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ABSTRACT 

 

 

 

While many second/foreign language studies have examined the relationship between 

language motivation and students‘ language performance, few have looked into second/foreign 

language learners‘ efficacy belief and its impact on their learning outcome. Additionally, the 

relationships among foreign language self-efficacy and other second/foreign language 

motivational variables have not been discussed in the English as a foreign language (EFL) 

literature.  

Conducted under the theoretical framework of Bandura‘s (1986) social cognitive theory, 

the present study examined the predictive power of English listening self-efficacy, English 

anxiety, and perceived value of English language and culture on EFL learners‘ English listening 

performance. The dominant sources of the EFL learners‘ English listening self-efficacy were also 

investigated.  

Two hundred and seventy-seven Taiwanese college students participated in this research 

by filling out English Listening Self-efficacy Questionnaires, which was composed of four self-

report measures—English Listening Self-efficacy Measure, English Listening Anxiety Measure, 

Perceived Value of English Language and Culture Measure, and Source of English Listening 

Self-efficacy Measure.  

Results of bivariate regression analysis and hierarchical multiple regression analysis 

showed that English listening self-efficacy was a stronger predictor of English listening 

performance than were English listening anxiety and perceived value of English language and 

culture. While English listening anxiety and perceived value of English language affected 

English listening performance, their impacts were determined by the learners‘ levels of English 

listening self-efficacy. Results of factor analysis and hierarchical multiple regression analysis 

revealed that Mastery Experience and Social Persuasion from teachers—in a form of evaluation 

to the students‘ English abilities—were the dominant sources of the students‘ self-appraisal of 

English listening abilities.  Implications of these findings for future research and EFL instruction 

are discussed. 
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CHAPTER I 

 

INTRODUCTION 

 

Overview 

  

 For students to learn they must first want to learn and believe that they can learn. That is, 

they must have not only the motivation to learn but also the confidence in performing given 

learning tasks.  According to Keller (1999), the primary indicator of motivation is ‗effort,‘ which 

is one of the most crucial influences on performance. Thus, one who is motivated is more likely 

to make more effort, which results in better performance. However, learners can be motivated for 

a variety of reasons, but make minimum effort in learning. One of the explanations of this 

phenomenon could be that the extent to which one makes an effort is influenced by some internal 

factors, such as his/her internal feeling of confidence (Keller, 1999). That is, learners, even 

though motivated by other reasons, may make minimum effort because they do not believe that 

they have the ability to accomplish the learning tasks. The motivational construct that is most 

related to learners‘ perception of their own abilities to learn or accomplish given learning tasks is 

self-efficacy, which is defined by social learning theorists as ―a sense of confidence regarding the 

performance of specific tasks‖ (Lorsbach & Jinks, 1999, p. 158). 

 Self-efficacy, as a motivational construct in Bandura‘s (1986, 1997) social cognitive 

theory, refers to beliefs about one‘s ability to perform a given task or behavior successfully. 

Bandura (1986) defined self-efficacy as ―people‘s judgment of their capabilities to organize and 

execute courses of action required to attain designated types of performance‖ (p. 391).  Factors 

such as the learners‘ past performance (Mastery Experience), experiences with others‘ 

performances (Vicarious Experience), persuasion from significant others (Social Persuasion), and 

physiological and emotional changes (Psycho-physiological State) can influence one‘s self-

efficacy judgments in a given context (Schunk, 1983). 

 Self-efficacy is an important motivational construct for learners in terms of their learning 

outcomes. Perceived self-efficacy may affect one‘s selection of activities (Bandura, 1986) and 

subsequent efforts put forth, as well as their persistence in accomplishing the given tasks 

involved in the activities (Bandura, 1977b, 1982; Schunk 1989b; Zimmerman, Bandura, & 
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Martinex-Pons, 1992). In addition, ―students with the same level of cognitive skill development 

vary in their intellectual performances depending on the strength of their perceived self-efficacy‖ 

(Zimmerman, 1995, p. 209). Thus, beliefs of personal efficacy are often a better predictor of 

success than actual abilities, skills, or knowledge (Schunk, 1991). When people judge themselves 

capable of handling certain tasks, they are more likely to be confidently involved in and perform 

the related activities. Conversely, when the task demand is judged to exceed their abilities, 

people tend to avoid performing the task and see it as threatening (Yang, 1999). That is, when a 

learner perceives him/herself as capable of accomplishing an assigned learning task, he/she is 

more likely to exert effort to engage in the task. Even when beset with difficulties during the 

task, learners who have a stronger sense of self-efficacy tend to make greater efforts to tackle 

challenges (Stipek, 1993). Conversely, when a learner perceives himself/herself to lack the ability 

needed to accomplish an assigned task, he/she is likely to avoid engaging in the task or pay 

minimum effort to it (Lorsbach & Jinks, 1999). In the same vein, low confidence in 

accomplishing foreign language learning tasks may influence the amount of effort put forth in the 

course of the learning process, which results in lower foreign language achievement.  Therefore, 

people‘s prior accomplishments or actual abilities are not always good predictors of their 

subsequent success because the beliefs they hold about their abilities influence their subsequent 

behaviors. That is, performance is generally better predicted by the self-efficacy belief one holds 

than by one‘s actual ability or prior attainment for ―self-perceptions of capability help determine 

what individuals do with the knowledge and skills they have‖ (Pajares, 1997, p. 3) 

 Although motivation has received much attention in second/foreign language research, 

most of the constructs investigated pertain to the ‗want to learn‘ aspect of motivation (for 

example, integrative motivation). Rarely has the ‗believe that I can learn and can perform the 

learning tasks‘ aspect of motivation (for example, language self-efficacy) been discussed. While 

numerous investigations in several academic domains have documented the powerful influence 

of students‘ perceived efficacy beliefs and academic potential over their academic behaviors and 

performance (Pajares & Schunk, 2002), the influence of foreign language learners‘ perceived 

self-efficacy on their foreign language performance remains unclear. Motivating this study was 

the need for research to determine what motivational variables can make an independent 

contribution to the prediction of foreign language performance by utilizing college level English 

as a foreign language learners in Taiwan. 
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   English as a Foreign Language in Taiwan 

 

 

Formal English Education 

Reading and writing are the focus of English instruction in the initial stage of learners‘ 

formal English education in Taiwan; listening skills, however, are often ignored. Students in 

Taiwan generally start their formal English language education at schools from the first year of 

junior high. Upon entering college, they have already had a minimum of six years of English 

education. However, during the initial stage of their formal English education, high school, 

―memorization, drill, and constant testing are the most common methods‖ (Chyu & Smith, 1991, 

p. 127) found in a language classroom where ―the teacher is the authority, providing translations 

of English texts, explanations of grammar rules, and analyses of the prescribed textbooks‖ (Yang 

1992, p. 9). The emphasis of instruction is placed on grammar and spelling rather than 

communicative skills, and, to a large degree, the instruction is delivered in Chinese. That is, 

reading and writing are the focus of language instruction, and speaking and listening are 

commonly ignored in the high school stage of formal English education in Taiwan.  

 The high school and college entrance examinations, which play a predominant role in 

Taiwan‘s educational system, to a large degree induce this teaching and learning climate. The 

examinations ―serve as the main filtering mechanism to determine who moves to each level of 

more advanced schooling‖ (Yang 1992, p. 7), including senior high school and college.  Given 

that the scores on tests taken in the entrance examinations are the basis of admission to higher 

education, language teachers in high schools are under pressure to focus their instruction mainly 

on preparing their students for the examinations; high school English learners also mainly study 

for the examinations. Since speaking and listening skills are not tested in either the college or the 

senior high school entrance examinations, they are often ignored. Most high schools do not even 

offer speaking or listening courses.  

 At the college level, however, the teaching and learning of English are geared toward 

communicative competency in all four skill areas, since there is no longer the pressure to teach 

and study for the entrance examinations. Speaking and listening skills are emphasized; related 

courses are offered and required for most freshmen or sophomores (or both) depending on the 

university. Most college English teachers deliver their instruction in either English or a mixture 

of both English and Chinese.  
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 Starting from the year 2001, formal English education has started as early as 5
th

 and 6
th

 

grades in elementary schools, which is two years earlier than before, through the second year in 

college.  However, as the participants of the current study are college freshmen in Fall, 2006, this 

educational reform implemented in 2001 does not affect the years of the formal English 

education the participant of the current study receive.   

English Environment 

 Taiwan is an English as a foreign language (EFL) environment where the dominant 

language in the society is Chinese. That is, English is not typically used for the purpose of 

everyday communication. Consequently, EFL learners in Taiwan rarely have the opportunity to 

use or receive auditory input of the target language because they are surrounded by their own 

native language—Chinese. This EFL environment is very different from the English as a second 

language (ESL) environment where English is typically utilized as the medium of everyday 

communication and learners are surrounded by auditory stimulation in the target language. The 

United States of America and Australia, for example, are ESL environments for English learners 

whose native language is not English.   

English Learners at the College Level 

Many Taiwanese college students perceive learning English as an important matter, not 

only because English courses are required to graduate with a Bachelor‘s degree from the 

university, but also because English is a required language skill in pursuing good jobs; however, 

many of them are only moderately successful in terms of their English proficiency.  In addition, 

affected by the grammar-focused instruction in high school, Taiwanese EFL learners at the 

college level find that they have a hard time understanding and communicating in English after 

six years of formal English education (Yang, 1992). As English is an international language and 

learning English is perceived as an educational investment which may lead to career 

advancement, many college students seek out private language institutions for further training in 

English. Training regarding listening skills, however, is not commonly accessible for it is rarely 

offered by private institutions.  Accordingly, listening skills are considered difficult to master by 

Taiwanese college students (Yang, 1992). 

According to a survey conducted by Yang (1999) of 505 Taiwanese college students, 88% 

of them ―associate the ability to speak English with better job opportunities,‖ and 78% of them 

―have the intention to speak English well with their interest in having American friends‖ (p. 
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523). The students also expressed that ―it is easier to read and write English than to speak and 

understand it‖ (Yang, 1999, p. 523).  That is, Taiwanese college students already have, as defined 

by social psychology, instrumental and integrative motivations—the former refers to the learners‘ 

desire for practical outcomes of second/foreign language learning such as advancing in the job 

markets, and the later refers to the learners‘ desire to assimilate themselves into the community 

of the target language. In addition, ―less than 10% of the college students felt that their English 

proficiency was good‖ and ―…students were discouraged at their language learning‖ (p. 116). 

Given that the socio-educational model, originally proposed by Gardner (1985, 1988), suggested 

a link between integrative motivation and second language proficiency, the English learning 

outcome of Taiwanese college students was still not satisfactory, particularly in terms of listening 

comprehension, which is seen as an important but difficult skill to master. 

   

Statement of the Problem and Theoretical Framework 
 

Motivation has long been a research area that has received much attention in second/foreign 

language research, and several language motivational variables have been identified (Gardner 

1985; Dörnyei, 1990).  However, the construct of perceived self-efficacy, which has been 

documented as a powerful motivational construct associated with academic performance in 

several academic areas and a mediator of several motivational constructs, has rarely been 

discussed in the field of second/foreign language acquisition. Rather, the most commonly 

discussed motivational constructs in the second/foreign language learning literature are 

instrumental and integrative aspects of motivation (Dörnyei, 1990; Gardner & Lambert, 1959, 

1972; Gardner & MacIntyre, 1992; Oxford, 1996; Spithill, 1980) and language anxiety (Horwitz, 

Horwitz, & Cope, 1986; MacIntyre, 1995; Macintyre & Gardner, 1991a; Macintyre & Gardner, 

1991b; Macintyre & Gardner, 1991c; Phillips, 1992; Saito & Samimy, 1996; Young, 1986). In 

spite of the attention that instrumental and integrative aspects of motivation have received, some 

second/foreign language researchers have questioned whether the socio-educational model 

proposed by Gardner (1985, 1988) could be applied to foreign language settings (Clément, 

Dörnyei, & Noels, 1994; Dörnyei, 1990, 1994a; Oxford & Shearin, 1994). Since university EFL 

classrooms in Taiwan will be used for data collection in the current study, they provide an 

example of such a foreign language setting and thus may address the extent to which Gardner's 

model applies to learners in this specific locale. In addition, in social cognitive theory (Bandura, 
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1986, 1997), the influences of both perceptions of value (i.e., perceived value of the target 

language and its culture) and academic anxiety on academic performance are seen as functions of 

self-efficacy beliefs.  

Bandura (1986) has suggested that perceptions of value, though found to be associated with 

academic performance and motivation (Eccles & Wigfield, 1995; Eccles, Wigfield, Harold, & 

Blumenfeld, 1993; also see Pajares, 1996), are not likely to independently predict behavior 

(performance) when controlling for self-efficacy beliefs due to the fact that self-efficacy 

judgments often partially determine the perceived value of activities. In addition, although 

research findings generally show that language anxiety negatively affects language learning and 

performance (Cassady & Johnson, 2002; Chen & Chang, 2004; Horwitz, 2001; MacIntyre, 1999) 

and that it is one of the primary predictors of second language acquisition (Horwitz, Horwitz, & 

Cope, 1986; MacIntyre & Gardner, 1989, 1991a, 1991b), in social cognitive theory (Bandura, 

1986, 1997), perceived efficacy plays a crucial role in the arousal of academic anxiety, as the 

extent to which individuals experience anxiety is greatly dependent on their perceived efficacy 

beliefs. When individuals have a weak sense of self-efficacy in dealing with potentially 

problematic situations, apprehensive thinking occurs, resulting in anxiety arousal. According to 

this view, the functions of instrumental/integrative motivation (perceived value of language and 

culture) and foreign language anxiety are mediated by the language learners‘ self-efficacy beliefs.  

That is, self-efficacy should remain as a factor to predict related academic performance when the 

effect of anxiety and perceived value are controlled; however, the effect of anxiety and perceived 

value of learning academic subjects should decrease or disappear when self-efficacy beliefs are 

controlled (Pajares & Valiante, 1997).  

Although numerous motivational studies have been conducted in the field of 

second/foreign language acquisition, little attention has been paid to the relationship among self-

efficacy, perceived language value and culture, anxiety, and foreign language performance. A 

study designed to examine the mediation role of the foreign language self-efficacy on perceived 

value of the foreign language and culture as well as foreign language anxiety is thus desired to 

clarify the interplay of these motivational variables on foreign language performance.  

In addition to the importance of examining the roles of perceived value, anxiety, and self-

efficacy on foreign language performance, a self-efficacy measure that conforms to Bandura‘s 

(1986, 1997, 2006) guidelines is desired in measuring foreign language self-efficacy. The degree 



 7  

 

to which a self-efficacy construct is appropriately defined and measured largely determines the 

accuracy of the prediction of the construct to its prediction target. Bong (2006) has cautioned 

self-efficacy researchers not to confuse self-efficacy with other constructs and to ensure the 

understanding in the task and context specific nature of self-efficacy as well as the 

correspondence between self-efficacy measures and the prediction target when creating self-

efficacy instruments. Unfortunately, among the very limited second/foreign language self-

efficacy research available, conceptual and methodological problems are often found (Mills, 

2004), which have produced confounded research findings. Self-efficacy scales that are assessing 

constructs other than self-efficacy, such as language aptitude or general self-confidence, run the 

risk of reaching faulty conclusions (Bong, 2006); this ‗pseudo‘ self-efficacy assessment has 

plagued the few existing second/foreign language self-efficacy investigations (e.g., Huang & 

Chang, 1998; Yang, 1999). Self-efficacy measures that fail to be task and context specific as well 

as to ensure correspondence between self-efficacy and its prediction target are also common 

problems found in second/foreign language self-efficacy research (see for example, Huang & 

Chuang, 1998; McCollum, 2003). Bandura (1997) has urged that ―self-efficacy beliefs should be 

measured in terms of particularized judgments of capability that may vary across realms of 

activity, different levels of tasks demands within a given activity domain, and under different 

situational circumstances‖ (p. 6).  Pajares (1996) has also stressed that self-efficacy scales need 

to be developed with reference to specific prediction targets that are compatible with the 

performance outcomes they are meant to predict. However, these cautions have often been 

ignored in second/foreign language self-efficacy research.  

In addition, no investigations on the relationship between second/foreign language self-

efficacy and second/foreign language performance have recognized the difference between self-

efficacy for learning and self-efficacy for performance. There is an inappropriate tendency for 

researchers to correlate students‘ self-efficacy for performance—collected from surveys 

administered at the beginning of a semester when the requisite skills in performing the criterion 

tasks are still poorly developed—with their subsequent performance accomplishment, or final 

grades, resulting in a positive but weak prediction (see for example, Mills, 2004; Shang, 2005). 

As self-efficacy for performance refers to perceived capabilities to perform given tasks when the 

learners are familiar with the requisite skills (Schunk, 1996), matching the beliefs with 

subsequent performance in explaining the effect of self-efficacy beliefs on learning outcomes 
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while the requisite skills for performance are still novel to the learners is thus problematic in that 

it provides no cues for students to judge their ability on performing the criterion tasks. Schunk 

(1996) called for attention to the difference between the two efficacy beliefs. Gore (2006) also 

stressed that although academic self-efficacy beliefs are a significant predictor of academic 

achievement, this relationship is dependent on when efficacy beliefs are measured and the types 

of efficacy beliefs measured. A study that utilizes a self-efficacy measure conformed to 

Bandura‘s (1986) guidelines and takes into account the appropriate timing and type of self-

efficacy measure thus is needed to accurately account for the influence of self-efficacy on foreign 

language performance.  

Furthermore, although considerable research has documented the positive relationship 

between self-efficacy beliefs and academic motivation and achievement, most of these studies 

have been restricted largely to the domain of mathematical problem-solving (e.g., Pajares & 

Graham, 1999; Pajares & Kranzler, 1995; Pajares & Miller, 1994). In addition, a large population 

of the students in these studies were low-achieving elementary school children from Western 

cultures (R. M. Klassen, 2004). Multon, Brown, and Lent‘s (1991) meta-analysis of self-efficacy 

research indicated that the relationship of self-efficacy to performance may vary across types of 

students and type of performance measure used.  A study designed to investigate the predictive 

power of self-efficacy beliefs on English as a foreign language achievement of Asian 

(Taiwanese) college level students regardless of their previous achievement levels is thus desired 

to validate the effects of self-efficacy beliefs on academic performance.  

Finally, despite the fact that Mastery Experience and Vicarious Experience were proposed 

by Bandura (1986) as the first and the second influential sources of individuals‘ self-efficacy 

information, and Social Persuasion and Physiological State as the third and fourth most 

influential sources, recent research has also showed that the selections and weighting of the 

sources of efficacy information in one‘s self-appraisal may differ across cultural contexts 

(Oettingen & Zosuls, 2006). Specifically, Social Persuasion in the form of teachers‘ evaluation 

on students‘ performance may be the dominant source of efficacy information for Asian students. 

As knowing students‘ major sources of self-efficacy may provide teachers with insights to 

increase students‘ strength of efficacy, the extent to which the predominant sources of students‘ 

efficacy information varies with Asian students merits investigation.  
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Purpose of the Study 

 

 
Although recent self-efficacy researchers distinguish self-efficacy for learning from self-

efficacy for performance, which will be detailed in Chapter 2, in Bandura‘s original writing 

(Bandura, 1977b; Bandura & Adams, 1977; Bandura, Adams, & Beyer, 1977), self-efficacy is 

referred to the performance of behaviors (self-efficacy for performance), which has been 

documented as a powerful factor that predicts academic achievement. In light of Bandura‘s self-

efficacy theory, the primary purpose of this study is to examine the influence of foreign language 

self-efficacy beliefs (i.e., self-efficacy for performing foreign language tasks) on foreign language 

learning outcomes (i.e., foreign language achievement). That is, the focus of the current study is 

to examine the effect of self-efficacy for performance on learners‘ subsequent performance. 

Specifically, this study seeks to determine, in the domain of English as a foreign language in 

Taiwan, if self-efficacy beliefs in English listening skills will make an independent contribution 

to the prediction of English listening performance when other second/foreign language 

motivational variables are controlled. Overall, this study seeks to extend prior research on foreign 

language motivation by looking into language learners‘ motivation from the theoretical 

framework of self-efficacy theory. The secondary purpose of this study is to examine the 

influence of the four sources of self-efficacy information proposed by Bandura (1986)— Mastery 

Experience, Vicarious Experience, Social Persuasion, and Psycho-physiological State—on 

Taiwanese Asian students‘ beliefs about their English abilities. Research (Oettingen, 1995; 

Oettingen & Zosuls, 2006) suggests that the selections and weighting of the source of efficacy 

information in collectivists‘ self-appraisals may differ from what are in individualists‘. Asian 

culture is an example of collectivist, as will be explained in Chapter 2, and the current study‘s 

focus, Taiwanese students, is an example of Asian collectivist students. Specifically, this study 

seeks to determine if the sources of efficacy information may differ as a function of cultural 

background. 

 The examination of self-efficacy for listening was chosen because, given its importance 

in the process of mastering a foreign language, listening is considered particularly difficult to 

master by Taiwanese college learners (Yang, 1992, 1999); however, it is often ignored by the 

second/foreign language research. For this reason, it deserves more research attention to shed 

light on factors that may contribute to successful learning outcomes.   
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To accomplish the two purposes of the study, this research will employ a quantitative 

methodology utilizing a survey instrument to elicit English as a foreign language learners‘ 

listening self-efficacy as well as sources of English listening self-efficacy information in a natural 

classroom setting. The prediction target—foreign languages learning outcome— 

will be the‘ students‘ third-to-fourth-quarter semester grades for their English listening course. 

Detailed descriptions will be provided in Chapter 3.  

 

      Research Questions 
 

 

Given that academic anxiety and perceived value of academic subjects/activities are, 

respectively, found to be associated with academic performance and motivation, Bandura (1986, 

1997) has argued that the functions of these two constructs are mediated by self-efficacy. 

According to this view, the functions of instrumental/integrative motivation (perceived value of 

language and culture) and foreign language anxiety are mediated by the language learners‘ self-

efficacy beliefs. That is, self-efficacy should remain as a factor to predict related academic 

performance when the effect of anxiety and perceived value are controlled; however, the effect of 

anxiety and perceived value of learning academic subjects should decrease or disappear when 

self-efficacy beliefs are controlled (Pajares & Valiante, 1997).  

To clarify the interplay between foreign language self-efficacy and foreign language 

anxiety as well as perceived value of a foreign language, and determine if the selections and 

weighting of the sources of efficacy information in one‘s self-appraisal may differ across cultural 

contexts, the current study seeks to answer the following four research questions. The potential 

relationship between the variables examined in each research question is depicted, respectively, 

in Figures 1 through 4, and the potential relationships among all the variables examined in the 

current study are depicted in Figure 5. 
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Research Question 1 

What is the relationship between English listening self-efficacy and English listening 

performance? Can English listening self-efficacy make an independent contribution to the 

prediction of English listening performance when English listening anxiety and perceived value 

of English language and culture are controlled?  

 

 

 

 

 

 

                             ? 

                     

 

Figure 1. The hypothesized relationship examined in Research Question 1. 

 

 

Research Question 2 

What is the relationship between English listening anxiety and English listening performance? 

Can English listening anxiety make an independent contribution to the prediction of English 

listening performance when English listening self-efficacy and perceived value of English 

language and culture are controlled?  

 

 

                                                  

 

                                                                            ? 

          

       

                                                                  

Figure 2. The hypothesized relationship examined in Research Question 2. 

English Listening Self-efficacy 

     (Independent Variable 1x ) 

English listening Anxiety 
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Perceived Value of English 

Language and Culture 
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English Listening Performance 
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English Listening Self-efficacy 

     (Independent Variable 1x ) 

English listening Anxiety 

  (Independent Variable 2x ) 

Perceived Value of English 

Language and Culture 

   (Independent Variable 3x  ) 

English Listening Performance 

     (Dependent Variable 1Y  ) 
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Research Question 3 

What is the relationship between perceived value of English language and culture and English 

listening performance? Can perceived value of English language and culture make an 

independent contribution to the prediction of English listening performance when English 

listening self-efficacy and English listening anxiety are controlled?  

 

  

 

                                                        

 

                                                                                                                   ? 

               

                                                                                                             

Figure 3. The hypothesized relationship examined in Research Question 3. 

 

 

 

Research Question 4 

Of the four sources of self-efficacy information, which is the dominant source of English 

listening self-efficacy information for college level learners in Taiwan? 

 

 

                  

 

                                                                                           ?                                              

                         ?                                                                                                                                        

                                                      ?                                                           

                                                                                                             ? 

                                                                               ?                                         

 

Figure 4. The hypothesized relationships examined in Research Question 4. 

English Listening Self-efficacy 

     (Independent Variable 1x )  

English listening Anxiety 

  (Independent Variable 2x ) 

Perceived Value of English 

Language and Culture 

   (Independent Variable 3x ) 

English Listening Performance 

     (Dependent Variable 1Y ) 

English Listening Self-efficacy 

     (Dependent Variable 2Y ) 

Mastery Experience     

(Independent Variable 1x ) 

Vicarious Experience     

(Independent Variable 2x ) 

     Social Persuasion     

(Independent Variable 3x ) 

  Psycho-physiological State     

(Independent Variable 4x ) 
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Figure 5. The hypothesized relationships among the variables examined in the current study. 

 

 

Note:  
1. Factors that affect  English listening performance 

 English listening Self-efficacy 

 English Listening Anxiety   

 Perceived English Language and Culture 

 

2. Four Major Sources of English listening self-efficacy Information 

 Psycho-physiological State 

 Social Persuasion 

 Vicarious Experience 

 Mastery Experience 
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Significance of the Study 
 

 

As mentioned in the statement of problem, the topic of self-efficacy has rarely been 

discussed in the second/foreign language literature neither for its predicting power over language 

performance nor its mediating role on the most commonly recognized second/foreign language 

motivational variables. In this manner, the current study will provide a wider theoretical scope 

and would be among the few that fill the gap in the literature of second/foreign language 

motivation. In addition, by utilizing a more sophisticated statistical procedures (i.e., multiple 

regression and factor analysis) to evaluate the predictive power of self-efficacy and documented 

second/foreign language motivational variables to language performance, this study will also 

carry a stronger methodological rigor than the most commonly utilized basic correlational studies 

found in second/foreign language motivational research. This will be detailed in the literature 

review section in Chapter 2 and in the methods and procedures described in Chapter 3. 

In addition, by investigating the sources of Asian foreign language learners‘ efficacy 

information, the study will contribute to the understanding of the dominant source of efficacy 

information for Asian language learners, which may provide language teachers with insights to 

increase Asian students‘ strength of efficacy, which will ultimately contribute to their successful 

language performance. In this fashion, the study will benefit foreign language acquisition for 

pedagogical purposes.  

 

     Definition of Terms 
 

 

The following terminologies are partially adapted from the existing literature and 

motivational studies to reflect the specific focus of the current study.   

1. English listening self-efficacy is operationalized as the students‘ perceived abilities 

to perform various English listening tasks commonly assigned in their English 

listening class and assessments. This terminology is adapted from both Bandura‘s 

(1986, 1997) definition of self-efficacy and Mills‘ (2004) definition of French 

listening self-efficacy. They are modified for the specific purpose and setting of the 

current study. An example of an item measuring English listening self-efficacy is 
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―How sure you are that you can listen to and understand the main ideas of a daily 

conversation about personal topics between two English speakers? ‖ 

2. English listening anxiety is operationalized as the apprehension experienced or 

anticipated when pertaining to the use of English listening skills. This terminology 

is adopted from both Bandura‘s (1986) definition of anxiety and Horwitz, Horwitz 

and Cope‘s (1986) definition of foreign language anxiety. They are modified for the 

specific purpose and setting of the current study. An example of an item measuring 

English listening anxiety is ―I get a sinking feeling when I think of trying to 

complete a difficult listening comprehension exercise.‖ 

3. Perceived value of English language and culture is operationalized as one‘s 

perception of the importance, interest, and enjoyment involved in learning about the 

English language and its culture. This terminology is adapted from Mills (2004), 

and modified for the specific purpose and setting of the current study. An example 

of an item measuring perceived importance of learning English is ―It is important to 

me to get good grades on English language tests.‖ An example of an item measuring 

perceived interest in learning about the English language is ―Learning the English 

language is interesting for me.‖ An example of an item measuring perceived 

enjoyment in learning English culture is ―Learning about English-speaking cultures 

and traditions is a lot of fun.‖  

4. Listening performance is operationalized as the students‘ fourth-quarter semester 

grades for their English listening course. 

5. Foreign language refers to a language which is not only non-native to the learners 

but also not typically utilized as the medium of daily communication within the 

culture where the learners live in. For example, English would be a foreign language 

for English language learners in Japan.  

6. Second language refers to a language, which is not native to the learners but is 

typically utilized as the medium of everyday communication within the culture 

where the learners live in.  For example, English would be a second language to a 

Chinese immigrant in the United States. 
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Limitations of the Study 

 

 
Although the current study seeks to provide an explanation of foreign language learning 

outcome, which is defined in the current study as the students‘ listening performance, the 

explanatory power may be limited due to the number of independent variables included in the 

study.  However, given that factors that are associated with language learning outcome are 

numerous including more than just motivational variables (e.g., the learners‘ language aptitude 

and family background, teachers‘ instruction, etc.), this limitation seems to be unavoidable. To 

compromise the feasibility of including all factors that are associated with language learning 

outcome, the present study limits its scope by looking at the most immediate and direct 

motivational influences on learning outcomes.  

 In addition, the current study is subject to a threat to external validity by limiting the 

selection of participants to only one university in Taiwan. For this reason, the findings of the 

current study may not be generalized to other populations. However, to ensure the 

correspondence of the self-efficacy measure to its prediction target, which is a criteria of an 

accurate prediction of self-efficacy to its prediction performance, this limitation in 

generalizibility seems to be unavoidable as well. The detailed explanation of this limitation is 

provided in Chapter 3 under the methodological limitations section. 

   

Organization of the Study 

 
 In this chapter, an overview of the theoretical background of the study and  an description 

of English education in Taiwan, which provides the participants‘ educational background, was 

provided.  This was followed by the identification of the gaps in the second/foreign language 

motivational research. The purpose, research questions, possible contribution, and limitation of 

the study have been provided as well. 

 Chapter 2 provides the theoretical framework of the study as well as a detailed discussion 

regarding the related motivational variables under study. The gaps the current study seeks to fill 

are also mentioned. Chapter 3 explains the methodological aspect of the study, which includes 

the setting and participants, instrument utilized, and the methodological procedure. At the end of 

this chapter, a discussion of methodological limitation is also provided. Chapter 4 reports the 

results of the statistical data analysis in answering research questions of the current study. A 
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discussion of the data analysis and results associated with each research question is also provided. 

Chapter 5, which is the last chapter, presents implications drawn from the findings of the current 

study, followed by an overall conclusion and suggestions for future study.   
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     CHAPTER II 

 

       LITERATURE REVIEW 

 

 

Divided into three sections, this chapter will provide a detailed discussion of the literature 

related to the current study: self-efficacy and second/foreign language acquisition as well as 

Asian language learners‘ major sources of efficacy information. The first section provides an 

overview of the study‘s theoretical framework—Bandura‘s theory of self-efficacy in his social 

cognitive theory. In addition, the distinction between self-efficacy for learning and self-efficacy 

for performance, cultural impact on learner‘ self-efficacy, and self-efficacy and academic 

achievement are discussed. The second section reviews motivational research in the field of 

second/foreign language acquisition. The third section connects the motivational construct, self-

efficacy, and second/foreign language acquisition by examining the relationships between self-

efficacy and language acquisition, self-efficacy and listening comprehension, and self-efficacy 

and other language motivational constructs. As self-efficacy is theorized by Bandura (1986) in 

his social cognitive theory as a motivational belief operated under the influence of a self-system 

individuals possess, it is necessary to briefly discuss motivation and Bandura‘s social cognitive 

theory before beginning the first section of this chapter. 

Motivation has long been an area that receives much attention in educational research. 

While the behavioral theory posits that motivation comes from the external or environmental 

stimuli, in the cognitive view, motivation operates under a person‘s thought. Social cognitive 

theory proposed by Bandura (1986), further, emphasized that ―people are neither driven by inner 

forces nor automatically shaped and controlled by external stimuli‖ (p. 18).  Rather, human 

functioning is explained by the operation of three aspects of the determinant that interact with 

each other.  

 Central to Bandura‘s (1986) social cognitive theory is the notions that an individual‘s 

behavior is determined by a ―triadic reciprocality‖ (p. 25), or the interaction among personal, 

behavioral, and environmental influences. Moreover, ―what people think, believe, and feel‖ 

readily ―affects how they behave‖ (p. 25). Individuals hold a self system which makes it possible 

for them to exercise control over their thoughts, feelings, motivation, and actions (Pajares, 1997). 

Through this self system, people interpret the results of their performance attainments. This 
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interpretation impacts their environments as well as their self-beliefs, which, in turn, affects their 

subsequent behaviors. Individuals are thereby both the ―products‖ and ―producers of their own 

environments‖ and ―social systems‖ (Pajares, 1997, p. 3) within the interpretation of behavioral 

consequences forming expectations of future behaviors. According to this view, human behaviors 

are under the influence of the beliefs people have about themselves, as these beliefs are the major 

driving forces that control the operation of human behaviors. This is described in the literature as 

―the nature of human agency‖ (Bandura, 1997, p. 3)  

 

    Self-Efficacy Theory 
 

Self-efficacy is a major component of Bandura‘s (1986) social cognitive theory in that it 

serves as a primary determinant of individuals‘ motivation to act. In explaining the function of 

self-efficacy beliefs in the nature of human agency, social learning theorist, Bandura (1997), 

stated that  

People make causal contributions to their own psychosocial functioning through 

mechanisms of personal agency. Among the mechanisms of agency, none is more central 

or pervasive than beliefs of personal efficacy. Unless people believe they can produce 

desired effects by their actions, they have little incentive to act. Efficacy belief, therefore, 

is a major basis of action. People guide their lives by their beliefs of personal 

efficacy…[That is,] beliefs of personal efficacy constitute the key factor of human agency. 

If people believe they have no power to produce results, they will not attempt to make 

things happen. (pp. 2-3) 

Accordingly, self-efficacy beliefs exercise a great influence on people‘s psychological motive 

under their actions.   

Properties of Self-Efficacy 

 Self-efficacy is defined by Bandura (1986) as ―people‘s judgment of their capabilities to 

organize and execute courses of action required to attain designated types of performance. It is 

concerned not with the skills one has but with the judgments of what one can do with whatever 

skills one possesses‖ (p. 391). Delcourt and Kinzie (1993) noted that ―perceived self-efficacy 

reflects an individual‘s confidence in his or her ability to perform the behavior required to 

produce specific outcomes‖ (p. 36). Self-efficacy, therefore, refers to the judgments of what one 

can do with whatever skills one has rather than the judgments of the skills themselves (Bandura, 
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1997). That is, beliefs of personal efficacy rely on what one believes may be accomplished given 

the personal skills one possesses rather than on one‘s actual abilities. Consider two English-as-a-

foreign-language students who possess similar levels of English listening comprehension skills; 

depending on how these two students judge their abilities to perform the task, they may or may 

not express a similar strength of certitude for accomplishing a particular listening task. In the 

same line of thought, even though they have similar perceptions of efficacy, it does not mean 

they are equally competent in their English listening skills. Therefore, one‘s self-efficacy belief is 

distinguished from the skill one possesses, and though influenced by acquisition of skills, self-

efficacy beliefs are not merely a reflection of them. So, self-efficacy operates partially 

independently of underlying skills.  

In addition, self-efficacy is situation and task specific. It refers to specific judgments of 

specific situations (Bandura, Barbaranelli, Caprara, & Pastorelli, 1996; Bong, 1997, 2006; 

Pajares, 1997). Bandura (1983) pointed out that a salient difference exists between possessing 

skills and being able to use them well in various circumstances. Because of these distinct 

properties of self-efficacy beliefs, different people with similar skills, or the same person on 

different occasions, may perform differently.  

Self-efficacy differs from general perception of academic confidence. It is closely linked 

to perceptions of competence, but unlike global perceptions that apply to many situations that do 

not necessarily specify what the certainty is about, self-efficacy refers to specific judgments in 

specific situations (Bandura, Barbaranelli, Caprara, & Pastorelli, 1996; Bong, 1997). Evidence 

shows that self-efficacy is a more powerful predictor of academic performance than more general 

perceptions of academic competence (Pajares, 1996; Pajares, & Miller, 1994; Pajares, Miller, & 

Johnson, 1999).   

Source of Self-efficacy Information 

According to Bandura (1995), one‘s perceived efficacy can be developed by four main 

forms of influence: mastery experiences, vicarious experiences, social persuasion, and 

physiological and emotional state. The interpreted result of these four main sources of self-

efficacy information provides the basis of people‘s self-efficacy judgment.  

The most effective way of creating a strong sense of efficacy, according to Bandura 

(1997), is through mastery experiences, the interpreted result of one‘s previous purposive 

performance, because they provide the most authentic evidence of whether one can have 
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whatever it takes to succeed. Individuals develop the beliefs of their capability through self-

appraisal from their previous performances which may be interpreted in either direction. Positive 

interpretations of purposive performance, or successful performance, strengthen one‘s sense of 

self-efficacy, but negative interpretations undermine personal efficacy. When this sense of 

efficacy beliefs is strong, it contributes to one‘s expectation of success in his or her subsequent 

performance on the similar tasks. Mastery experiences, thus, provide the base of one‘s self-

efficacy appraisal and prediction of future success. That is, in the academic context, the learners‘ 

own previous successes at a task are the most influential source of self-efficacy beliefs.  

Mastery experiences are not the only source of people‘s self-appraisal. Efficacy appraisals 

are also under the influence of vicarious experience, which means seeing the effect produced by 

comparable peers. This source of efficacy information is not as strong as the interpreted result of 

previous performance, but in the case of having limited similar experiences or being unclear 

about their capabilities in performing similar tasks, people are more susceptible to its effect. 

Seeing people comparable to themselves succeed fosters observers‘ beliefs that they, too, may 

have similar abilities to successfully perform similar tasks. While vicarious experience can 

strengthen one‘s perception of competence when observing the successes of comparable peers, 

observation of peer failure can undermine beliefs in one‘s ability to succeed. Information 

obtained from modeling thus gives reference to people‘s own capabilities. Therefore, peer 

modeling is another effective tool that affects one‘s sense of personal efficacy.  

People also create and develop efficacy beliefs from social persuasion, or verbal 

judgment provided from others about one‘s capabilities. Social persuasion, though a weaker 

source of efficacy information in comparison to mastery or vicarious experiences, may offer 

additional ways of enhancing people‘s beliefs that they have what it takes to succeed. Bandura 

(1997) states that although social persuasion itself alone may not create enduring increases in 

efficacy perception, ―it is easier to sustain a sense of efficacy, especially when struggling with 

difficulties, if significant others express faith in one‘s capabilities than if they convey doubts‖ (p. 

101). Positive verbal messages, such as performance feedback or encouragement, can often be a 

great source of efficacy information as they give information about one‘s competence, resulting 

in self-affirming beliefs that lead to success. Negative feedback, on the contrary, can lower one‘s 

perception of competence and prohibit the development of efficacy belief. Positive 

encouragement, however, must be given within realistic boundaries, which must be distinguished 
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from false praise. Informative feedbacks focused on achieved progress, for example, would be a 

realistic positive verbal message. An inflated compliment not based on performance 

achievement, however, would be easily taken as a false praise. According to Bandura (1986), it is 

usually easier to defeat one‘s efficacy beliefs through negative persuasions than to strengthen 

them through positive encouragement. 

 Finally, people also rely partially on their physiological and emotional states in judging 

their capabilities. Factors like fatigue, aches, mood, anxiety, and stress all have an impact on 

people‘s judgments of their personal efficacy. According to Bandura (1997), high emotional 

arousal can undermine performance and people are more likely to expect success when they are 

not troubled by aversive arousal than when they are tense and emotionally agitated. Hence, 

during task performance, people‘s judgment of their personal efficacy is influenced by their 

emotional state which either contributes to strengthened beliefs of success or to an expectation of 

failure. A relaxed physical condition and positive emotions lead to efficacious beliefs resulting in 

the expectation of successful performance. Conversely, an elevated emotional state or high 

anxiety can debilitate performance.  

  In the process of forming one‘s efficacy beliefs, people select, integrate, interpret, and 

recollect information that influences judgments of self-efficacy rather than just directly 

translating these four major sources of efficacy information into one‘s judgment of competence. 

Self-efficacy beliefs are established through cognitive evaluation of efficacy relevant information 

which then influences subsequence performance.  

The Influence of Self-Efficacy on Performance 

Often, a person‘s judgment about his or her abilities to perform given tasks, self-efficacy 

belief, is a better predictor of success than one‘s actual abilities because self-efficacy belief is a 

critical determent of behaviors (Bandura, 1977a, 1982, 1993, 1995, 1997; Pajares, 1997; Schunk, 

1989b; Zimmerman, 1995). Such beliefs influence one‘s choice of activities (Bandura, 1986), 

effort put forth (Salomon, 1984), and persistence in accomplishing a task when in face of 

difficulties (Bandura, 1977b, 1982; Schunk 1989a; Zimmerman, Bandura, & Martinez-Pons, 

1992). According to Bandura (1986), people tend to become confidently involved in and perform 

activities that they judge themselves capable of managing, but tend to avoid those threatening 

situations they believe exceed their skill and ability.  In learning settings, thus, a learner is more 

likely to exert effort to engage in an assigned learning task when he or she sees him- or herself 
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capable of accomplishing it. Even in the face of difficulties, people who have a stronger sense of 

self-efficacy tend to make greater efforts to tackle challenges. Conversely, a learner is likely to 

avoid engaging in the task or put forth minimum effort to it when he or she perceives him- or 

herself lacking the ability required to accomplish the task. This, in turn, leads to lower success 

resulting in even lower self-efficacy. As Schunk (1983) pointed out, ―a heightened sense of 

efficacy sustains task involvement …and… lower percepts of efficacy lead to less persistence 

and lower achievement‖ (p. 92). When a learner‘s self-efficacy is in a positive direction, there is 

a greater likelihood of high levels of effort, and the amount of effort made has great influence on 

a learner‘s performance outcome.  

Several studies have consistently demonstrated that when at the same level of cognitive 

skill development, students‘ intellectual performance can vary depending on the magnitude of 

their personal efficacy beliefs (see for example, Berry 1987; Schunk, 1981, 1989a).  Therefore, 

people‘s prior accomplishments or actual abilities are not always good predictors of their 

subsequent success because the beliefs they hold about their abilities influence their subsequent 

behaviors (Pajares, 1997). The self-efficacy concept plays a significant role in influencing a 

learner‘s performance in effort and learning outcomes. For this reason, performance is generally 

better predicted by the self-efficacy belief one holds than by one‘s actual ability or prior 

attainment.  

However, as Pajares (1997) stated, although self-efficacy beliefs rather than one‘s actual 

ability are often a better predictor of subsequent success,  

This does not mean that people can accomplish tasks beyond their abilities just because 

they believe they can, for competent functioning requires harmony between self-beliefs 

on the one hand and possessed skills and knowledge on the other. Rather, it means that 

self-perceptions of capability help determine what individuals do with the knowledge and 

skills they have. More important, self-efficacy beliefs are critical determinants of how 

well knowledge and skill are acquired in the first place. (p. 3) 

Accordingly, though people can not perform given tasks when lacking the requisite skills, the 

efficacy beliefs they hold about themselves exert a powerful influence on their behaviors, which, 

in turn, impacts the extent to which they can be successful in both acquiring the skills needed and 

using them in subsequent performance.  Moreover, self-efficacy beliefs are related to not only the 
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performance of previously learned skills (i.e., how people utilize acquired knowledge) but also to 

the acquisition of new skills (i.e., the extent to which people can obtain new knowledge).  

Self-Efficacy for Learning and Self-Efficacy for Performance 

 In Bandura‘s original writings (Bandura, 1977b; Bandura & Adams, 1977; Bandura, 

Adams, & Beyer, 1977), self-efficacy is referred to as the performance of behaviors. Given that 

efficacy beliefs have been related to the acquisition of new skills and to the performance of 

previously learned skills, self-efficacy researchers have begun to distinguish self-efficacy for 

learning from self-efficacy for performance (Bong, 2006; Bong & Skaalvik, 2003, Schunk, 

1989a, 1996; Schunk, Hanson, & Cox, 1987; Zimmerman et al., 1992; Zimmerman & Kitsantas, 

2005).  Self-efficacy for learning refers to beliefs about using self-regulatory processes to learn 

(Zimmerman & Kitsantas, 2005). It operates in settings involving learning when one has not yet 

acquired the skills needed to perform a novel task (Schunk, 1996). According to Schunk (1996), 

at this level, learners‘ self-efficacy for self-regulation can better predict one‘s performance on 

learning tasks because one is not aware of which skills will be required nor has one obtained the 

required skills. Thus judgments of competence are not based on perceived skills related to the 

tasks, but on perceived self-regulatory skills and strategies generalized to the novel task. One‘s 

self-efficacy for performing learning tasks, therefore, is drawn upon his or her self-efficacy for 

self-regulation for learning.  

Self-efficacy for performance operates in settings requiring the performance of previously 

learned behaviors. It refers to beliefs about ability to perform learned skills (Schunk, 1996).  At 

this level, learners are familiar with the requisite skills to perform a given task. Self-efficacy for 

performance can better predict performance than one‘s actual skill does because self-efficacy for 

performance may vary not depending on one‘s actual skill but rather depending on perceived 

ability to deal with anxiety, difficulties, and so forth (Schunk, 1996). Accordingly, self-efficacy 

for learning refers to one‘s belief in his or her ability to learn novel skills. This belief is drawn 

from one‘s self-efficacy for self-regulatory learning strategies. Self-efficacy for performance 

refers to one‘s belief in his or her ability in performing a given task with whatever skills obtained, 

and this belief, rather than the skills obtained, is often a better predictor of one‘s actual 

performance on the task. 

 While self-efficacy for performance is a significant predictor of academic achievement 

(Pajares & Miller, 1995; Pajares, Miller, & Johnson, 1999; Pajares & Valiante, 1997), self-
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efficacy for learning is critical in academic settings. Previous research has demonstrated the 

positive effect of self-efficacy for learning on subsequent self-efficacy for performance and 

actual achievement (Mills, 2004; Schunk & Hanson, 1985; Schunk, Hanson, & Cox, 1987; 

Zimmerman et al., 1992). Self-efficacy for learning, thus, is highly relevant to schooling. 

 Given that self-efficacy beliefs relate not only to performance of previously learned skills 

but also to the acquisition of new skills, recognizing the distinction between self-efficacy for 

learning and for performance is necessary for an accurate explanation of the beliefs‘ effects on 

academic achievement. Self-efficacy beliefs help to determine the appropriate type and timing of 

self-efficacy measures administered, which, in turn, increases the accuracy in accounting for 

academic achievement (Gore, 2006).  As noted earlier, self-efficacy for performance refers to 

perceived capabilities to perform given tasks when the learners are familiar with the requisite 

skills (Schunk, 1996). Matching the beliefs with subsequent performance in explaining the effect 

of self-efficacy beliefs on learning outcomes while the requisite skills for performance are still 

novel to the learners is thus problematic. Bandura (1986) indicated that because the integration 

and application of actual skills is under the influence of one‘s self-efficacy for performance, as 

component skills are mastered, the influence of self-efficacy on performance increases. That is, 

the influence of self-efficacy for performance is more salient on skillful learners than on learners 

of novel skills.  Schunk (1996) also pointed out that while ―…students possess little or no skill, 

self-efficacy for performing behavior is a meaningless index [for learning outcome] because it is 

at or near zero‖ (p. 11). In this sense, self-efficacy for performance should be used to explain 

subsequent performance when the requisite skills are developed.   

 Previous studies (e.g., Carmichael & Taylor, 2005; Mills, 2004; Schunk 1989b, 1995; 

Shang, 2005) show that pretest self-efficacy, which measures students‘ self-efficacy for 

performance before the target skills are acquired, is typically a poor predictor of learning 

achievement. Better prediction is reported in measures of self-efficacy for learning, which relates 

positively with self-efficacy for performance, which in turn correlates positively with learning 

outcomes. In the case of Mills‘ (2004) study, an investigation of self-efficacy and foreign 

language learners, the self-efficacy measure was administered at the beginning of a semester 

when the subjects, college students, had not yet acquired the required skills to perform target 

tasks. The results showed that the subjects‘ grade self-efficacy (defined as the subjects‘ 

confidence in getting a certain grade level as the final grade of the semester) did not predict the 
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actual final grade so well as self-efficacy for self-regulation (self-efficacy for learning) did. 

Although the researcher did not define ‗grade self-efficacy‘ as ‗self-efficacy for performance,‘ 

given that the criterial tasks measured at the end of the semester involved performance of French 

reading and writing skills, ‗grade self-efficacy‘ is in essence ‘self-efficacy for performance.‘ 

Schunk (1997) stated that although self-efficacy beliefs can powerfully influence people‘s 

behaviors which is often better predicted by these beliefs than by previous performance 

attainments, ―[t]his does not mean people can accomplish tasks beyond their capabilities simply 

by believing that they can, for competent functioning requires harmony between self-beliefs on 

the one hand and possessed skills and knowledge on the other‖ (p. 3). Carmichael and Taylor 

(2005) also pointed out that students are able to self-appraise their abilities more precisely when 

they have fair knowledge about the material on which they base this judgment because the 

judgment is based, partially, on their current level of knowledge and skills. Since at the initial 

stage of learning novel skills, the required skills needed to perform related tasks are either not yet 

obtained or poorly developed, one‘s self-efficacy for performance—that is, believed ability for 

performing a certain task—thus is subject to weak prediction for subsequent performance. 

Schunk (1996) cautions self-efficacy researchers that ―the prediction of pretest self-efficacy 

[using self-efficacy for performance as the measurement] is inadequate because students lack 

skill and judge efficacy low. When skill is lacking, no amount of self-efficacy will produce a 

competent performance. This is often the case involving learning‖ (p. 12). Accordingly, in the 

investigation of self-efficacy beliefs and academic achievement, self-efficacy for performance is 

appropriate in predicting or explaining subsequent performance when the students are familiar 

with the requisite skills for performing the criterial tasks being measured. Self-efficacy for 

learning, as it refers to beliefs about using self-regulatory processes to learn (Zimmerman & 

Kitsantas, 2005, p. 398), however, is an appropriate measure when learners are still at the initial 

stage of developing new skills, and it can be assessed by having students judge their abilities to 

use self-regulatory strategies for learning (Bong, 2006; Schunk, 1996; Zimmerman & Bandura, 

1994; Zimmerman et al., 1992; Zimmerman & Kitsantas, 2005). As school activities comprise 

not only performance of learned skills but also learning of novice skills, in investigating the 

effect of self-efficacy beliefs on academic achievement, the appropriate type and timing of self-

efficacy measures which tap the students‘ development of cognitive skills is desired. 

As a growing body of literature began to support the relationship between students' self-
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efficacy beliefs for academic tasks and their academic performance, a meta-analysis conducted 

by Multon, Brown, and Lent (1991) showed that the majority of studies focused on explaining 

the effects of self-efficacy beliefs on students‘ learning outcomes.  In general, very few studies in 

this area have recognized the difference between self-efficacy for learning and self-efficacy for 

performance (see for example, Schunk, 1989a, 1996; Schunk, Hanson, & Cox, 1987; 

Zimmerman & Bandura, 1994; Zimmerman et al., 1992). There is an inappropriate tendency for 

researchers to correlate students‘ self-efficacy for performance—collected from surveys 

administered when the requisite skills in performing the criterion tasks are still poorly 

developed—with their subsequent performance accomplishment, or final grades, resulting in a 

positive but weak prediction (Carmichael & Taylor, 2005; Mills, 2004; Shang, 2005).  Schunk 

(1996) called for attention to the difference between the two efficacy beliefs and cautioned 

researchers that matching self-efficacy for performance collected when the students bear no same 

or similar experience in performing the criterion tasks measured is inadequate in that it provides 

no cues for students to judge their ability on performing the criterion tasks. Gore (2006) also 

pointed out that academic self-efficacy beliefs are a significant predictor of academic 

achievement but that this relationship is dependent on when efficacy beliefs are measured and the 

types of efficacy beliefs measured. To accurately account for academic achievement, the 

appropriate timing and type of self-efficacy measure should be taken into consideration. Hence, 

in the current investigation, the researcher will acknowledge the importance of timing and type of 

self-efficacy measure in relation to the accuracy of prediction by administering a self-efficacy for 

performance survey during the third quarter of a new semester when the participants of the study 

are more skillful learners of the target skills measured.  

Cultural Impact on Learner Self-Efficacy 

 Despite the findings of the effects of self-efficacy beliefs on learner achievement, an 

increasing body of research has also documented the role that culture plays in mediating both the 

mean levels of self-efficacy and the weighting of the sources of self-efficacy appraisal. Research 

suggests that students raised in Asian cultures, though having more successful mastery 

experience, are found having weaker academic self-efficacy than do students raised in Western 

cultures (Eaton & Dembo, 1997; Oettingen, 1995; Salili, Chiu, & Lai, 2001). These phenomenon 

are due to culturally shaped schooling such as performance feedback focusing on weakness, 

highlight on hard work and effort rather than ability, and setting higher standards for success, 
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which are the common Asian school characteristics. Moreover, this culturally shaped schooling 

affects Asian students‘ selecting and weighting of efficacy sources (Oettingen & Zosuls, 2006).  

As noted earlier, efficacy information is conveyed through interpreted performance 

attainments, vicarious experiences, social persuasion, and physiological indexes, with 

performance attainment the most and vicarious experiences the second most influential sources 

of efficacy information (Bandura, 1986). However, the selections and weighting of the source of 

efficacy information in one‘s self-appraisal may differ across cultural contexts (Oettingen & 

Zosuls, 2006). Although Bandura (1986) noted that actual performance provides the most 

reliable source of self-appraisal, he also explained that ―[s]elf appraisals are…partly based on the 

opinions of others who presumably possess evaluative competence‖ (p. 405). In addition, in his 

earlier work (Bandura, 1981), he mentioned that efficacy appraisals should be broadly construed 

in terms of inferential processes that take into account the respective contributions of many 

factors (such as self-perception of ability, task difficulty, and so forth) rather than narrowly 

confined to performance attainment. Self-perceptions of ability, for example, are powerfully 

influenced by social persuasion for people from collective cultures in which self-appraisals are 

greatly dependent on the evaluation of significant in-group members (Oettingen, 1995). Cultural 

background, thus, may play a crucial role in the utilization of the sources of efficacy information 

in one‘s self-appraisal. 

 Hofstede‘s (1980, 1991) research findings can best illustrate how cultural background 

could potentially affect the utilization of the sources of efficacy information in one‘s self-

appraisal. In his cross-cultural research, the researcher identified four dimensions of cultural 

differences—power distance (from small to large), collectivism vs. individualism, femininity vs. 

masculinity, and uncertainty avoidance (from weak to strong)—in people from more than 40 

countries. Among the four dimensions of cultural differences, power distance (from small to 

large) and collectivism vs. individualism are most relevant to illustrate the differences in 

schooling between Asian and Western cultures.   

 According to Hofstede (1980, 1991), members of large power distance cultures (i.e., 

Chinese culture) generally accept inequality in power among people. Members of small power 

distance cultures (i.e., American culture) value a more equal distribution of power. In a school 

setting, this cultural difference is reflected in both classroom interaction and expected roles 

played by students and teachers. In the large power distance situation, students are taught to obey 



 29  

 

and respect their teachers. They do not speak up in class unless they are asked to; teachers are not 

challenged or criticized in public and they are treated with respect even outside the school. 

Education is teacher centered; ―teachers outline the intellectual paths to be followed‖ (Hofstede, 

1991, p. 34), and students expect teachers to be the knowledge holders who control the 

educational activities. ―The educational process is highly personalized: especially in more 

advanced subjects at universities what is transferred is not seen as an impersonal ‗truth‘, but as 

the personal wisdom of the teacher‖ (Hofstede, 1991, p. 34). That is, the quality of learning 

basically relies on the excellence of one‘s teacher. In contrast, in a small power differential 

situation, students are encouraged to express their own views freely and to treat teachers as 

equals. The education in school is student-centered; teachers expect students to initiate 

communication, speak up and find their own paths of learning. The study material can come from 

any competent person but not just teachers. The educational process is, thus, quite impersonal. 

The quality of learning, to a considerable extent, is determined by the excellence of the students. 

Clearly, one can expect that students in small power distance cultures will become more 

independent of teachers as they move on to higher levels of their studies.  Nevertheless, students 

in large power distance cultures remain dependent on teachers even after reaching high education 

levels (Hofstede, 1991, p. 35).  

With respect to the differences between collective and individualistic cultures, Hofstede 

(1980, 1991) found that collective culture (i.e., Chinese culture) promotes the view that people 

belong to in-groups. Thus, group harmony, group interests, and evaluation of self from in-group 

members are highly valued. In contrast, individualist cultures (i.e., American culture) promote 

the view that people look primarily after their own welfare. Individual goals exceed group goals. 

In addition, large power distance countries are also likely to be more collectivist, and small 

power distance countries to be more individualist. That is, collective cultures tend to have large 

power distances.  

Clearly, the teacher is a powerful influence for students‘ self-appraisal in large power 

distance collectivist cultures. Oettingen (1995) hypothesized that in such a culture, students‘ self-

appraisal of abilities in school should be largely the product of teachers‘ evaluations and actions. 

Since evaluation by in-group members is important to collectivists, and the teachers are not just 

in-group members but also the ones with unchallengeable power and expertise, their feedback 
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carry heavy weight in students‘ self-appraisals of their own ability. Accordingly, students would 

tend to judge their capabilities within the parameters of the teachers‘ evaluations. 

Drawing on Hofstede‘s (1980,1991) findings‘ on cultural difference between collective 

and individualist cultures, Oettingen, (1995) investigates the impact of culture and culturally 

shaped school instruction on students‘ strength and source of self-efficacy. He reported that 

students from collective cultures tend to have lower levels of self-efficacy than students from 

individualistic cultures do, and this is particularly salient in lower achievement students. This 

phenomenon is mainly caused by the students‘ cultural values and the culturally shaped school 

instructions. In addition, there is a difference in the evaluation of their performance between 

students from collective and individualistic cultures. In collective cultures, the evaluation by in-

group members, such as teachers, is important to the learners and is the most important source of 

efficacy information. Students from collective cultures believe they are capable of achieving 

goals only as much as their teachers‘ evaluation suggested. In an individualist culture, students 

would give a heavy weight to past performances in relevant academic domains (Oettingen, 1995). 

The researcher‘s findings documented the degree to which students‘ cultural background plays an 

influential role on affecting their weighting and selecting source of academic self-efficacy. This 

is correlated to their academic achievement. 

The effect of culture on the source of information utilized in one‘s self-appraisal 

presented in Oettingen‘s (1995) findings is consistent with what is suggested by cross-cultural 

psychology. Several researchers have argued that collectivists derive, in part, their sense of self 

based on the actions and reactions of important others, whereas individualists do so based on 

their self-evaluations of personal achievement. (Markus & Kitayma, 1991; Trafimow, Triandis, 

& Goto, 1991; Triandis, 1989). Likewise, Kulik and Ambrose (1992) suggested that 

demographic characteristics (e.g., gender, race) may influence a person‘s choice of a ―referent 

other.‖ This referent becomes the key source of information for the person as he or she evaluates 

him- or herself and others. Accordingly, collectivists draw on information from significant others 

in evaluating themselves. In a school context, collectivist students conformed more readily to 

their teachers‘—the significant in-group member and the authorities‘—evaluations than did 

individualist students (Oettingen & Zosuls, 2006). This suggests that teachers‘ feedback on 

students‘ performance can be a powerful influence of collectivist students‘ self-appraisal. 
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The research reviewed above suggests that social persuasion, or evaluative feedback, 

from teachers, could be the source of efficacy information that is predominantly selected and 

weighted for Asian students since Asian cultures have been identified by stronger values of 

collectivism and norm-orientation (Hofstede, 1991; Kim & Park, 2006; Markus & Kitayama, 

1998; Triandis, 1989) that are expressed in the school contexts. Since strong self-efficacy beliefs 

foster motivation and successful performance (Pajares & Miller, 1994, 1995; Pintrich, 2003; 

Zimmerman, 2000), the extent to which the predominant sources of students‘ efficacy 

information varies across cultures merits investigation in that it may provide teachers with  

insights to increase Asian students‘ strength of efficacy, which will ultimately contribute to their 

successful academic performance. For this reason, the current study is partially designed to 

investigate the predominant sources of Asian (Taiwanese) students‘ efficacy information as well 

as the strength of their efficacy beliefs. 

Self-efficacy and Academic Achievement 

Efficacious feelings have been found to promote behavioral, cognitive, and motivational 

engagements in the classroom (Linnenbrink & Pintrich, 2003), which, in turn affect learners‘ 

academic performance. Previous research has supported a consistent link between strong efficacy 

beliefs and achievement (Multon, Brown, & Lent, 1991; Robbins, Lauver, Le, Davis, Langley, & 

Carlstrom, 2004). In addition, efficacy beliefs are one of the most important predictors of 

motivation and performance (Graham & Weiner, 1996; Schunk & Pajares, 2002).  In a meta-

analysis of self-efficacy research published between 1977 and 1988, Multon, Brown, & Lent 

(1991) found positive and significant relationships between self-efficacy beliefs and academic 

performance. They reported that self-efficacy beliefs accounted for approximately 14% of the 

variance in students‘ academic performance and that the relation of self-efficacy to performance 

varied by students‘ achievement status, with stronger relations found among low achieving 

students (.56) than among those making normative academic progress (.33). The researchers 

suggested that self-efficacy effects may be particularly facilitative for low-achieving students. 

Similarly, in a review of motivational research, Graham and Weiner (1996) found self-efficacy 

beliefs more consistently predicted academic performance than other motivational constructs. 

These research findings indicate the powerful influence of students‘ efficacy beliefs on their 

academic performance.  
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Given its strong influence on motivation, behavior, and academic performance, there has 

been a growing interest in self-efficacy research in the field of education. Numerous self-efficacy 

studies on mathematics and science have consistently showed that students‘ perceived efficacy 

mediate between their abilities and academic performance (see for example, Britner & Pajares, 

2001; Hackett, 1985; Norwich, 1987; Pajares, 1996; Pajares & Graham, 1999; Pajares & 

Kranzler, 1995).  Moreover, ample research findings have documented the influence of students‘ 

efficacy beliefs on first language reading (Nicholls, 1979; Paris & Oka, 1986; Shell, Murphy, & 

Bruning, 1989), writing (Pajares & Johnson, 1996; Pajares, Miller, & Johnson, 1999; Pajares & 

Valiante, 1997, 1999; Shell, Murphy, & Bruning, 1989), and listening (Schunk & Rice 1984) 

achievement. 

Although considerable research has been devoted to the study of self-efficacy in 

educational settings and the results have yielded positive relationship between self-efficacy 

beliefs and academic motivation and achievement, most of these studies have been restricted 

largely to the domain of mathematical problem-solving. In addition, a large population of the 

students in these studies were low-achieving elementary school children from Western cultures 

(R. M. Klassen, 2004). As Multon, Brown, and Lent (1991) noted that their meta-analysis of self-

efficacy research revealed significant diverseness among effect size estimate—indicating that the 

relationship of self-efficacy to performance may vary across types of students and type of 

performance measure used—more research conducted on non-basic skills measures and non-

Western students at higher academic levels is desired to validate the effects of self-efficacy 

beliefs on academic achievement. For this reason, the current study is designed to investigate the 

predictive power of self-efficacy beliefs to English as a foreign language achievement on Asian 

(Taiwanese) college level students regardless of their previous achievement levels.  

 

Summary of the Section 
 

Self-efficacy, the beliefs about one‘s ability to perform a given task in a specific situation, 

has been documented by ample research outside of second/foreign language domain as a 

powerful influence and predictor of motivation and academic performance. These studies have 

shown that students, mostly low-achieving elementary school children from Western cultures, at 

same levels of cognitive skills vary in intellectual and academic performance depending on their 

personal efficacy beliefs. However, to accurately account for academic achievement through 
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efficacy beliefs, it is important to recognize the distinction between one‘s efficacy belief in 

learning certain skills (self-efficacy for learning) and one‘s efficacy belief in performing learned 

skills (self-efficacy for performance) in self-efficacy investigations as it relates to the appropriate 

type and timing of self-efficacy measure. Self-efficacy for performance is appropriate in 

predicting or explaining subsequent performance when the students are familiar with the 

requisite skills for performing the criterial tasks being measured. Self-efficacy for learning, 

however, is an appropriate measure when learners are still at the initial stage of developing new 

skills. In addition, according to Bandura (1997), the major sources of individuals‘ efficacy 

information come from mastery experience, vicarious experience, social persuasion, and Psycho-

physiological State—with mastery experience being the most influential source of individuals‘ 

efficacy information. However, studies have also showed that the selections and weighting of the 

source of efficacy information in one‘s self-appraisal may differ across cultural contexts 

(Oettingen, 1995;Oettingen & Zosuls, 2006). Specifically, cultural values and culturally shaped 

schooling may affect Asian students‘ selecting and weighting of efficacy sources.  

 The current study recognizes the appropriate type and timing of self-efficacy measure in 

examining the predictive power of self-efficacy beliefs to academic achievement for Asian 

college level students learning English as a foreign language. Meanwhile, the extent to which the 

predominant sources of students‘ efficacy information vary across cultures is also investigated in 

the current study.  

  

Motivational Research in Second/Foreign Language Acquisition 
  

Numerous investigations in other academic domains have documented the powerful 

influence of students‘ perceived efficacy beliefs and academic potential over their academic 

behaviors and performance (Pajares & Schunk, 2002), however, the topic of perceived self-

efficacy has rarely been investigated in the field of foreign language acquisition. Rather, the most 

commonly discussed motivational constructs in the second/foreign language learning literature 

are instrumental and integrative aspects of motivation (Dörnyei, 1990; Gardner & Lambert, 1959, 

1972; Gardner & MacIntyre,1992; Oxford, 1996; Spithill,1980) which was originally proposed 

by Gardner (1985, 1988). Instrumental motivation refers to the learners‘ desire for practical 

outcomes of second/ foreign language learning such as advancing in the job markets, whereas 

integrative motivation refers to the learners‘ desire to assimilate themselves into the community 
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of the target language. The socio-educational model of motivation proposed by Gardner (1985, 

1988) suggested a link between integrative motivation and second language proficiency. 

Integrative motivation in second/foreign language learning has received world wide attention and 

has become a primary focus of motivational research (Gardner,1988; Giles & Byrne, 1982; 

Schumann, 1978, 1986).  

While much of research investigating the nature and role of motivation in the second 

language (L2) learning process from the 1970s to the1990s was initiated and inspired by two 

Canadian psychologists, Robert Gardner and Wallace Lambert (Dörnyei, 1994a), some 

researchers have questioned whether the socio-educational model could be applied to foreign 

language settings (Clement, Dörnyei, & Noels, 1994; Dörnyei, 1990, 1994a; Oxford & Shearin, 

1994). Developed in ESL or bilingual situations where learners could use, and had access to, the 

second language outside the classroom, the model‘s focus was on the social dimension of L2 

motivation—that is, integrative motivation. For this reason, Dörnyei (1994a) argued that 

Gardener‘s (1985) social educational model of motivation theory provides only a partial picture 

which ―does not include an educational dimension… is on general motivational components 

grounded in the social milieu rather than in the foreign language classroom… [and] does not 

include details on cognitive aspect of motivation to learn‖ (Dörnyei,1994a, p. 273). According to 

a survey conducted by Yang (1999) on 505 Taiwanese college students in the investigation of 

English as a foreign language (EFL) learners‘ beliefs, nearly 90% of the students under study 

agreed with the statement that ―people in my country feel that it is important to speak English,‖ 

88% of them ―associate the ability to speak English with better job opportunities,‖ and 78% of 

them ―have the intention to speak English well with their interest in having American friends‖ (p. 

523). These findings suggest that Taiwanese college students have both instrumental and 

integrative motivation to learn English. However, the researcher also noted that these Taiwanese 

college students also reported they were dissatisfied with or discouraged at their English learning 

outcomes. This indicates that instrumental and integrative motivation may not make an 

independent contribution to the prediction of English achievement for Taiwanese college 

students. 

The heavy weight given to integrative motivation in foreign language research has 

often led to the neglect of other motivational theories from educational psychology (Mills, 2004). 

Crookes and Schmidt (1991) argued that Gardner‘s (1972) social psychological approach was ―so 
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dominant that alternative concepts have not been seriously considered‖ (p. 501). Dörnyei (1994b) 

proposed that motivational theories in educational psychology, such as self-efficacy, should be 

reflected in second language motivation theories. Despite these claims and findings, however, 

very limited attention has been paid to self-efficacy by second/foreign language researchers, and 

the relationship between self-efficacy and foreign language achievement under natural school 

conditions has not been systematically examined. Instead, some second/foreign language 

researchers have focused on a closely-related but not synonymous construct, linguistic self-

confidence (see for example, Clément, 1980, 1986; Clément, Dörnyei, & Noels, 1994; Clément, 

Gardner, & Smythe, 1977; Clément & Kruidenier, 1985; Dörnyei & Clément, 2001; Gardner, 

Tremblay, & Masgoret, 1997; MacIntyre, Dörnyei, Clément, & Noels, 1998; Noels & Clément, 

1996; Noels, Pon, & Clement, 1996). 

As noted earlier, ‗self-confidence‘ differs from ‗self-efficacy beliefs.‘ Dörnyei (2001) 

explained that "self-efficacy is always specific to a concrete task whereas self-confidence is 

usually used to refer to a generalized perception of one's coping potentials, relevant to a range of 

tasks and subject domains" (p. 56). That is, self-confidence is a broader construct referred to as a 

global perception of one‘s competence that may apply to many situations. It is one‘s general 

perceptions of competence with no specification of what the certainty is about (Bandura, 

Barbaranelli, Caprara, & Pastorelli, 1996; Bong, 1997). Hence, self-confidence measures are 

often used to assess more generalized conceptions of competence (Dörnyei, 1994b). Self-efficacy 

measures, however, are used to measure perceived competence at specific tasks (Bandura, 2006; 

Bong, 2006; Pajares, 1997).  

Mills (2004) pointed out that self-confidence research conducted by second/foreign 

language researchers reflects language learners‘ global or generalized attitudes about competence. 

Often, one item measure is used to assess the language learners‘ perceived confidence in one 

particular language skill, which yields little information regarding the learners‘ perception of 

confidence in performing specific language tasks. In the studies of Clément, Dörnyei, and Noels 

(1994) and Noels, Pon, and Clément (1996), for example, one item measure, how well can you 

read in the foreign language, was utilized to evaluate students‘ self-confidence in their reading 

skill. Mills (2004) argued that though the item provides information about the students‘ 

confidence, the information gained is generalized without specificity because students were 

asked to evaluate their self-confidence in reading without a specific criterial reading task in mind. 
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A student‘s confidence in reading could vary depending on the type of reading texts. For example, 

one‘s confidence in reading a short promotional flyer could be different from reading a 

newspaper. According to Pajares (1996), this global or general measure of self-confidence often 

fails to capture what is being assessed; rather, it converts one‘s perception of confidence to more 

generalized personality traits. Although self-confidence is an important component of 

second/foreign language motivation (Rossiter, 2003), it is different from self-efficacy. Most 

importantly, evidence shows that self-efficacy is a more powerful predictor of academic 

performance than more general perceptions of academic competence (Pajares, 1996; Pajares, & 

Miller, 1994; Pajares, Miller, & Johnson, 1999). 

 

      Self-efficacy and Second/ Foreign Language Acquisition 

 

Among the very limited availability of second/foreign language self-efficacy studies, the 

following four categories of questions are investigated: 1) What is the relationship between 

language learners‘ self-efficacy and language learning strategies used? 2) What is the impact of 

instruction on learners‘ language self-efficacy? 3) What are the factors that affect learners‘ 

appraisals of their language efficacy? 4) How does language self-efficacy relate to language 

learning outcomes? Studies related to each of these areas will be described in this section.  

Second/Foreign Language Self-Efficacy Studies 

For second/foreign language learners‘ self-efficacy and learning strategies used, research 

has showed that learners‘ self-efficacy correlates with the language strategies they used (National 

Capital Language Resource Center, 2000a, 2000b; Shmais, 2003;Yang, 1999). Learners with 

higher levels of self-efficacy reported using more types of learning strategies, especially 

functional practice strategies (Yang, 1999). That is, students with strong self-efficacy beliefs 

would actively increase their exposure to English outside the classroom, for example, listening to 

English radio programs and encourage themselves to speak English with others. In addition, 

students who reported greater strategy use perceived themselves as more confident learners 

(NCLRC, 2000a, 2000b). The research reviewed above has consistently documented the positive 

link between second/foreign language self-efficacy and learning strategies used by learners across 

cultural backgrounds and target languages. It seems that using learning strategies results in 

successful learning experiences and achievement, which, in turn, raises learners‘ language 

learning self-efficacy, as effective use of learning strategies has been closely linked to the 
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development of sense of self-efficacy leading to expectations of successful learning (Zimmerman, 

1990). Nevertheless, learners‘ levels of self-efficacy could be the factor that determines their 

choice of learning strategy use, which, ultimately, results in better learning outcomes.  

Studies investigating the impact of instruction on raising language learners‘ self-efficacy 

yield uncertain results. Templin, Guile, and Okuma (2001) documented a positive impact of self-

efficacy embedded instruction on learners‘ self-efficacy and learning outcomes for Japanese 

college students who learned English as a foreign language. The instruction, which was targeted 

to raise the students‘ English ability by raising their English self-efficacy, was based on a self-

efficacy syllabus which comprised objectives of students‘ achieving mastery experience, 

experiencing the mastery objectives through vicarious experiences, receiving verbal praise from 

the instructor, and reducing physical and psychological fatigue or stress. Some of the techniques 

utilized to achieve the above objectives included: the teacher set self-efficacy objectives for 

students to meet—such as, listen to four phone conversations and fill in messages with 50% 

accuracy—and asked the students to recall their past experiences of success, the students 

observed classmates demonstrating the objectives the teacher expected them to perform, the 

teacher gave verbal praise to the students‘ English skills as they performed role-plays, and the 

teacher gave deep breathing instruction to the students for the purpose of relaxation. Results 

showed that the students‘ self-efficacy and English ability increased over the period of 

instruction. The researchers thus concluded that the students‘ self-efficacy and achievement can 

be raised through teaching.  

Templin, Guile, and Okuma‘s (2001) study is an expansion of the researchers‘ previous 

study (Templin, Shiroku, & Taira, 1999) in which the participants were 20 Japanese university 

students who received the similar instructional techniques based on the similar objectives. What 

is worth noting here is that the research findings of Templin, Shiroku, and Taira‘s (1999) showed 

that after the implementation of the self-efficacy embedded instruction, the Japanese university 

students demonstrated dramatic increases in both their speaking and writing abilities, but only 

little improvement in their listening abilities. Although the researchers speculated that the failure 

of raising listening achievement by raising the students‘ self-efficacy was probably because their 

listening objective—listen to four phone conversations and fill in messages with 50% 

accuracy—was too easy, the inconsistency of the relationship between English self-efficacy 

beliefs and English achievement among speaking, writing and listening skills suggests that the 
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relationship between English self-efficacy and English listening skill could differ. To clarify the 

puzzle, further study is needed to explore specifically the relationship between EFL learners‘ 

self-efficacy beliefs and English listening achievement. 

Ching‘ s (2002) qualitative investigation of whether strategy and self-regulation 

instruction would improve Asian EFL learners‘ self-efficacy in engineering writing revealed that 

the students responded more positively to negative feedback after the instruction. The researcher 

concluded that this finding provided evidence that instruction on strategy and self-regulation 

improved students‘ writing self-efficacy. This conclusion was drawn from an analysis of a pre-

and-post intervention questionnaire administered to 29 first year students in the School of 

Material and Mineral Engineering of a university in Malaysia. The intervention included strategy 

instruction in planning and revising one‘s English engineering writing and self-regulation 

instruction in utilizing monitoring and metacognitive skills during the writing process. Among 

the five self-efficacy measurement questions (students‘ feeling about writing, the challenges they 

faced when they write, their persistence in the task when faced with writing difficulties, their 

response to positive feedback, and their response to negative feedback) in the pre-post 

intervention questionnaires, only one question, ―their response to negative feedback,‖ produced a 

positive response from the students. The students responded to the rest of the four questions with 

indifferent or even negative results after the instruction. More evidence should be provided to 

make the claim that strategy and self-regulation instruction have a positive impact on language 

learners‘ self-efficacy.  

In another study, however, Rossiter (2003) reported that the effect of affective strategy 

training on adult ESL learners was insignificant. The researcher examined the effect of affective 

strategy instruction (in relaxation, music, visualization, humor, positive self-talk, risk-taking, and 

monitoring emotions) on learner performance and self-efficacy in speaking tasks. Results showed 

that there was no significant between-group benefit for L2 performance or perceptions of self-

efficacy. The researcher speculated that the adult ―learners‘ appraisals of self-efficacy and self-

efficacy for learning are relatively stable; unless they receive pertinent informational feedback to 

change these appraisals, their ratings are likely to remain relatively fixed‖ (p. 16). She further 

suggested that teachers should not devote valuable time to the ongoing development of affective 

strategies. 
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 The uncertain results yielded by the studies discussed above may be due to differences in 

the instructional techniques utilized and the focus put on facilitating the raising of learners‘ self-

efficacy. Lacking sufficient investigations based on similar instructional technique and focus, it is 

premature to conclude if instruction, or what particular types of instruction, would have a 

positive impact on raising second/foreign language learners‘ self-efficacy. Clearly, there is a need 

for studies that explore particular aspects of efficacy instruction in raising second/foreign 

language learners‘ strength of efficacy beliefs. 

In terms of the factors that affect second language learners‘ appraisal of language efficacy, 

both external and internal factors are reported. Huang and Chang (1998) reported from their 

qualitative study that learners‘ level of interest in the content area of the subject, teachers‘ 

support and impression in the learners, learners‘ previous performance and performance in 

comparison to their peers, and the complexity of the learning tasks all affected English as a 

second language (ESL) learners‘ self-appraisal of efficacy beliefs. The four Asian adult learners 

in the study demonstrated higher confidence in their abilities in reading and writing when facing 

their favorite subject areas and when their teacher was supportive and favorable. In addition, the 

learners‘ previous successful performance helped them to feel more confident in engaging in a 

similar task. However, when comparing themselves with someone who was more proficient in 

the target language skills, the learners‘ level of confidence decreased. Furthermore, when the 

learning tasks were more complicated, out of low perception of ability to accomplish the tasks, 

the learners exerted less effort on their work.   

Wang (2004) investigated factors that impact the development of young children‘s 

English speaking self-efficacy in his qualitative research on four young children from China 

enrolled in an ESL program in the U.S. Results showed that learners‘ English proficiency, past 

experience of success associated with effort, expertise in the content area, task difficulty level, 

social persuasion (continued feedback from teachers and parents), physiological or emotional 

state (fear and mood), interest, attitude toward the English language and the English speaking 

community, and the social cultural context all influenced the learners‘ development of self-

efficacy. Both the Huang and Chang (1998) and Wang (2004) studies are qualitative 

investigations conducted on very small sample sizes. Although several factors that affected ESL 

learners‘ efficacy appraisal were identified which concurred with the four main forms of 

influences on one‘s perceived efficacy proposed by Bandura (1995), the predominantly selected 
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and weighted sources of efficacy information for Asian students was not discussed. In addition, 

neither one of the two studies involved listening skills in their investigations. A study involving a 

larger sample that investigates the predominantly selected and weighted sources of efficacy 

information for Asian students learning English listening comprehension skills is, thus, desired.  

Regarding the relationship between learners‘ language self-efficacy and learning 

outcomes, previous research has revealed mixed results. Huang and Chang (1998) reported that 

their qualitative study on four adult ESL learners from Asia revealed the reading and writing self-

efficacy of ESL learners did not always correlate with their learning achievement in these areas 

because one particular participant of the four, Hueimei, displayed high self-efficacy beliefs but 

resulted in low learning achievement. Specifically, ESL learners with stronger reading and 

writing self-efficacy did not necessarily show higher reading and writing achievement. These 

findings counter the claims made by self-efficacy researchers in other academic areas that self-

efficacy is a predictor of academic achievement. However, the failure of English reading and 

writing self-efficacy to predict English achievement in Huang and Chang‘s (1998) study could be 

due to the inappropriately defined theoretical construct of self-efficacy. As noted earlier, self-

efficacy is defined in its theoretical framework as one‘s judgment of his or her capabilities to 

perform a given task (Bandura, 1986), or as Delcourt and Kinzie (1993) put it, ―perceived self-

efficacy reflects an individual‘s confidence in his or her ability to perform the behavior required 

to produce specific outcomes‖ (p. 36). In Huang and Chang‘s (1998) study, however, Hueimei‘s 

self-efficacy beliefs derived not from her judgment of her capabilities to tackle English learning 

tasks but on her perceived value of learning English language. In her interview, she expressed 

that she had to be able to learn English well because English was an important language to learn 

and she had paid the money for her English courses. That is, Hueimei determined to be a capable 

learner because of her perceived value of English language and the money she had spent but not 

because of her judgment of her capabilities to learn. The researchers‘ claim about the relationship 

between ESL learners‘ self-efficacy beliefs and learning achievement thus may be doubtful as 

Hueimei‘s self-efficacy is based on her perceived value of language learning but not on her 

perception of self-abilities. Thus, a study based on an appropriately defined theoretical construct 

is desired to clarify the relationship between English as a second/foreign language learners‘ self-

efficacy beliefs and English learning outcomes.  
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McCollum (2003) reported in his quantitative study that (1) there was a strong and 

positive correlation between self-efficacy for learning German as a foreign language and class 

grades for American college students. That is, foreign language learners with stronger self-

efficacy showed higher achievement in language learning and learners with higher achievement 

in language reported having stronger language self-efficacy. (2) German language self-efficacy 

was a significant predictor of semester final grade. Although these findings seem to be in line 

with the findings provided by research conducted in other academic areas, the conclusion drawn 

from this study is problematic in that the German self-efficacy measure is problematic. The 

perceived competence measure in McCollum‘s (2003) study was a global measure of perceived 

confidence in learning the four skills of German language. The items, for example, I am capable 

of learning a foreign language, did not explicitly tell the respondents what constituted a 

successful performance in each language skill area. That is, the students in this study did not have 

a specific criterial language task in mind when they drew on their beliefs of competence. In this 

sense, the measure of perceived competence in this study is more of a general academic self-

confidence measure than a self-efficacy measure.      

Mills‘ (2004) quantitative study investigated the relationship between French reading and 

listening self-efficacy and French reading and listening proficiency of American college students. 

The results showed that French reading self-efficacy is a predictor of French reading proficiency 

but French listening self-efficacy is not a predictor of listening comprehension. The researcher 

explained that the failure of French listening self-efficacy to predict French listening proficiency 

may have been partly due to the fact that the criterial task measure in her study—a listening 

proficiency test—possessed psychometric flaws and that the listening proficiency test in her 

study was a low-stakes test. Mills (2004) stated that the listening proficiency test items had low 

reliability—problematic item difficulty and inter-item consistency. In addition, the students were 

aware that their performance on the proficiency test would not affect their semester final grades, 

which could have impacted the students‘ effort placed on the test. Given the inability of Mills‘ 

(2004) study to shed light on the influence of foreign language listening self-efficacy on foreign 

language learning outcome in terms of listening skill, clearly, there is a need for a study to 

investigate the relationship with reliable and high-stakes criterial task measures.   

The mixed results revealed from the studies discussed above may be due to the 

differences in research designs (qualitative vs. quantitative), cultural backgrounds of the 



 42  

 

participants (Asian students vs. American students), language types and language skills under 

study, and problematic instruments utilized. The issue of utilizing a problematic self-efficacy 

measure will be discussed in the ‗problems of self-efficacy studies in second/foreign language 

fields‘ section of this chapter. Clearly, additional research with appropriate self-efficacy 

measures is needed to clarify the influence of self-efficacy beliefs on second/foreign language 

achievement.  

Problems of Second/Foreign Language Self-Efficacy Studies 

To avoid producing confounded relationships or reaching faulty conclusions, self-efficacy 

researchers have repeatedly cautioned researchers about the importance of asking the right 

questions in self-efficacy instruments (Bandura, 2006; Bong, 2006; Pajares, 1997; Pajares & 

Miller, 1995). For example, Bong (2006) urged that when ―self-efficacy scales are not consistent 

with Bandura‘s (1997) prescriptions and assessing other than self-efficacy, … [the] studies 

relying on those ‗pseudo‘ self-efficacy scales run the risk of reaching faulty conclusions‖ (p. 

288). Pajares and Miller (1995) alerted researchers that the mismatch between self-efficacy and 

criterial task assessment, which was not conforming to Bandura‘s guidelines regarding specificity 

of measurement but a recurring theme in educational research, often produces confounded 

relationships and ambiguous findings. Clearly, the extent to which the self-efficacy instruments 

conform to Bandura‘s guidelines regarding to the creating of self-efficacy scale is crucial to the 

accuracy of self-efficacy research findings.  

Unfortunately, these inappropriately defined self-efficacy assessments have also plagued 

the few existing self-efficacy investigations in second/foreign language fields. (Huang & Chang, 

1998; McCollum; 2003; Yang, 1999); the problem lies in the questions and statements involved 

in those self-efficacy instruments. Reasons for such problematic instruments seem to fall into the 

following three areas: the confusion with other constructs, the lack of understanding in the task 

and context specific nature of self-efficacy, and the failure to ensure correspondence between 

self-efficacy and its prediction target (Bong, 2006).  

In Huang and Chang‘s (1998) study, Hueimei‘s perceived value of learning English 

language was inappropriately defined as her English self-efficacy. As noted earlier, when asked if 

she had confidence in tackling writing and reading tasks, Hueimei‘s answer to the question was 

based on her perceived value of learning English language but not on her judgment of her 

capabilities. Self-efficacy beliefs are judgment of one‘s abilities in performing giving tasks 



 43  

 

(Bandura, 1986). Hence, the conclusion drawn by the researchers in Huang and Chang‘s (1998) 

study regarding ESL learners‘ self-efficacy beliefs do not always correlate with their learning 

achievement was based on Hueimei‘s ―pseudo‖ self-efficacy. A similar problem is also found in 

Yang‘s (1999) investigation of Taiwanese college EFL learners‘ beliefs about learning English in 

which the researcher utilized items such as ―people from my country are good at learning foreign 

languages‖ and ―I have a special ability for learning foreign languages‖ as self-efficacy 

measure. These two items were adopted from The Beliefs About Language Learning Inventory 

(BALLI), which was developed by Horwitz (1987) to assess students‘ beliefs in foreign language 

aptitude but not self-efficacy beliefs. Thus Yang‘s (1999) research findings—many Taiwanese 

college students had positive self-efficacy about speaking English—were also based on ―pseudo‖ 

self-efficacy. 

The confusion between self-efficacy with other constructs found in second/foreign 

language self-efficacy research has produced confounded research findings. Yang (1999) 

reported that Taiwanese college students generally had a strong sense of self-efficacy about 

speaking English. However, she also reported that a substantial group of the students in her study 

expressed that they felt timid when speaking English and that less than 10% of the students felt 

that their English proficiency was good. The contradictions between strong self-efficacy beliefs 

and perceived low English proficiency and confidence in performing the language skills found in 

Yang‘s (1999) study and strong self-efficacy beliefs but low achievement found in Huang and 

Chang‘s (1998) study counter the claims made by self-efficacy researchers in other academic 

areas that self-efficacy is a predictor of performance and academic achievement.  

The lack of understanding in the task and context specific nature of self-efficacy and the 

failure to ensure correspondence between self-efficacy and its prediction target, as pointed out by 

Bong (2006) as common problems found in self-efficacy studies, are also found in 

second/foreign language self-efficacy research. Bandura (1997) stated that assessing self-efficacy 

necessitates more than simply asking about one‘s generalized perceptions of competence in the 

given domain. Rather, ―self-efficacy beliefs should be measured in terms of particularized 

judgments of capability that may vary across realms of activity, different levels of tasks demands 

within a given activity domain, and under different situational circumstances ― (p. 6). That is, 

context-specific self-efficacy measurement requires that important features of the tasks and 

situations that could exercise substantial influence on performance outcomes be clearly spelled 
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out in the items (Bandura, 1997). Bong (2006) urged that when constructing self-efficacy items 

―by explicitly telling the respondents what constitutes a successful performance in each skill area, 

errors of prediction due to misinterpretation of the items are minimized‖ (p. 293). The point is 

context-specificity helps respondents to focus on the suggested dimensions and to reach a more 

accurate assessment of their capabilities regarding the particular tasks (Bong & Skaalvik, 2003). 

In addition, ―efficacy beliefs should be assessed at the optimal level of specificity that 

corresponds to the criterial task being assessed and the domain of functioning being analyzed‖ 

(Pajares, 1997, p. 11). These cautions have often been ignored in second/foreign language self-

efficacy research resulting in self-efficacy measurements that, as Pajares (1997) put it, ―reflect 

global or generalized attitudes about capabilities bearing slight or no resemblance to the criterial 

task with which they are compared‖ (p. 11).  

In McCollum‘s (2003) investigation, for example, self-efficacy items such as ―I am 

confident that I can learn the material in my foreign language class‖ and ―I am capable of 

leaning a foreign language‖ reflect the respondents‘ global or generalized attitudes about 

capabilities. The respondents did not have in mind either the specific skills of a language or 

criterial language tasks to draw on when they judged their capabilities. The judgment of one‘s 

capabilities in speaking could differ from their writing; by the same token, one‘s judgment of 

abilities in writing an academic essay could differ from writing a personal note.  As noted earlier, 

when efficacy beliefs are globally assessed, they often fail to capture what is being assessed. 

Rather, they reflect one‘s personality traits (Pajares, 1996).  

Self-efficacy scales, thus, need to be developed with reference to specific prediction 

targets that are compatible with the performance outcomes they are meant to predict (Pajares, 

1996). However, this does not mean that self-efficacy beliefs need to be microscopically assessed 

(Bong, 2006); rather, self-efficacy should be assessed ―as specifically as is relevant and useful‖ to 

the research question (Pajares, 1996, p. 564). For example, a foreign language consists of four 

domain skills--speaking, listening, reading, and writing. When assessing foreign language self-

efficacy, the domain skill under study needs to be specified in the self-efficacy items. If the task 

involves listening comprehension, students should be asked to provide judgments of their 

perceived capability to correctly answer various questions that tap comprehension of the listening 

texts to various extents (e.g., main ideas, keywords…etc.) in diverse contexts (e.g., short vs. long 

texts, formal vs. informal text, daily conversation vs. news report, …etc.) depending on the 
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research questions. Given that inappropriately defined self-efficacy assessment often produces 

confounded relationships, a study conducted with a self-efficacy tool conforming to Bandura‘s 

guidelines is desired to clarify the impact of second/foreign language learners‘ self-efficacy on 

their learning outcome.  

Self-efficacy and English Listening Comprehension for EFL Learners 

As increasing bodies of evidence from diverse fields provide support for the predictive 

and mediational roles of self-efficacy in achievement (Multon, Brown, & Lent, 1991), one 

academic area, nevertheless, continues to be neglected—English listening comprehension for 

EFL learners. Given the important role that listening skill plays in the process of mastering a 

foreign language and the difficulties EFL learners encounter in tackling listening tasks, ―[t]his is 

an unfortunate omission‖ (Pajares & Valiante, 1997 p, 1). According to Yang‘s (1999) survey 

study, college students in Taiwan strongly expressed the need to master English listening skills. 

However, 56% of these students felt that it is more difficult to understand than to read and write 

English. These findings reveal that listening skills deserve more attention in second/foreign 

language research, as learners see it as an important but difficult language skill. Hence, a study 

that explores the factors that are associated with successful development of listening skills is 

desired.   

 Listening comprehension is generally defined by second language researchers as ―the 

construction of meaning using both the decoded language and the comprehender‘s prior 

knowledge‖ (Lund, 1991, p.196), and the decoding of a language involves ―the perception and 

processing of acoustic… stimuli into basic language units‖ (Lund, 1991, p. 196). That is, the 

listeners‘ abilities to decode the incoming linguistic stimuli and to link the decoded sounds to his 

or her prior linguistic and text content related knowledge are both crucial in comprehending a 

listening text. Research has showed that second language listeners comprehended proportionally 

more main ideas than details of listening texts, and when faced greater uncertainty, second 

language listeners imagine or create a plausible context for the oral text (Lund, 1991). That is, 

second language listeners often rely on top-down, schemata based processing when they have 

insufficient linguistic phonological resources for them to decode the listening texts.   

 English listening is especially difficult for Taiwanese learners given the teaching 

approach employed at the initial stage of their formal English education. First language 

researchers perceive listening as the first language ability to emerge and therefore the foundation 
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for first language acquisition and an important component of the language arts (Jalongo, 2003). 

For EFL learners in Taiwan, English listening skill is an important component of the language 

arts because effective listening is an important function in many personal and professional roles, 

given that English is an international language. However, listening may not be the first language 

ability to emerge in the process of foreign language acquisition, which makes it more difficult for 

EFL learner to master.  

 In Taiwan, for example, affected by the audiolingual approach and national college 

entrance examinations, high school English teachers overly focus on grammatical form rather 

than communicative skill at this initial stage of learners‘ formal English education.  As Yang 

(1992) described it, in English classrooms in Taiwan, the teachers are the authorities who focus 

on ―providing translations of English texts, explanations of grammar rules, and analyses of the 

prescribed textbooks. The main emphasis in the classroom is on written rather than spoken 

English. There are few (if any) communicative activities‖ (p. 9). Moreover, these translations and 

explanations are often given in Chinese at the high school level, which for most EFL learners in 

Taiwan is the initial stage of their formal English education. All this may explain why Taiwanese 

college students who are products of grammar-focused EFL instruction often find that they have 

a hard time understanding spoken messages in English. 

 On top of this written English dominant approach in formal English education, Taiwan is 

an English as a foreign language country where learners have limited access to English speaking 

environments for them to practice their English listening skills. As a result, Taiwanese English 

learners basically learn their English from printed texts at the initial stage of their formal English 

education. The lack of English phonological resources in both formal education and daily living 

makes it difficult for learners to master English listening skills, as matching the spoken 

phonological form with word meaning is a crucial process in making listening texts 

comprehensible. Birch (2002) pointed out, when comparing listening and reading skills, that 

phonological awareness plays a more important role in the decoding process of listening 

comprehension, as listening requires accurate sound distinction as well as sound production. In 

addition, Birch (2002) suggested that the skill of connecting the word‘s spoken phonological 

form with its meaning is essential to listening comprehension. Listeners, thus, need to be 

knowledgeable and capable of utilizing phonological knowledge of English. Given the crucial 

role phonological knowledge plays in making listening texts comprehensible, however, most 

http://www.biblio.com/author_biographies/3219433/Mary_Renck_Jalongo.html
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EFL students‘ phonological knowledge of English, as observed in Japanese EFL learners in 

Hirai‘s (1999) study, is ―different from the phonological system employed by native speakers‖ (p. 

378). This phenomenon is even more evident when EFL students learn English words mostly 

from printed text but not from listening to English native speakers. The result is that ―the 

students may be able to recognize the word graphically (i.e., in reading) but could not connect the 

word‘s spoken phonological form with its meaning when listening‖ (Hirai, 1999, p. 378). English 

listening skill, then, is the domain of language skill with which Taiwanese EFL learners 

encounter more difficulties, and thus need to put forth more effort and perseverance to master.  

Perceived self-efficacy is theorized to influence performance accomplishments as it 

affects what students do by influencing the choices they make, the effort they put forth, the 

persistence and perseverance they exercise in the face of difficulties, and the anxiety they 

experience (Pajares & Valiante, 1997). This hypothesized relationship has been tested and 

verified in diverse research areas. However, the impact of Taiwanese college EFL learners‘ 

perceived efficacy beliefs on their English listening performance has not been tested directly. In 

their investigation of the influence of self-efficacy on elementary students‘ writing, Pajares and 

Valiante (1997) noted that ―[b]elieving that they are capable writers…will serve students well 

when they attempt to write an essay, not because the belief itself increases writing competence, 

but because it helps create greater interest in writing, more sustained effort, and greater 

perseverance and resiliency when obstacles get in the way of the task‖ (p. 353). By the same 

token, given that English listening skill is an important but difficult skill to master for Taiwanese 

college students, believing that they are capable listeners may benefit EFL learners when they try 

to comprehend listening texts, not because the belief itself increases listening ability, but because 

it helps give rise to greater interest in tackling listening tasks, more persistent efforts, and greater 

perseverance and resiliency when facing difficulties. In addition, learners who are confident in 

their ability to tackle English listening tasks may also experience less anxiety (Aneiro, 1989; R. 

Yang, 1993). Rubin (1994), in his review of second/foreign language listening comprehension 

research, commented that there appeared to be very few studies exploring the relationship 

between learners‘ affect and listening comprehension and that more research attention should be 

paid on explaining the interaction between learners‘ perceived confidence and listening 

performance. Hence, a study that takes into account the impact of EFL learners‘ self-efficacy 
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beliefs on their listening performance would shed light on the factors that contribute to successful 

learning outcome in terms of listening skill.  

Other Motivational Constructs and Self-efficacy 

Language anxiety.  Before going further into the discussion of how self-efficacy and 

language anxiety are related, it is helpful to get a general understanding of what language anxiety 

is and how it has been found to relate to language achievement in second/foreign language 

literature. Language anxiety has been one of the most prominent research areas that reaches 

relatively uniform research findings in second/foreign language acquisition since Horwitz, 

Horwitz, and Cope (1986) introduced the construct of situational anxiety and its measurement 

scale to second/foreign language anxiety research. This situational anxiety refers to foreign 

language anxiety, which is defined as ―a distinct complex of self-perceptions, beliefs, feeling, 

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

learning process‖ (Horwitz, Horwitz, & Cope, 1986, p. 28). It is distinguished from trait anxiety, 

which refers to individual‘s anxiety arousal in a variety of situations due to his/her personality 

traits. Instead, foreign language anxiety refers specifically to the anxiety foreign language 

learners experience in the process of learning a foreign language in a classroom setting, 

regardless of the learners‘ personality traits.  This situational anxiety or foreign language anxiety 

is what MacIntyre and Gardner (1991a) called situational-specific anxiety. Later Foss and Reitzel 

(1988) discussed anxiety in second language learning as second language anxiety. Gradually, 

then, language anxiety has come to be used as an umbrella term of second/foreign language 

anxiety research, as we can see Gardner and MacIntyre (1993) describing language anxiety as 

―the apprehension experienced when a situation requires the use of a second language with which 

the individual is not fully proficient‖ (p. 5). Research findings generally show that language 

anxiety negatively affects language learning and performance regardless of the language context, 

target language, and nationalities and ages of the learners (Cassady & Johnson, 2002; Chen & 

Chang, 2004; Horwitz, 2001; MacIntyre, 1999) and that it is one of the primary predictors of 

second language acquisition (Horwitz, Horwitz, & Cope, 1986; MacIntyre & Gardner, 1989, 

1991a, 1991b).   

Although research has shown that language anxiety related to speaking to be especially 

anxiety provoking for language learners (Daly, 1991; Horwitz, Horwitz, & Cope, 1986; 

MacIntyre &Gardner, 1991c), researchers have suggested that listening comprehension may also 
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be anxiety provoking (Daly, 1991) and that the learning of any of the four skills of a foreign 

language can be anxiety provoking depending on the learners‘ experiences with that skill 

(Young, 1992). In addition, language anxiety is very relevant to development of listening skills—

known as a receptive skill, which requires decoding the incoming linguistic stimuli to make 

sense out of it (Lund, 1991)—as listening comprehension involves decoding (or processing) the 

linguistic stimuli (or input) in the process of making sense of the listening texts. According to 

McIntyre and Gardner (1994a, 1994b), language anxiety arises at both input and processing 

stages of language acquisition as input anxiety and process anxiety.  Input anxiety, which refers 

to the fear or apprehension students encounters when presented with new words or sentences, 

―may reduce the effectiveness of input by limiting the anxious students‘ ability to attend to 

material presented‖ (Cha, 2006, p. 27). Process anxiety, which represents the fear or 

apprehension students experience when they try to organize and store new information from 

external stimuli (Onwuegbuzie, Bailey & Daley, 2000), ―may reduce the efficiency with which 

memory processes are utilized to store and arrange the information‖ (Cha, 2006, p. 27). That is, 

in comparison to students with lower levels of anxiety, highly anxious students may be less able 

to comprehend messages presented in a second language (McIntyre & Gardner, 1994b). Aneiro 

(1989) and Yang (1993) both documented that there was a negative correlation between language 

anxiety and English listening proficiency for second/foreign language learners. Accordingly, 

language anxiety is one of the factors that may affect the development of second/foreign 

language listening skills, and this explains why listening is one of the predominantly focused 

skills in language anxiety research (Cha, 2006). However, other research suggests that students 

experience less anxiety in listening in comparison to speaking (Young, 1990, 1991). 

Knowing the negative effects of language anxiety on second/foreign language 

development and performance, language researchers have repeatedly called attention to it. For 

example, Campbell and Ortiz (1991) described the level of anxiety in languages classroom as 

alarming, and Horwitz and Young (1991) estimated that approximately half of the students in 

language courses experienced language anxiety at debilitating levels. Phillips (1991) also pointed 

out that language anxiety is what a language student experiences on a daily basis. Although this 

attention called for language anxiety has rendered much related research in the field of 

second/foreign language acquisition, little attention has been paid to the relationship among self-
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efficacy, anxiety, and second/foreign language acquisition; rather, the construct of anxiety itself 

continues to receive much attention (Mills, 2004).  

In social cognitive theory, however, anxiety is discussed under the construct of self-

efficacy, as anxiety arousal is seen as a function of weak sense of self-efficacy in dealing with 

potentially threatening situations. According to Bandura (1997), anxiety is ―a state of anticipatory 

apprehension over possible deleterious happenings‖ (p. 137). It arises when one‘s ―perceived 

coping capabilities‖ do not match the ―potentially hurtful aspects of the environment‖ (Bandura, 

1991, p. 89). When individuals are having weak sense of self-efficacy in dealing with potentially 

problematic situations, apprehensive thinking occurs, resulting in anxiety arousal. Those who 

possess strong sense of self-efficacy beliefs, however, are more likely to handle potentially 

problematic situations with more optimistic expectations, which results in less anxiety arousal 

and often more successful change of the situations into positive events. That is, according to 

Bandura (1997), the extent to which individuals experience anxiety is greatly dependent on their 

perceived efficacy beliefs; people, therefore, ―only experience anxiety when they believe 

themselves to be incapable of managing potentially detrimental events‖ (Mills, 2004, p. 35). For 

this reason, self-efficacy is a predictor of anxiety (Pajares, Miller, & Johnson,1999; Pajares & 

Kranzler, 1995; Pajares & Miller, 1994).  

 The relationships among anxiety, self-efficacy, and academic performance are further 

illustrated by Meece, Wigfield, and Eccles‘s (1990) study of young children learning math. They 

found that the students‘ strength of self-efficacy influences their math performance expectancy, 

which in turns affects their subsequent math attainment. That is, the students‘ anxiety had no 

direct effect on their academic performance. Instead, it is the students‘ performance expectancies, 

affected by their self-efficacy, that mediate the effect of anxiety which then impacts their 

performance. Bandura (1993) also pointed out that students‘ emotional states—such as anxiety—

motivation, and academic achievement are shaped by their efficacy beliefs in handling academic 

task demands. That is, as Zimmerman (1995) put it, ―students‘ performance in academically 

threatening situations depends more on efficacy beliefs than on anxiety arousal‖ (p. 212). For this 

reason, Bandura (1993) recommended that rather than trying to alleviate academic anxiety by 

providing comfort, teachers should focus on helping students develop a sense of personal 

efficacy.   
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From the literature reviewed above, ―motivation, self-efficacy, and anxiety are‖ obviously 

―closely linked‖ (Ehrman, 1996, p. 148). Ample research in other fields has documented that 

self-efficacy mediates the impact of anxiety on academic performance. Motivational research in 

second/foreign language, however, has continuously ignored the predictive influence of self-

efficacy on anxiety and subsequent performance. Mills (2004) has argued that although 

MacIntyre and his associates‘ correlational analyses of the relationship between anxiety and 

perceived competence in foreign language learners yielded the findings that language anxiety is 

negatively correlated with perceived confidence and achievement measures (Mills cites Baker & 

MacIntyre, 2000; MacIntyre & Charos, 1996; Macintyre, Clément, & Donovan, 2000; MacIntyre, 

Noels, & Clément, 1997), the predictive influence of the motivational constructs, which can not 

be studied merely through correlational analyses, remains unclear. A study utilizing a different 

statistical approach to explain the predictive power of these motivational variables would 

contribute to a further understanding of their impact on language learning outcome.  

Perceived value of English.  Expectancy-value theory (Eccles et al., 1983; Eccles, Adler, & 

Meece, 1984; Eccles, Lord & Midgley, 1991; Eccles & Wigfield, 1995; Wigfield, 1994; Wigfield 

& Eccles, 1992), an influential model of motivation in psychology, has been used to understand 

motivations underlying individuals‘ behaviors. This theory proposes that ―individuals choose 

behaviors based on the outcomes they expect and the values they ascribe to those expected 

outcomes‖ (Borders, Earleywine, & Huey, 2004, p. 539). This suggests that, in a learning 

context, students are more likely to participate in learning activities in which they see the 

outcome valuable but less eager to involve in learning activities in which the outcome is not 

valued (Pajares, 1996). That is, the more attractive a particular outcome is—important, 

interesting, and enjoyable to the students—the more likely the students will engage in the 

academic activities or subjects. Furthermore, ―the degree to which the academic subject is 

important to [the] students‘ achievement and career goals, [the students‘] attitude and interest in 

learning about the subject, and their enjoyment experienced during subject-related activities‖ 

(Mills, 2004, p. 380 ) all affect the values the students ascribe to the academic subject. Empirical 

support for this theory includes the study of academic performance (see Wigfield & Eccles, 

2000).  

In the field of foreign language research, expectancy, or perceived value, of learning a 

foreign language has also been identified as one of the components related to foreign language 
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motivation. For example, Schmidt, Boraie, and Kassabgy (1996), in their study of foreign 

language motivation, identified expectancy as one of the motivational components of learning 

English as a foreign language in Egypt; Yang (1999) and Warden and Lin (2000) found that the 

perceived value of learning English language for Taiwanese college students is more of an 

instrumental than an integrative one; in a study of examining the motivation of Lebanese students 

to learning English as a foreign language, Shaaban and Ghaith (2000) found that expectancy was 

an internally related determinant of motivation for learning English speaking and reading—the 

students‘ expectancy to achieve their goals was a strong determinants of their motivation. The 

researchers further suggested that expectancy should be used as a variable in future research on 

motivation and second/foreign language learning. Similarly, in investigating foreign language 

reading motivation, Mori (2002) identified expectancy for success as one of the components of 

English reading motivation for Japanese university students. However, the predictive power of 

value expectancy to language achievement has not been discussed in these studies.   

Although perceived value is found to be associated with academic performance and 

motivation and is seen as related construct to self-efficacy (Eccles, & Wigfield, 1995; Eccles, 

Wigfield, Harold, & Blumenfeld, 1993; also see Pajares, 1996), Bandura (1986) suggests that 

perceptions of value are not likely to independently predict behavior when controlling for self-

efficacy beliefs due to self-efficacy judgments often partially determine the perceived value of 

activities (Mills, 2004). The perceived value, in terms of interest, enjoyment, and perceived 

importance of learning the English language and its culture, is thus examined in the current study 

with English self-efficacy.  

As noted earlier, ample research has documented the predict power of self-efficacy to 

academic performance. Bandura (1986) also argued that the academic anxiety students 

experience and the students‘ perceived value of academic subjects are both largely determined by 

their perceived efficacy. According to Pajares and Valiante (1997), this means that self-efficacy 

should remain to predict related academic performance when the effect of academic anxiety and 

perceived value are controlled; however, the effect of anxiety and perceived value of learning 

academic subjects should decrease or disappear when self-efficacy judgments are controlled. The 

current study, thus, is designed to examine the mediation role of the English listening self-

efficacy by including language anxiety and perceived English value—the motivational variables 

that have been linked to second/foreign language self-efficacy—in the same model. Specifically, 
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it will attempt to determine whether the perceived English listening efficacy beliefs can make an 

independent contribution to the prediction of listening performance when English language 

anxiety and perceived value of learning English are also the components in the model.  

The current study is partially based on a study by Mills (2004). Her study relates to 

foreign language achievement in terms of reading and listening skills, but the participants 

involved were American students learning French as a foreign language rather than Taiwanese 

students learning English as a foreign language. In Mills‘ study, French listening self-efficacy 

was found not to be a significant predictor of French listening performance, but listening anxiety 

significantly predicted the listening performance. These findings counter not only the claims 

made by self-efficacy researchers in other academic areas as to self-efficacy being a predictor of 

academic achievement, but also the claim made by Bandura (1986) that anxiety is unlikely to 

independently predict behavior when self-efficacy beliefs are controlled.  However, the listening 

self-efficacy survey in Mills‘ study was administered at the beginning of a new semester when 

the participants‘ related skills were not developed. As noted earlier in the ‗self-efficacy for 

learning and self-efficacy for performance‘ section of the literature review, matching self-efficacy 

for performance with subsequent performance in explaining the effect of the beliefs on learning 

outcome while the requisite skills for performance are still novel to the learners is problematic 

and subject to weak prediction. In addition, due to the low reliability of the listening proficiency 

test utilized in her study, Mills advises that findings about the predictive power of French 

listening self-efficacy and French language anxiety to French listening performance should be 

viewed with caution. As the researcher concluded, ―the relationship between listening self-

efficacy and listening anxiety [in a foreign language context] remains unclear‖ (Mills, 2004, p. 

90). The current study is thus designed partially to clarify the relationship between the 

motivational variables mentioned above and foreign language listening performance by avoiding 

the problematic factors found in Mills‘ study. 

 

   Summary and Conclusion of the Chapter 
  

The review of the literature began with Bandura‘s self-efficacy and how it relates to 

academic performance as well as how cultures can impact on learners‘ self-appraisal, followed 

by motivational research conducted in the field of second/foreign language acquisition, and 

finally by the relationship between second/foreign language motivation and self-efficacy.  
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 As reviewed previously, ample research in other academic fields has documented the 

predictive power of learners‘ academic self-efficacy to their subsequent academic performance. 

However, self-efficacy as a motivational construct in predicting language performance has 

received very limited research attention in the field of second/foreign language acquisition. On 

top of this, among the existing second/foreign language self-efficacy studies available, partially 

due to the problematic self-efficacy measures, mixed results about the relationship have been 

revealed, which provide limited information about the predictive power of self-efficacy on 

second/foreign language performance. In addition, though listening is a crucial skill in mastering 

a second/foreign language, it has long been an ignored area in second/foreign language 

acquisition research. Moreover, although Bandura (1997) posited that mastery experience is the 

major source of individuals‘ efficacy information, Oettingen (1995) and Oettingen and Zosuls 

(2006) argued that cultural value may impact individual‘s weighing and selecting of efficacy 

information. Specifically, social persuasion may play a more significant role for Asian learners in 

their self-appraisal than suggested by Bandura (1997).  

As learners‘ strength of academic self-efficacy may powerfully influence their subsequent 

academic performance, there is a need to examine the beliefs‘ power in affecting second/foreign 

language acquisition and the major source of efficacy information for Asian English as a foreign 

language learners. A second/foreign language self-efficacy study conducted with appropriate self-

efficacy measures targeted to the listening aspect of foreign language skills in Asian college 

students will address the issues discussed above. In this fashion, the current study is filling the 

gaps that previous research appears to have left. 
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CHAPTER III 

 

METHOD 

 

 This study was designed to examine the relationship between EFL learners‘ listening self-

efficacy beliefs and English listening performance to predict their English listening achievement. 

In addition, the influence of the four hypothesized sources of self-efficacy information—Mastery 

Experience, Vicarious Experience, Social Persuasion, and Psycho-physiological State—on Asian 

EFL learners‘ beliefs about their listening abilities was also investigated in this study. The 

research questions to be addressed include the following: 

1. What is the relationship between English listening self-efficacy and English listening 

performance? Can English listening self-efficacy make an independent contribution to 

the prediction of English listening performance when English listening anxiety and 

perceived value of English language and culture are controlled?  

2. What is the relationship between English listening anxiety and English listening 

performance? Can English listening anxiety make an independent contribution to the 

prediction of English listening performance when English listening self-efficacy and 

perceived value of English language and culture are controlled?  

3. What is the relationship between perceived value of English language and culture and 

English listening performance? Can perceived value of English language and culture 

make an independent contribution when English listening self-efficacy and English 

listening anxiety are controlled?  

4. Of the four sources of self-efficacy information, which is the dominant source of English 

listening self-efficacy information for college level learners in Taiwan?   

  Divided into four sections, this chapter will present the research methodology of the 

study in the sequence as follows: descriptions of the participants and settings, explanations of the 

research design, which includes procedure, survey instrument, field test of the instrument, and 

data analysis, and a discussion of methodological limitation followed by a summary of the 

chapter.   
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Participants and Setting 
 

The study was conducted within college-level English listening comprehension classes at 

a large private university located in northern Taiwan. The English listening class is a required 

one-credit course, which meets once a week for two hours in a multi-media equipped and 

computerized language laboratory. Though speaking activities are embedded in the course, more 

emphasis is placed on listening than speaking skills, as the course assessments test learners‘ 

listening comprehension abilities rather than speaking. The course offers training in general 

English geared towards preparing non-English major students for daily survival events. In 

addition to playing the audio/video listening texts and explaining listening strategies as well as 

the content of the listening texts to the students, the instructors give general English instruction 

that is related to listening skills. Students are often involved in small-group work, listening to the 

texts at their own pace and engaging in group discussions, as the computerized language 

laboratory not only provides a built-in cassette player on each student‘s desk, but also enables the 

instructor to either randomly or purposefully assign students to small-group discussions. Class 

materials generally include an English listening textbook designed for intermediate level 

ESL/EFL learners—such as Listen In published by Thomson Heinle—English local news and 

commercials, TOEFL practice tests, and English movies. The English language, in Taiwan, is 

often referred as to American English. Consequently, the English learning materials utilized are 

English with American accents and expressions. English speakers and English speaking culture 

are often referred as to Americans and American culture.   

The students enrolled in the listening class are considered intermediate to advanced 

language learners, as most of them have studied English for at least six years. However, since 

listening comprehension is not covered in most of the students‘ formal high school English 

education, the students‘ listening abilities range from beginning to advanced levels depending on 

each individual‘s exposure to English listening texts outside of the school. The class sizes at this 

university range from 30 to 65 students.  

Two hundred and seventy-seven non-English major students, mostly freshmen and 

sophomores, who were enrolled in five out of the 44 English listening sections available in the 

university were chosen to participate in the study. The non-freshmen or sophomores in the class 

were those who failed to pass it the first time and so were taking it again. The determination of 

sample size was based on the general guidelines for multiple regression analysis and factor 
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analysis—the statistical procedures utilized in the current study to investigate the questions under 

study. Green (1991) suggested a formula for determine regression sample sizes:  N > 50 + 8 m 

(where N is the sample size needed and m is the number of independent variables included in the 

study) for testing the multiple correlation. In the case of the current study, a minimum of 74 

participants were needed to investigate the influence of the English motivational variables on 

English performance. For the factor analysis part of the statistical procedure, Pedhazur and 

Schmelkin (1991) have recommended 50 participants per factor as a fair rule of thumb; 

Tabachnick and Fidell (1996) have recommended 300 cases for a good general rule of thumb.  

Since the current study utilized the same group of participants for all the questions under study, 

around 200 (four factors under study—Mastery experience, Vicarious experience, Social 

persuasion, and Psycho-physiological State—x 50) to 300 participants were needed. The five 

chosen class sections were facilitated by one of the 18 EFL instructors in the university.  

The participants of the study were limited to students from only one university in Taiwan 

and in only one instructor‘s classes for a theoretical reason. According to Bandura (1986), the 

self-efficacy measure needs to reflect the criterial measure to ensure the accuracy of the 

prediction. That is, the task-and-context specific listening tasks specified in the listening self-

efficacy items must correspond to the listening performance measures employed with the 

participants to accurately account for the effect of the self-efficacy beliefs on listening 

performance. Given that the listening materials utilized and performance measures employed 

vary across instructors at the university level, depending on their course objectives and goals, it 

would not be feasible for the researcher to request a uniform performance measure across various 

instructors. For this reason, only students from one university were chosen. In addition, none of 

the 18 instructors in the university chosen was teaching more than six listening sections, which 

compromised the feasibility of involving only one instructor and to ensure sufficient participants 

for the study. For the accuracy of prediction—self-efficacy measure reflects the criterial 

measure—the participants were limited to being from one university in one instructor‘s classes in 

which similar course objectives and consistency across classes for content, performance activities, 

and assessment were found. Similar sample selection for the same reason is found in previous 

self-efficacy studies.  For example, Mills (2004), in her investigation of the relationship between 

French learners‘ self-efficacy beliefs and French performance to the prediction of their French 

proficiency, limited the sample of this particular part of her study to only 95 participants in one 
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southern university in the United States, though the total participants of her study comprised 303 

students from three universities in the United States.   

The sections of classes selected for this study comprised a mixture of low and high 

achievement students in terms of their English listening skills. That is, students were not 

assigned to the classes according to their previous achievement. In addition, the participants in 

the selected classes came from various geographic locations and social economic backgrounds in 

Taiwan. As most of these students were admitted to the university according to the total scores of 

their college entrance examinations, the composition of the students included individuals from 

the northern, southern, eastern, and western parts of Taiwan with various social economic 

backgrounds. In this sense, the participants in this study represent general university-level EFL 

learners in Taiwan. The English instructor participating in this study was a senior English 

listening comprehension instructor who earned her M.A. degree in Teaching English as a Second 

Language in the United States. 

  

Research Design  
 

In view of the research questions and purposes previously presented, the current study was 

conducted through an advanced form of the general correlational design, which goes beyond the 

scope of just looking at the correlations between variables to examining if one particular 

independent variable can predict a dependent variable while other independent variables are 

controlled. This advanced form of general correlational design allows the study to examine the 

predictability of dependent variables by independent variables, which a basic form of 

correlational design can not accomplish.  

The participants‘ English listening self-efficacy, English listening anxiety state, perceived 

value of English language and culture, and sources of English listening efficacy information were 

elicited by a survey instrument. In answering the first three research questions, English listening 

self-efficacy, English listening anxiety, and perceived value of English language and culture are 

to serve as the independent variables; the participants‘ third-to-fourth-quarter semester grades 

provided by their English instructors will serve as the dependent variable, which is the prediction 

target—the participants‘ listening performance. In answering the fourth research question, the 

sources of English listening efficacy information serves as the independent variable and English 
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listening self-efficacy is the dependent variable to be predicted. The design is illustrated in 

Figures 6 to 9. 

 

1. What is the relationship between English listening self-efficacy and English listening 

performance? Can English listening self-efficacy make an independent contribution to 

the prediction of English listening performance when language anxiety and perceived 

value of English language and culture are controlled? 

                   Question 1 presented in a statistical model:  33221101 xbxbxbbY  

            Independent Variable ( x  )                             Dependent Variable (Y )   

              (predictor)                                                        (prediction target) 

1x = English Listening Self-efficacy                        1Y =  Listening Performance  

2x = Language Anxiety                                   (third-to-fourth-quarter semester grades) 

3x = Perceived Value of English  

       Language and Culture 

 

Figure 6. Research Design for Research Question 1. 

 

 

2. What is the relationship between English listening anxiety and English listening 

performance? Can English listening anxiety make an independent contribution to the 

prediction of English listening performance when English listening self-efficacy and 

perceived value of English language and culture are controlled? 

                   Question 2 presented in a statistical model:  33221101 xbxbxbbY  

            Independent Variable ( x  )                             Dependent Variable (Y )   

              (predictor)                                                        (prediction target) 

1x = English Listening Self-efficacy                        1Y =  Listening Performance  

2x = English listening Anxiety                        (third-to-fourth-quarter semester grades) 

3x = Perceived Value of English Language and Culture 

 

Figure 7. Research Design for Research Question 2. 
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3. What is the relationship between perceived value of English language and culture 

and English listening performance? Can perceived value of English language and 

culture make an independent contribution when English listening self-efficacy and 

English listening anxiety are controlled? 

                   Question 3 presented in a statistical model:  33221101 xbxbxbbY  

            Independent Variable ( x  )                             Dependent Variable (Y )   

              (predictor)                                                        (prediction target) 

1x = English Listening Self-efficacy                        1Y =  Listening Performance  

2x = English listening Anxiety                         (third-to-fourth-quarter semester grades) 

3x = Perceived Value of English  

       Language and Culture 

 

Figure 8. Research Design for Research Question 3 

 

 

 

4. Of the four sources of self-efficacy information, which is the dominant source of 

English listening self-efficacy information for college level learners in Taiwan? 

                         Question 4 presented in a statistical model:  33221102 xbxbxbbY                    

          Independent Variable ( x  )                             Dependent Variable (Y )   

              (predictor)                                                         (prediction target)  

1x   =Mastery Experience              

2x = Vicarious Experience                                  2Y = English Listening Self-efficacy 

3x  = Social Persuasion                              

4x =Psycho-physiological State                    

 

Figure 9. Research Design for Research Question 4 
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Procedure 

 

At the beginning of the fourth quarter of Fall semester, 2006, the researcher distributed 

survey questionnaires for the study during the participants‘ regular English listening 

comprehension classes after the distribution of the Informed Consent Form in which the purpose 

of the study, the confidential nature of the research, and the participants‘ role in the data 

collection process were specified. The administration of the survey took place during one class 

period. The instructor of the classes was not present during the survey administration to 

encourage participants‘ honesty in responding to attitudinal items (Mills, 2004). The researcher, 

instead, explained the directions for each sub-scale of the questionnaire and encouraged the 

participants to ask questions in case they did not understand the directions. Upon the completion 

of the survey items, the researcher collected all the returned questionnaires.  

At the end of the semester, the instructor provided the researcher with the participants‘ 

fourth-quarter course grades (the grades the participants earned from multiple listening quizzes, 

tests, and final examination employed during the fourth-quarter of the semester)—the 

participants‘ learning outcomes after the survey was administered—which served as the 

prediction target, or criterial measure, of this study.  The use of students‘ final grades as criterial 

measure is suggested by Bong (2006) for achievement settings, and has been utilized in 

numerous previous self-efficacy studies (see for example, Mills, 2004; Zimmerman & Bandura, 

1994). The participants‘ 2nd
 quarter grades (previous achievement), also were collected for 

additional description of the participants‘ listening performance prior to the survey instrument 

was administered. The time line of the data collection for the current study and academic 

schedule of Fall semester 2006 for the participants is explained in Table 1. 

This procedure stems from a theoretical base as follows. Bandura (1986) has suggested 

that, for accurate prediction of one‘s subsequent performance, efficacy assessment should 

precede performance assessment. That is, the efficacy belief survey should be administered 

before the criterion measure/prediction target—in the case of the present study, the classroom 

assessments which contribute to the participants‘ fourth-quarter final grades—is employed. In 

addition, since the self-efficacy measure employed in this study is a self-efficacy for performance 

measure, the efficacy belief measure should be employed when the participants are familiar with 

the requisite skills to perform a given task to enhance an accurate prediction of the efficacy 
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beliefs to learning outcomes. This is mentioned in the self-efficacy for learning and self-efficacy 

for performance section of the literature review in chapter 2.  At the beginning of the fourth 

quarter of a semester, the participants should be familiar with the skills needed to perform 

classroom listening tasks and assessments, given that they are not at a beginning level of a 

foreign language learning process.  For the reasons mentioned above, the procedure of the study 

was determined. 

 

 

 

Table 1 

The Time Line of Data Collection and Academic Schedule of Fall Semester 2006 for the 

Participants 

Week Academic Schedule Data Collection Note 

 

1 Beginning of Fall  

Semester, 2006 

 

 

 

 

9 

 

Mid-term Week 

  

 

14 

 Administration of the English 

Listening Self-efficacy survey 

questionnaire  

 

 

15~17 

  Listening quizzes 

and  tests employed 

 

18 

 

Final Week 

Collection of the fourth-quarter 

course grades, which consist of 

grades earned from all the in-class 

English listening quizzes and tests 

employed during week 15
th

 to week 

17
th

, as well as from the final 

examination administered on week 

18
th

 . 

Final examination 

employed 

 

 

 

     

Instrumentation 
  

The instrument utilized in this study—English Listening Self-efficacy Questionnaire—is 

composed of four measures: English Listening Self-efficacy, English Listening Anxiety, 
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Perceived Value of English Language and Culture, and Sources of English Self-efficacy 

Information Questionnaire. One additional Individual Background Questionnaire was added to 

the end of the four measures. As the participants of the current study were Taiwanese students, to 

ensure the participants‘ understanding of the survey items, the questionnaire was given in 

Chinese. The English Listening Self-efficacy Questionnaire thus was translated to Chinese, and 

then the Chinese version of the four measures were field tested with twelve Taiwanese students 

then modified and edited into the current questionnaire—English Listening Self-efficacy 

Questionnaire. The field test results have been provided after the detailed description of each 

measure of the survey.  

English Listening Self-efficacy Measure 

 The perceived capabilities of performing English listening tasks was assessed by using an 

English Listening Efficacy Scale constructed by the researcher based on the literature review and 

the researcher‘s experiences in teaching English listening comprehension in Taiwan, as well as 

the input from the English instructor participating in the present study. Efforts were made to 

select English listening course-specific tasks that were appropriate for the instructor‘s classes and 

that were representative of common tasks that would be employed in the classroom assessments 

across all sections of the course from the beginning of the 4
th

 quarter to the end of the semester. 

The English listening self-efficacy measure consisted of 21 items that asked students to evaluate 

their capability to perform various listening tasks typically employed in their listening classes and 

listening assessments. This was done to ensure the self-efficacy instruments and performance 

measures are closely matched, as suggested by Bandura (1986) and Pajares (1997) to enhance the 

accuracy of the prediction. For example, if a listening self-efficacy item evaluates a student‘s 

perceived confidence in understanding the main ideas of a short daily conversation between two 

English speakers, the criterion measure has to have a corresponding item that asks the student to 

listen to a short daily conversation between to English speakers and answer a comprehension 

question about the main ideas. The 21 items constructed by the researcher were created on this 

basis. An example of an English listening self-efficacy item is ―How sure are you that you can 

listen to and understand the main ideas of a daily conversation between two English speakers.‖ 

 The guiding instruction of the English listening self-efficacy instrument asks students, 

―How confident are you that you can perform each of the English listening skill below?‖ This 

wording of can is suggested by Bandura (2006) to ensure content validity of the self-efficacy 
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items. Bandura (2006) stated that, ―Efficacy items should accurately reflect the construct.  Self-

efficacy is concerned with perceived capability. The items should be phrased in terms of can 

do…‖ as ―[c]an is a judgment of capability…‖ (p. 308). In responding to each of the 21 items, 

participants of the study recorded the strength of their efficacy beliefs on an 11-point rating scale 

ranging from 0 (not confident at all) to 10 (highly confident), divided into 1-unit intervals. Such a 

scale response format was a simplified version of the 100-point rating scale recommended by 

Bandura (2006), for consistency across each section of the instrument. The recommended 100-

point rating scale ranges from 0 (not confident at all) to 100 (highly confident), divided in 10-unit 

intervals. Bandura (2006) asserted that scales that use only a few steps, such as the one with a 5-

interval scale, should be avoided, as they can not capture fine distinctions among individuals‘ 

efficacy beliefs and thus are not sensitive enough and less reliable. He cited Pajares, Hartley and 

Valiante‘s (2001) findings—the 0-100 response format demonstrated better predictive utility than 

the Likert-type 1-6 response scales— to support this assertion. An 11-point rating scale, thought 

not to be as reliable as the 100-point scale, should be more reliable than a 5-interval scale. To 

ensure the rating scale was sensitive and reliable in capturing individuals‘ efficacy beliefs, a 0 to 

10 response format thus was chosen in the current study. This simplified version of Bandura‘s 

(2001) 100-point scale that uses forced 11-point unit was also easier for the participants of the 

current study to fill out. Face validity of the scale was established through the review of the scale 

by the English instructor participating in the present study and by four Taiwanese-English 

bilingual graduate level students who had the experience of learning English listening skills in 

universities in Taiwan.  

 Item responses were summed and divided by 21 to arrive at a mean score for the measure, 

with higher values reflecting stronger self-efficacy beliefs. The Cronbach alpha coefficient for 

the measure used in the current study was. 97. 

English Listening Anxiety Measure  

 English listening anxiety was measured with a nine-item listening anxiety scale which is 

adapted from Betz‘s (1978) Mathematics Anxiety Scale (MAS). The English Listening Anxiety 

Scale asked questions about the physiological stress and uneasiness linked to the process of 

learning English listening skills or performing English listening tasks.  It contained both 

positively and negatively worded items to assure accuracy and consistency across any 

participant‘s responses. Participants of the study responded on an 11-point rating scale ranging 
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from 0 (definitely false) to 10 (definitely true). An example of an English listening anxiety item 

is ―I get a sinking feeling when I think of trying to complete a difficult listening comprehension 

exercise.‖ Scale scores were formed by summing item responses after the negatively worded 

items were reversed. Higher total scores on this scale suggest higher listening anxiety. The MAS 

scales has been adapted to be utilized in various academic subjects, and the Cronbach‘s alpha 

coefficients have ranged from .87 to .91 (Mills, 2004; Pajares & Graham, 1999; Pajares & 

Kranzler, 1995; Pajares & Urdan, 1996). The Cronbach alpha coefficient for the measure used in 

the current study was .92. 

Perceived Value of English Language and Culture Measure  

 Perceived value of English language and culture was measured with the Students Attitude 

Questionnaire, a nine-item scale developed by Eccles (1983). This scale evaluates students‘ 

interest, enjoyment, and perceived importance of learning the English language and its related 

culture. This scale was also adapted and utilized in Mills‘ (2004) study to measure the 

participants‘ perceived value of French language and culture. The participants of the present 

study responded to items such as ―Learning the English language is interesting for me,‖ ―It is 

important to me to get good grades on English language tests,‖ and ―I like to do cultural activities 

in English class‖ on an 11-point rating scale ranging from 0 (definitely true) to 10 (definitely 

false). As in the previous measure, scale scores were formed by summing item responses after 

negatively worded items are reversed. A high total score on this scale suggested that the students 

perceive a higher value of English language and culture. Previous Cronbach‘s alpha coefficients 

for the scale in various academic subjects have ranged from .69 to .96 (Britner & Pajares, 2001; 

Mills, 2004; Pajares & Graham, 1999; Pajares & Valiante, 1999). The Cronbach alpha 

coefficients were .89 and .92, respectively, for perceived value of English language and culture.  

Sources of English self-efficacy information measure  

The perceived sources of English self-efficacy were assessed with a 20-item Source of 

English Self-efficacy Information Scale, which is a modified version of what Lent and his 

colleagues have utilized in their investigations of high school and college students (Lent, Lopez, 

& Bieschke, 1991; Lent, Lopez, Brown, & Gore, 1996; Lopez, Lent, Brown, & Gore, 1997). The 

original measure contains 40 items in four sub-scales that were designed by Lent and his 

colleagues ―to tap one of the primary sources of efficacy information described by Bandura 

(1986)‖ (Lopez, et al., 1997, p. 47).  
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For the purpose of the present study, the original 40 item-scale was reduced to a 20-item 

scale. This procedure has been done in previous studies (e.g., see Usher & Pajares, 2005). Only 

items that were context appropriate for the present study were adapted. As a result, the 20-item 

scale comprises 20 items adapted from the 40-item scale and two items created by the researcher 

to tap the specific context of the participants‘ listening class.  In addition, minor modifications 

were made on three of the items adapted from the original scale to ensure cultural 

appropriateness for Taiwanese respondents. The original item, ―My advisor has singled me out as 

having good English listening skill,‖ which measures Social Persuasion, was modified to read 

― My teacher has singled me out as having good English listening skill,‖ as there is no academic 

advisor in either high school or undergraduate school in the Taiwanese educational system. For a 

similar reason, the original item ―People I look up to have told me not to consider a math related 

major‖ was modified to read ―High school teachers of mine have told me not to consider college 

majors that required a strong English background.‖ In Taiwan, high school teachers are most 

likely to be the ones who talk about the choices of college majors.   

In the 20-item scale, five items, respectively, measure Mastery Experience—the 

interpreted result of one‘s previous purposive performance—(e.g., ―I received good grades in 

English listening tests‖); Vicarious Experience—seeing the effect produced by comparable 

peers—(i.e., ―Most of my friends did well in English listening‖); Social Persuasion—verbal 

judgment provided from others about one‘s capabilities—(i.e., ―My teacher has singled me out as 

having good English listening skill‖); and Physiological and Emotional States (i.e., ―I have 

usually been at ease listening to English in Class‖). Nearly half of these 20 items were negatively 

worded to assure accuracy and consistency across any participant‘s responses. For detailed 

descriptions of the items and the constructs measured, please see Appendix C. 

Participants responded to the items by indicating their level of agreement with each statement on 

an 11-point rating scale ranging from 0 (strongly disagree) to 10 (strongly agree). Scale scores 

were formed by summing item responses after negatively worded items were reversed so that 

higher scores on each sub-scale suggest more favorable English experience (i.e., receive more 

positive social persuasion and less anxiety). When the four sources of self-efficacy have 

preciously been assessed in other studies, Cronbach‘s alpha coefficients for the scale have ranged 

from .80 to .91 for Mastery Experience, .56 to .87 for Vicarious Experience, .72 to .91 for Social 

Persuasion, and .76 to .91 for Psycho-physiological State (Anderson & Betz, 2001; Hampton, 
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1998; R. Klassen, 2004; Lent et al., 1991; Lopez & Lent, 1992). The Cronbach alpha coefficient 

for the measure used in the current study was .92 for Mastery Experience, .52 for Vicarious 

Experience reflecting experience from adult, .76 for Social Persuasion, and .90 for Psycho-

physiological State 

 As the Psycho-physiological State and Emotional Arousal sub-scale in Lent and his 

colleagues‘ original scale was adapted from Betz‘s (1978) Mathematics Anxiety Scale (MAS), a 

similar method was utilized for the current study. The five items utilized to measure Psycho-

physiological State of the participants were pulled out from the English Listening Anxiety scale 

utilized in the current study (Psycho-physiological State item No. 4, 8, 12, 16, and 20), which 

was also adapted from Betz‘s (1978) Mathematics Anxiety Scale (MAS). 

 

    Field Test of the Instrument 

   
The field test of the instrument was conducted for three purposes: (1) to check testing 

time, (2) to check the comprehensibility of the items, and (3) to check for the cultural 

appropriateness of the items for Taiwanese respondents. Given that the participants of the present 

study were Taiwanese, the English  questionnaire— including English listening self-efficacy 

scale, English listening anxiety scale, perceived value of English language and culture scale, and 

source of English self-efficacy information scale—was translated to Chinese. Back-translation 

(Green & White, 1976) was employed to confirm accuracy and make adjustments. The process 

included the researcher, who is a native Chinese speaker, translating the original English into 

Chinese. Then the Chinese version of the questionnaire was translated back into English by a 

Chinese-English bilingual speaker who was not involved in the research. Adjustments were made 

until the original English and translated Chinese versions were consistent.  

 The four measures were field tested with 12 Taiwanese students studying at the Florida 

State University in August of 2006. The students were first given the Chinese versions of the four 

measures and asked to complete the measures at their own comfortable pace. It took them 

approximately 20 minutes. Upon the completion of the Chinese questionnaire, the researcher 

distributed the English versions of the four measures and discussed with the students their 

reactions to the Chinese versions of the four measures. As a result of these discussions and 

comments, some Chinese items were rephrased for clarity. For detailed modifications made on 

the Chinese questionnaire, please see Appendix D. 
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     Data Analysis  
 

All data analyses were conducted by using the Statistical Package for Social Sciences 

(SPSS) to test the study‘s hypotheses, as this statistical tool has been utilized in numerous self-

efficacy studies. To determine the degree to which English listening self-efficacy predicted 

English listening performance, multiple regression analyses were conducted. The dependent 

variable was the participants‘ third-to-fourth-quarter course grades. The independent variables in 

the regression model were English listening self-efficacy, English listening anxiety, and 

perceived value of English language and culture.  

 To analyze the sources and weight of English efficacy information, as done by previous 

researchers (Lent et al., 1996; Usher & Pajares, 2005), exploratory factor analyses and multiple 

regression analyses were conducted.  Exploratory factor analysis was employed to identify the 

latent constructs underlying the sources items; multiple regression analysis was utilized to 

determine the degree to which each source of efficacy information can contribute to English 

listening self-efficacy (Howell, 2002; Tate, 1998). The analyses included all items used to assess 

mastery experience, vicarious experience, social persuasions, and physiological indexes. 

 

   Methodological Limitation 

 

Threat to External Validity 

 The fact that the participants of the study were selected from only one university in 

Taiwan limited the generalizability of the findings to other populations. However, this was an 

inevitable sampling choice to enhance the accuracy of prediction.  Bandura (1997) and Bong 

(2006), stressed that self-efficacy scale needed to be closely corresponded to the criterial measure 

(or the prediction target) to ensure the accuracy of the prediction. Given the skills specified in the 

English listening self-efficacy scale need to be closely corresponded to the participants‘ listening 

performance in their classroom assessments for accurate prediction of the efficacy beliefs to 

learning outcome, only when the skills measured in the participants‘ classroom assessments are 

uniform can the requirement be met. Since the instructor who participated in the study was a 

former colleague of the researcher‘s, she had the advantage of being familiar with the learning 

materials and classroom assessment employed in the instructor‘s classes. This allowed her to 

design the listening self-efficacy instrument targets to the classroom assessments employed 
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particularly in these classes. Had the participants been selected from various other universities, 

the correspondence between the listening efficacy measure and listening assessments would not 

have been met, given that instructors in other universities might not utilize similar teaching 

materials and classroom assessments.  

 

Summary of the Chapter 

 

 This chapter began with a detailed description of the setting and participants as well as 

the research design and procedure of the study. In addition, the survey instrument utilized in this 

study was introduced in detail, including how each measure was constructed, how they were 

scored, and how the instrument was field tested. In addition, specific procedure for statistical data 

analysis was explained. The chapter ended with a discussion of a methodological limitation 

derived from the sample selection.  
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CHAPTER IV 

 

RESULTS AND DISCUSSION 

 

Divided into three sections, this chapter will start with reporting the descriptive statistics 

of the participants continued by presenting, in sections two and three respectively, the results of 

the statistical data analysis in answering Research Questions 1 to 3 and 4 of the current study. In 

addition, a discussion of the data analyses and results associated with each research question will 

follow, supplemented by tables. 

     

Descriptive Statistics of Participants 

 
Students who participated in the current study (n = 277) were chosen from non-English major 

students enrolled in five sections of college-level English listening comprehension classes. As 

the survey questionnaires were distributed during the participants‘ regular session of English 

listening comprehension class, the return rate was 100%, and there were no missing data. The 

descriptive statistics of participants are presented in succeeding sections. A table of means of the 

independent and dependent variables under study is presented in Table 2. Tables of the 

participants regarding their majors, sex, year in the university, age, years of English learning 

experience, previous achievement in English listening performance (2
nd

 quarter grades), and 

English listening final performance are presented in Tables 3 through 6.  

 As previously stated, the independent variables investigated in Research Question 1 to 3 

were English listening self-efficacy, English listening anxiety, and perceived value of English 

language and culture, which all were measured based on the same 11-point Likert-type scale, 

ranging from 0-10. The dependent variable investigated in research question 1 to 3 was English 

listening performance (4
th

 quarter grades). Table 2 shows that perceived value of English 

language (M=6.22) and culture (M=6.19) had the highest and the second highest means; English 

listening self-efficacy had a mean of 5.83 and English listening anxiety had the lowest mean of 

5.31. The mean score for the participants‘ final performance (4
th

 quarter grades), which ranged 

from 0 to 100, is 74.61. These results suggested that the participants‘ strength of English 

listening self-efficacy, anxiety state, and perceived value of English language culture were all at 

medium level, since their mean scores fell to the medium range between the 0 to 10 scale. While 
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the findings of Yang‘s (1999) study suggested that Taiwanese college students generally had a 

strong sense of English speaking self-efficacy, the findings of the current study showed that the 

Taiwanese college students under study possessed only medium level of English listening self-

efficacy. 

 

 

 

Table 2 

Means and Standard Deviations for the Independent and Dependent Variables (n=277) 

 Variable Type Mean SD 

English Listening Self-efficacy IV for Q1~3, DV for Q 4 5.83 1.77 

English listening Anxiety IV for Q1~3 5.31 2.18 

Perceived Value of English Language IV for Q1~3 6.22 1.71 

Perceived Value of English Culture IV for Q1~3 6.19 1.86 

Final Performance (4
th

 quarter grades) DV for Q1~3 74.61 14.83 

Mastery Experience IV for Q 4 5.02 2.17 

Vicarious Experience IV for Q 4 7.24 2.01 

Social Persuasion IV for Q 4 5.34 2.26 

Psycho-physiological State IV for Q 4 5.57 2.40 

 

Note: 1. Means for English listening final performance score range from 0 to 100 

          2. Means for English listening self-efficacy, English listening anxiety, perceived value          

              of  English language, perceived value of English culture, mastery experience,    

  vicarious experience, social persuasion, and Psycho-physiological State are based on     

  an 11-point Likert-type scale (ranging from 0 to 10) 

          3. IV: Independent Variable, DV: Dependent Variable 

 

 

 

 The independent variables investigated in Research Question 4 were Mastery Experience, 

Vicarious Experience, Social Persuasion, and Psycho-physiological State. The dependent 

variable was English listening self-efficacy. All the variables investigated in research question 4 

were measured based on the same 11-point Likert-type scale, ranging from 0-10. Vicarious 

Experience had the highest mean of 7.24, Psycho-physiological State had the second highest 
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mean of 5.57, Social Persuasion had the mean of 5.34, and Mastery Experience had the lowest 

mean of 5.02. As the mean scores of Mastery Experience, Social Persuasion, and Psycho-

physiological State fell into the medium range of the 0 to 10 scale, it suggests that, generally, the 

participants might not have successful experiences in learning English listening comprehension 

skills; nor was it likely that they received much positive social persuasion from their English 

instructors at high school and college levels. Moreover, the participants‘ Psycho-physiological 

State might be generally at medium level.  

The students participated in the study came from five different areas of study: 64 

Information Management major, 56 Law major, 61 Business Administration major, 65 

accounting major, and 31 Clinical Psychology and Nursing majors (see Table 3 below). 

 

 

 

Table 3 

Participants in the Study-Majors (n=277) 

 Frequency Percent 

Information Management 64 23.1 

Law 56 20.2 

Business Administration 61 22.0 

Accounting 65 23.5 

Clinical Psychology and Nursing 31 11.2 

Total 277 100.0 

 

 

 

There were 130 males (equal to 47%) and 147 females (equal to 53%) participated in the 

current study. One hundred thirty-eight of the 277 participants were freshmen (equal to 46.9%), 

123 of them were sophomores (equal to 53.1%), 1 of them was a Junior (equal to .4%), and 15 of 

them were seniors (equal to 5%). Table 4 and 5 present the details. 
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Table 4 

Participants in the Study-Sex (n=277) 

 Frequency Percent 

Male 130  46.9 

Female 147  53.1 

Total 277 100.0 

 

 

 

Table 5 

Participants in the Study-Year (n=277) 

 Frequency Percent 

Freshman 138   49.8 

Sophomore 123   44.4 

Junior 1       .4 

Senior 15     5.4 

Total 277 100.0 

 

 

 

The participants‘ ages ranged from 18 to 25 and each one of them had a minimum of 6 

years‘ experience in learning English as a foreign language. The mean scores of the participants‘ 

previous achievement (2
nd

 quarter grades) and final performance (4
th

 quarter grades) were, 

respectively, 67.93 and 74.61. The details are presented in Table 6.  
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Table 6 

Participants in the Study- Age, Years of English Learning Experience, and Previous English 

Listening Achievement, and English Listening Final Performance  

 N Minimum Maximum Mean Std. Deviation 

Age 

Years of learning experience 

Previous achievement 

(2
nd

 quarter grades) 

 

Final performance 

(4
th

 quarter grades) 

277 

277 

277 

 

277 

18 

6 

3 

 

27 

25 

17 

100 

 

100 

19.25 

  9.17 

67.93 

 

74.61 

  1.351 

  2.474 

17.145 

 

14.834 

 

 

 

 

Results of Statistical Data Analysis in Answering Research Questions One to Three   
 

As stated previously, the first three research questions addressed in the current study are as 

the following: 

1. What is the relationship between English listening self-efficacy and English listening 

performance? Can English listening self-efficacy make an independent contribution to 

the prediction of English listening performance when English listening anxiety and 

perceived value of English language and culture are controlled? 

2. What is the relationship between English listening self-efficacy and English listening 

performance? Can English listening self-efficacy make an independent contribution to 

the prediction of English listening performance when English listening anxiety and 

perceived value of English language and culture are controlled? 

3. What is the relationship between perceived value of English language and culture and 

English listening performance? Can perceived value of English language and culture 

make an independent contribution when English listening self-efficacy and English 

listening anxiety are controlled? 

The Multiple Correlation Analysis 

 Before regression analyses were conducted, Pearson correlations (see Table 7) were 

computed to check for the relationship between each independent variable (English Listening 
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Self-efficacy, English Listening Anxiety, Perceived Value of English Language, and Perceived 

Value of English Culture) and the dependent variable—Final Performance.  

 

 

 

Table 7 

Means, Standard Deviations, and Zero-Order Correlations of the English Listening Final 

Performance, English Listening Self-Efficacy, English Listening Anxiety, Perceived Value of 

English Language and Culture for the Participants (n= 277) 

 Mean SD 1 2 3 4 5 

 

1. Final Performance 

 

74.61 

 

14.83 

 

1 

 

.744(**) 

 

-.570(**) 

 

.519(**) 

 

.422(**) 

 

2. Self-efficacy 

 

 5.83 

 

 1.77 

  

1 

 

-.679(**) 

 

.625(**) 

 

.531(**) 

 

3. Anxiety 

 

 5.31 

 

 2.18 

   

1 

 

-.575(**) 

 

-.406(**) 

 

4. Perceived value of   

    English language 

 

 6.22 

 

 1.71 

    

1 

 

.780(**) 

 

5. Perceived value of    

    English culture 

 

 6.19 

 

 1.86 

     

1 

 

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

Note: Means for English listening final performance score range from 0 to 100 

          Means for English listening self-efficacy, English listening anxiety, perceived value of   

          English language, and perceived value of English culture are based on an 11-point     

          Likert-type scale (ranging from 0 to 10) 

 

 

 

Results showed that English listening self-efficacy (r= .74) and perceived value of 

English language (r= .51) and culture (r= .42) were positively associated with English listening 

final performance while English listening anxiety (r= .-57) was negatively associated with 

English listening final performance. These results supported self-efficacy research findings 

outside of the foreign language learning domain, as there was a strong correlation between self-

efficacy and class grades. These results also supported second/foreign language research findings 

regarding the negative correlation between language anxiety and language learning outcome and 

the positive correlation between perceived value of English language and culture and language 
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learning outcome. The correlation between English listening self-efficacy and English listening 

final performance was very high (r= .74), according to Cohen‘s (1988) rule of thumb for 

correlation coefficient, which is listed as follows: 

          r 

    Small    .10 

    Medium   .30 

    Large    .50 

This was probably also due to the close correspondence between the English listening self-

efficacy measure and the English listening performance tasks, which have been stressed by 

Bandura (1986, 2006), Bong (2006), and Pajares (1996) in creating self-efficacy items.  Scatter 

plots showed that each independent variable had a linear relationship with the dependent variable. 

 After the relationship was clarified, four separate bivariate (simple) regression analyses 

were conducted to evaluate how well each of the four independent variables explained the level 

of English listening final performance—that is, the predictive power of each independent 

variable to the dependent variable—in isolation of the other three independent variables. The 

results are summarized in Table 8. 

 

 

 

Table 8 

The Predictive Power of Each Independent Variable to English Listening Final Performance in 

Four Separate Bivariate Regression Models ( n = 277) 

 R 2  Adjusted 

R 2  

Standardized 

coefficients Beta (β ) 

Sig. 

English listening self-efficacy 

English listening anxiety 

Perceived value of English language  

Perceived value of English culture 

.554 

.325 

.269 

.178 

.553 

.322 

.266 

.175 

.744 

-.570 

.519 

.422 

.000 ***  

.000 ***  

.000 ***  

.000 ***  

 

Note: Dependent Variable: final performance (4th quarter grade) 

*p<.05, **p<.01, ***p<.0.001 

The results of the four separate bivarite regression analyses revealed that English listening 

self-efficacy, English listening anxiety, perceived value of English language, and perceived value 

of English culture all had significant impacts on English listening final performance. That is, 
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each one of the four independent variables was a significant predictor of English listening final 

performance. Those participants with a stronger sense of English listening self-efficacy and 

perceived value of English language and culture achieved accordingly as measured by their 

English listening final performance. English listening anxiety, however, has a negative impact on 

the participants‘ final performance. The adjusted R 2 with English self-efficacy as a predictor was 

.55, with F (1, 275)= 341, p=.000; the adjusted R 2  using English listening anxiety as a predictor 

was .32, with F (1, 275)= 132, p=.000; the adjusted R 2 with perceived value of English language 

as a predictor was .26, with F (1, 275)= 101, p=.000; and the adjusted R 2 using perceived value 

of English culture as a predictor was .17, with F (1, 275)= 59, p=.000. 

 After the predictive power of each independent variable to the dependent variable in 

isolation were assured, a multiple regression analysis was conducted with all the four 

independent variables in one multiple regression model. This was done to evaluate how well 

each of the four independent variables explains the level of English listening final performance—

that is, the predictive power of each of the four independent variables in the multiple regression 

model–while the other three independent variables are hold constant (controlled).  The results are 

summarized in Table 9. 

 

 

Table 9 

The Predictive Power of Each Independent Variable to English Listening Final Performance in 

One Multiple Regression Model ( n = 277) 

 R 2  

(.564) 

Adjusted R 2  

(.558) 

Standardized 

coefficients Beta 

(β ) 

Sig. 

English listening self-efficacy 

English listening anxiety 

Perceived value of English language  

Perceived value of English culture  

  .638 

-.099 

.076 

.017 

.000 ***  

.083 

.297 

.793 
 

Note: Dependent Variable: final performance (4th quarter grade),*p<.05, **p<.01, ***p<.0.001 
 

As displayed in Table 9, the multiple regression analyses resulted in an adjusted R 2  

of .558, F (4, 272) =88, p = .000, which means that nearly 60% of the variances of English 

listening final performance were significantly explained by the multiple regression model with 
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the four independent variables—English listening self-efficacy, English listening anxiety, 

Perceived value of English language, and Perceived value of English culture—as predictors. 

English listening self-efficacy was a significant predictor of English listening final performance 

with a standardized slope (β) of .638; however, English listening anxiety, Perceived value of 

English language, and Perceived value of English culture became insignificant predictors of 

English listening final performance. That is, English listening self-efficacy had a significant 

influence on English listening final performance when the other three independent variables were 

hold constant (controlled), but English listening anxiety, perceived value of English language, 

and perceived value of English culture did not have significant influence on English listening 

final performance when all the other independent variables were hold constant (controlled).  

Moreover, English listening self-efficacy (β= .638 ) was the most powerful predictor as it 

accounted for a more significant proportion of the variability in English listening final 

performance than did English listening anxiety (β= -.099 ) and perceived value of English 

language (β=.076) and culture (β= .017 ). Although English listening anxiety and perceived value 

of English language and culture added to the prediction of English listening final performance 

when combined with English listening self-efficacy (adjusted R 2 = .558), it was only a very slight 

improvement in the prediction of using self-efficacy alone (adjusted R 2 = .553). Most 

importantly, the results showed that the relationship between English listening anxiety and 

English listening final performance, as well as the relationship between perceived value of 

English language and culture, were mediated by English listening self-efficacy. Howell (2002) 

explained that, statistically, when the mediator and the independent variable are used 

simultaneously to predict the dependent variable in a multiple regression model, if a previously 

significant path between the independent and the dependent variable becomes nonsignificant or 

greatly reduced, that is an indication of the existence of a mediating relationship (p. 575). 

Empirically, this means that English listening self-efficacy maintained its predictive power to 

English listening final performance when the effects of English listening anxiety and perceived 

value of English language culture were controlled, whereas the effects of English listening 

anxiety and perceived value of English language and culture disappeared or decreased when 

English listening self-efficacy was controlled. That is, English listening self-efficacy mediated 

the effects of English listening anxiety and perceived value of English language and culture, 

which support Bandura‘s (1986) claim that students‘ perceived self-efficacy of performing 
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academic tasks determines, in large part, the anxiety experienced in performing the tasks and the 

perceived usefulness of the tasks. Graphic representations of the results of the multiple regression 

analysis and the relationships among the independent and dependent variables are provided, 

respectively, in Figures 10 and 11. 

 

 

 

 

 

Figure 10. A graphic representation of the results of the multiple regression analysis 1. 
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Figure 11. A graphic representation of the Relationships among the Independent and Dependent 

Variables Examined in Research Questions 1 to 3. 

 

 

 

 

 

Assumptions of Multiple Regression Analysis 

 To be able to interpret the results of the multiple regression analysis—the significance of 

the p-value with confidence—in answering research questions one to three of the current study, 

the statistical assumptions underlying multiple regression analysis were checked regarding 1) a 

linear relationship between each independent variable and the dependent variable, 2) 

homogeneity of variance, 3) normality of residuals. Pearson correlation and scatter plots revealed 

a significant correlation coefficient and a linear relationship between each independent variable 

and the dependent variable. Residual scatter plot showed the error variances were equally spread 
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across all levels of the X axis. Residual histogram displayed normal distribution of the residuals. 

The assumptions for multiple linear regression thus were met. 

In addition, since the Pearson correlation matrix (see Table 7) showed that some 

independent variables were moderately correlated with each other (r > .70), it raised the concern 

of multicollinearity—as a result of strong correlations between independent variables. As the 

existence of multicollinearity may inflate the variances of the parameter estimates, the 

collinearity diagnostic was conducted by examining the Variance Inflation Factor (VIF) value 

produced by SPSS to check if multicollinearity was a problem for the multiple regression model 

with all the four independent variables in it.  The results of muticollinearity diagnostic are 

summarized in Table 10. 

 

 

 

Table 10 

Muticollinearity Diagnostic of the Independent Variables 

 VIF (Variance Inflation Factor) 

  

1. English listening self-efficacy 2.24 

2. English listening anxiety 2.03 

3. Perceived value of English language  3.30 

4. Perceived value of English culture 2.63 

 

Dependent Variable: final performance (4th quarter grade) 

 

 

 

The VIF values showed that multicollinearity did not exist among the independent 

variables of the current study, based on a standard of no mulicollinearity if the VIF is less than 10 

(Neter, Kutner, Nachtsheim & Wasserman, 1996). 
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Results of Statistical Data Analysis in Answering Research Question Four 
  

The fourth research question of the current study is ―Of the four sources of self-efficacy 

information, which is the dominant source of English listening self-efficacy information for 

college level learners in Taiwan?‖ To answer Research Question 4, first, an exploratory factor 

analysis was performed with SPSS, employing a cut-off eigenvalue of 1 and Varimax rotation, to 

identify the underlying factors of source of self-efficacy information measure used to assess 

Mastery Experience, Vicarious Experience, Social Persuasions, and Psycho-physiological State. 

As according to Hair, Anderson, Tatham, and Black (1998), item loading over .50 is very 

important, the significant item loading was determined accordingly. 

 Based on principle components analysis, ―the most popular [analysis, which] analyses the 

total variance and attempts to explain the maximum amount of variance by the minimum number 

of underlying factors‖ (Hinton, Brownlow, McMurray, & Cozens, 2004, p. 340), five factors, but 

not four, were identified, which accounted for about 68% of total variances.   Table 11 shows the 

eigenvalues and variances explained by each of the five identified factor. Table 12 presents the 

factor loadings of each item on the five rotated factors. 

 

 

 

Table 11 

The Eigenvalues and Variances Explained by the Five Identified Factors 

Component 

(factor) 

 

Total 

Initial Eigenvalues 

% of Variance 

 

Cumulative % 

1 8.166 40.829 40.829 

2 1.788 8.940 49.769 

3 1.395 6.977 56.746 

4 1.289 6.445 63.192 

5 1.068 5.341 68.533 

 

Extraction Method: Principle component analysis. 
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As shown in Table 11, there were five factors with eigenvalues greater than 1, which 

explained up to 68.5% of the total variance in the data. The first factor (eigenvale of 8.16) by 

itself accounted for nearly 41 percent of the total variance explained. The other four factors 

contributed to 8, 6, 6, and 5%, respectively, of the total variance explained.  

Items loaded on the first factor (loadings ranged from .808 to .506) consisted of question 

1, 5, 9, 13, and 17, which related to Mastery Experience, as well as question 3, 11, and 19, which 

related to Social Persuasion in the source of self-efficacy information theory. Accordingly, Factor 

1, though was labeled Mastery Experience, actually encompassed also Social Persuasion—in a 

form of evaluation from teachers. Items loaded on factor 1 clearly show that they were referred to 

the students‘ own enactive experience in tackling English listening tasks and the social 

persuasions they received from their teachers, which reflects the teacher‘s evaluation of the 

students‘ abilities. Items loaded on the second factor included questions 4, 8, 12, 16, and 20, 

which related to Psycho-physiological State. The loadings ranged from .864 to .638. As these 

items all pertained to Psycho-physiological State, Factor 2 was labeled accordingly.  Loading 

onto Factor 3 were questions 7 and 15, which assessed Social Persuasions in terms of 

encouragement from teachers, and thus was labeled Social Persuasion-Encouragement. The 

loadings ranged from .87 to .753.  Factors 4 and 5 comprised the five Vicarious Experience items, 

with two of them (questions 6 and 10), reflecting vicarious experience from adults (loadings 

ranging from .808 to .738) and the other three (questions 2, 14, and 18) from peers (loadings 

ranging from .763 to .594). Factors 4 and 5, thus, were labeled Vicarious Experience-Adult and 

Vicarious Experience-Peer, respectively. Table 12 on the next page provides the details.  
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Table 12 

Rotated Factor of the Source of Self-efficacy Variables  

Item  Factor 1 Factor 2 Factor 3 Factor 4 Factor 5 

Mastery-13 .808 -.318 .074 .105 -.043 

Social-11 .804 -.307 .095 .113 -.149 

Mastery-9 .781 -.290 .228 .090 .044 

Mastery-1 .769 -.399 .229 -.057 -.019 

Mastery-5 .731 -.376 .145 .042 -.112 

Mastery-17 .707 -.330 .302 .124 -.015 

Social-3 .611 -.376 .424 -.095 .004 

Social-19 .506 -.097 -.146 .387 .016 

Physiological-12 -.272 .864 -.042 -.041 .042 

Physiological-8 -.280 .773 .035 -.132 .002 

Physiological-20 -.374 .749 -.157 -.052 -.037 

Physiological-4 -.356 .742 -.076 -.121 -.019 

Physiological-16 -.513 .638 .001 -.016 .077 

Social-15 .155 -.069 .842 .093 .064 

Social-7 .260 -.024 .753 .099 -.059 

Vicarious-10 .176 -.038 -.013 .808 -.046 

Vicarious-6 -.039 -.093 .278 .738 .047 

Vicarious -2 .220 .196 .007 .032 .763 

Vicarious -14 -.218 -.034 .293 .093 .636 

Vicarious-18 -.149 -.122 -.218 -.109 .594 

 

 

 

Research Instrument Reliability 

 The alpha coefficients of the four sources of efficacy information measure were .92 for 

Mastery Experience, -.90 for Psycho-physiological State, .76 for Social Persuasion-

Encouragement , .52 for Vicarious Experience-Adult, and .39 for Vicarious Experience-Peer. 

Previous findings also showed that the alpha coefficient for Vicarious Experience items was the 
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lowest among the four sources of efficacy information items—due to the composition of two 

separate factors in Vicarious Experience scale (see Usher & Pajares, 2006). As the alpha 

coefficient for Vicarious Experience-Peer was only .39, which was problematic, the Vicarious 

Experience-Adult items were used as the assessment of vicarious sources in the current study.  

The similar decision was made in Usher and Pajares‘ (2006) study, due to the low reliability of 

their Vicarious Experience-Peer items. The four determined factors are summarized in Tables 13 

through 16. Table 17 presents the discarded Factor 5, due to its low inter-item reliability.  

 Table 13 shows that items loaded on Factor 1- Mastery Experience included not only the 

items related to Mastery Experience, but also some of the items related to Social Persuasion in 

source of self-efficacy theory. Item 11, ―Teachers generally see me as being poor at English 

listening related skills,‖ item 3, ―My teacher has singled me out as having good English listening 

skill,‖ and item 18, ―High school teachers of mine have discouraged me from pursuing majors in 

college that required a strong English background‖ were items loaded on social persuasion in 

previous sources of self-efficacy information research (Lent et al., 1991, 1996 & Lopez et al., 

1997) conducted on Western students. In the current study, however, they loaded on Factor 1 

with all the items accessing Mastery Experience. A closer examination of items 11, 3, and 18 

revealed that these items were associated with teachers‘ evaluation and action on the students as 

a reflection of how the teachers view the students‘ English capabilities. Item 11, ―Teachers 

generally see me as being poor at English listening related skills,‖ for example, loaded heavily on 

Factor 1 with a strong factor loading of .804, which exceeds four of the items that accessed 

Mastery Experience. This indicates that the item‘s association with the factor, Mastery 

Experience, was stronger than the four other Mastery Experience items: ―I received good grades 

in English listening tests,‖ ―Among my friends I am usually the one who figures out English 

questions,‖  ―In English listening classes, I rarely get the answer before my classmates do,‖ and 

―I have always had a natural talent for English listening skill.‖ These results suggest that what 

counts for mastery experience, for the participants of this study who were Asian college students 

from Taiwan, included not only the students‘ self-appraisal of previous purposive performance 

but also the social persuasions embedded with implicit evaluations and explicit actions from the 

students‘ English instructors.  
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Table 13  

Factor 1- Mastery Experience 

No.                                          Item Description                                     Loading Source of 

SE Info. 

in Theory 

13. I am rarely able to help my classmates with difficult English           .808 

      listening tasks. 

M.E. 

11. Teachers generally see me as being poor at English listening           .804 

      related skills. 

S.P. 

9.   I received good grades in English listening tests.                              .781 M.E. 

1.  Among my friends I am usually the one who figures out                   .769 

     English questions (e.g., like being able to understand a specific  

     listening text in a group work, or being able to understand a  

     English speaker outside of classroom)     

M.E. 

5.  In English listening classes, I rarely get the answer before my          .731 

     classmates do.   

M.E. 

17. I have always had a natural talent for English listening skill.           .707 M.E. 

3. My teacher has singled me out as having good English                      .611 

    listening skill    

S.P. 

18. High school teachers of mine have discouraged me from                .506 

      pursuing majors in college that required a strong 

      English background 

S.P. 

 

Note: SE stands for Self-efficacy; M.E. for Mastery Experience; S.P. for Social Persuasion. 

 

 

 

 Table 14 shows Factor 2 loaded on items concerning Psycho-physiological State as the 

source of efficacy information, for example, item 12, ―I get really uptight while taking English 

listening comprehension exams,‖ and item 16, ―My mind goes blank and I am unable to think 

clearly when my instructor asks me a question in English. 
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Table 14  

Factor 2—Psycho-physiological State 

No.                                          Item Description   Source of 

SE Info. 

in Theory 

12. I get really uptight while taking English listening comprehension exams Physio. 

8. I get a sinking feeling when I think of trying to complete a difficult listening    

    comprehension exercise 

Physio. 

20. I almost never get uptight while taking English listening comprehension  

      tests. 

Physio. 

4. I am afraid of doing English listening exercise when I know they will be  

   graded 

Physio. 

16. My mind goes blank and I am unable to think clearly when my instructor  

      asks me a question in English.  

Physio. 

 

Note: SE stands for Self-efficacy; Physio. stands for Psycho-physiological State 

 

 

 

Table 15, on the next page,  presents the items that loaded on Factor 3, Social Persuasion-

Encouragement. Clearly, items loaded on this factor reflected the social encouragement to the 

students from their English instructor. What differentiated these items from those Social 

Persuasion items loaded on Factor 1, Mastery Experience, was that these items were not 

embedded with the English instructor‘s implicit or explicit evaluation toward the participants‘ 

English listening abilities. These items reflected the teacher‘s intention of promoting student 

engagement in activities/courses that were related to the learning of English listening skills, 

without taking into account of the students‘ English listening abilities.  
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Table 15 

Factor 3-Social Persuasion-Encouragement 

No.                                          Item Description   Source of SE 

Info. in 

Theory 

15. My teachers have encouraged me to take higher level of English  

     listening related classes. 

Social P. 

7. I was often encouraged by y teachers to join clubs which required  

   English listening related ability.  

Social P. 

 

Note: SE stands for Self-efficacy; Social P. stands for social persuasion. 

 

 

 

Table 16 below shows the items loaded on Vicarious Experience-Adult reflected the 

students‘ vicarious experience from the adult they knew or knew of.  

 

 

 

Table 16 

Factor 4-Vicarious Experience-Adult 

No.                                          Item Description   Source of 

SE Info. in 

Theory 

10. My career role models (i.e., those people I‘d like to be) are mostly in fields  

      that do not involve English listening skill. 

Vica. E. 

6. Many of the adult I know are in occupations that require good English  

    listening skill 

Vica. E. 

 

Note: SE stands for Self-efficacy; Vica. E. stands for vicarious experience. 
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Table 17 below shows items loaded on Factor 5, which reflects the students‘ vicarious 

experience from their peers. 

 

 

 

Table 17 

Factor 5-Vicarious Experience-Peer 

No.                                          Item Description   Source of 

SE Info. in 

Theory 

2. Most friends of mine did well in English listening Vica. E. 

14. During group work, most of my partners often can find a way to figure  

      out the meaning of an assigned listening text.  

Vica. E. 

18. Many of my classmates find it difficult to perform the listening tasks  

      assigned in English listening class.  

Vica. E. 

 

Note: SE stands for Self-efficacy; Vica. E. stands for vicarious experience 

 

 

 

The Multiple Regression Analysis  

 After the latent constructs underlying the sources of self-efficacy items were identified, 

Person correlations and multiple regression analyses were conducted to determine the influence 

of the four sources of Self-efficacy on the participants‘ English listening self-efficacy.  

 The multiple correlation analysis. Pearson correlations were computed before the 

multiple regression analysis was conducted. Results showed that Mastery Experience (r= .84), 

Social Persuasion-Encouragement (r=.43), and Vicarious Experience-Adult (r=.25) were 

positively associated with English listening self-efficacy while Psycho-physiological State (r= -

.61) was negatively associated with English listening self-efficacy. The results of the multiple 

correlation analysis are summarized in Table 18. 
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Table 18 

Correlations of the Source of Efficacy Variables and English Listening Self-efficacy for the 

Participants (n=277) 

 Mean SD 1 2 3 4 5 

1. English Listening  

    Self-efficacy 
5.83 1.77 1 .842(**) -.611(**) .435(**) .251 (**) 

2. Mastery Experience  5.02 2.17  1 -.727(**) .404(**) .239(**) 

3. Psycho-physiological   

    State  
5.57 2.40   1 -.222(**) -.203(**) 

4. Social Persuasion  5.34 2.26    1 .221(**) 

5. Vicarious Experience  7.24 2.01     1 

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

 

 

 

 Results of the Multiple Regression Analysis. The multiple regression analysis (see 

Table 19 on the next page), with the four factors—Mastery Experience, Psycho-physiological 

State, Social Persuasion-Encouragement, and Vicarious Experience-Adult—as the independent 

variables and English Listening Self-efficacy as the dependent variable, resulted in an adjusted 

R 2  of .705, F (4, 272)= 165, p=.000. Each of the factors predicted English listening self-efficacy 

of the participants‘. Effects were strongest for mastery experience (β = .712), the second 

strongest for Psycho-physiological State (β = -.325). Social persuasion (β = .275) and vicarious 

experience (β = .144) had relatively weaker effects. The assumptions for multiple linear 

regression were satisfied, and multicollinearity did not exist among the independent variables.  

The result that Mastery Experience was the dominant source of efficacy beliefs for the 

students under study may appear as if it completely conformed to Bandura‘s (1986) hypothesis. 

However, a special attention needed in interpreting this result is that, Mastery Experience refers 

to the interpreted results of not only the students‘ previous purposive performance but also the 

teachers‘ evaluations and actions toward the students‘ English abilities. This was a unique 

finding that has not been documented in past studies of sources of self-efficacy information. This 

finding supports Oettingen (1995)‘s hypothesis that, in collectivist cultures, students‘ self-

appraisal of abilities in school should be largely the product of teachers‘ evaluations and actions. 

It also indicated that social persuasion from the English instructors of the participants, in a form 
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of evaluation of the students‘ English abilities, plays a crucial role in the formation of the 

students‘ English listening self-efficacy.  

 Social Persuasion, though theorized as a weaker source of efficacy information in 

comparison to Mastery or Vicarious Experience in self-efficacy theory, was a powerful source for 

the Taiwanese students under study—when it was presented in a form of teacher evaluation. It 

even carried the similar weight as Mastery Experience and exceeded Vicarious Experience and 

Psycho-physiological State in influencing the students‘ language efficacy beliefs, within this 

sample. A graphic representation of the results of the multiple regression analysis, regarding the 

influences of the four sources of efficacy information on the participants‘ English listening self-

efficacy, is provided in Figure 12. 

 

 

 

Table 19 

The Influence of Mastery Experience, Psycho-physiological State, Social Persuasion, and 

Vicarious Experience on the Participants’ English Listening Self-efficacy Explained by a 

Multiple Regression Model (n=277) 

 R 2  

(.709) 

Adjusted R 2  

(.705) 

Standardized 

Coefficients 

Beta (β) 

Sig. 

1. Mastery Experience   .712 .001 ***  

2. Physiological Sate   -.325 .001 ***  

3. Social Persuasion   .275 .001 ***  

4. Vicarious Experience-Adult   .144 .001 ***  

 

Note: Dependent Variable: English listening self-efficacy 

*p<.05, **p<.01, ***p<.001 
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Figure 12.  A graphic representation of the results of the multiple regression analysis 2. 

 

 

 

Summary of the Chapter 

  

This chapter reported the results of the statistical data analyses in answering the four 

research questions of the current study. Bivariate regression analyses and multiple regression 

analysis were performed to answer research question one to three. Results showed that each of 

the three independent variables understudy—English listening self-efficacy, English listening 

anxiety, perceived value of English language and culture— was a significant predictor of English 

listening performance, with English listening self-efficacy the strongest, English listening anxiety 

the second strongest, followed by perceived value of language and then perceived value of 

culture. However, English listening self-efficacy was the only predictor that could make an 

independent contribution to the prediction of English listening performance when the other 

independent variables were controlled, as the effects of English listening anxiety as well as 

perceived value of English language and culture on English listening performance were mediated 

by the effect of English listening self-efficacy.   

To answer the fourth question of the current study, factor analysis and multiple regression 

analysis were conducted. Results revealed that four factors—mastery experience, Psycho-
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physiological State, social persuasion, and vicarious experience, sequenced by the strength of 

their effects—predicted the participants‘ English listening self-efficacy. However, mastery 

experience reflected not only the students‘ interpreted results of their past purposive performance 

as described in self-efficacy theory but also the English teachers‘ perceptions and actions toward 

the students‘ English abilities—social persuasion from teachers in the form of evaluation—which 

was a unique finding that has not been discussed by previous sources of academic self-efficacy 

studies. 
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CHAPTER V 

 

CONCLUSION 

 

Overview 

 In the past two decades, much motivational research in second/foreign language 

acquisition has been devoted to the investigations of language anxiety and 

instrumental/integrative aspects of motivation. The heavy weight given to language anxiety and 

integrative/instrumental aspects of motivation often neglected other motivational theories from 

educational psychology, such as self-efficacy theory proposed by Bandura (1986).   

 Ample research evidence has shown that self-efficacy beliefs positively relate to 

academic achievement in other academic domains (Multon, Brown, & Lent, 1991; Robbins, 

Lauver, Le, Davis, Langley, & Carlstrom, 2004), and that efficacy beliefs are one of the most 

important predictors of motivation and performance (Graham & Weiner, 1996; Schunk & 

Pajares, 2002). The influence of language learners‘ efficacy beliefs on language performance, 

however, received little research attention in the field of foreign language acquisition. 

 Given ample empirical evidence has indicated that language anxiety is negatively related 

to language performance and that instrumental/integrative motivation positively influences 

second/foreign language proficiency, social cognitive theorist, Bandura (1986, 1997), argued that 

the academic anxiety students experience and the students‘ perceived value of academic subjects 

are both largely determined by their perceived efficacy. This suggests that, empirically, the 

influence of language anxiety and instrumental/integrative motivation could be mediated by the 

language learners‘ perceived language efficacy.  

 Accordingly, the currently study was conducted to ascertain the influence of foreign 

language self-efficacy on language performance and the relationships among language self-

efficacy, language anxiety, and perceived value of language and culture for Taiwanese Asian 

students learning English as a foreign language. Additionally, the influence of the four sources of 

self-efficacy information proposed by Bandura (1986)—mastery experience, vicarious experience, 

social persuasion, and Psycho-physiological State—on Taiwanese Asian students‘ beliefs about 

their English abilities was examined, specifically, on if the weight social persuasion carries in 

influencing self-efficacy beliefs may differ as a function of cultural background.  
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   Implications and Pedagogical Recommendations 

 

English Listening Self-efficacy is Crucial in Predicting English Listening Performance  

The main findings of the study indicate that English listening self-efficacy was a 

significant predictor of the Taiwanese, college level, English as a foreign language learners‘ 

English listening performance, suggesting that the students‘ language achievement would 

increase substantially if they perceived themselves efficacious in performing given language 

tasks. In addition, in comparison to English listening anxiety and perceived value of English 

language and culture, English listening self-efficacy was a much stronger predictor of English 

listening performance for these students. Most importantly, although the students‘ English 

listening anxiety and perceived value of English language and culture were associated with their 

English listening performance, their impacts were determined by the students‘ levels of English 

listening self-efficacy. These findings are consistent with Bandura‘s (1986, 1997) claims that 

students‘ perceived efficacy predicts their subsequent academic performance and that students‘ 

academic anxiety and perceived value of the academic subjects are determined by their efficacy 

beliefs.  

These findings suggest that self-efficacy beliefs play a crucial role in affecting foreign 

language learning outcomes, and put into question the effects of foreign language anxiety and 

instrumental/integrative motivation on foreign language achievement. While ample 

second/foreign language research has documented that language anxiety negatively affects 

language learning and performance (Cassady & Johnson, 2002; Chen & Chang, 2004; Horwitz, 

2001; MacIntyre, 1999) and that language anxiety is one of the primary predictors of second 

language acquisition (Horwitz, Horwitz, & Cope, 1986; MacIntyre & Gardner, 1989, 1991a, 

1991b), these studies did not take into account the influence of learners‘ language self-efficacy 

on their anxiety state. By the same token, though instrumental/integrative motivation has been 

linked to second/foreign language achievement and continuously attracts research attentions (see, 

for example, Warden & Lin, 2000, Yang, 1999), its influence on language achievement was 

commonly examined in isolation of language self-efficacy. Language self-efficacy, however, was 

documented by the current study as not only a significant predictor of foreign language 

achievement but also a strong influence in determining the effects of language anxiety and 

instrumental/integrative motivation on learners‘ subsequent language performance.  
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The main findings of the current study would indicate that rather than solely focusing on 

delivering the linguistic aspects of instruction or devote much valuable class time on 

implementing relaxation skills or fostering students‘ desire to learn English for employment or 

acculturation purposes, EFL instructors should pay more attention to the development of 

learners‘ language self-efficacy. Efficacious feelings promote behavioral, cognitive, and 

motivational engagements in the classroom (Linnenbrink & Pintrich, 2003), which, in turn, affect 

learners‘ academic performance. In the same fashion, students‘ beliefs that they have what it 

takes to success in performing English listening tasks could help them create greater interest in 

learning listening skills and develop their confidence to sustain focus when encounter difficulties 

during the course of learning.  Accordingly, it would be beneficial to the achievement of EFL 

learners if the instructors could nurture the students‘ self-perceptions as capable learners. 

As effective use of learning strategies has been closely linked to the development of sense 

of self-efficacy leading to expectations of successful learning (Zimmerman, 1990), learning 

strategies linked to specific language learning tasks as well as to learner self-regulations should 

be explicitly taught in EFL listening classrooms. These strategies may include developing 

phonological awareness needed for comprehending the spoken form of English, vocabulary 

acquisition, making inferences from texts that comprised of unfamiliar vocabulary, just to name a 

few.  Self-regulation strategies such as functional practice strategies (i.e., look for opportunities 

to listen to English in movies and radio programs), metacognitive strategies (i.e., schedule the 

most appropriate time of a day/week to work on listening exercises), and social strategies (i.e., 

work on listening tasks with peers who is at a higher level of English listening proficiency) 

should also be incorporated in language classrooms. 

Making sure that the listening materials and listening tasks employed are appropriate for 

the students‘ current levels of listening proficiency should be another concern of the EFL 

instructors‘ with regards to nurturing the students‘ self-perception as capable learners, as tasks 

difficulties are crucial in affecting the formation of learner self-efficacy. Bandura (1986) 

suggested that the amount of effort expended by the learners influences how much their 

perceived efficacy is derived from performance accomplishments.  Successful performance on 

tasks that are much below the learners‘ levels of competence does not call for any efficacy 

reappraisals, and therefore provides little help in increasing the learners‘ strength of self-efficacy. 

Mastery of difficult tasks that requires appropriate efforts put forth, however, convey new 
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efficacy information for elevating belief in the learners‘ capabilities.  Nevertheless, failure in 

performing learning tasks that are much beyond the learners‘ current level of competency creates 

sense of frustration and doubts on one‘s ability, which in turns undermines the learners‘ self-

efficacy. EFL listening comprehension instructors, thus, should take into consideration students‘ 

current levels of competency in determining the appropriate English listening materials and 

learning tasks.   

Teachers’ Evaluative Feedback to Students’ English Abilities is a Powerful Influence of the 

Students’ Self-appraisal of Abilities 

Another finding of the study is that Mastery Experience was the dominant source of 

English listening self-efficacy information for the Taiwanese college students under study, while 

Psycho-physiological State, Social Persuasion, and Vicarious Experience took the second, third 

and fourth place, respectively, in influencing the students‘ strength of efficacy beliefs. These 

findings were not consistent with Bandura‘s (1986, 1997) claim that Vicarious Experience is the 

second, Social Persuasion is the third, and Psycho-physiological State is the fourth most 

important influence in the formation of individual‘s efficacy beliefs. In addition, the Taiwanese 

students under study possessed moderate levels of English listening self-efficacy (M=5.83 in a 10 

interval scale), which is relatively lower than their actual achievement (M=74.61 in a 100 

interval scale, or 7.46 in a 10 interval scale). This suggests that self-efficacy beliefs do not always 

reflect one‘s actual ability (Bandura, 1986, 1997).  

One possible explanation of this change in weighting for the four sources of self-efficacy 

information (with Psycho-physiological State being the second strongest influence and Vicarious 

Experience being the least) may be that, for the students under study, the most accessible 

information among the four sources of efficacy information were mastery experience and 

Psycho-physiological State, which represented their immediate personal experiences; therefore, 

they had sufficient information to reference while answering the survey questions. While 

Vicarious Experience, peer and adult, were also accessible, they did not provide immediate and 

sufficient information to the students. For one reason, Taiwan is not an English speaking country. 

The students, as freshmen or sophomores, might not have sufficient information as to whether 

those adults/professionals they admired were equipped with good English skills or working in job 

fields that required strong English skills (asked in survey questions 6 and 10). For another, due to 

the nature of the English listening class, students were often grouped in twos or fours when 
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working on listening tasks in class. It is not likely for them to have sufficient information 

regarding the performance of their peers other than their immediate group members, though they 

may get a sense of the performance of those few constantly volunteered to answer the instructor‘s 

questions. In addition, the students‘ test results were never publicized to the whole class, which 

provided no information for one student to know how well others were doing.   

Another possible explanation for the change in weighting of the sources of self-efficacy 

appraisal found in the current study may be a function of the students‘ culture. While Bandura 

(1986, 1997) proposed that the four sources of efficacy information weigh in the order of 

Mastery Experience, Vicarious Experience, Social Persuasion, and Psycho-physiological State, 

this conclusion was drawn from studies conducted on Western students. The participants of the 

current study were Asian Taiwanese. Their cultural background may mediate their weighting of 

the sources of self-efficacy information. Previous research also suggests that culture may play 

mediating role on the weighting and selections of the sources of self-efficacy appraisal 

(Oettingen & Zosuls, 2006) 

What is noteworthy is that, while in the current study, Mastery Experience appeared to be 

the dominant source of efficacy information, as claimed by Bandura (1986, 1997), the actual 

dominant sources of English listening efficacy for the Taiwanese EFL students under study were 

the combination of Mastery Experience and Social Persuasion from teachers—in the form of 

evaluative feedback. For these Taiwanese EFL learners, the construct, Mastery Experience, was 

defined differently. Mastery Experience for these students was not only the interpreted result of 

the students’ previous purposive performance, as defined in self-efficacy theory, but also the 

teachers’ evaluation and action to the students’ abilities—a form of Social Persuasion from 

teachers. That is, the students‘ self-appraisals of their enactive experience were also largely 

depending on their teachers‘ explicit and implicit evaluations of their abilities. Clearly, the 

teacher is a powerful influence for these students‘ self-appraisal.  

This finding validates Oettingen‘s (1995) hypothesis that, in collective cultures, students‘ 

self-appraisal of abilities in school could be largely the product of teachers‘ evaluation and action. 

Oettingen (1995) suggests that there is a difference in the evaluation of their performance 

between students from collective and individualistic cultures. In collective cultures, the 

evaluation by in-group members, such as teachers, is important to the learners and is the most 

important source of efficacy information. Students from collective cultures believe they are 
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capable of achieving goals only as much as their teachers‘ evaluation suggested. In an 

individualist culture, students would give a heavy weight to past performances in relevant 

academic domains.  In Taiwan, also known as a country with collective culture, oftentimes, 

students see teachers as the knowledge holders who know better than the students themselves as 

to if they are good (competent) or not in the relevant academic skills. The teachers‘ impression 

(implicit evaluation) or action (explicit evaluation) toward the students‘ overall performance is 

often considered valuable information for the students‘ self- appraisal. This phenomenon was 

reflected in the results of the current study, as the teachers‘ evaluations to their abilities were a 

reference of the students‘ self-appraisal. They even carried similar weight as Mastery Experience 

and exceeded Vicarious Experience and Psycho-physiological State in influencing the students‘ 

language self-efficacy beliefs. The dominant source of efficacy information for the Taiwanese 

students under study, thus, was the combination of the students‘ enactive experience and the 

social evaluative feedback from the teachers. This result also validates Oettingen‘s (1995) 

hypothesis that the weighting of sources of efficacy information in one‘s self-appraisal may differ 

across cultural context. 

Accordingly, of equal importance as implementing learning strategies, which leads to 

successful enactive experience, social persuasion—in the form of positive evaluative feedback— 

from the language instructors can be beneficial in terms of developing language learners‘ self-

efficacy. EFL instructors should pay attention to the students‘ performance and provide positive 

evaluative feedback, whenever it is appropriate, to strengthen the learners‘ beliefs of their 

competence. What needs to be stressed here is that pure encouragement without solid 

information regarding the students‘ competence as a backup, though offer additional ways of 

enhancing the students efficacy beliefs, is a weaker source of efficacy information than positive 

evaluative feedback. This was validated by the findings of the current study, as Social 

Persuasion-Encouragement was the third powerful influence of the students‘ self-appraisal. EFL 

instructors, thus, are advised to provide verbal persuasions with reference specifying the 

students‘ strength to enhance the language learners‘ self-efficacy. An example as such could be 

―I have noticed your progress in learning listening comprehension skills. You now can 

comprehend the main ideas and even some details of English news, which is considered a 

relatively more difficult type of listening text than English daily conversation. That was really 

something. Good job!‖ Bandura (1997) stated that positive verbal message, such as performance 
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feedback or encouragement, given by the significant others can often be a great source of efficacy 

information. Positive performance feedback as such, which provides information about the 

students‘ competence, may result in self-affirming beliefs that lead to success, especially when is 

provided by the teachers who are seen by Asian students as knowledge holders and authorities, 

thus, significant others, who know better than the students themselves as to their competence.   

Unfortunately, giving feedback about error/performance that does not meet criterion, 

which serves the corrective purpose but may undermine one‘s beliefs of competence, often is the 

dominant form of feedback provided by the English language instructors in Taiwan. It is the 

notion that corrections lead to improvement that underlies the prevalence of giving corrective 

feedback. Although corrective feedback does contribute to the language learners‘ awareness of 

the correct forms of the target language, the highlighted information of the learners‘ 

incompetence, as suggested by Bandura (1986), also undermines the learners‘ appraisal of self-

abilities. Research suggests that when the language learners‘ self-efficacy is improved, they 

respond more positively to negative feedback (Ching, 2002).  Accordingly, it is advised that EFL 

instructors should consider providing sufficient positive informative feedback highlighting the 

learners‘ competence in mastering relevant language skills to elevate the students‘ levels of target 

language efficacy and counter balance the effects of negative feedback they receive.  

 

Limitations of the Study 

 
 This study is the first research attempt to address the predictive power of English 

listening self-efficacy to English listening performance of Taiwanese EFL learners at college 

level. This study is also one of the few second/foreign language motivational research that 

address the issue of the role self-efficacy plays in mediating the most commonly recognized 

second/foreign language motivational constructs—language anxiety and perceived value of the 

language. Furthermore, this is the first research attempt to clarify the dominant source of efficacy 

information for Asian Taiwanese language learners. While the findings of this study are 

noteworthy theoretically and pedagogically, it is advised that any implications should take into 

account the following limitations. 

The first limitation is related to the scope of the study. Although the current study seeks 

to provide an explanation of foreign language learning outcome, which is defined in the current 

study as the students‘ listening performance, the explanatory power may be limited due to the 
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number of independent variables included in the study.  However, given that factors that are 

associated with language learning outcome are numerous including more than just motivational 

variables (e.g., the learners‘ language aptitude and family background, teachers‘ instruction, etc.), 

this limitation seems to be unavoidable. To compromise the feasibility of including all factors 

that are associated with language learning outcome, the present study limits its scope by looking 

at the most immediate and direct motivational influences on learning outcomes.  

The second limitation lies in the participants and setting of this study. The current study is 

subject to a threat to external validity by limiting the selection of participants to only one 

university in Taiwan. For this reason, the findings of the current study may not be generalized to 

other populations and settings. However, to ensure the correspondence of the self-efficacy 

measure to its prediction target, which is a criteria of an accurate prediction of self-efficacy to its 

prediction performance, this limitation in generalizability seems to be unavoidable. The detailed 

explanation of this limitation is provided in Chapter 3 under the methodological limitations 

section. Nevertheless, these findings may serve as a reference for EFL learners in other Asian 

settings where the context of EFL instruction is similar.  

The third limitation deals with the nature of the self-report instrument, of which the 

validity relies partially on the respondents‘ honesty and openness. In addition, as the participant 

anonymity was not insured so that the values of the participants‘ self-efficacy, anxiety, language 

value, and sources of efficacy measures could be matched with their 4
th

 quarter grades, this could 

be a potential influence on the respondent honesty and openness. 

 

Suggestions for Future Research  

 
 As foreign language motivation has been seen by many as an indicator of foreign 

language achievement, continuous research on self-efficacy and other motivational constructs, 

with regard to their relations to language achievement, thus, is recommended. The current 

research is limited to Taiwanese college students in one university. Replications of this study by 

including different groups of EFL learners are needed to validate the present findings. In addition, 

the relationship between EFL learners‘ self-efficacy and language performance was investigated 

in the current study by using multiple regression analysis, providing explanation of the 

independent variable‘s predictive power to the dependent variable. However, no casual 

relationships can be assumed using this method. Future research may utilize path analyses to 



 102  

 

develop a model representing the full structural relationship among language self-efficacy and 

achievement.  

A mixed method study investigating how EFL instruction corresponding to the students‘ 

language self-efficacy and achievement may be one direction for future study. As evidence 

showed in the present study, teachers are a powerful influence of the students‘ self-appraisal. The 

correspondence between the teachers‘ instructional strategies, personal efficacy in teaching EFL, 

interaction with the students, especially on providing implicit/explicit feedback to the students‘ 

performance, and the students‘ language efficacy and achievement merit investigation.  

Another direction worth exploration could be how language self-efficacy relates to 

volition, as a motivational construct, in influencing language achievement. Second/foreign 

language motivational research should extend from ―I want to‖ (instrumental/integrative 

motivation) to ―I think I can‖ (self-efficacy), and even ―I will‖ (volition) aspects of research, as it 

is reasonable to assume that what contributes to successful learning outcome may includes more 

than one‘s desire but also confidence and determination to learn. 

  

    Conclusion 

 
While motivational basis of second/foreign language acquisition has been a research area 

that received great attention, most researchers have concentrated on affective factors and cultural 

aspects of motivational variables. Through the connection of foreign language motivational 

research and the theoretical foundations and constructs rooted in contemporary Educational 

psychology, the present study provided a wider theoretical scope for second/foreign acquisition 

by extending the motivational research from ―want to learn‖ to ―believe that I can perform the 

learning tasks‖ (language self-efficacy) aspect of research. It yielded valuable information about 

the powerful influence of the perceived cognitive capabilities on language motivation and 

subsequent performance and provided a new direction for further second/foreign language 

motivational research.  

One might assume that self-efficacy beliefs are simply the reflection of people‘s 

knowledge about themselves regarding what they can and can not do. However, people do not 

always know what they can or can not do. Often time, our knowledge of self-abilities may not 

stem from our actual abilities. As one of the American contemporary writers, Tony Robbins, put 

it, ―What we can or cannot do, what we consider possible or impossible, is rarely a function of 
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our true capability. It is more likely a function of our beliefs about who we are." Bandura (1997) 

also argued that perceived ability does not always mirror one‘s cognitive ability. Nevertheless, 

this does not suggest that people can perform given tasks simply because they believe they can, 

without prerequisite skills. Rather, this means that perceived confidence is a strong influence on 

one‘s subsequent behaviors in obtaining the skills needed to perform the given tasks and on how 

one does with the knowledge and skills he/she has.  

Asian students, mostly Chinese (Taiwanese), Japanese and Indian, were found to hold 

lower self-efficacy beliefs than Western students, mostly American, Puerto Rican , and German 

(Wang, 2004). For this reason, EFL learners‘ self-efficacy beliefs deserve more attention from 

EFL educators in Asian countries, especially on learning the skills that are considered difficult by 

the students, as self-efficacy is especially crucial for the learning of skills that require more 

efforts put forth during the course of learning. English listening comprehension has been 

considered by Taiwanese college students as a relatively more difficult skill to master than 

reading and writing skills (Yang, 1999), due to the lack of phonological stimulants in their daily 

lives and written English dominant approach employed to them in their high school English 

education. The importance of nurturing learners‘ English listening self-efficacy, thus, can not be 

overemphasized.  
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 APPENDIX A 

 

ENGLISH LISTENING SELF-EFFICACY QUESTIONNAIRE (ENGLISH VERSION) 

 

 

 

 

 

 

 

 English Listening Self-Efficacy Questionnaire 

 

 

 

 
 

 

 

Dear student: 

 

This is a questionnaire designed to gather data on English listening self-efficacy, English 

listening anxiety, perceived value of English language and culture, and sources of English self-

efficacy information. Please read the statements in the questionnaire carefully and respond to 

them according to your own feeling and experiences. This is not a test, and there are no right or 

wrong answers to these statements. Do not answer according to how you think you should be, or 

what other people do.   

 

The questionnaire comprises four sections. Please make sure you answer all the questions.  

 

 

 

 

 

 

 

 

 

 

    I appreciate your participation.  
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Section 1: English Listening Self-efficacy Scale 

 
 

Please use the following scale to answer the following statements. There are no right or wrong 

answers. Circle the number that best describes how sure you are that you can perform each of the 

English listening skills below.  

 

       0          1            2           3           4           5           6          7           8          9           10 

Not at all sure                                       Moderately sure              Completely  

(No chance)          sure  

             

                

 

A. In terms of English studio Classroom, how sure are you that you can listen to and   

     understand…  

          

1. The main ideas of a short daily conversation                            0  1  2  3  4  5  6  7  8  9  10  

      between two English speakers.  

     

2. The details of a short daily conversation                                   0  1  2  3  4  5  6  7  8  9  10  

      between two English speakers.  

  

3. A short daily conversation between two English speakers        0  1  2  3  4  5  6  7  8  9  10 

--by making inferences           

 

 

 

4. The main ideas of a short monologue about diverse topics      0  1  2  3  4  5  6  7  8  9  10 

      given by an English speaker.  

 

5. The details of a short monologue about diverse topics             0  1  2  3  4  5  6  7  8  9  10 

      given by an English speaker.  

   

6. A short monologue about diverse topics                                  0  1  2  3  4  5  6  7  8  9  10  

      given by an English speaker--by making inferences      

 

 

 

 

B. In terms of English Radio News, how sure you are that you can listen to and understand…  

 

7. The main ideas of a short passage of ICRT English news.        0  1  2  3  4  5  6  7  8  9  10 

 

8. The details of a short passage of ICRT English news.                0  1  2  3  4  5  6  7  8  9  10 
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C. In terms of Dr. Laura‘s English radio call-in show, how sure you are that you can listen to and 

understand… 

 

9. The main ideas of a message about a personal problem.          0  1  2  3  4  5  6  7  8  9  10 

 

10. The details of a message about a personal problem.          0  1  2  3  4  5  6  7  8  9  10 

  

 

D. In terms of the English listening texts from your textbook—Listen In, how sure are you   

     that you can listen to and understand…  

   

11. The main ideas of short statement given by                             0  1  2  3  4  5  6  7  8  9  10               

      an English speaker in exchanging ideas with others.  

      

12. The details of short statement given by                                    0  1  2  3  4  5  6  7  8  9  10               

      an English speaker in exchanging ideas with others.  

 

 
 

E. In terms of the Disney movie-Beauty and the Beast, how sure are you that you can listen to   

    and understand … 

 

13.  The main ideas of a short English conversation                      0  1  2  3  4  5  6  7  8  9  10 

      between two characters   

  

14. The details of a short English conversation                              0  1  2  3  4  5  6  7  8  9  10 

      between two characters   

  

15. A short English conversation between two characters               0  1  2  3  4  5  6  7  8  9  10 

      -- by making inferences 

 

 

F. In terms of the ―Talk‖ in TOEFL type of listening text, how sure are you that you can listen  
    to and understand… 

 

16. The main ideas of a short statement given by a tour guide         0  1  2  3  4  5  6  7  8  9  10 

      about the history and facts of a tourist spot 

  

17. The details of a short statement given by a tour guide                0  1  2  3  4  5  6  7  8  9  10 

      about the history and facts of a tourist spot 

   

18. A short statement given by a tour guide about                            0  1  2  3  4  5  6  7  8  9  10 

      the history and facts of a tourist spot--by making inferences 
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19. The main ideas of  instructions given by a classroom teacher    0  1  2  3  4  5  6  7  8  9  10 

  

20. The details of  instructions given by a classroom teacher           0  1  2  3  4  5  6  7  8  9  10 

  

21. The instructions given by a classroom teacher                            0  1  2  3  4  5  6  7  8  9  10 

      -- by making inferences 

 

 

 

 

 

 

 

  End of section 1. Please turn to the next page for section 2 
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Section 2:  Listening Anxiety and Perceived value of English 

Language and Culture Scale 

 

Please use the following scale to respond to the following statement. There are no right or wrong 

answers. Circle the number that best describes how true or false each statement is for you.  

 

      0          1            2           3           4           5           6          7           8          9           10 

Definitely                                                                                                          Definitely False 

                  True 

      

 

1. I am afraid of doing English listening comprehension              0  1  2  3  4  5  6  7  8  9  10           

exercises when I know they will be graded.   

 

2. Learning English is important to me.                                         0  1  2  3  4  5  6  7  8  9  10 

 

3. I enjoy learning about English speaking culture.                        0  1  2  3  4  5  6  7  8  9  10   

    

   

4. I get a sinking feeling when I think of trying to                        0  1  2  3  4  5  6  7  8  9  10   

      complete a difficult listening comprehension exercise. 

 

5. Learning the English language is interesting for me.                0  1  2  3  4  5  6  7  8  9  10 

 

6. I like to do cultural activities in English class.                          0  1  2  3  4  5  6  7  8  9  10  

 

 

7. I have usually been at ease listening to English in Class.          0  1  2  3  4  5  6  7  8  9  10 

 

8. I look forward to using English in class.                                   0  1  2  3  4  5  6  7  8  9  10  

 

9. Knowing about English-speaking cultures                                0  1  2  3  4  5  6  7  8  9  10 

      is important to me.     

 

 

10. I get really uptight while taking                                                   0  1  2  3  4  5  6  7  8  9  10 

      English listening comprehension exams. 

 

11. Using English is a lot of fun.               0  1  2  3  4  5  6  7  8  9  10 

 

12. It is important to me to get good grades                                      0  1  2  3  4  5  6  7  8  9  10 

      on English culture assignments.      
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13. Taking English listening comprehensions tests                           0  1  2  3  4  5  6  7  8  9  10 

      does not scare me. 

 

14. I like completing English language lab assignments            0  1  2  3  4  5  6  7  8  9  10 

      in the foreign language lab. 

 

15. Learning about English-speaking cultures and traditions           0  1  2  3  4  5  6  7  8  9  10 

      is a lot of fun.    

      

 

16. Listening to native English speakers makes me feel                  0  1  2  3  4  5  6  7  8  9  10 

      uneasy and confused.  

 

17. It is important to me to get good grades on                       0  1  2  3  4  5  6  7  8  9  10 

      English language tests. 

 

18. I like completing culture assignments in English class.            0  1  2  3  4  5  6  7  8  9  10 

 

 

19. Just thinking about trying to understand a native English         0  1  2  3  4  5  6  7  8  9  10 

       speaker makes me nervous.  

 

20. Studying the English language is an enjoyable experience.      0  1  2  3  4  5  6  7  8  9  10 

 

21. I look forward to classes about English-speaking cultures.       0  1  2  3  4  5  6  7  8  9  10 

 

 

22. My mind goes blank and I am unable to think clearly           0  1  2  3  4  5  6  7  8  9  10 

     when my instructor asks me a question in English.  

 

23. Learning the English language is boring.                                  0  1  2  3  4  5  6  7  8  9  10 

 

24. English-speaking cultures are interesting to me.           0  1  2  3  4  5  6  7  8  9  10 

 

 

25. I almost never get uptight while taking            0  1  2  3  4  5  6  7  8  9  10 

      English listening comprehension tests.  

 

26. I like to do English language assignments.          0  1  2  3  4  5  6  7  8  9  10 

 

27. Learning about English speaking culture is boring.          0  1  2  3  4  5  6  7  8  9  10  

 

 

 

 

 

                    End of section 2. Please turn to the next page for section 3 
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Section 3: Source of Self-efficacy Information Scale 

 

Please use the following scale to respond to the following statements. Circle the number that best 

describes how true or false each statement is for you.  

 

 

  0         1          2         3         4         5         6        7         8        9         10  

      Strongly                Strongly  

      disagree                   agree 

 

 
        

1. Among my friends I am usually the one who figures out            0  1  2  3  4  5  6  7  8  9  10   

      English questions (e.g., like being able to understand a specific  

      listening text in a group work, or being able to understand 

      a English speaker outside of classroom) 

 

2. Most friends of mine did well in English listening.                    0  1  2  3  4  5  6  7  8  9  10 

 

3. My teacher has singled me out                                                    0  1  2  3  4  5  6  7  8  9  10 

      as having good English listening skills   

         

4. I am afraid of doing English listening comprehension                0  1  2  3  4  5  6  7  8  9  10 

     exercises when I know they will be graded. 

 

 

 

 

5. In English listening classes, I rarely get the answer                      0  1  2  3  4  5  6  7  8  9  10  

      before my classmates do.           

                                                  

6. Many of the adult I know are in occupations that require            0  1  2  3  4  5  6  7  8  9  10 

      good English listening skill        

                   

7. I was often encouraged by my teachers to join clubs                    0  1  2  3  4  5  6  7  8  9  10   

     which required English listening related ability  

     (i.e., English conversation/speech club …etc.) 
 

8. I get a sinking feeling when I think of trying to                            0  1  2  3  4  5  6  7  8  9  10   

     complete a difficult listening comprehension exercise. 
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9. I received good grades in English listening tests.                         0  1  2  3  4  5  6  7  8  9  10 

 

10. My career role models (i.e., those people I‘d like to be like)       0  1  2  3  4  5  6  7  8  9  10   

     are mostly in fields that do not involve English listening skill.  

   

11. Teachers generally see me as being poor at English listening      0  1  2  3  4  5  6  7  8  9  10    

related skills 

 

12. I get really uptight while taking English                                       0  1  2  3  4  5  6  7  8  9  10 

     listening comprehension exams      

                 

 

 

 

   

13. I am rarely able to help my classmates with difficult                  0  1  2  3  4  5  6  7  8  9  10  

       English listening tasks. 

 

14. During group work, most of my partners often can find a way   0  1  2  3  4  5  6  7  8  9  10  

      to figure out the meaning of an assigned listening text.   

  

15. My teachers have encouraged me to take higher level                0  1  2  3  4  5  6  7  8  9 10 

English listening related classes 

 

16. My mind goes blank and I am unable to think clearly              0  1  2  3  4  5  6  7  8  9  10 

   when my instructor asks me a question in English. 

 

            

  

 

17.  I have always had a natural talent for English listening skill.   0  1  2  3  4  5  6  7  8  9  10 

        

18.  Many of my classmates find it difficult to perform                   0  1  2  3  4  5  6  7  8  9  10 

the listening tasks assigned in English listening class.   

 

19. High school teachers of mine have discouraged me from         0  1  2  3  4  5  6  7  8  9  10 

pursuing majors in college that required a strong English background  

              

20. I almost never get uptight while taking                                   0  1  2  3  4  5  6  7  8  9  10 

     English listening comprehension tests.  

 

 

 

 

 

 

End of section 3. Please turn to the next page for section 4. 
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    Section 4: Demographic Information 

   

 

Your Name: _________________  Major: _________________  Student ID No. __________ 

 

 

1. Gender:  Male____   Female____ 

 

2. Age: _____ 

 

3. I am a: Freshman__   Sophomore__   Junior__   Senior__ 

 

4. What was your score on the English subject area of the college entrance exam?  

________ 

 

5. Did you have English listening classes in high school?  Yes __   No __ 

 

6. Have you had an English listening class in college prior to this one? Yes__ No __ 

 

7. In what part of Taiwan is your high school located?  ____________________  (i.e.,  

                    Taitung) 

 

8. Do you participate in English listening activities outside the English listening class?     

                     Yes__  No__ 

 

9. Do you have access to English speaking TV or radio programs?   Yes__  No__ 

 

10. How often do you have contact with English native speakers outside the English   

                     class?  

 

         Not at all___    Not often___     Sometimes___      Often___       Very often___ 

 

11. Have you ever traveled or lived in English speaking countries?   Yes__  No__ 

 

12. When did you start to learn English?  From 

 

                     pre-school_____    elementary school____   1
st
 year in junior high school____ 

 

13. How many years have you been learning English? ________ 

 

 

   

 

 

End of the questionnaire. Please make sure that you answered all the questions.  

                 Thank you! 
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 APPENDIX B 

 

ENGLISH LISTENING SELF-EFFICACY QUESTIONNAIRE (CHINESE VERSION) 

 

 

 

 

 

     英語聽力學習調查表 

 

 

 

親愛的 學: 

 

是一份 關英語聽力學習自信 學習狀況 學習動機 學習經驗 看法的調查問卷
不是考試 答案無所謂 錯 請依照您自 的看法 以 實 狀況 仔細地做答 勿
依您認為―您應 如何‖或― 人會怎樣‖來回答  

 

份問卷包含四個部份 請您務必確保每一題都 做答  

 

 

 

             

         感謝您的參與！ 
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 您的 : _________________________ 學號:_______________ 系 :____________   

 

第一部份 

 

以 是 關您 自 的英語聽力自信的 述 請用以 的 表來回答問題：在題目右邊
(0~10)圈選一個 問題最 當的描述 來表明您 多確定您能聽懂 列各種情境中的英
聽題材  

 

 

    0          1          2          3          4          5         6         7          8         9          10 

      完 不確定                                                普 確定                                          非常確定 

   (一點都聽不懂)    

   

     

A.以 考中的空中英語 室之英聽題材而言 你 多確定 你 以聽得懂一則… 

1. 人間 簡短日常生活 的大意 

 

    0   1   2   3   4   5   6   7   8   9   10 

 2. 人間 簡短日常生活 的細節 

 

    0   1   2   3   4   5   6   7   8   9   10 

 
3. 人間的簡短日常 ---藉由句中前 文  

       說 者的語氣或語調等等…來猜測或 斷 

       進而增 聽懂程度 

    0   1   2   3   4   5   6   7   8   9   10 

 

 

     

4. 關各種生活 相關知識短文的大意 

 

    0   1   2   3   4   5   6   7   8   9   10 

 5. 關各種生活 相關知識短文的細節 

 

    0   1   2   3   4   5   6   7   8   9   10 

 
6. 關各種生活 相關知識的短文---藉由句中 

       前 文 說 者的語氣或語調等等…來猜測 

       或 斷進而增 聽懂程度 

    0   1   2   3   4   5   6   7   8   9   10 
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B.以您 考中的英文 聞之英聽題材而言 你 多確定 你 以聽得懂一 段… 

7. ICRT 聞英語的大意    0   1   2   3   4   5   6   7   8   9  10 

8. ICRT 聞英語的細節    0   1   2   3   4   5   6   7   8   9  10 

  
 

 

C.以您 考中的 Dr. Laura call-in 秀之英聽題材而言 你 多確定 你 以聽得懂一 段… 

9. 個人問題陳述 或回應 的大意    0   1   2   3   4   5   6   7   8   9  10 

10. 個人問題陳述 或回應 的細節    0   1   2   3   4   5   6   7   8   9  10 

             

D.以您 考中的 Listen In 課本中之英聽題材而言 你 多確定 你 以聽得懂一 段… 

11. 一個人 日常生活相關瑣 之陳述的大意  

   

   0   1   2   3   4   5   6   7   8   9  10 

 
12. 一個人 日常生活相關瑣 之陳述的細節 

 

   0   1   2   3   4   5   6   7   8   9  10 

 
     

 

E.以迪 尼卡 美女與 獸之英聽題材而言 你 多確定 你 以聽得懂一 段… 

13. 個角色間 的大意    0   1   2   3   4   5   6   7   8   9  10 

14. 個角色間 的細節    0   1   2   3   4   5   6   7   8   9  10 

15. 個角色間的 ---藉由句中的前 文  

        說 者的語氣或語調等等…來猜測或 斷 

        進而增 聽懂程度 

   0   1   2   3   4   5   6   7   8   9  10 

 

 

 

 

 



 116  

 

F.以您 時 考中托福 talks 之英聽題材而言而言 你 多確定 你 以聽得懂一段… 

16. 遊介紹某個旅遊聖地之短文的大意    0   1   2   3   4   5   6   7   8   9  10 

17. 遊介紹某個旅遊聖地之短文的細節    0   1   2   3   4   5   6   7   8   9  10 

18. 遊介紹某個旅遊聖地的短文---藉由句中的 

       前 文 說 者的語氣或語調等等…來猜測或 

       斷進而增 聽懂程度 

   0   1   2   3   4   5   6   7   8   9  10 

 

 

   

19. 課堂老師交代 課之短文的大意    0   1   2   3   4   5   6   7   8   9  10 

20. 課堂老師交代 課之短文的細節    0   1   2   3   4   5   6   7   8   9  10 

21. 課堂老師交代 課的短文---藉由句中的前  

        文 說 者的語氣或語調等等…來猜測或  

        斷進而增 聽懂程度 

   0   1   2   3   4   5   6   7   8   9  10 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

第一部份 結束 請至 頁 進行第 部份做答  
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第 部份 

 

以 是 關英語聽力學習狀況 學習動機的 述 請參照以 的 表 在閱讀每一項
述 請在題目右邊 (0~10) 圈選一個最能符合您個人狀況的答案  

 

 

 0          1          2          3          4          5         6         7          8         9          10 

從來不是如                                                                          是如  

 

 

1. 當 知 所做的英聽練習是要被評 的時候, 

會感到害   

 0   1   2   3   4   5   6   7   8   9  10 

 

2. 學習英文 來說很 要    0   1   2   3   4   5   6   7   8   9  10 

3. 很喜歡學習 關英語國家(例：美國)的文 化  

                       

 0   1   2   3   4   5   6   7   8   9  10 

 

 

 

4. 當 試著完 一段困難的英語聽力練習時, 

        會感到焦慮(躁)  

 

0   1   2   3   4   5   6   7   8   9  10 

5. 學習英文 來說很 趣    0   1   2   3   4   5   6   7   8   9  10 

6. 喜歡在 英文課的時候, 做一些 關英語文 

       方面的活動(例：看 關感恩節由來的影片        
0   1   2   3   4   5   6   7   8   9  10 

 

 

7. 在 英聽課時, 常感到很自在                           0   1   2   3   4   5   6   7   8   9  10 

8. 很期待在課堂 使用英文  0   1   2   3   4   5   6   7   8   9  10 

9. 知 關英語國家(例：美國)的文化 

       來說很 要  
0   1   2   3   4   5   6   7   8   9  10 
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10. 在做英文聽力測驗時會感到很緊張   0   1   2   3   4   5   6   7   8   9  10 

11. 使用英文是很 趣的   0   1   2   3   4   5   6   7   8   9  10 

12. 在 關英語文化(例：美國文化)方面的 業 拿
到好 來說很 要  

 0   1   2   3   4   5   6   7   8   9  10 

 

 

13. 不會害 參 英文聽力考試  0   1   2   3   4   5   6   7   8   9  10 

14. 喜歡在視聽 室完 英語 業  0   1   2   3   4   5   6   7   8   9  10 

15. 學習英語國家(例：美國)的文化跟傳統是一件很
趣的         

0   1   2   3   4   5   6   7   8   9  10 

 

 

16. 聽母語是英文的人(例：美國人)講英文 常讓  

不自在而且聽不懂  

 

 0   1   2   3   4   5   6   7   8   9  10 

 

17. 在英文相關科目 拿到好的考試 來說
很 要  

 0   1   2   3   4   5   6   7   8   9  10 

 

18. 喜歡在英文課中做 關英語文化 (例：美國文
化)方面的 業  

 0   1   2   3   4   5   6   7   8   9  10 

 

 

 

19. 是想到要試著聽懂美國人的英文就讓  

        覺得緊張  

0   1   2   3   4   5   6   7   8   9  10 

20. 學習英文 來說是一個很愉快的經驗   0   1   2   3   4   5   6   7   8   9  10 

21. 很期待 關英語文化(例：美國文化)的課程   
 0   1   2   3   4   5   6   7   8   9  10 
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22. 當 的老師用英文問 問題的時候, 的腦袋就
會一片空 而且沒辦法清楚的思考  

 0   1   2   3   4   5   6   7   8   9  10 

 

23. 學習英文好無趣                      0   1   2   3   4   5   6   7   8   9  10 

24. 來說 英語國家(例：美國)的文化很 趣   0   1   2   3   4   5   6   7   8   9  10 

 

 

25. 在考英文聽力時, 幾乎不曾覺得緊張  

        

0   1   2   3   4   5   6   7   8   9  10 

 

26. 喜歡做英文 課  0   1   2   3   4   5   6   7   8   9  10 

27. 學習 關英語國家的文化很無趣  0   1   2   3   4   5   6   7   8   9  10 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

第 部份 結束 請至 頁 進行第 部份做答  
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第 部份 

 

以 是 關您個人英語聽力學習經驗 看法的 述 請參照以 的 表 在閱讀每 項
述 在題目右邊 (0~10) 圈選一個 最能符合您個人狀況的答案  

 

 

         0          1            2           3           4           5           6          7           8          9           10 

   非常不 意                                非常 意 

    

                   

 

1. 在一群朋 或 學當中 是那個能解答英聽
方面問題的人(例如:在英聽課的 組討論時

是那個能聽懂 或為 組 學解答 某段英
文 容的人)  

 

0   1   2   3   4   5   6   7   8   9  10 

2. 大部份的朋 英聽能力都 好的  0   1   2   3   4   5   6   7   8   9  10 

 
3. 的老師曾特 誇讚 英聽能力很棒   

   

4. 當 知 所做的英聽練習是要被評 的時候,   

會感到害   

0   1   2   3   4   5   6   7   8   9  10 

 

0   1   2   3   4   5   6   7   8   9  10 

 

 

 

 

 

5. 在英聽課中(包括 組討論時) 很少能比其
他 學 解答出問題  

 

0   1   2   3   4   5   6   7   8   9  10 

6. 在很多 認識的 人中(例：朋 家人 親
戚 師長 鄰居 良好的英文聽力 他們的
工 而言是必備的條件  

 

0   1   2   3   4   5   6   7   8   9  10 

7. 的老師常鼓勵 參 一些與英語聽力 關的
課外活動或社團 (例：英語會 或演講社)  

    

8. 當 試著完 一段困難的英語聽力練習時, 

        會感到焦慮(躁)  

 

0   1   2   3   4   5   6   7   8   9  10 

 

0   1   2   3   4   5   6   7   8   9  10 
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9. 英語聽力測驗 (或考試) 的 很好  

 

0   1   2   3   4   5   6   7   8   9  10 

 

10. 大部份 所崇拜的職場人士都是在一些不需要
用到英文聽力的職場 域工   

 

0   1   2   3   4   5   6   7   8   9  10 

11. 一般來說 在 老師們的眼中 是個英語聽
力能力不佳的學生  

 

12. 在做英文聽力測驗時會感到很緊張  

 

0   1   2   3   4   5   6   7   8   9  10 

 

0   1   2   3   4   5   6   7   8   9  10 

 

 

13. 很少能幫 學解答英聽方面的問題或練習
題  

0   1   2   3   4   5   6   7   8   9  10 

14. 在英聽課的 組討論中 的 組 學 常都
能 解答出那些英文聽力的 容  

  0   1   2   3   4   5   6   7   8   9  10 

 

15. 的老師曾鼓勵 再修一些與英語聽力 關的
進階英文課程  

 

16. 當 的老師用英文問 問題的時候, 的腦袋就
會一片空 而且沒辦法清楚的思考  

0   1   2   3   4   5   6   7   8   9  10 

 

0   1   2   3   4   5   6   7   8   9  10 

 

 

17. 一直都 學習英語聽力的天份  

 

0   1   2   3   4   5   6   7   8   9  10 

18. 很多的 學覺得 英聽課中的英聽練習是
蠻難的  

 

 

0   1   2   3   4   5   6   7   8   9  10 

19. 的高中老師曾勸 在填大學的志願時 不要
選那些需要 很好英文能力才能唸的好的系 

 

 

20. 在考英文聽力時, 幾乎不曾覺得緊張  

 

 0   1   2   3   4   5   6   7   8   9  10 

 

 

0   1   2   3   4   5   6   7   8   9  10 

 

 

第 部份 結束 請至 頁 進行第四部份做答 
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第四部份 

 

以 問題僅供研究參考 您個人的資料和答案 除了研究者外 將不會給任何人知 請
回答 列問題或在適當的答案前打 √  

 

您的 _____________ (請寫 )   您的系 ________________ 您的學號_______            

1. 您的性 :  男_______   女_______ 

2. 您的 齡: _____ 

3. 您的系級: 大一_____  大  _____   大 _____   大四 或以 _____  

4. 您大學入學考試的英文 是幾 ？: ________ 

5. 您在高中時 過英聽課嗎？   __   沒 __ 

6. 如果您不是大 學生 在 之前您曾在輔大(或其它大學 修過其它的英聽課嗎？    

    ___  沒 ___        (大 學生 題不用做答  

7. 您 的高中位於那個縣市  ____________________ (例： 中) 

8. 您 參與或從 一些和英文聽力 關的課外活動嗎?   _____  沒 _____ 

9. 在課外 您能不能收聽或收看得到英語廣播或電視節目？ 能____ 不能 ____ 

10. 在課外 您多常 機會接觸到母語是英語的外國人？ 

      機乎完 沒 ___    不常___     時候___      經常___      非常頻繁___ 

11. 您是否曾居住在英語系國家 或至英語系國家旅遊？ 是的____  未曾____ 

12. 您從何時開始學英文?  從                    幼稚園___     國 ___      國中___ 

13. 您學英文 多少 了？ _______ 

            整份問卷 結束 請您務必確保每一題都 做答 感謝您的參與！ 



 123  

 

APPENDIX C 

 

SOURCE OF SELF-EFFICACY INFORMATION ITEMS AND CONSTRUCTS 

 

 MEASURED 

 

       

Mastery Experience 

 Among my friends I am usually the one who figures out English questions (e.g., like being 

able to understand a specific listening text in a group work, or being able to understand a 

English speaker outside of classroom)  

 In English listening classes, I rarely get the answer before my classmates do.     

 I received good grades in English listening tests.     

 I am rarely able to help my classmates with difficult English listening tasks.    

 I have always had a natural talent for English listening skill.                                                                                               

Vicarious Experience 

 Most friends of mine did well in English listening.   

 Many of the adult I know are in occupations that require good English listening skill.       

 My career role models (i.e., those people I‘d like to be like) are mostly in fields that do not 

involve English listening skill.         

 During group work, most of my partners often can find a way to figure out the meaning of an 

assigned listening text.  

 Many of my classmates find it difficult to perform the listening tasks assigned in English 

listening class.                                                                                                          

Social Persuasion 

 My teacher has singled me out as having good English listening skill.   

 I was often encouraged by my teachers to join clubs which required English listening related 

ability (i.e., English conversation/speech club …etc.)  

 Teachers generally see me as being poor at English listening related skills. 

 My teachers have encouraged me to take higher level English listening related classes.       

 High school teachers of mine have discouraged me from pursuing majors in college that 

required a strong English background.           
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Psycho-physiological State 

 I get a sinking feeling when I think of trying to complete a difficult listening comprehension 

exercise.  

 I have usually been at ease listening to English in Class.         

 Taking English listening comprehensions tests does not scare me. 

 Just thinking about trying to understand a native English speaker makes me nervous. 

 My mind goes blank and I am unable to think clearly when my instructor asks me a question 

in English.  

 I almost never get uptight while taking English listening comprehension tests. 
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APPENDIX D 

 

ITEM AND INSTRUCTION SENTENCE MODIFICATIONS BASED ON FIELD TEST 

 

 RESULTS 

 

 

 Based on feedback from the panel of experts (12 bilingual Taiwanese graduate students), 

the following modifications were made in the Chinese version. 

 

Item No.            Original           Modified English Version 

1  

(section 1) 
一 則 個美國人間
日常 中的主題 

人間 簡短日常生活 的大意 The main ideas of a short 

daily conversation                            

between two English 

speakers.  

 

4 

(section 1) 
一則用英文陳述的簡
短個人訊 中之-主題
  

關各種生活 相關知識短文的大
意 

  

The main ideas of a short 

monologue about diverse 

topics given by an English 

speaker. 

 

7 

(section 1) 
一則簡短的英語廣播

聞報 中之-主題 

ICRT 聞英語的大意 The main ideas of a short 

passage of ICRT English 

news.      

 

9 

(section 1) 
一則簡短的英語廣播 

call in show 中之-主題 

個人問題陳述 或回應 的大意 

  

The main ideas of a 

message about a personal 

problem. 

11 

(section 1) 
一則 關日常生活瑣

的陳述之-主題 

一個人 日常生活相關瑣 之陳
述的大意 

The main ideas of short 

statement given by an                         

English speaker in 

exchanging ideas with 

others.   

 

6  

(section 3) 
在 認識的朋 中

很多人在職場 需
要用到英文聽力  

在很多 認識的 人中(例：

朋 家人 親戚 師長 鄰

居 良好的英文聽力 他們的
工 而言是必備的條件  

Many of the adults I know 

are in occupations that 

require good English 

listening skill. 

 

 In all cases, punctuation marks ( ) were used to emphasize specific words in the actual 

items. In item 1, 4, 7, 9, 11 (section 1) underlines were used to highlight words, since italics are 
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not used in Chinese, and boldface types were used to single out the particular words of focus. In 

item 6 section 3, addition words were provided as examples in parentheses.  
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APPENDIX E 

 

HUMAN SUBJECT APPROVAL 
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INFORMED CONSENT FORM 

 

Dear student, 

I am a graduate student under the direction of Professor Deborah Hasson in the Department of 

Middle and Secondary Education, College of Education at Florida State University. I am 

conducting a research study to investigate the relationship between English as a foreign language 

learners‘ listening self-efficacy and listening achievement.  

I am requesting your participation, which will involve filling out a survey questionnaire regarding 

your beliefs about learning English listening skills. The time needed to complete the 

questionnaire will be around 20 minutes. Your participation in this study is voluntary. If you 

choose not to participate or to withdraw from the study at any time, there will be no penalty. It 

will not affect your grade. Although there may be no direct benefit to you, the possible benefit of 

your participation is that you are contributing yourself for a better understanding of how to help 

English as a foreign language learners like you to achieve better learning outcomes.  

The results of the research study may be published, but your name will not be used, as the 

findings will only be reported as group averages with no identification of individuals‘ responses. 
Information obtained during the course of the study will remain confidential, to the extent 

allowed by law.  

If you have any questions concerning this research study, please call me at (850)-222-4830 or 

email me at hc03@fsu.edu  (Alternately, you may call Dr. Hasson at (850) 644-6335) 

Return of the questionnaire will be considered your consent to participate. Thank you. 

Sincerely, 

Huei-Yu Chen 

Ph.D. Candidate 

Multilingual/Multicultural Education 

College of Education 

Florida State University 

 

I understand that the information collected in this study will not be open to the public other than 

academic purposes. In addition, the data will be kept in a safe and confidential place by the 

researcher in a locked file cabinet in her FSU office.  Moreover, these data will be destroyed by 

December 31, 2015. 

Name: __________________________ 

 

Signature: _______________________   Date: ______________ 

If you have any questions about your rights as a subject/participant in this research, or if you feel you 
have been placed at risk, you can contact the Chair of the Human Subjects Committee, Institutional 
Review Board, through the Vice President for the Office of Research at (850) 644-8633. 

      

mailto:hc03@fsu.edu


 129  

 

INFORMED CONSENT FORM (CHINESE) 
 

參與學術研究 意書 

 

親愛的 學: 

 

是美國 羅裡 卅立大學英語 學系的研究生 的指 老師是 Deborah Hasson 授 目前
在做一個 關於 英語聽力學習自 效力與英語聽力學習 果  的學術研究 確 的研究的
容為: 學習者的英語聽力自 效力是否能影響其學習 效  

 

誠摯的邀請您來參與 項學術研究 您的參與只需包括填寫一份 關您 英語學習的看法 態
度的中文問卷 份問卷 能需要 20 鐘來填寫 如果您選擇不參與 項研究或在中途退出
校方決不會 任何的處 行動 亦不會影響到您的在校 能會將 項研究的 果 表於
期刊論文 但您的真實 將不會被公 出來 因為 研究的探討 象為一整個族群的學生 且
研究結果將以整個族群學生為單位來 表 所 研究過程中所獲得的資料將被轉標示為代碼 並
在依法 所保 的程度 給予保密  

或許您無法立即受惠於參與 項研究 然而 您的參與將 能 於改善 灣的英聽 學 幫助
灣學生學好英文聽力 很大的貢獻  

 

如果您 任何的問題 或 項研究 任何的疑問請打電 到 的 

住宅: 0021-850-222-4830 

或寫電子郵件至: hc03@garnet.acns.fsu.edu 

填寫完問卷並繳回即視 意參與 研究  

 

研究者 陳蕙郁 敬  

----------------------------------------------------------------------------------------------------------------- 

了解 除為學術研究目的之外 研究者 所 研究過程中所收集到的資料將不會 外公開
亦了解所 研究過程中所收集到的資料將會被研究者妥善保管並保密—存放在一個 鎖的櫃子

只 項研究計劃的研究者 以開啟 櫃 而且 些資料在 2015 12 31 日 將會被銷
毀  

 

意參與 項研究 ________________________________________  

 

的簽 _______________________________________      日期 ________________ 

 

如果你 於身為學術研究 象的權利 任何的疑問 或你覺得你因 研究而經歷危險 不安 你
以打電 至 (850) 644-8633 給美國 學術研究 象人權 員會的副主席  

mailto:e103@garnet.acns.fsu.edu
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