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I. Introduction

Since the 1980s, enrollment in Korean language courses in the
U.S. has grown rapidly, and most of the classes (80% to 90%) have
consisted of Korean-Americans or Korean heritage language (KHL)
learners because of the number of second-generation Korean-Ameri-
can students entering universities (Lee & Shin, 2008; You, 2001). De-
spite significant numbers of KHL students in Korean language courses
(Kim, 2001; Silva, 2007; You, 2001), little attention has been paid to
these students especially their affective experiences learning Korean
as their heritage language. Most universities in the U.S. that offer Ko-
rean language courses do not have different programs or tracks for
heritage and non-heritage Korean students, even though concerns
regarding the issue has been raised during the past decade (Lee,
2001; Kim, 2001). Because of the diverse backgrounds in terms of
the proficiency levels of KHL students, many issues such as curricu-
lum, teaching materials, and instructor training have been raised (You,
2001). Moreover, as Lee (2001) suggested, the heritage learners are

the optimal target population to meet the “professional” proficiency
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level (Superior Level of ACTFL' scale or Level 3 proficiency in ILR?)
which would allow them to contribute to national security, as Korean
has been designated a critical language by the U.S. government. In
addition, as language maintenance has become an important issue
in heritage language education, substantial benefits of bilingualism
have been reported, such as higher grades (Bankston & Zhou, 1995;
Lee, 2002; Rumberger & Larson, 1998), greater cognitive flexibility
(Cummins, 1981; Hakuta, 1986), and higher standardized test scores
(Lee, 2002) than for monolingual students. However, with increased
interest in learning Korean because of the social and economic status
of Korea internationally, there have been few empirical studies on
KHL learners’ affect such as motivation, attitude, strategy use, and
individual differences. Because anxiety as a critical factor in foreign
language learning has been shown by many studies, there is a need to
examine KHL learners’ anxiety, especially in skill-based anxiety (i.e.,
speaking, listening, reading, and writing). Moreover, most studies ad-
opted a one-time method investigating the level of anxiety at a certain
level and moment, so there is a need to track any changes over a
period of time in order to fully explore students’ affective domain.
Therefore, this study aims to provide a better understanding of KHL
learners’ anxiety by investigating this in terms of oral, aural, reading,
and writing over a year and correlating it with students’ achievement
as a way of providing insights for instructors and researchers who are

interested in teaching and researching KHL learners.

1 http://www.actfl.org/publications/guidelines-and-manuals/actfl-proficiency-guide-
lines-2012.
2 Interagency Language Roundtable (ILR).
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I1. Background
1. Different Types of Foreign Language Anxiety

There have been numerous empirical studies regarding foreign
language (FL) anxiety, especially oral and aural anxiety, in order to
investigate the sources of anxiety that could hinder students’ foreign
language learning. Generally, anxiety can be distinguished into three
types: trait, situation-specific, and state (MacIntyre & Gardner, 1989,
1991), and in foreign and second language education, FL anxiety is
considered as state anxiety or situation-specific anxiety (Horwitz,
Horwitz, & Cope, 1986; MacIntyre & Gardner, 1994). After Horwitz,
Horwitz, and Cope (1986) developed the Foreign Language Class-
room Anxiety Scale (FLCAS), many researchers have been focused on
the effect of foreign language classroom anxiety on students’ achieve-
ment. Most studies reported that anxiety caused negative effects on
students’ achievement (Aida, 1994; Cheng, 2002; Cheng, Horwitz, &
Schallert, 1999; Horwitz, 1986; Kim, 2010; Kim, Nam, & Kwon, 2010;
Kwon & Kim, 2011; Truitt, 1995; Trylong, 1987; Wu, 1994; Ying, 1993;
Young, 1986), showing that students with high anxiety had lower
achievement than students with lower anxiety. However, some stud-
ies reported that anxiety was not necessarily detrimental (Ehrman &
Oxford, 1995; Jee, 2014; Marcos-Llinas & Garau, 2009; Spielmann &
Radnofsky, 2001), indicating that highly achieving students also had
moderate to high levels of anxiety. Even with abundant findings, the
question of adequacy of the scale has been raised (Cheng et al., 1999).
The studies that used FLCAS took final grades as measures of second
language achievement (Horwitz, 2001); however, the problems is that
the overall final grades of four skills may not reflect speaking-specific
ability of the students. Moreover, the studies were mainly done with
students learning English, so there is still room for cross-language

differences of the scale. In addition, as Sparks and Ganschow (1996)
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claimed, poor language learning may cause the anxiety, and not vice
versa. Therefore, interpreting the results are controversial because of
numerous variables that may interfere with students’ anxiety in learn-
ing a foreign or second language. In addition, whereas most studies
on FL anxiety focused on the oral and aural aspects of language use
(i.e., speaking and listening), some researchers tried to find other
types of anxiety, such as reading anxiety (Saito, Garza, & Horwitz,
1999) and writing anxiety (Cheng et al., 1999; Daly & Miller, 1975).
Saito et al. (1999) developed the Foreign Language Reading Anxiety
Scale (FLRAS), insisting that while general FL anxiety has been found
to be independent of the target language, FL reading anxiety seemed
to vary depending on the specific writing system. They also found that
FL anxiety and FL reading anxiety showed high positive correlations,
implying that students with high FL anxiety also tended to have high
anxiety in reading. Most studies on FL reading anxiety have reported
negative effects on reading comprehension grades (Hou, 2009; Saito
et al., 1999; Sellers, 2000), indicating that students’ grades decreased
when their perceived reading anxiety level increased. However, like
general FL classroom anxiety, reading anxiety has several factors that
may influence the students’ performance, such as the level of reading
materials and specific writing systems (Saito et al., 1999) as well as
processing time and students’ level of proficiency (Culler & Hollahan,
1980). Regarding writing anxiety, the majority of the studies have been
done with first language learners (Cheng et al., 1999), while there are
few studies of writing anxiety with respect to foreign or second lan-
guage learners. Most of the studies on the effects of anxiety on writing
performance revealed that writing anxiety, also, is adversely related
to students’ writing performance (Cheng et al., 1999; Daly, 1978; Lee
& Krashen, 1997; Richmond & Dickson-Markman, 1985). However, as
with other types of anxiety, there are several factors that should be
considered, such as time pressure (Kean, Gylnn, & Britton, 1987) and
genre as well as the topic of the writing (Faigley, Daly, & Witte, 1981;
Madigan, Linton, & Johnson, 1996).
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2. Studies on Heritage Learners’ Affect

Recently, as many scholars and teachers in second language ac-
quisition (SLA) have seen with students from a sociocultural perspec-
tive, many studies have been done in terms of students’ motivation,
affect, and strategy use (Kramsch, 2003). However, only a few studies
have been conducted focusing on heritage learners. Levine (2003)
found that students from bilingual or multilingual backgrounds tend-
ed to have less anxiety than students from monolingual backgrounds,
indicating that heritage students may have less anxiety than non-heri-
tage students. Mejias, Applbaum, Applbaum, and Trotter (1991) found
that some heritage Hispanic students, especially male students, felt
anxious when they spoke Spanish in a formal context. Tallon’s (2003)
study indicated that heritage Spanish speaking students had less
anxiety than non-heritage Spanish students in first-semester Spanish
classes. In another study, Tallon (2004) found that heritage students
in second-semester Spanish classes had relatively low anxiety about
speaking Spanish, while they experienced other types of anxiety, such
as reading and writing anxiety. Tallon (2009, 2011) also found similar
results in different studies: heritage Spanish students had lower anxi-
ety scores than non-heritage students in Spanish, but they had high
anxiety in writing (2014). The results were also supported by Xiao
and Wong’s (2014) study with Chinese heritage students, finding that
these students had lower general anxiety than other non-heritage stu-
dents, but they showed high level of writing anxiety.

Regarding KHL learners, only a small number of studies have
been done so far. Lee and Shin (2008) investigated KHL students’
motivation, attitude, and instructional needs with 111 undergraduate
students who enrolled in first-year Korean, second-year Korean, and
third-year Korean courses in two universities in the U.S. They found
that KHL students showed high motivation in “heritage ties-related”
motivation and low motivation in “school-related” motivation. More-

over, about half of the students (47.3%) answered that their heritage
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language was the main connector to their roots and family, and 24.7%
said that the heritage language defined their ethnic identity. In ad-
dition, heritage Korean students felt anxiety in the actual use of the
language because of high expectations on the part of the instructor
and peers. Thus, the researchers suggested that heritage learners need
to have sheltered contact with native Koreans and other heritage Ko-
reans in a safe and non-threatening way. Kim (2001) also examined
KHL students’ motivation and attitude toward the heritage language,
and the results were very similar to Lee and Shin’s (2008) study. The
first reason for heritage Koreans to learn Korean was to communicate
better with their parents and relatives, and the second reason was to
maintain their heritage language. Moreover, the students had positive
attitudes toward learning Korean; 68.4% of the students felt Korean
language classes were interesting, and 65.8% thought the classes were
helpful and useful. Another study by Jee (2011) reported similar find-
ings. Most of the KHL students were studying Korean to communi-
cate with their parents. Moreover, the students thought that becom-
ing bilingual was beneficial because they could develop a broader
understanding of other people. Specifically with anxiety, Kim’s (2010)
study examined KHL students’ anxiety, goal orientation, and their re-
lation to achievement in a writing class. She found a negative correla-
tion between anxiety and achievement, as indicated in other studies
with non-heritage students (Aida, 1994; Cheng, 2002; Cheng et al.,
1999; Horwitz, 1986; Kim et al., 2010; Kwon & Kim, 2011; Truitt, 1995;
Trylong, 1987; Wu, 1994; Ying, 1993; Young, 1986). Moreover, there
was no association between achievement goals and performance, but
anxiety and functional goals were found to predict students’ perfor-
mance. However, in Jee’s (2012) study, KHL students had little bit
higher levels of anxiety than “true novice” students, and there were
positive correlations between anxiety level and achievement. In fact,
students with higher anxiety levels tended to have higher final grades,
which was contrary to most of the previous studies. However, in a
study by Kim, Lee, Baik, Lee, and Kim (2012), KHL students had high-
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er levels of motivation and lower levels of anxiety than other Ameri-
can students. Thus, the results are still controversial regarding interfer-
ing factors such as learner level and learning environment, so careful
consideration is needed to interpret the results.

Based on the current literature, only a few studies have been
done with KHL learners’ affective domains, especially anxiety, and
no longitudinal studies have been conducted to look at changes of
anxiety levels over a year. Thus, this study is an attempt to understand
KHL learners’ anxiety using three instruments, FLCAS by Horwitz et
al. (1986), FLRAS by Saito et al. (1999), and Writing Apprehension Test
(WAT) by Daly and Miller (1975), and has three research questions:

1 Are there significant differences in FLCAS, FLRAS, and WAT
scores between the two semesters?

2) To what extent do correlations exist among FLCAS, FLRAS, and
WAT?

3) How closely are classroom anxiety, reading anxiety, and writ-

ing anxiety related to students’ achievements?

III. Methods

1. Participants

In order to investigate any changes in different types of anxiety
over a year, sixteen KHL learners who took both first and second
semester heritage-track intensive Korean courses participated in this
study. Ten were male and six were female, and their average age was
20.4. Based on previous studies with KHL students (Kang & Kim,
2012; Lee, 2002), only students who were Korean-American, had par-
ents who were immigrants in the U.S., and had 10 years of education
in the U.S. prior to entering college participated. Ten students were

born in the U.S. and six students who were born in Korea moved to
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the U.S. before age of seven. Only four students who were born in the
U.S. had visited Korea during summer vacations before they started
formal schooling in the U.S. for a certain period of time (total of one
to nine months). None of the students who were born in Korea had
visited Korea after immigration. Half of them answered that they use
Korean at home often but all of them use English exclusively with
other friends or outside of home.

The first-semester Korean class was an intensive course for only
KHL students, consisting of 6 hours of a week for 15 weeks, and the
second-semester Korean class was the continuation of the first-semes-
ter Korean course with the similar class schedule. These two courses
focused on the four language skills with special emphasis on formal
use of Korean, reading, and writing. The starting speaking level of
the first-semester course was intermediate-low, and its reading and
writing level was novice-mid. The exit level of the second-semester
course was advanced-low for speaking, and intermediate-mid for
reading and writing based on the ACTFL proficiency guideline (2012).
Culture was also a focus as much as possible during the semesters,
such as participating in Korean holiday celebration in a Korean school
and telecollaborative project with Korean students learning English

in Korea.

2. Instruments

1) Foreign Language Classroom Anxiety Scale (FLCAS)

The Foreign Language Classroom Anxiety Scale or FLCAS (Ap-
pendix 1) was developed by Horwitz, Horwitz, and Cope in 1986.
Since then, numerous studies have used the scale. Its internal con-
sistency by Cronbach’s alpha was reported as .93 (#=108) in Hor-
wtiz (1986), and the reliability was r=.83 (Horwitz et al., 1986). The
instrument consists of 33 items asking about oral and aural skills and
general foreign language anxiety. Each item is rated on a 5-Likert

scale ranging from 1 (strongly disagree) to 5 (strongly agree), and the

118 KOREAN LANGUAGE EDUCATION RESEARCH / Vol.49, No.4, Dec. 2014



instrument has three sub categories: Communication Apprehension,
Test Anxiety, and Fear of Negative Evaluation in the foreign language
classroom. Since it was originally designed for anxiety related to Eng-
lish language learning, wording changes (“English” to “Korean”) were
made whenever necessary. Moreover, nine items written positively

were reversed during the data analysis.

2) Foreign Language Reading Anxiety Scale (FLRAS)

The Foreign Language Reading Anxiety Scale, or FLRAS (Appen-
dix 2), was developed by Saito, Garza, and Horwitz (1999), inspired
by FLCAS. They reported its internal consistency coefficient as .86
(7=383). The FLRAS has 20 items and the items are rated on a 5-Likert
scale ranging from 1 (strongly disagree) to 5 (strongly agree). Wording
changes (“English to “Korean) were also made whenever necessary.

Four items written positively were reversed during the data analysis.

3) Writing Anxiety Test (WAT)

In order to measure students’ writing anxiety, the Writing Appre-
hension Test or WAT (Daly & Miller, 1975) was adopted (Appendix 3).
Wiltse (2002) reported its reliability of .95 (7=188); it has 26 items rat-
ed on a 5-Likert scale. Because it was originally designed for writing
in general, wording changes were made whenever necessary. In ad-

dition, positively written items were reversed during the data analysis.

4) Achievement

Students’ grades on oral midterm exams of each semester were
used as the oral test grades in order to investigate correlations with
anxiety scales. The oral midterm of the first-semester Korean class
was a three-minute self-introduction in Korean to the class. That of
the second-semester Korean class was a three-minute interview with
the instructor. Both tests were evaluated on fluency (4%), accuracy
(4%), and posture (2%). Reading and writing grades were also used

to explore correlations with other anxiety scales. For reading grades,
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midterm grades of both semesters were used. The midterms of the
two semesters were designed to evaluate students’ reading compre-
hension based on the textbook. For writing, one section of the final
exams was used. The final exam ran for three hours each semester,
and the students were supposed to write an essay. Topics were given
such as “My last vacation, and “Holidays in America and Korea.” The
essay was graded based on: accurate grammar use (3%), accurate

word/expression use (3%), coherence (2%), and length (2%).
3. Procedures and Data Analysis

Students’ consent forms were collected during the second week
of each semester, and the first survey on anxiety and the background
questionnaire were conducted during the 4th week of the first semes-
ter. The same survey was used during the last week of the second
semester. For statistical data analysis, SPSS version 21 was used. Be-
cause of the small number of the participants, Wilcoxon Signed-Rank
Test was used to compare any changes over the semester, and Pear-
son Correlation was used to investigate any correlations among the

variables.

IV. Results

RQ1. Are there significant differences in FLCAS, FLRAS, and WAT

scores between the two semesters?

Considering that the possible range of FLCAS scores is between
33 and 165, and the theoretical mean score is 99, the heritage students
in this study had relatively low level of anxiety (table 1). The two
mean scores of the first semester and the second semester were lower
than previous studies with non-heritages students (Aida, 1994; Donley
1997; Horwitz et al., 1986; Palacios, 1998; Tallon 2003, Truitt 1995)

120 KOREAN LANGUAGE EDUCATION RESEARCH /Vol.49, No.4, Dec. 2014



and even with heritage students (Tallon, 2003, 2004, 2009, 2011, 2014;
Xiao & Wong, 2014). The mean scores were slightly reduced in the
second semester, but there were no significant differences between
the two semesters. Regarding reading anxiety, the possible range of
FLRAS scores is between 20 and 100, and the theoretical mean score
is 60. Thus, students in this study also showed slightly low level of
reading anxiety. Like the FLCAS, the scores were slightly reduced in
the second semester, but no significant differences were observed.
With regard to WAT, the possible range of WAT scores is between
26 and 130, and the theoretical mean score is 78. Thus, the students
showed moderate level of writing anxiety in the first semester and the
score was slightly reduced in the second semester. However, there
were no significant differences between the mean scores of the two

semesters. Table 1 reports the descriptive statistics.

Table 1. Descriptive statistics of the three measures

First Semester Second Semester
Min. Max. M SD Min. Max. M SD
FLCAS 53 119 83.7 18.53 49 136 82.1 21.96
FLRAS 24 81 50.3 14.63 23 92 48.1 15.57
WAT 52 111 78.5 156.13 26 122 72.3 20.58

Regarding the subcategories of FLCAS, students showed a moder-
ate level or slightly lower level of anxiety and no significant differenc-
es were observed between the two semesters. While there were no
differences in the mean scores of Fear to Negative Evaluation (FNE),
the mean scores of Communication Apprehension (CA) and Test Anx-
iety (TA) were slightly reduced in the second semester (table 2).
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Table 2. Means scores of the subcategories of FLCAS

First Semester Second Semester
M3 SD M SD
CA 2.9 a7 2.6 .78
FNE 2.5 .78 2.5 75
TA 2.6 48 2.5 74

In sum, statistically, there were no significant differences between
the first and the second semesters with respect to FLCAS, WAT, and
FLRS. However, there was a tendency of slightly decreasing scores of
the anxiety in the second semester.

By items of FLCAS, in the first semester, students had highest
anxiety on the teacher’s correction (item 18* M=4.37), and it contin-
ued into the next semester even with a slight drop of the mean score.
In the second semester, students showed the highest anxiety on the
item 9, “I start to panic when I have to speak without preparation in
the Korean class.” (M=4.06) In addition, students expressed the lowest
anxiety level to the item number 26, “I feel more tense and nervous
in my Korean class than in any other classes,” (M=1.87) in the first
semester, and to the item number 21, “The more I study for Korean,
the more confused I get,” (M=1.56) in the second semester. Thus, as
the table 2 indicates, the students had highest anxiety in CA (items of
9 and 18) and lowest anxiety in TA (items of 21 and 26) throughout
a year.

With regards to FLRAS, students showed the highest anxiety on
the item 2, “When reading Korean, I often understand the words but
still can’t understand what the author is saying,” in both semesters
(1st semester M=3.18, and 2nd semester M=3.37). Thus, students had
difficulties on processing the meaning of text, which is the high level

of reading process (Saito et al., 1999). Moreover, in the first semester,

3 Based on 5-Likert Scale (1 to 5), 3 is the median.

4 I am afraid that my Korean teacher is ready to correct every mistake I make.
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students had high anxiety on reading itself (items of 1% and 3°), and
later on, they distinguished reading anxiety from other anxieties (item
157) and their expectation grew that they should know everything
(item 6®). In addition, they showed a moderate level of anxiety on
reading out loud (M=2.68). That might be explained by the instruction
as when a new chapter began, several students were called to read
aloud to the class.

In addition, students showed the least anxiety on the item 11, “I
am worried about all the new symbols you have to learn in order to
read Korean,” (1st semester M=2.0, and 2nd semester M=1.81) prob-
ably because they were already familiar with the Korean alphabet and
they had least problem in decoding the symbols. Furthermore, in the
second semester, they expressed a positive view of reading in Korean
by marking item 4, “Once you get used to it, reading Korean is not so
difficult,” lowest score (Mean=1.81).

Regarding WAT, students showed the highest anxiety on being
read and evaluated by others (item 9°) in both semesters, similar to
FLCAS. Then, students showed low self-confidence in writing in Ko-
rean (items of 11" and 23'") in both semesters. Considering that self-
confidence plays an important role in anxiety (Chen et al., 1999), it
explains why the students had higher anxiety levels in writing than
in classroom and reading anxiety. However, students seemed to have

a positive view of writing in Korean by marking item 8, “Express-

5 I get upset when I'm not sure whether I understand what I'm reading in Korean
(M=2.87).
6 When I'm reading in Korean, I get so confused I can’t remember what I'm reading
(M=3.0).
The hardest part of learning Korean is learning to read (Mean=2.87).
I get upset whenever I encounter unknown grammar when reading Korean (M=2.68).
9 I would enjoy submitting my writing in Korean to magazines for evaluation and
publication (1" semester M=3.81 and 2" semester M=3.87).
10 I feel confident in my ability to clearly express my ideas when writing in Korean (1"
semester M=3.68 and 2"’ semester M=3.37).
nd

11 Its easy for me to write good compositions in Korean (1" semester M=3.75 and 2
semester M=3.37).
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ing ideas through writing in Korean seems to be a waste of time,”
(M=1.81) the lowest anxiety in the first semester, and item 18, “T ex-
pect to do poorly in Korean composition classes even before 1 enter

them,” (M=1.93) in the second semester.

RQ2. To what extent do correlations exist among FLCAS, FLRAS,
and WAT?

All three types of anxiety were highly correlated with each other
as in previous studies (Cheng et al., 1999; Saito et al., 1999). The table
3 reports the results; positive correlations between the first semester
anxiety scores and the second semester anxiety scores were observed.
In other words, students with high anxiety in all anxiety types in the
first semester tended to continue to have high anxiety in the second
semester, and students with low anxiety in the first semester tended to
have low anxiety in the next semester. Thus, one type of anxiety level
in the first semester can be a predictor of the other types of anxiety
level in the next year.

More specifically, FLCAS scores had highly positive correlations
with FLRAS scores in both semesters. That means students with high
classroom anxiety in the first semester showed high anxiety in both
classroom and reading anxiety in the next semester, and vice versa.
In other words, classroom anxiety and reading anxiety of the first
semester can be predictors of those of the next semester. Regard-
ing the writing anxiety, the first semester writing anxiety were highly
correlated with classroom anxiety, reading anxiety, and the second
semester writing anxiety in a positive way. That means students with
high writing anxiety in the first semester were likely to have high level
of classroom and reading anxiety in the first semester, and these stu-
dents also continued their high level of anxiety in the second semes-
ter. However, the second semester writing anxiety only showed a high
positive correlation with the second semester of classroom and read-

ing anxiety. That is, students with high writing anxiety in the second
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semester tended to have high level of classroom anxiety and reading
anxiety in the same semester, and students with high anxiety level in
classroom and reading in the first semester may not show similar level

of anxiety in writing in the second semester.

Table 3. Correlations among the scales

FLCAS1 FLCAS2 FLRAS1 FLRAS2 WAT1 WAT2

FLCAS1" Pearson Correlation 1 736 811 .588* 780" 317
Sig. (2-tailed) .001 .000 .017 .000 231
N 16 16 16 16 16 16
FLCAS2 Pearson Correlation .736™* 1 .823* .880™* 761 744
Sig. (2-tailed) .001 .000 .000 .001 .001
N 16 16 16 16 16 16
FLRAS1  Pearson Correlation .811** .823* 1 727 764 403
Sig. (2-tailed) .000 .000 .001 .001 122
N 16 16 16 16 16 16
FLRAS2  Pearson Correlation  .588* .880** 727 1 .653** 709
Sig. (2-tailed) .017 .000 .001 .006 .002
N 16 16 16 16 16 16
WATA Pearson Correlation .780** 761 764 .653** 1 .610"
Sig. (2-tailed) .000 .001 .001 .006 .012
N 16 16 16 16 16 16
WAT2 Pearson Correlation ~ .317 744 403 .709** .610" 1
Sig. (2-tailed) 231 .001 122 .002 .012
N 16 16 16 16 16 16

* Correlation is significant at the 0.05 level (2-tailed).

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

12 “17 stands for the first semester and “2” stands for the second semester.
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RQ3. How closely are classroom anxiety, reading anxiety, and

writing anxiety related to students’ achievements?

FLCAS scores and oral test grades showed highly negative cor-
relations between the two semesters (table 4). Namely, students with
high classroom anxiety tended to have lower grades in speaking in

both semesters.

Table 4. Correlations between FLCAS and oral test grades

Gradel Grade2
FLCAS1 Pearson Correlation -.523" -.644*
Sig. (2-tailed) .038 .007
N 16 16
FLCAS2 Pearson Correlation -.609* -.661**
Sig. (2-tailed) 012 .005
N 16 16

* Correlation is significant at the 0.05 level (2-tailed).

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

Regarding reading anxiety, FLRAS and reading test grades showed
negative correlations, and only the second semester reading anxiety
had highly negative correlation with the first semester reading test
grades (table 5). In other words, students with low grades in reading
test in the first semester tended to have high level of reading anxiety
in the second semester. Thus, the first semester reading test scores

can be a predictor of the reading anxiety level in the second semester.

Table 5. Correlations between FLRAS and reading test grades

Grade1 Grade2
FLRAS1 Pearson Correlation -.429 -.293
Sig. (2-tailed) .097 .270
N 16 16
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FLRAS2 Pearson Correlation -.568* -.444

Sig. (2-tailed) 022 085

N 16 16

* Correlation is significant at the 0.05 level (2-tailed).

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

As other anxiety scales, writing anxiety had negative correlations
with the writing test grades (table 6). The first semester writing anxi-
ety showed a high negative correlation with the second semester writ-
ing test grades. That is, students with higher writing anxiety in the
first semester tended to have lower writing test grades in the second
semester than did students with lower writing anxiety in the first se-
mester. Thus, the first semester writing anxiety level can be a predic-

tor of the writing performance of the second semester.

Table 6. Correlations between WAT and writing test grades

Gradel Grade2
WATA Pearson Correlation -.478 -.507*
Sig. (2-tailed) .061 .045
N 16 16
WAT2 Pearson Correlation -.347 -.352
Sig. (2-tailed) .188 181
N 16 16

* Correlation is significant at the 0.05 level (2-tailed).

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

V. Discussion and Conclusion
The present study investigated changes of KHL learners’ three

types of anxiety over a year and their correlations with achievements.

As other previous studies, KHL learners showed relatively low level
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of anxiety, and the scores of all anxiety scales had highly negative
correlations with achievements (Aida, 1994; Cheng, 2002; Cheng et
al., 1999; Daly, 1978; Horwitz, 1986; Hou, 2009; Kim, 2010; Kim et
al., 2010; Kwon and Kim, 2011; Lee & Krashen, 1997; Richmond &
Dickson-Markman, 1985; Saito et al., 1999; Sellers, 2000; Truitt, 1995;
Trylong, 1987; Wu, 1994; Ying, 1993; Young, 1986), confirming that
students with high anxiety had lower achievement than students with
lower anxiety. Moreover, heritage students feared writing more than
reading and speaking (Tallon 2014; Xiao & Wong, 2014), suggesting
special care for writing instruction for heritage students. In addition,
all three anxiety measures showed highly positive correlations with
each other (Cheng et al., 1999; Saito et al., 1999), indicating that one
type of anxiety can be a predictor of other types of anxiety.

With FLCAS, the students showed relatively moderate to high
anxiety level in CA and low anxiety in TA. In writing anxiety, stu-
dents expressed high level of anxiety in a situation when their writ-
ing was shown to others and evaluated. Because both speaking and
writing are productive processes, students seemed to feel uncomfort-
able when their product (either speaking or writing) were presented
and evaluated by others, including the instructor. In terms of reading
anxiety, students showed high anxiety in processing the meaning of
the text rather than just decoding letters. Moreover, they felt anxious
when they were supposed to read the text out loud, which is also
related to speaking anxiety.

In sum, instructors who teach KHL students should be aware that
heritage students have moderate levels of all three types of anxiety,
and the instructors need to make effort to reduce anxiety as much
as possible because of negative correlations between anxiety and
achievement. Positive feedback from the instructor and group work
may reduce students’ classroom anxiety. Constructing a strong bond
with students can also create a supportive environment. With read-
ing anxiety, as Saito et al. (1999) noted, students may feel anxious

about reading-aloud activities, so group reading with a small number
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of students and limiting corrections are suggested. Peer collabora-
tion or peer correction rather than instructor’s correction may reduce
anxiety, too. Regarding writing anxiety, giving ample time for brain-
storming and opportunities for revision may help to reduce their anxi-
ety. In addition, online writing may increase students” motivation and
interest (Lee, 2006; Yi, 2008). Furthermore, extracurricular activities
such as working as a “language expert” by tutoring non-heritage stu-
dents might be helpful for heritage Korean students to motivate them.
Lastly, instructors should respect the students’” home language. Some
students may have dialect accents or fossilized expressions, and it is
extremely difficult to correct these conditions. However, these lan-
guages are also integral to the students’ identity, so instructors should
be cautious when correcting these expressions to avoid embarrassing
the students.

Like other studies, the study results should be interpreted with
caution. First of all, the instruments (FLCAS, FLRAS, and WAT) were
not originally intended to measure heritage students’ anxiety. There-
fore, the instruments might not be the best ones to measure heritage
students’ anxiety levels. In addition, in this study, the number of par-
ticipants were small, so the validity of the study may not be secure
enough to generalize the results. Moreover, the study was done with
a particular group of students in a particular institute, so the results
should be interpreted in the context of KHL students who enrolled in
Korean classes in a large public university in the U.S. Finally, the pres-
ent study depended only on quantitative analysis, but in order to fully
explore students’ psychology of anxiety, other qualitative methods,

such as interviews, think-aloud protocols, and students’ journals, are

recommended.
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ABSTRACT

Korean Heritage Language Learners’ Anxiety

: Any Change over a Year?

Jee, Min Jung

The present study investigated changes in three types of anxiety by
Korean heritage language learners over a year and their correlations with
achievement. The study population consisted of sixteen Korean heritage
students who took two semesters of a Korean class offered by a large
public university in the U.S. As other previous studies, Korean heritage
learners showed a relatively low level of anxiety in all three different
measures and had highly negative correlations with achievement, con-
firming that students with high anxiety had lower achievement than stu-
dents with lower anxiety. Moreover, all three anxiety measures showed
highly positive correlations with each other, indicating that one type of

anxiety can be a predictor of other types of anxiety.

KEYWORDS Korean heritage language learner, anxiety in foreign language learn-
ing, learner affect, Korean as a Foreign Language (KFL)
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APPENDIX 1

The Foreign Language Classroom Anxiety Scale (FLCAS)

1. I never feel quite sure of myself when I am speaking in the Korean class.

2. I don’t worry about making mistakes in the Korean class.

3. I tremble when I know that I'm going to be called on in the Korean class.

4. Tt frightens me when I don’t understand what the teacher is saying in the Korean
class.

5. It wouldn’t bother me at all to take more Korean classes.

6. During Korean class, I find myself thinking about things that have nothing to do with
the course.

7. I keep thinking that the other students are better at languages than I am.

8. I am usually at ease during tests in my Korean class.

9. I'start to panic when I have to speak without preparation in the Korean class.

10. I worry about the consequences of failing my Korean class.

11. I don’t understand why some people get so upset over Korean language classes.

12. In Korean class, 1 can get so nervous and I forget things I know.

13. It embarrasses me to volunteer answers in my Korean class.

14. T would not be nervous speaking Korean with native speakers.

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

16. Even if T am well prepared for the Korean class, I feel anxious about it.

17. 1 often feel like not going to my Korean class.

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

19. I feel confident when I speak in the Korean class.

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

21. The more I study for a Korean study, the more confused I get.

22. 1 don’t feel pressure to prepare very well for the Korean test.

23. I always feel that the other students speak Korean better than I do.

24. 1 feel very self - conscious about speaking Korean in front of other students.

25. Korean class moves so quickly and I worry about getting left behind.

26. 1 feel more tense and nervous in my Korean class than in any other classes.

27.1 get nervous when I am speaking in my Korean class.

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

29. 1 get nervous when I don’t understand every word the Korean teacher says.

30. I feel overwhelmed by the number of rules one has to learn to speak Korean.

31. I am afraid that the other students will laugh at me when I speak Korean.
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32. I would probably feel comfortable around native speakers of Korean.

33. I get nervous when the Korean teacher asks questions that I haven't prepared.

APPENDIX 2
Foreign Language Reading Anxiety Scale (FLRAS)

1. I get upset when I'm not sure whether I understand what I'm reading in Korean.
2. When reading Korean, I often understand the words but still can’t understand what
the author is saying.
3. When I'm reading Korean, I get so confused I can’t remember what I'm reading.
4. I feel intimidated whenever I see a whole page of Korean in front of me.
5. Tam nervous when I am reading a passage in Korean when I am not familiar with
the topic.
6. 1 get upset whenever I encounter unknown grammar when reading Korean.
7. When reading Korean, I get nervous and confused when I don’t understand every
word.
8. It bothers me to encounter words I can’t pronounce while reading Korean.
9. Lusually end up translating word by word when I'm reading Korean in front of me.
10. By the time you get past the funny letters and symbols in Korean, it’s hard to
remember what you're reading about.
11. T am worried about all the new symbols you have to learn in order to read Korean.
12. 1 enjoy reading Korean.
13. I feel confident when I am reading in Korean.
14. Once you get used to it, reading Korean is not so difficult.
15. The hardest part of learning Korean is learning to read.
16. I would be happy just to learn to speak Korean rather than having to learn to read
as well.
17. I don’t mind reading to myself, but I feel very uncomfortable when I have to read
Korean aloud.
18. I am satisfied with the level of reading ability in Korean that I have achieved so far.
19. Korean culture and ideas seem very foreign to me.
20. You have to know so much about Korean history and culture in order to read

Korean.
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APPENDIX 3
Writing Apprehension Test (WAT)

. Tavoid writing in Korean.

. I have no fear of my writing in Korean being evaluated.

. Ilook forward to writing down my ideas in Korean.

. I am afraid of writing essays in Korean when I know they will be evaluated.

. Taking a composition course in Korean is a very frightening experience.

. Handing in a composition in Korean makes me feel good.

. My mind seems to go blank when I start to work on a composition in Korean.

. Expressing ideas through writing in Korean seems to be a waste of time.

o 0 N N N R W N

. I would enjoy submitting my writing in Korean to magazines for evaluation and
publication.

10. 1 like to write my ideas down in Korean.

11. 1 feel confident in my ability to clearly express my ideas when writing in Korean.
12. 1 like to have my friends read what I have written in Korean.

13. I'm nervous about writing in Korean.

14. People seem to enjoy what I write in Korean.

15. T enjoy writing in Korean.

16. I never seem to be able to clearly write down my ideas in Korean.

17. Writing in Korean is a lot of fun.

18. T expect to do poorly in Korean composition classes even before I enter them.
19. 1 like seeing my thoughts on paper in Korean.

20. Discussing my writing in Korean with others is an enjoyable experience.

21. T have a terrible time organizing my ideas in a Korean composition course.

22. When I hand in a composition in Korean I know I'm going to do poorly.

23. It’s easy for me to write good compositions in Korean.

24. 1 don’t think 1 write as well in Korean as most other people.

25. I don't like my composition in Korean to be evaluated.

26. 'm no good at writing in Korean.
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