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ABSTRACT

This study examined the relationships among Chinese pre-university teachers’ foreign language 
anxiety, teaching anxiety and teacher self-efficacy. The participants were 210 Chinese primary and 
secondary English teachers who completed a battery of questionnaires. The results showed that: (a) 
the participants reported low to moderate levels of foreign language anxiety and teaching anxiety, as 
well as a high level of self-efficacy; (b) foreign language anxiety directly and negatively predicted the 
participants’ self-efficacy; (c) foreign language anxiety was a positive predictor of teaching anxiety; 
(d) teaching anxiety mediated the link between foreign language anxiety and self-efficacy. This study 
highlights the importance of addressing language teachers’ foreign language anxiety and teaching 
anxiety, and provides insights into enhancing teachers’ self-efficacy.
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Anxiety is a commonly experienced emotion among teachers and can profoundly affect teachers’ 
identity, beliefs, actions, as well as students’ learning (e.g., Chen et al., 2023; Goetze, 2023; Keavney 
& Sinclair, 1978). In foreign language (FL) contexts, Horwitz (1996) initially suggested that non-
native language teachers would experience foreign language anxiety (FLA), similar to other types of 
language learners. Such anxious feelings about their language abilities can significantly affect teachers, 
including their beliefs, teaching practices, and so on (e.g., Kralova & Tirpakova, 2019; Kralova, 
et al., 2017). Moreover, scholars have gradually realized that language teachers deal with another 
situation-specific types of anxiety, namely teaching anxiety (TA) (Alrashidi, 2022; Ouastani, 2020). 
Teachers’ worries and concerns can be aroused during teaching activities, which can impede their 
teaching effectiveness, emotional well-being and professional development (Parsons, 1973; Gardner 
& Leak, 1994; Sinclair & Ryan, 1987). Compared with the extensive research on FL learners’ anxiety 
(e.g., Lin, 2022; MacIntyre & McGillivray, 2023), language teachers’ anxiety still has not received 
enough attention (e.g., Goetze, 2023; Liu & Wu, 2021).
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Teachers’ self-efficacy (TSE) is another key construct that influences teachers’ mental health, 
work engagement and teaching effectiveness (e.g., Klassen & Tze, 2014; Zhang et al., 2023; Zhi 
et al., 2023). Teachers with high levels of self-efficacy believe in their ability to organize teaching 
activities and to construct positive teacher-student relationships (e.g., Tschannen-Moran & Hoy, 
2001; Tschannen-Moran et al., 1998). Language teachers face various and considerable “threats” to 
their self-efficacy beliefs (Hoang & Wyatt, 2021), including their emotional states (Phan & Locke, 
2015). Thomspon (2020) suggested that affective factors significantly impact teachers’ beliefs, which 
may in turn influence their behaviors. Currently, the relationship between language teachers’ emotion 
and self-efficacy beliefs remains under-explored (e.g., Deng et al., 2022; Zheng et al., 2022). Given 
the limited existing research (e.g., Fraschini & Park, 2021, 2022; Liu et al., 2021), the present study 
specifically focused on Chinese pre-university English as a foreign language (EFL) teachers and 
examined the relationships among their FLA, TA and TSE.

LITERATURE REvIEw

TFLA
FLA is a situation-specific anxiety experienced by language learners (e.g., Horwitz et al., 1986). 
It was defined as “a distinct complex of self-perceptions, beliefs, feelings, and behaviors related 
to classroom language learning arising from the uniqueness of the language learning process” by 
Horwitz and her colleagues (1986, p.128). Horwitz (1996) suggested that foreign language teachers, 
as advanced language learners (Coleman & Towell, 1991), can encounter many anxiety-provoking 
experiences when learning and teaching the target language. Later researchers have empirically 
examined language teachers’ FLA through questionnaires, interviews, and so on (e.g., Bekleyen, 
2009; Kralova & Tirpakova, 2019; Kralova, et al., 2017). These studies have shown that language 
teachers worldwide experience FLA, and such feelings negatively affect teaching practices and 
students’ learning outcomes (e.g., Liu & Wu, 2021; Tum, 2012, 2015). For example, in Tum’s 
(2015) study of 12 Turkish pre-service EFL teachers, anxious teachers tended to avoid using the 
target language in teaching and overemphasized correcting students’ language use errors. Similarly, 
Machida (2015) conducted a study with 133 Japanese elementary school English teachers. Analysis 
of questionnaire data revealed that more than seventy-seven percent of the participants reported 
anxious feelings about their language abilities. Their FLA primarily came from low confidence 
in using English to communicate and unpreparedness to teach English. Also, factors like teaching 
experience, training experience, and English proficiency could strongly influence their level of 
FLA. Kralova and her colleagues (2017) focused on foreign language pronunciation anxiety (FLPA) 
of student teachers in Slovakia and found that it was negatively correlated with the quality of the 
participants’ English pronunciation.

However, as research on foreign language teacher anxiety progressed, it became evident that 
addressing teachers’ language-related anxiety alone is inadequate (e.g., Fraschini & Park, 2021, 2022; 
Ikeda et al., 2020). The teaching-related anxiety of FL teachers has received increased attention (e.g., 
Alrashidi, 2022; Ouastani, 2020). For example, Fraschini and Park (2022) used Q methodology to 
examine Korean pre-service language teachers’ anxiety. They summarized four major perspectives, 
including concerns about the lack of teaching experience and skills, poor work-life balance, relationship 
with supervisors and colleagues, and limited chances to demonstrate their creativity.

TA
TA refers to “anxiety experienced in relation to teaching activities that involve the preparation and 
execution of classroom activities” (Gardner & Leak, 1994, p. 28). It could “change in intensity and 
may disappear with increasing experience” (Buitink & Kemme, 1986, p. 77) and exert substantial 
influences on teachers across disciplines (e.g., Aslrasouli & Vahid, 2014). Foreign language teaching 
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anxiety has been empirically studied through quantitative methods, qualitative methods, or mixed 
methods (Fallah et al., 2023; İpek, 2016; Ouastani, 2020). These studies primarily aimed to measure 
the level of teaching anxiety, explore possible influential factors, and examine the relationship between 
teaching anxiety and other factors (e.g., Alrashidi, 2022; Li et al., 2023; Liu & Wu, 2021). Research has 
shown that language teachers from different backgrounds all experience varying degrees of teaching 
anxiety (e.g., Liu et al., 2022; Ouastani, 2020). Aydin and Ustuk (2020a) developed the 27-item 
Foreign Language Teaching Anxiety Scale (FLTAS), which included five factors: self-perception of 
language proficiency, teaching inexperience, lack of student interest, fear of negative evaluation, and 
difficulties with time management. Applying this scale in a subsequent empirical study (2020b), they 
examined the teaching anxiety levels among 156 EFL teachers working at different educational levels 
(elementary, middle, high schools, and higher education institutions) in various countries such as 
Turkey, Russia, and others. The study revealed that participants exhibited moderate levels of students’ 
lack of interest in classes and fear of negative evaluation. Additionally, they reported lower levels 
of self-perceived language proficiency, teaching experience, and difficulties in time management.

Goetze (2023) suggested that for non-native language teachers, both the language-related anxiety 
and the general teaching anxiety can co-exist. Further investigation is needed to explore this relationship 
as well as how these impact teaching practice (Aydin & Ustuk, 2020b; Liu & Wu, 2021). Liu and 
Wu (2021) empirically examined these two types of anxiety of 151 Chinese college English teachers. 
They adopted the Teacher Foreign Language Anxiety Scale (TFLAS) developed by Horwitz (2008) 
and the Teaching Anxiety Scale (TAS) (Parsons, 1973) as the instruments. The findings showed 
that the participants experienced both TFLA and TA at the same time. Their FLA primarily derived 
from concerns about using the target language in the classroom, while the main sources of teaching 
anxiety were worries about classroom instruction, maintaining work-life balance and so on. These two 
types of anxiety were positively correlated with each other and strongly influenced the participants’ 
professional and personal lives.

TSE
Berman et al., (1977) first proposed the concept of teachers’ efficacy and defined it as “the extent to 
which the teacher believes he or she has the capacity to affect student performance” (p. 137). Bandura 
(1977, 1986) developed the concept of self-efficacy and suggested that TSE is a form of perceived 
self-efficacy. Generally, scholars have agreed on the context- and subject-specific nature of teacher 
self-efficacy (Bandura, 1997; Klassen et al., 2011). Research on language teachers’ self-efficacy has 
emerged as a distinct branch of TSE studies (e.g., Liu et al., 2021; Wyatt, 2018). Wyatt (2018, p. 93) 
defined teacher self-efficacy as “their beliefs in their abilities to support learning in various task and 
context-specific cognitive, metacognitive, affective and social ways.”

Empirical studies on FL teachers’ self-efficacy have been conducted through questionnaires, 
interviews, class observations and so on (e.g. Deng et al., 2022; Hoang & Wyatt, 2021; Zhi et al., 
2023). These studies have identified several factors that influence language teachers’ self-efficacy, 
such as affective states (Phan & Locke, 2015), previous experiences (Hoang & Wyatt, 2021), language 
proficiency (Choi & Lee, 2016), emotional intelligence (Moafian & Ghanizadeh, 2009), emotion 
regulation (Deng et al., 2022), and so on. Bao et al., (2021) examined the self-efficacy beliefs of a 
Chinese language teacher during a 16-week online teaching project. The researchers used narrative 
inquiry and case study methodologies and adopted thematic analysis to analyze the data. It was shown 
that while both the external and internal factors could influence the participants’ self-efficacy, internal 
factors, such as personal teaching experiences and emotional states, were considered particularly 
important. In Hoang and Wyatt’s (2021) longitudinal mixed method study, Vietnamese pre-service 
EFL teachers’ self-efficacy was examined. The scale developed in Tschannen-Moran and Woolfolk 
Hoy (2001) was utilized. The exploratory factor analysis (EFA) results revealed six dimensions of 
EFL teacher self-efficacy belief, such as “self-efficacy in motivational English instruction” and “self-
efficacy in teaching communicative English.” In addition, factors such as mastery experiences and the 
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role of mentor were main sources of self-efficacy; the participants’ self-rated language proficiency 
was positively correlated with self-efficacy.

Relationships Among TFLA, TA and TSE
The close relationship between emotion and self-efficacy beliefs have been theoretically discussed (e.g., 
Lohbeck et al., 2018; Thompson, 2020). Bandura (1997) suggested that affective states are a major 
source of one’s self-efficacy. Emotions can function as a filter that influence how people interpret 
their competence (Burić et al., 2020). However, so far there has been limited research exploring 
the relationship between specific emotions and self-efficacy in FL contexts (Bárkányi, 2021; Lin, 
2022; Zhang et al., 2023). Few researchers have constructed a model that incorporates the two types 
of anxiety of language teacher and self-efficacy. In general education research, some scholars have 
investigated the relationships among mathematics teachers’ mathematics anxiety, teaching anxiety, 
and self-efficacy but reported inconsistent findings (Bosica, 2022; Unlu et al., 2017). In Bosica’s 
(2022) study of 185 Canadian pre-service elementary mathematics teachers, mathematics teaching 
anxiety was positively correlated with mathematics anxiety and negatively correlated with teacher 
efficacy. No significant correlation was observed between mathematics anxiety and teacher efficacy. 
Unlu and his colleagues (2017) focused on 380 pre-service mathematics teachers and used structural 
equation modeling (SEM) to examine the relationships among these variables. The results showed 
that the participants’ mathematics anxiety positively predicted mathematics teaching anxiety and 
negatively predicted self-efficacy.

Despite the lack of research on language teachers, previous studies on FL learners have shown 
a strong negative link between FLA and self-efficacy (e.g., Bárkányi, 2021; Canaran et al., 2020; 
Wang et al., 2021). In the meta-analysis conducted by Zhou et al. (2022), these two constructs were 
negatively correlated with each other (r = -.70). Moderator analyses indicated that variables, such 
as school levels, FL anxiety types, and gender, did not moderate this negative association. Woodrow 
(2011) focused on 738 Chinese university EFL learners and found that the participants’ writing 
self-efficacy was directly and negatively predicted by their writing anxiety. In Lin’s (2022) study of 
234 Chinese third language (L3) learners, the research adapted existing scales as the instruments, 
including the Foreign Language Classroom Anxiety Scale (FLCAS) from Horwitz et al. (1986) and 
the English self-efficacy scale developed by Da (2006). The regression analysis results indicated that 
participants’ anxiety in learning the L3 negatively predicted their self-efficacy.

In addition, some educational studies show that teaching anxiety negatively affects self-efficacy 
(e.g., Bach & Hagenauer, 2022). For example, In Bach and Hagenauer (2022)’s study of 449 Austrian 
pre-service mathematics teachers, teaching anxiety imposed negative predictive effects on self-
efficacy beliefs. Senler (2016) focused on 356 Turkish pre-service teachers. Path analysis results 
revealed that teaching anxiety not only directly negatively predicted self-efficacy, but also mediated 
the relationships between self-efficacy, the participants’ attitudes towards teaching, and their beliefs 
about control of life events. Merç (2015) investigated Turkish pre-service EFL teachers and found a 
negative correlation between their teaching anxiety and self-efficacy.

Research Questions
Overall, language teachers’ TFLA, TA, TSE, and the relationship between them have not been 
sufficiently researched. Only a few studies have investigated the relationship between two of these 
factors (e.g., Aydin & Ustuk, 2020b; Liu & Wu, 2021; Merç, 2015). Moreover, most existing research 
focuses on pre-service teachers (e.g., Alrashidi, 2022; Hoang & Wyatt, 2021; Li et al., 2023). Given 
the significant difference between pre-service and in-service language teachers (Horwitz, 1996), it is 
necessary to conduct more research on in-service FL teachers (e.g., Liu et al., 2022; Zhi et al., 2023). 
In view of these gaps, this study aimed to explore the relationships among Chinese pre-university 
EFL teachers’ TFLA, TA and TSE. The following research questions were formulated:
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(1)  What are the levels of the participants’ TFLA, TA, and TSE?
(2)  What are the relationships among the participants’ TFLA, TA and TSE?

METhoD

Context
English is a compulsory subject in Chinese primary and secondary school education. Pre-university 
English teachers are responsible for teaching students fundamental language knowledge and skills, 
developing effective learning strategies, and fostering cross-cultural communication abilities. Some 
teachers also take on the role of head teachers, responsible for classroom management and maintaining 
close communication with students and parents. Teachers are also required to participate in various 
teacher training programs and teaching competitions, as mandated by the government and schools. 
These regularly held activities aim to promote the professional development of teachers.

To become a qualified English teacher in elementary or middle schools, the person is required 
to hold a relevant bachelor’s or master’s degree in education or English education. Additionally, 
candidates need to pass the teacher qualification examination which involves written and oral exams. 
The tests assess the examinees’ knowledge of education and English teaching. Upon obtaining the 
teaching qualification certificate, individuals can apply for English teaching positions at schools.

Participants
Altogether, 210 pre-university English teachers (19 males and 191 females) from different schools in 
China were recruited in this study. Of these participants, 65 (30.95%) were aged 41 to 50, 54 (25.71%) 
were aged 31 to 40, 62 respondents (29.52%) were aged 18 to 30 and 29 (13.81%) were aged 50 and 
above. There were 146 junior high school teachers (69.52%), 45 (21.43%) senior high school teachers, 
and 19 (9.05%) primary school teachers. Of the respondents, 136 (64.76%) had a bachelor’s degree, 
71 (33.81%) held a master’s degree and 3 (1.43%) held a doctoral degree. The participants spend an 
average of 10.63 hours per week on teaching English (SD = 3.8). Their English teaching experience 
ranged from 0.5 to 40 years, with a mean of 15.44 years (SD = 10.4). When asked to self-rate their 
English proficiency level on a scale of 1 (very poor) to 10 (native-like), the participants reported an 
average score of 6.24 (SD = 1.7). Of the participants, 133 of them (63.33%) rated their proficiency 
at a score of 5 or above.

Instruments
The questionnaire used in this study included four parts: the background questionnaire, the 13-item 
TFLAS, the 21-item TAS, and the 16-item Teacher Self-efficacy Scale (TSES).

The Background Information Questionnaire
The background information questionnaire was intended to collect the respondents’ personal 
information, including age, education level, length of teaching experience, self-rated English 
proficiency, and so on.

TFLAS
The 13-item TFLAS was modified from the TFLAS developed by Horwitz (2008). All items were on 
a 7-point Likert scale, ranging from 1 (strongly disagree) to 7 (strongly agree). An example item is “I 
am not nervous speaking English with students.” As Horwitz (2008) suggested, the participants’ level 
of FLA is calculated by summing up their responses to all items and dividing it by the total number of 
items: an average score of around 3 implies mild anxiety while a score of around 4 suggests a certain 
degree of anxiety about language competence (Liu & Wu, 2021). The scale showed that reliability 
in this research was high (α = .88).
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TAS
The 21-item TAS designed by Parsons (1973) was adopted in this study. The researchers made 
several changes in the expressions for better clarity. For example, expressions like “pre-service” were 
removed. An example item is “I feel uncertain about my ability to improvise in the classroom.” All 
items were assessed using a 5-point scale from 1 (never) to 5 (always). The scale had high reliability 
in the present study (α = .91).

TSES
The 16-item TSES utilized in the study was developed by Bandura (1997). The researchers modified 
some items to suit the research context, for example, removing statements about efficacy to influence 
school resources and decision-making. An example item is “I have the ability to get through to the 
most difficult students.” The scale was a 7-point Likert scale with values of 1 (Strongly Disagree) to 
7 (Strongly Agree). The scale had high reliability in the present study (α = .93).

Data Collection and Analysis
The questionnaire was first translated from English into Chinese and double-checked. Then, it was 
distributed to all potential respondents with a consent form online. Participation was voluntary. The 
collected data was analyzed through SPSS 27.0 and Mplus 8.0. Firstly, the missing and abnormal 
data were removed. Then, the EFA was conducted to examine the underlying factors of the three 
constructs. After that, descriptive statistics were performed to investigate participants’ levels of FLA, 
TA and TSE. Zero-order correlation analyses and structural equation modeling (SEM) analysis were 
performed to investigate the relationships among the three constructs and the mediating effects of 
teaching anxiety.

RESULTS

EFA of the Scales
Prior to further statistical analysis, EFA was done on all the scales to explore their underlying 
dimensions. When running EFA, the Kaiser-Meyer-Olkin (KMO) value and Bartlett’s test of sphericity 
are measures of whether the data is suitable for factor analysis. Ranging from 0 to 1, a KMO value 
above 0.7 is considered acceptable (Kaiser & Rice, 1974). As for Bartlett’s test of sphericity, if p < 
.05, it indicates that the variables in the original data are correlated, and factor analysis is appropriate 
(Bartlett, 1937).

The pre-analysis of Bartlett’s test (χ2= 1413.203, p < .001) and KMO value (KMO = .856) 
indicated the appropriateness of EFA on TFLAS (Teacher Foreign Language Anxiety Scale) (Hair 
et al., 2019), which categorized the TFLAS items into three major factors that accounted for 66.70% 
of the variance (see Table 1), namely foreign language teachers’ anxiety about negative outcomes 
(TFLAS1, 6 items), confidence in English competence (TFLAS2, 5 items), and oral communication 
(TFLAS3, 2 items).

The EFA recognized five factors in TAS (Bartlett’s test χ2= 2263.470, p < .001, KMO = .894) that 
could explain 66.16% of the variance. These included teachers’ anxiety related to teaching confidence 
(TAS1, 7 items), classroom and communication (TAS2, 5 items), sense of teacher identity (TAS3, 3 
items), performance in front of colleagues (TAS4, 3 items), and students’ questioning (TAS5, 3 items) 
(see Table 2), with all the items featuring significant factor loadings ranging from .451-.825 (p < .001).

EFA revealed four factors in TSES (Bartlett’s test χ2= 1965.192, p < .001, KMO =.910), 
four factors were identified (See Table 3), explaining 73.03% of the variance in total. They were 
named as classroom climate efficacy (TSES1, 5 items), classroom control efficacy (TSES2, 
4 items), instructional efficacy (TSES3, 3 items), and English teaching efficacy (TSES4, 3 
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items). The standardized factor loadings of all items ranged from .570-.896 with high statistical 
significance (p < .001).

Levels of TFLA, TA and TSE
As Table 4 presents, participants generally felt not so anxious about speaking a foreign language (M 
= 3.1, SD = .89). They scored higher on TFLAS1 (fear of negative outcomes in foreign language use) 
(M = 3.6, SD = 1.2) than on TFLAS2 (anxiety about confidence in English competence) (M = 2.7, 
SD = 1.0) and TFLAS3 (anxiety about oral communication) (M = 2.6, SD = 1.1). Meanwhile, the 
overall TAS score was below average on a five-point scale, indicating the limited anxiety level of the 
participants (M = 2.1, SD = .5). The respondents scored lower in the levels of anxiety about teaching 
confidence (TAS1) (M = 1.9, SD = .5) and about students’ questioning (TAS5) (M = 2.1, SD = 0.7).

In addition, primary and secondary school EFL teachers in the present study reported a high 
level of teaching efficacy, both from an overall perspective (M = 5.8, SD = .6) and in the four TSES 
dimensions. Specifically, the efficacy beliefs related to classroom control (M = 5.9, SD = .7) and 
classroom climate (M = 5.9, SD = .6) were relatively higher than instructional efficacy (M = 5.5, 
SD = .8).

Relationships Among TFLA, TA and TSE
Zero-order correlation analyses were initially carried out to examine the correlations between TFLAS, 
TAS and TSES. As Table 5 shows, all components of the three constructs were generally significantly 
correlated. TFLAS scales significantly correlated with TAS scales (r = .21 ~ .57, p < .01). The TSES 
components were significantly negatively associated with all TFLAS scales (r = -.71 ~ -.14, p < .05) 
except for TFLAS1 (r = .11) and TAS scales (r = -.59 ~ -.17, p < .05). These findings suggested 
that participants with higher TFLAS scores were more anxious about teaching and had a lower level 
of teacher self-efficacy.

Table 1. EFA Results of TFLAS

Items
Factors

TFLAS1 TFLAS2 TFLAS3

It frightens me when I don’t understand what someone is saying in English. .762

I am afraid that others will notice every mistake I make. .778

I feel self-conscious speaking English in front of teachers of English. .782

When speaking English, I can get so nervous I forget things I know. .809

I get nervous when I don’t understand every word others say. .824

I always feel that other teachers speak English better than I do. .718

I would not worry about teaching a course entirely in English. .697

I am pleased with the level of my English language proficiency I have 
achieved. .860

I speak English well enough to be a good English teacher. .795

I feel confident when I speak English. .713

I feel that my English preparation was adequate for becoming an English 
teacher. .735

I am not nervous speaking English with students. .880

I don’t worry about making mistakes in English. .704
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The correlation results promised the feasibility of Structural Equation Modeling (SEM), which 
was then performed to further explore the relationships among the three variables. We hypothesized 
that TA mediated the effect of TFLA on TSE. A simple mediation model was first established as 
shown in Figure 1. It featured an unsatisfactory model fit (χ2/df = 2.504, p < .001, CFI = .880, 
SRMR = .072, RSMEA = .085, 90% CI [.076, .094]) despite all the path coefficients being highly 
significant. To effectively model the relationships among the three variables, the researchers used the 
four TSES dimensions and constructed a more complex mediation model in Figure 2. The model fit 
this time became acceptable (χ2/df = 2.277, p < .001, CFI = .902, SRMR = .067, RSMEA = .078, 
90% CI [.069, .087]).

As shown in Figure 2, the TSES subscales were negatively predicted by TFLAS (β = -.249, p 
< .05; β = -.284, p < .001; β = -.646, p < .001) and TAS (β = -.420, p < .001; β = -.379, p < .001; 
β = -.471, p < .001; β = -.287, p < .01). Moreover, TAS was positively predicted by TFLAS (β = 
.590, p < .001).

Table 2. EFA Results of TAS

Items
Factors

TAS1 TAS2 TAS3 TAS4 TAS5

I am confident in teaching. .523

I feel certain about my ability to keep the students interested in 
what I teach them. .626

I feel well prepared for teaching. .683

I am able to decide how to present information in the classroom 
without a feeling of uncertainty. .668

I feel sure I can be a good teacher. .764

Good rapport with my students is one of my strong points. .695

I feel sure that my students are satisfied with my teaching. .773

I feel uncertain about my ability to improvise in the classroom. .661

I feel anxious when I am preparing lessons. .798

I’m afraid students won’t follow my instructions. .747

I’m afraid other teachers think I’m incompetent. .758

I feel anxious about my ability to keep a class under control. .743

I’m happier teaching than I thought I’d be. .741

I feel certain I really want to be a teacher. .748

I’m worried whether I will find teaching a satisfying profession. .674

I am afraid to speak up in staff meetings. .516

I feel that I am as good as other teachers in my program. .606

I feel at ease when I am being observed by my colleague. .754

I find it difficult to admit to the class that I don’t know the answer 
to a question a student asks. .687

I’m afraid I will forget everything I know when I get in front of a 
class. .519

I feel calm and collected when a student asks me a question I can’t 
answer. .639
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Table 3. EFA Results of TSES

Items
Factors

TSES1 TSES2 TSES3 TSES4

I have the ability to make the classroom a safe place. .631

I have the ability to make students enjoy coming to the class. .633

I have the ability to get students to trust me. .726

I have the ability to get students to believe in their ability to learn 
English well. .623

I have the ability to get students to support one another. .634

I have the ability to get students to engage in classroom activities. .546

I have the ability to get students to do their coursework. .667

I have the ability to get students to follow classroom rules. .863

I have the ability to control disruptive behavior in the classroom? .808

I have the ability to increase students’ memory of what they have been 
taught in previous lessons. .463

I have the ability to motivate students who show low interest in English 
learning. .855

I have the ability to get students to work well together. .681

I believe I am competent in English. .838

I believe I am able to teach English courses well. .804

I believe I am knowledgeable about course subjects. .745

Table 4. Descriptive Statistics of TSES, TFLAS and TAS Results

Scales M SD Cronbach’s α No. of items

TFLAS 3.1 0.9 .88 13

- TFLAS1 3.6 1.2 .89 6

- TFLAS2 2.6 1.0 .86 5

- TFLAS3 2.6 1.1 .64 2

TAS 2.1 0.5 .91 21

- TAS1 1.9 0.5 .89 7

- TAS2 2.2 0.7 .87 5

- TAS3 2.3 0.7 .69 3

- TAS4 2.5 0.7 .61 3

- TAS 5 2.1 0.7 .64 3

TSES 5.8 0.6 .93 3

- TSES1 5.9 0.6 .86 15

- TSES2 5.9 0.7 .86 4

- TSES3 5.5 0.8 .76 3

- TSES4 5.8 0.8 .87 3

Note: M = Mean; SD = Standard Deviation
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In addition, the 2000 times bootstrapping results indicated the significant mediating effects of 
TAS between TFLAS and all four TSES dimensions (see Table 6). For teachers’ efficacy in creating 
positive classroom climate (TSES1) and classroom control (TSES2), the indirect effects of TFLAS 
through TAS (β = -.249, p < .05; β = -.224, p < .01) both accounted for nearly half of the total effects 
(49.9% and 44.0%, respectively). Instructional efficacy (TSES3) received the lowest total effect of 
TFLAS and was only significantly predicted through teaching anxiety’s mediation (β = -.278, p < .05). 
Comparatively, TFLAS exerted its highest total effect on teachers’ self-efficacy in English teaching 
(TSES4), with its dominating direct effect (β = -.646, p < .001) while indirect effect through TAS 
(β = -.169, p < .05) taking up 20.7% of the total effect.

Table 5. Zero-Order Correlation Analyses Results
1T

FL
A

S

2T
FL

A
S1

3T
FL

A
S2

4T
FL

A
S3

5T
A

S

6T
A

S1

7T
A

S2

8T
A

S3

9T
A

S4

10
TA

S5

11
TS

ES

12
TS

ES
1

13
TS

ES
2

14
TS

ES
3

15
TS

ES
4

1 1

2 .86** 1

3 .80** .41** 1

4 .58** .24** .54** 1

5 .57** .50** .44** .34** 1

6 .48** .33** .46** .33** .86** 1

7 .48** .50** .28** .22** .82** .56** 1

8 .26** .18** .24** .21** .63** .51** .29** 1

9 .49** .40** .41** .31** .73** .56** .50** .41** 1

10 .46** .48** .28** .22** .72** .52** .60** .28** .39** 1

11 -.45** -.21** -.55** -.40** -.55** -.59** -.41** -.28** -.43** -.30** 1

12 -.35** -.16* -.44** -.33** -.47** -.53** -.32** -.30** -.33** -.24** .89** 1

13 -.32** -.14* -.40** -.30** -.45** -.46** -.36** -.17* -.38** -.26** .84** .67** 1

14 -.27** -.11 -.35** -.29** -.41** -.45** -.33** -.20** -.31** -.20** .82** .64** .58** 1

15 -.59** -.31*** -.71** -.45** -.53** -.57** -.38** -.26** -.44** -.31** .83** .64** .59** .61** 1

Note: * = p <.05; ** = p <.01; *** = p <.001.

Figure 1. A Simple Mediation Model of TFLAS, TAS and TSES
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DISCUSSIon

Levels of TFLA, TA, and TSE
The respondents reported low to moderate degrees of TFLA and TA, which aligned with the findings 
in Liu and Wu (2021). There were two possible reasons for this finding. Firstly, through ample 
practice and preparation, teachers could have honed their pedagogical skills and mastered the subject 
knowledge (Alrashidi, 2022; Ikeda et al., 2020). This might potentially explain the lower levels 
of anxiety of participants. Becoming an English teacher in China requires intensive training and 
multiple assessments during the selection process. After being employed, teachers are also required 
to regularly participate in professional development training programs. In addition, compared to 
university teachers, Chinese primary and secondary school teachers usually do not have the excessive 
pressure to conduct academic research (Liu & Yi, 2020), which may decrease some of their stress 
and anxiety. Moreover, pre-university English teachers typically deliver instruction on fundamental 
English concepts using standardized textbooks and curriculum guidelines. The carefully designed 

Figure 2. A Mediation Model of TFLAS, TAS and Various Dimensions of TSES

Table 6. Different Paths of Variables in the Structural Model

Path
Parametric estimation 95% Bootstrap

Percentage
β SE LLCI ULCI

Direct effect

TFLAS→TSES1 -.249* .114 -.484 -.026 50.1%

TFLAS→TSES2 -.284*** .080 -.445 -.133 56.0%

TFLAS→TSES3 -.142 .116 -.378 .082 /

TFLAS→TSES4 -.646*** .089 -.837 -.478 79.3%

Indirect effect

TFLAS→TAS→TSES1 -.249* .090 -.290 -.102 49.9%

TFLAS→TAS→TSES2 -.224** .091 -.233 -.131 44.0%

TFLAS→TAS→TSES3 -.278* .103 -.301 -.173 66.1%

TFLAS→TAS→TSES4 -.169* .101 -.206 -.048 20.7%

Note: SE = standard error; LLCI = lower-level confidence interval; ULCI = upper-level confidence interval
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and structured materials provide a clear and organized framework for teachers, which may alleviate 
their apprehension in teaching.

The study also revealed that the participants had a high level of self-efficacy, indicating their 
strong beliefs in their abilities to effectively teach English. According to Bandura (1997), vicarious 
experience and verbal persuasion are major sources of self-efficacy beliefs. Vicarious experience 
involves observing others completing the same tasks and conducting self-assessments based on the 
observation, while verbal persuasion refers to receiving appraisals and feedback from others. In the 
Chinese contexts, primary and secondary school teachers are frequently required to deliver lessons 
in front of superiors and colleagues and listen to their feedback. Meanwhile, they need to observe 
their colleagues’ classes and give critiques. Additionally, they have opportunities to learn from 
experienced teachers and exchange teaching experiences with colleagues during the teacher training 
workshops and seminars. Overall, these teaching experiences are likely to contribute to participants’ 
confidence in teaching and the high level of TSE. Nevertheless, other research on Chinese EFL 
teachers found moderate to high levels of teacher self-efficacy (Liu et al., 2021; Shao, 2017). This 
inconsistency might be due to the differences in research settings and populations. For example, Liu 
and his colleagues (2021) specifically focused on Chinese high school English teachers’ self-efficacy 
in livestream teaching during the spread of COVID-19. The lack of training in online teaching during 
that period may increase the respondents’ pressure and potentially reduce their self-efficacy. Given 
the inconsistent findings, further research is necessary to investigate Chinese pre-university EFL 
teachers’ self-efficacy.

Relationships Among TFLA, TA and TSE
Zero-correlation analyses showed that TFLAS and TSES were negatively correlated. SEM results 
revealed that participants’ FLA negatively predicted their TSE beliefs. Alternatively, the higher 
levels of TFLA led to the low level of teacher self-efficacy. This finding was consistent with previous 
relevant research on language learners (e.g., Bárkányi, 2021; Lin, 2022; Zhou et al., 2022). For 
example, Zhou and her colleagues meta-analyzed the relation between FLA and efficacy and reported 
a moderate negative link between them (r = -.70). This negative relation remains consistent across 
different contexts. In Lin’s (2022) study of Chinese L3 learners, participants’ anxiety was a negative 
predictor of self-efficacy.

Language learning is an ongoing process which is never truly complete (Horwitz, 1996). Foreign 
language anxiety is a common emotion experienced by language learners, characterized by feelings 
of worry and insecurity during the learning process (Horwitz et al., 1986). Similar to inexperienced 
language learners, non-native language teachers may feel unease and discomfort when using it in class 
(e.g., Goetze, 2023). Those who experienced high FLA would worry about negative outcomes and 
lack confidence in their English competence (Chen et al., 2023; Fraschini & Park, 2021). Bandura 
(1977) suggested that emotional states can significantly contribute to one’s self-efficacy beliefs.

In terms of the relationship between TFLAS and TAS, zero-correlation analyses revealed positive 
correlations between the two, consistent with the findings in Liu and Wu (2021). SEM results showed 
that respondents’ FLA positively predicted TA. Teaching anxiety is about the tension, anxiety, and 
pressure experienced by teachers in teaching (Gardner & Leak, 1994). Teachers with high FLA may 
consciously or unconsciously choose “instructional strategies that shield themselves from having to 
use the language publicly and actively” and prefer interactions with students that are more “predictable 
and more easily controlled” (Horwitz, 1996, p. 366). Such avoidance behaviors can convey negative 
messages to students about language learning and increase the difficulty of teaching.

The study also found that TAS mediated the relationship between TFLAS and TSES. Participants 
who were anxious about their language abilities may encounter more challenges and experience more 
teaching anxiety, which can in turn affect their self-efficacy beliefs. This finding partly supported 
previous education researchers’ findings (Bach & Hagenauer, 2022; Senler, 2016; Unlu et al., 2017). 
Merç (2015) focused on Turkish pre-service EFL teachers and participants’ teaching anxiety negatively 
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correlated with self-efficacy beliefs. In the Unlu et al. (2017) study of pre-service mathematics teachers, 
mathematics anxiety positively predicted mathematics teaching anxiety and negatively predicted self-
efficacy toward mathematics teaching. There is currently limited research on the predictive effects of 
the two types of anxiety on self-efficacy, and further empirical investigation is needed.

Dewaele (2020) suggested that language teaching can be “an emotion-laden process” (p. 214). 
Teachers may be bothered by negative emotions because of insufficient language proficiency and “the 
resulting stress and unhappiness can create a negative spiral” (p. 214). A possible explanation for this 
finding is as follows. The Chinese government’s emphasis on developing students’ oral communication 
skills (Ministry of Education of China, 2022) can raise concerns among teachers regarding their 
language proficiency, specifically oral English skills. This, in turn, may trigger teachers’ teaching 
anxiety when using the foreign language to conduct language-intensive instructional activities. The 
negative predictive effects of FLA on TA were discussed earlier. As for the influence of teachers’ 
anxiety, general education research has shown that anxious teachers are less likely to be perceived 
as approachable and passionate about teaching (Kracht & Casey, 1968). They may appear easily 
provoked, impatient, and emotionally unstable in teaching (Sinclair & Ryan, 1987). Also, they may 
avoid interaction with students (Erdle et al., 1985). After students have sensed their teacher’s anxiety, 
it would become more challenging to cultivate a positive classroom atmosphere and foster active 
teacher-student relationships (e.g., Blazar & Kraft, 2017). Horwitz (1996) explains, “If the teacher 
does not appear comfortable speaking the foreign language, how can students be expected to believe 
that they will be able to speak the language?” (p. 366). Poor student engagement can lead to poor 
learning outcomes (Mercer & Dörnyei, 2020). Consequently, it can be inferred that previous failures 
in teaching experience may decrease their self-efficacy (Bandura, 1997).

ConCLUSIon

The present research focused on Chinese in-service pre-university language teachers and empirically 
explored their levels of FLA, TA, and TSE as well as their interrelationships. It was found that: (a) 
the respondents experienced low to medium levels of TFLA and TA, and a high level of TSE; (b) 
TFLAS was a direct and negative predictor of the participants’ TSES; (c) TFLAS positively predicted 
TAS; (d) TAS mediated the link between TFLAS and TSES.

These findings could provide valuable insights for language teachers and school administrators. 
School administrators should take proactive measures to support and empower teachers in their 
professional growth. For example, schools should implement regular assessments of teachers’ teaching 
performance, and offer fair recognition and rewards. Moreover, schools can provide financial support 
for teachers to participate in professional development training programs. School leaders could 
consider assigning senior teachers as mentors to new teachers on a one-on-one basis to help them. 
Furthermore, school administrators should prioritize teachers’ mental health and provide more support 
and resources. Additionally, they should aim to foster a positive working environment where teachers 
can freely express their concerns and feel valued (Fraschini & Park, 2021, 2022). It is recommended 
that for teachers who are not responsible for administrative work, their non-teaching related tasks 
should be minimized. School administrators should reasonably allocate teachers’ workload in order to 
alleviate their anxiety and burden. For FL teachers, they should recognize the significant influence of 
anxiety and try to develop emotional self-regulation strategies (Dewaele, 2020). They can increase their 
language proficiency and teaching competence to boost their confidence in teaching. For example, they 
can intentionally join various teaching workshops and academic conferences. These platforms allow 
them to share experiences with colleagues and obtain knowledge of the latest teaching methodologies.

The present study was one of the few that examined the levels of and relationships among pre-
university teachers’ foreign language anxiety, teaching anxiety, and teacher self-efficacy. The results 
not only enrich the current literature but also enlighten teachers’ foreign language teaching. Meanwhile, 
the study had several limitations and suggestions for future research. Firstly, it was cross-sectional and 
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solely employed self-reported survey data. Future researchers could benefit from using qualitative 
or mixed methods. They may consider collecting other types of data, such as classroom recordings, 
teaching performance metrics, student evaluations of teachers, and so on, which will help us better 
understand teachers’ foreign language anxiety, teaching anxiety, and self-efficacy and think more on 
how to improve the effectiveness of foreign language teaching. They could also conduct longitudinal 
studies to explore the changes in teachers’ anxiety and self-efficacy, as well as identify possible 
influencing factors. In addition, this study did not examine participants’ anxiety and self-efficacy 
in relation to individual factors due to the limited sample size. Future researchers could recruit a 
large number of participants and explore how individual characteristics influence language teachers’ 
anxiety and self-efficacy as well as their relationships. It is recommended to focus on anxiety and 
self-efficacy of specific groups of teachers, such as beginner teachers, and investigate the factors that 
lead to their increased levels of anxiety.

CoMPETIng InTERESTS

The authors of this publication declare there are no competing interests.

FUnDIng STATEMEnT

There is no funding for this research.

CoRRESPonDIng AUThoR

Correspondence should be addressed to Meihua Liu (liumeihua@mail.tsinghua.edu.cn)

PRoCESS DATES

Received: 1/25/2024, Revisions: 2/24/2024, Accepted 3/17/2024



International Journal of Teacher Education and Professional Development
Volume 7 • Issue 1

15

REFEREnCES

Alrashidi, O. (2022). Sources of foreign language teaching anxiety among Saudi preservice English teachers: 
A qualitative inquiry. SAGE Open, 12(3), 1–9. doi:10.1177/21582440221119486

Aslrasouli, M., & Vahid, M. S. P. (2014). An investigation of teaching anxiety among novice and experienced 
Iranian EFL teachers across gender. Procedia: Social and Behavioral Sciences, 98, 304–313. doi:10.1016/j.
sbspro.2014.03.421

Aydin, S., & Uştuk, Ö. (2020a). The foreign language teaching anxiety scale: Preliminary tests of validity and 
reliability. Journal of Language and Education, 6(2), 44–55. doi:10.17323/jle.2020.10083

Aydın, S., & Uştuk, Ö. (2020b). A descriptive study on foreign language teaching anxiety. [IOJET]. International 
Online Journal of Education & Teaching, 7(3), 860–876. https://iojet.org/index.php/IOJET/article/view/846

Bach, A., & Hagenauer, G. (2022). Joy, anger, and anxiety during the teaching practicum: How are these emotions 
related to dimensions of pre-service teachers’ self-efficacy? Zeitschrift für Bildungsforschung, 12(2), 295–311. 
doi:10.1007/s35834-022-00343-9

Bandura, A. (1977). Self-efficacy: Toward a unifying theory of behavioral change. Psychological Review, 
84(2), 191–215. https://psycnet.apa.org/doi/10.1037/0033-295X.84.2.191. doi:10.1037/0033-295X.84.2.191 
PMID:847061

Bandura, A. (1986). Social foundations of thought and action: A social cognitive theory. Prentice-Hall.

Bandura, A. (1997). Self-efficacy: The exercise of control. W H Freeman and Company.

Bao, C., Zhang, L. J., & Dixon, H. R. (2021). Teacher engagement in language teaching: Investigating self-efficacy 
for teaching based on the project “Sino-Greece online Chinese language classrooms”. Frontiers in Psychology, 
12, 710736. doi:10.3389/fpsyg.2021.710736 PMID:34421762

Bárkányi, Z. (2021). Motivation, self-efficacy beliefs, and speaking anxiety in language MOOCs. ReCALL, 
33(2), 143–160. doi:10.1017/S0958344021000033

Bartlett, M. S. (1937). The statistical conception of mental factors. The British Journal of Psychology. General 
Section, 28(1), 97–104. doi:10.1111/j.2044-8295.1937.tb00863.x

Bekleyen, N. (2009). Helping teachers become better English students: Causes, effects, and coping strategies for 
foreign language listening anxiety. System, 37(4), 664–675. doi:10.1016/j.system.2009.09.010

Berman, P., McLaughlin, M., Bass, G., Pauly, E., & Zellman, G. (1977). Federal programs supporting educational 
change. Vol. VII: Factors affecting implementation and continuation (Report No. R-1589/7-HEW). The Rand 
Corporation (ERIC Document Reproduction Service No. 140 432).

Blazar, D., & Kraft, M. A. (2017). Teacher and teaching effects on students’ attitudes and behaviors. Educational 
Evaluation and Policy Analysis, 39(1), 146–170. doi:10.3102/0162373716670260 PMID:28931959

Bosica, J. (2022). Using a mixed methods approach to study the relationship between mathematics anxiety, 
mathematics teacher efficacy, and mathematics teaching anxiety in preservice elementary school teachers in 
Ontario. Canadian Journal of Science. Mathematics and Technology Education, 22(1), 190–209. doi:10.1007/
s42330-022-00203-8

Botes, E., Dewaele, J. M., & Greiff, S. (2020). The foreign language classroom anxiety scale and academic 
achievement: An overview of the prevailing literature and a meta-analysis. Journal for the Psychology of Language 
Learning, 2(1), 26–56. doi:10.52598/jpll/2/1/3

Buitink, J., & Kemme, S. (1986). Changes in student‐teacher thinking. European Journal of Teacher Education, 
9(1), 75–84. doi:10.1080/0261976860090109

Burić, I., Slišković, A., & Sorić, I. (2020). Teachers’ emotions and self-efficacy: A test of reciprocal relations. 
Frontiers in Psychology, 11, 1650. doi:10.3389/fpsyg.2020.01650 PMID:32982815

Canaran, Ö., Bayram, İ., Doğan, M., & Baturay, M. H. (2020). Causal relationship among the sources of anxiety, 
self-efficacy, and proficiency in L2 listening. International Journal of Listening, •••, 1–13. doi:10.1080/109
04018.2020.1793676

http://dx.doi.org/10.1177/21582440221119486
http://dx.doi.org/10.1016/j.sbspro.2014.03.421
http://dx.doi.org/10.1016/j.sbspro.2014.03.421
http://dx.doi.org/10.17323/jle.2020.10083
https://iojet.org/index.php/IOJET/article/view/846
http://dx.doi.org/10.1007/s35834-022-00343-9
https://psycnet.apa.org/doi/10.1037/0033-295X.84.2.191
http://dx.doi.org/10.1037/0033-295X.84.2.191
http://www.ncbi.nlm.nih.gov/pubmed/847061
http://dx.doi.org/10.3389/fpsyg.2021.710736
http://www.ncbi.nlm.nih.gov/pubmed/34421762
http://dx.doi.org/10.1017/S0958344021000033
http://dx.doi.org/10.1111/j.2044-8295.1937.tb00863.x
http://dx.doi.org/10.1016/j.system.2009.09.010
http://dx.doi.org/10.3102/0162373716670260
http://www.ncbi.nlm.nih.gov/pubmed/28931959
http://dx.doi.org/10.1007/s42330-022-00203-8
http://dx.doi.org/10.1007/s42330-022-00203-8
http://dx.doi.org/10.52598/jpll/2/1/3
http://dx.doi.org/10.1080/0261976860090109
http://dx.doi.org/10.3389/fpsyg.2020.01650
http://www.ncbi.nlm.nih.gov/pubmed/32982815
http://dx.doi.org/10.1080/10904018.2020.1793676
http://dx.doi.org/10.1080/10904018.2020.1793676


International Journal of Teacher Education and Professional Development
Volume 7 • Issue 1

16

Chen, C., Ji, S., & Jiang, J. (2023). How does professional identity change over time among Chinese preservice 
preschool teachers? Evidence from a four-wave longitudinal study. Teaching and Teacher Education, 125, 
104071. doi:10.1016/j.tate.2023.104071

Chinese Ministry of Education. (2022). The English curriculum standard for compulsory education (2022 
edition). http://www.moe.gov.cn/srcsite/A26/s8001/202204/W020220420582349487953.pdf

Choi, E., & Lee, J. (2016). Investigating the relationship of target language proficiency and self-efficacy among 
nonnative EFL teachers. System, 58, 49–63. doi:10.1016/j.system.2016.02.010

Coleman, J., & Towell, R. (1991). The advanced language learner. Association for French Language Studies.

Da, H. (2006). Establishment of English self-efficacy questionnaire and analysis of its reliability and validity. 
Chinese Journal of Clinical Psychology, 6(14), 569-572. https://doi.org/. issn.1005-3611.2006.06.00610.3969/j

Deng, J., Heydarnejad, T., Farhangi, F., & Farid Khafaga, A. (2022). Delving into the relationship between teacher 
emotion regulation, self-efficacy, engagement, and anger: A focus on English as a foreign language teachers. 
Frontiers in Psychology, 13, 1019984. doi:10.3389/fpsyg.2022.1019984 PMID:36337515

Dewaele, J.-M. (2020). The emotional rollercoaster ride of foreign language learners and teachers: Sources and 
interactions of classroom emotions. In M. Simons & T. F. H. Smits (Eds.), Language Education and Emotions. 
Research into Emotions and Language Learners, Language Teachers and Educational Processes (pp. 207–222). 
Routledge. doi:10.4324/9781003019497-17

Erdle, S., Murray, H. G., & Rushton, J. P. (1985). Personality, classroom behavior, and student ratings of college 
teaching effectiveness: A path analysis. Journal of Educational Psychology, 17(4), 394–407. https://psycnet.
apa.org/doi/10.1037/0022-0663.77.4.394. doi:10.1037/0022-0663.77.4.394

Fallah, N., Abdolahzadeh, F., & Yaaghobi, M. (2023). Mindfulness and anxiety among foreign language 
teachers: The role of cognitive reappraisal and self-efficacy. Mindfulness, 14(12), 3020–3032. doi:10.1007/
s12671-023-02259-5

Fraschini, N., & Park, H. (2021). Anxiety in language teachers: Exploring the variety of perceptions with Q 
methodology. Foreign Language Annals, 54(2), 341–364. doi:10.1111/flan.12527

Fraschini, N., & Park, H. (2022). A Q methodology study to explore Korean as a second language undergraduate 
student-teachers’ anxiety. International Journal of Educational Research Open, 3, 100132. doi:10.1016/j.
ijedro.2022.100132

Gardner, L. E., & Leak, G. E. (1994). Characteristics and correlates of teaching anxiety among college psychology 
teachers. Teaching of Psychology, 21(1), 28–32. doi:10.1207/s15328023top2101_5

Goetze, J. (2023). Like student like teacher? Taking a closer look at language teacher anxiety. Annual Review 
of Applied Linguistics, 43, 1–15. doi:10.1017/S0267190523000053

Hair, J., Black, W., Babin, B., & Anderson, R. (2019). Multivariate data analysis (8th ed.). Cengage Learning 
EMEA.

Hoang, T., & Wyatt, M. (2021). Exploring the self-efficacy beliefs of Vietnamese pre-service teachers of English 
as a foreign language. System, 96, 102422. doi:10.1016/j.system.2020.102422

Horwitz, E. K. (1996). Even teachers get the blues: Recognizing and alleviating language teachers’ feelings of 
foreign language anxiety. Foreign Language Annals, 29(3), 365–372. doi:10.1111/j.1944-9720.1996.tb01248.x

Horwitz, E. K. (2008). Becoming a language teacher: A practical guide to second language learning and 
teaching (2nd ed.). Pearson.

Horwitz, E. K., Horwitz, M. B., & Cope, J. (1986). Foreign language classroom anxiety. Modern Language 
Journal, 70(2), 125–132. doi:10.1111/j.1540-4781.1986.tb05256.x

Ikeda, M., Takeuchi, O., & Imai, H. (2020). Investigating dynamic changes in elementary school teachers’ anxiety 
when teaching English. In C. Gkonou, J. Dewaele, & J. King (Eds.), The emotional rollercoaster of language 
teaching (pp. 173–192). Multilingual Matters., doi:10.21832/9781788923613-005

http://dx.doi.org/10.1016/j.tate.2023.104071
http://www.moe.gov.cn/srcsite/A26/s8001/202204/W020220420582349487953.pdf
http://dx.doi.org/10.1016/j.system.2016.02.010
http://dx.doi.org/10.3389/fpsyg.2022.1019984
http://www.ncbi.nlm.nih.gov/pubmed/36337515
http://dx.doi.org/10.4324/9781003019497-17
https://psycnet.apa.org/doi/10.1037/0022-0663.77.4.394
https://psycnet.apa.org/doi/10.1037/0022-0663.77.4.394
http://dx.doi.org/10.1037/0022-0663.77.4.394
http://dx.doi.org/10.1007/s12671-023-02259-5
http://dx.doi.org/10.1007/s12671-023-02259-5
http://dx.doi.org/10.1111/flan.12527
http://dx.doi.org/10.1016/j.ijedro.2022.100132
http://dx.doi.org/10.1016/j.ijedro.2022.100132
http://dx.doi.org/10.1207/s15328023top2101_5
http://dx.doi.org/10.1017/S0267190523000053
http://dx.doi.org/10.1016/j.system.2020.102422
http://dx.doi.org/10.1111/j.1944-9720.1996.tb01248.x
http://dx.doi.org/10.1111/j.1540-4781.1986.tb05256.x
http://dx.doi.org/10.21832/9781788923613-005


International Journal of Teacher Education and Professional Development
Volume 7 • Issue 1

17

İpek, H. (2016). A qualitative study on foreign language teaching anxiety. Journal of Qualitative Research in 
Education, 4(3), 1–14. doi:10.14689/issn.2148-2624.1.4c3s5m

Kaiser, H. F., & Rice, J. (1974). Little Jiffy, Mark Iv. Educational and Psychological Measurement, 34(1), 
111–117. doi:10.1177/001316447403400115

Keavney, G., & Sinclair, K. E. (1978). Teacher concerns and teacher anxiety: A neglected topic of classroom 
research. Review of Educational Research, 48(2), 273–290. doi:10.3102/00346543048002273

Klassen, R. M., & Tze, V. M. C. (2014). Teachers’ self-efficacy, personality, and teaching effectiveness: A 
meta-analysis. Educational Research Review, 12, 59–76. doi:10.1016/j.edurev.2014.06.001

Klassen, R. M., Tze, V. M. C., Betts, S. M., & Gordon, K. A. (2011). Teacher efficacy research 1998-2009: Signs of 
progress or unfulfilled promise? Educational Psychology Review, 23(1), 21–43. doi:10.1007/s10648-010-9141-8

Kracht, C. R., & Casey, J. P. (1968). Attitudes, anxieties, and student teaching performance. Peabody Journal 
of Education, 45(4), 214–217. doi:10.1080/01619566809537531

Kralova, Z., Skorvagova, E., Tirpakova, A., & Markechova, D. (2017). Reducing student teachers’ foreign language 
pronunciation anxiety through psycho-social training. System, 65, 49–60. doi:10.1016/j.system.2017.01.001

Kralova, Z., & Tirpakova, A. (2019). Nonnative EFL Teachers’ speaking anxiety: Post-communist country 
context. SAGE Open, 9(2). Advance online publication. doi:10.1177/2158244019846698

Li, Q., Xie, Z., & Zeng, G. (2023). The influence of teaching practicum on foreign language teaching anxiety 
among pre-service EFL teachers. SAGE Open, 13(1), 215824402211490. doi:10.1177/21582440221149005

Lin, Q. (2022). Anxiety and self-efficacy in Chinese international students’ L3 French learning with L2 English 
and L3 French. Frontiers in Psychology, 13, 998536. doi:10.3389/fpsyg.2022.998536 PMID:36591110

Liu, H., Chu, W., & Wang, Y. (2021). Unpacking EFL teacher self-efficacy in livestream teaching in the Chinese 
context. Frontiers in Psychology, 12, 717129. Advance online publication. doi:10.3389/fpsyg.2021.717129 
PMID:34421768

Liu, H., Yan, C., & Fu, J. (2022). Exploring livestream English teaching anxiety in the Chinese context: An 
ecological perspective. Teaching and Teacher Education, 111, 103620. doi:10.1016/j.tate.2021.103620

Liu, M., & Wu, B. (2021). Teaching anxiety and foreign language anxiety among Chinese college English 
teachers. SAGE Open, 11(2), 1–12. doi:10.1177/21582440211016556

Liu, M., & Yi, Y. (2020). Anxiety and stress in in-service Chinese university teachers of arts. International 
Journal of Higher Education, 9(1), 237–248. doi:10.5430/ijhe.v9n1p237

Lohbeck, A., Hagenauer, G., & Frenzel, A. C. (2018). Teachers’ self-concepts and emotions: Conceptualization 
and relations. Teaching and Teacher Education, 70, 111–120. doi:10.1016/j.tate.2017.11.001

Machida, T. (2015). Japanese elementary school teachers and English language anxiety. TESOL Journal, 7(1), 
40–66. doi:10.1002/tesj.189

MacIntyre, P., & McGillivray, M. (2023). The inner workings of anxiety in second language learning. Annual 
Review of Applied Linguistics, 43, 88–104. doi:10.1017/S0267190523000065

Merç, A. (2015). Foreign language teaching anxiety and self-efficacy beliefs of Turkish pre-service EFL teachers. 
The International Journal of Research in Teacher Education, 6(3), 40–58. http://dergipark.ulakbim.gov.tr/ijrte/
article/view/5000148456

Mercer, S., & Dörnyei, Z. (2020). Engaging language learners in contemporary classrooms (Cambridge 
Professional Learning). Cambridge University Press. doi:10.1017/9781009024563

Moafian, F., & Ghanizadeh, A. (2009). The relationship between Iranian EFL teachers’ emotional intelligence 
and their self-efficacy in language institutes. System, 37(4), 708–718. doi:10.1016/j.system.2009.09.014

Ouastani, S. (2020). Foreign language teaching anxiety. In M. Simons & T. Smits (Eds.), Language education 
and emotions: Research into emotions and language learners, language teachers and educational processes 
(1st ed.). Routledge., doi:10.4324/9781003019497-10

http://dx.doi.org/10.14689/issn.2148-2624.1.4c3s5m
http://dx.doi.org/10.1177/001316447403400115
http://dx.doi.org/10.3102/00346543048002273
http://dx.doi.org/10.1016/j.edurev.2014.06.001
http://dx.doi.org/10.1007/s10648-010-9141-8
http://dx.doi.org/10.1080/01619566809537531
http://dx.doi.org/10.1016/j.system.2017.01.001
http://dx.doi.org/10.1177/2158244019846698
http://dx.doi.org/10.1177/21582440221149005
http://dx.doi.org/10.3389/fpsyg.2022.998536
http://www.ncbi.nlm.nih.gov/pubmed/36591110
http://dx.doi.org/10.3389/fpsyg.2021.717129
http://www.ncbi.nlm.nih.gov/pubmed/34421768
http://dx.doi.org/10.1016/j.tate.2021.103620
http://dx.doi.org/10.1177/21582440211016556
http://dx.doi.org/10.5430/ijhe.v9n1p237
http://dx.doi.org/10.1016/j.tate.2017.11.001
http://dx.doi.org/10.1002/tesj.189
http://dx.doi.org/10.1017/S0267190523000065
http://dergipark.ulakbim.gov.tr/ijrte/article/view/5000148456
http://dergipark.ulakbim.gov.tr/ijrte/article/view/5000148456
http://dx.doi.org/10.1017/9781009024563
http://dx.doi.org/10.1016/j.system.2009.09.014
http://dx.doi.org/10.4324/9781003019497-10


International Journal of Teacher Education and Professional Development
Volume 7 • Issue 1

18

Parsons, J. S. (1973, February–March). Assessment of anxiety about teaching using the Teaching Anxiety Scale: 
Manual and research report. The Annual Meeting of American Educational Research Association. Louisiana. 
https://eric. ed.gov/?id=ED079330

Peker, M., & Halat, E. (2009). Teaching anxiety and the mathematical representations developed through Webquest and 
spreadsheet activities. Journal of Applied Sciences (Faisalabad), 9(7), 1301–1308. doi:10.3923/jas.2009.1301.1308

Phan, N. T. T., & Locke, T. (2015). Sources of self-efficacy of Vietnamese EFL teachers: A qualitative study. 
Teaching and Teacher Education, 52, 73–82. doi:10.1016/j.tate.2015.09.006

Senler, B. (2016). Pre-service science teachers’ self-efficacy: The role of attitude, anxiety and locus of control. 
Australian Journal of Education, 60(1), 26–41. doi:10.1177/0004944116629807

Shao, S. (2017). A study on EFL teachers’ self-efficacy—With a special reference to EFL teachers’ teaching behavior 
and effects in junior middle schools. Foreign Language Research, 5, 80–84. doi:10.16263/j.cnki.23-1071/h.2017.05.014

Sinclair, K. E., & Ryan, G. (1987). Teacher anxiety, teacher effectiveness, and student anxiety. Teaching and 
Teacher Education, 3(3), 249–253. doi:10.1016/0742-051X(87)90007-2

Thompson, G. (2020). Exploring language teacher ef ficacy in Japan. Multilingual Matters., 
doi:10.21832/9781788925402

Tschannen-Moran, M., & Hoy, A. W. (2001). Teacher efficacy: Capturing an elusive construct. Teaching and 
Teacher Education, 17(7), 783–805. doi:10.1016/S0742-051X(01)00036-1

Tschannen-Moran, M., Hoy, A. W., & Hoy, W. K. (1998). Teacher efficacy: Its meaning and measure. Review 
of Educational Research, 68(2), 202–248. doi:10.3102/00346543068002202

Tum, D. O. (2012). Feelings of language anxiety amongst non-native student teachers. Procedia: Social and 
Behavioral Sciences, 47, 2055–2059. doi:10.1016/j.sbspro.2012.06.948

Tum, D. O. (2015). Foreign language anxiety’s forgotten study: The case of the anxious preservice teacher. 
TESOL Quarterly, 49(4), 627–658. doi:10.1002/tesq.190

Unlu, M., Ertekin, E., & Dilmac, B. (2017). Predicting relationships between mathematics anxiety, mathematics 
teaching anxiety, self-efficacy beliefs towards mathematics and mathematics teaching. International Journal of 
Research in Education and Science, 3(2), 636–645. doi:10.21890/ijres.328096

Wang, X., Liu, Y., Ying, B., & Lin, J. (2021). The effect of learning adaptability on Chinese middle school students’ 
English academic engagement: The chain mediating roles of foreign language anxiety and English learning 
self-efficacy. Current Psychology (New Brunswick, N.J.), 42(8), 6682–6692. doi:10.1007/s12144-021-02008-8

Woodrow, L. (2011). College English writing affect: Self-efficacy and anxiety. System, 39(4), 510–522. 
doi:10.1016/j.system.2011.10.017

Wyatt, M. (2018). Language teachers’ self-efficacy beliefs: A review of the literature (2005-2016). The Australian 
Journal of Teacher Education, 43(4), 92–120. doi:10.14221/ajte.2018v43n4.6

Zhang, L. J., Fathi, J., & Naderi, M. (2023). A cross-lagged panel analysis of self-efficacy, teacher grit, teaching 
enjoyment, and work engagement among foreign language teachers. Journal of Multilingual and Multicultural 
Development, •••, 1–19. doi:10.1080/01434632.2023.2248064

Zhang, X. (2019). Foreign language anxiety and foreign language performance: A meta‐analysis. Modern 
Language Journal, 103(4), 763–781. doi:10.1111/modl.12590

Zheng, S., Heydarnejad, T., & Aberash, A. (2022). Modeling the interplay between emotion regulation, self-efficacy, and 
L2 grit in higher education. Frontiers in Psychology, 13, 1013370. doi:10.3389/fpsyg.2022.1013370 PMID:36211869

Zhi, R., Wang, Y., & Derakhshan, A. (2023). On the role of academic buoyancy and self-efficacy in predicting 
teachers’ work engagement: A case of Chinese English as a foreign language teachers. Perceptual and Motor 
Skills. Advance online publication. doi:10.1177/00315125231222398 PMID:38103044

Zhou, S., Chiu, M. M., Dong, Z., & Zhou, W. (2022). Foreign language anxiety and foreign language self-
efficacy: A meta-analysis. Current Psychology (New Brunswick, N.J.), •••, 1–15. doi:10.1007/s12144-022-
04110-x PMID:36128516

https://eric.ed.gov/?id=ED079330
http://dx.doi.org/10.3923/jas.2009.1301.1308
http://dx.doi.org/10.1016/j.tate.2015.09.006
http://dx.doi.org/10.1177/0004944116629807
http://dx.doi.org/10.16263/j.cnki.23-1071/h.2017.05.014
http://dx.doi.org/10.1016/0742-051X(87)90007-2
http://dx.doi.org/10.21832/9781788925402
http://dx.doi.org/10.1016/S0742-051X(01)00036-1
http://dx.doi.org/10.3102/00346543068002202
http://dx.doi.org/10.1016/j.sbspro.2012.06.948
http://dx.doi.org/10.1002/tesq.190
http://dx.doi.org/10.21890/ijres.328096
http://dx.doi.org/10.1007/s12144-021-02008-8
http://dx.doi.org/10.1016/j.system.2011.10.017
http://dx.doi.org/10.14221/ajte.2018v43n4.6
http://dx.doi.org/10.1080/01434632.2023.2248064
http://dx.doi.org/10.1111/modl.12590
http://dx.doi.org/10.3389/fpsyg.2022.1013370
http://www.ncbi.nlm.nih.gov/pubmed/36211869
http://dx.doi.org/10.1177/00315125231222398
http://www.ncbi.nlm.nih.gov/pubmed/38103044
http://dx.doi.org/10.1007/s12144-022-04110-x
http://dx.doi.org/10.1007/s12144-022-04110-x
http://www.ncbi.nlm.nih.gov/pubmed/36128516


International Journal of Teacher Education and Professional Development
Volume 7 • Issue 1

19

Tianhao Li is a Ph.D. candidate at the Department of Foreign Languages and Literatures at Tsinghua University. 
She obtained her master’s degree in English language and linguistics at the National University of Singapore. Her 
research interests lie in the psychology of second language learning and teaching. Her current work is focused 
on language teacher emotions, engagement and motivation of language learners.

Meihua Liu is a Professor of Applied Linguistics at the Department of Foreign Languages and Literatures, Tsinghua 
University, China. Her research interests mainly include EFL teaching and learning in the Chinese context, reticence 
and anxiety, EFL writing and international education.

Kaixuan Gong is a Ph.D. candidate of foreign language education at the Department of Foreign Languages and 
Literatures, Tsinghua University, China. She got her bachelor’s degree at Zhejiang University, China majoring in 
English, and MPhil degree at University of Cambridge, UK majoring in second language education. Her research 
interests involve English for general academic purposes education at the undergraduate level, and foreign language 
learning and teaching identity.


