Male 3.7943 4.713 3.315 300 
.001 

Female 3.2956  3.342 297.924 

N=12 

N=13 

N=13 

N=10 

Fear of making mistakes 

Lack of ideas 

Lack of preparation 

Fear of peer/ teacher’s judgment 

Low anxiety 

students 

High anxiety 

students 

Lack of linguistic 

competence 

lack of understanding 

the teacher’s 
requirements peers’ 

suggestions 

Fear of making mistakes 

N=12 

N=12 

N=13 



VIETNAM JOURNAL OF EDUCATION 

 

 110  

 

As seen from Table 3, male participants demonstrated a higher level of anxiety than their counterparts, indicating 

that they were more anxious in these situations. In other words, the boys in this study had a heightened sense of 

competition as they were usually afraid of being beaten by their peers (Q7 & 23). Moreover, they rarely felt confident 

speaking English even though they seemed more comfortable with native speakers (M = 3.79). 

To deepen the above results, the follow-up interview responses were analysed. The data revealed that all the 

interviewees (N = 25) experienced foreign language anxiety to a greater or lesser degree. This qualitative data was 

in the same line as the above quantitative data. It seems that male students were more competitive than female 

students as they cared more about others’ judgments of their levels of English proficiency. In addition, the boys 

reported that they were at ease with native speakers as they could talk and use body language without being marked 

or judged on their mistakes. 

HAS2 reported:  

“When I speak to a native speaker, I can make mistakes, and they usually try to understand me; they have never 

laughed at me or uncomfortably corrected me, meanwhile with my Vietnamese teacher, I always feel nervous because 
I am afraid that they will get angry when I make mistakes, they are usually too good to know all types of mistakes I 

can make”. 

To sum up, no significant difference between males and females regarding foreign language anxiety was 

statistically reported. However, the former showed more anxiety in competitive situations and with familiar people. 

The results are consistent with Aida (1994); Dewaele (2007; 2013a); Dewaele et al. (2008); Matsuda & Gobel (2004); 

Piniel & Zolyomi (2022); Woodrow (2006). 

4.3. Relationship between FLCA levels and English scores 

Pearson correlation coefficient was used to analyse the quantitative statistics to identify any correlation between 

EMI students’ FLCA and their English grades. Accordingly, the results, which are provided in Table 4, indicated 

that there was a significant moderate negative relationship between the two compared variables. The correlation is at 

-3.61, p = .000 (< 001), suggesting that the higher anxiety levels students had, the lower their grades were. This 

finding is similar to previous studies (Li & Wu, 2004; Chen & Zhang, 2004). The statistical analysis is shown in the 

following table. 

Table 4. Correlation between EFL secondary students’ anxiety and English grades 

 Satisfaction Sig. 

EMI students’ 

anxiety levels and 

English grades 

Pearson Correlation 1 -.361** 

Sig. (2-tailed)  .000 

N 300 300 

Pearson Correlation -.361** 1 

Sig. (2-tailed) .000  

N 300 300 

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

To clarify the findings, the interview data were used to determine how the anxiety level affected EMI students’ 

English grades. Most interviewees mentioned the difficulty in taking tests as the significant reason for failure in the 

assessment tasks. The interviews helped reveal that those EMI students could not develop the appropriate ideas and 

responses to perform well on tests because of their limited receptive and productive vocabulary. The finding aligns 

with Phuong and Nguyen’s (2019) research results, in which many students admitted not understanding the questions 

asked in the assessment tasks, leading to unexpected results. This is also in accordance with Al Balushib and Rao 

(2014), Chang (2010), Galloway et al. (2020), Le (2015), and Zurmo and Qasem (2019), who all stated that EMI 

students would do better if they were assessed in their native tongue. 

5. CONCLUSION  

The study set out to explore the frequency of FLA among Vietnamese EMI students and sought answers to the 

questions if there is any relationship between FLA frequency and gender as well as English performances. Three 
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main findings were drawn from the study. First, the data analysis found that at a moderate level, foreign language 

anxiety did exist among the participating EMI students. Based on this finding and compared to Vietnamese students-

related studies, it can be concluded that Vietnamese EFL learners suffer from FLA to some extent during their 

learning process. Furthermore, students with different levels of FLA have different sources of anxiety. More 

specifically, FLA among the low-anxiety students usually results from non-linguistic factors, including fear of peers 

and teachers’ judgment, lack of preparation and lack of ideas to communicate. Meanwhile, the high-anxiety students 

often felt unconfident because of their limited English language proficiency. In addition, the study found that even 

though EMI students had some anxiety in learning EMI courses, they did not prevent themselves from going to 

English classes. Given the negative impacts of FLA on the learner as indicated in many previous studies, it is 

recommended that EMI teachers take this phenomenon seriously during their teaching process. They might need to 

integrate some FLA-diminishing strategies to motivate their students in their learning. Secondly, the result obtained 

from the study indicates that there is no statistically significant relationship between genders in terms of anxiety 

frequency. However, a closer look at the interviews reveals that male students are likely to be more anxious as they 

are more competitive. This finding is similar to the results of previous studies, which were conducted among students 

around the world. It can be concluded that gender is not a variable to be considered in EMI programs regardless of 

the geographical and cultural characteristics. Thirdly, similar to many previous studies, the examined EMI students 

still suffered from FLA, negatively impacting their English proficiency. The test anxiety was found to stem from 

limited English language competence, especially in terms of vocabulary. Hence, it is suggested that EMI curriculum 

designers should be aware of the existence of these sources of FLA, and more room should be included in the program 

to ensure that EMI students gain enough vocabulary size for confident learning. Besides, EMI teachers should focus 

more on scaffolding to support EMI students with vocabulary knowledge and integrating anxiety-reducing strategies 

into their teaching activities. Another suggestion is that L1 language should be taken as another language choice in 

the examination to ensure the reliability and variability in assessing EMI students’ performances. 

This study, like any other study, is not void of limitations. Firstly, the study’s findings are limited to 135 EMI 

students at three universities in Central Vietnam, which might only be considered representatives for some 

Vietnamese EMI students. Accordingly, it may only be generalised for some of their population. There is a need for 

further study to be conducted in different universities located in various geographical areas in Vietnam or a study 

that will be carried out in a university where students can represent the whole intended population. Evidence from 

these studies will be more compelling and robust. Secondly, the research tools used in this study might only partially 

cover some aspects of FLA’s impacts on EMI students. Therefore, any generalization of the results from this study 

should be made with caution. Further studies are suggested to collect data from classroom observations to fully 

understand how FLA affects EMI students in their learning process. Despite these limitations, the research has 

contributed to the related literature. It also offers some pedagogical implications for EMI teachers and learners, EMI 

curriculum designers and educators, and researchers interested in the field. 
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