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Abstract. This study used a Chinese self-rated scale, questionnaires, and follow-up interviews to examine online CFL learners’
motivation, anxiety, and enjoyment, along with their subscales. Chinese self-rated scores were analyzed to explore the
relationship between these factors and Chinese language competency among 611 English-speaking undergraduate CFL learners.
Results showed moderate motivation and enjoyment, lower anxiety, positive correlations between motivation, enjoyment, and
Chinese self-rated scores, and negative correlations with anxiety. General motivation, anxiety, and enjoyment significantly
predicted Chinese achievement. Speaking anxiety and extrinsic motivation drive were specific predictors of Chinese competence
when considering subscales. The findings highlight the importance of motivation, anxiety, and enjoyment in online CFL learning,
especially for speaking and listening classes.
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1. Introduction

In Foreign Language (FL) studies, individual differences have been widely admitted to influence FL learners’ achievement [1, 2].
Individual differences are frequently studied topics, such as age, learning style, motivation, anxiety, etc. [3, 4]. While many facets
of individual differences have been extensively explored, the majority of research to date has been conducted in traditional face-
to-face settings, with less focus on online settings due to the rise in popularity of online learning following the COVID-19
epidemic. Therefore, more FL studies should focus on the online context, as online teaching no longer complements traditional
classroom instruction. The trend for online language learning is likely to extend [5]. Compared to other languages, online Chinese
as a Foreign Language (CFL) learning is irreplaceable for technology change and education reform, which is critical for cultural
transmission and expanding the area of Chinese learning. Meanwhile, the demand for learning Chinese is increasing because of
the steady economic and higher social status globally, so digital transformation would energize the high quality of CFL
development worldwide [6-8].

FL learning necessitates prolonged dedication, persistent effort, and tenacity regardless of the FL situation (online or offline)
[9]. Irrespective of aptitude and 1Q, motivation has always been the most important factor in the success of FL learning. This is
because of the challenges associated with measuring tools and potential ethical dilemmas [10-12]. In addition, FL emotions are
another affective factor for language achievement, with the earliest attention on the negative emotion for Foreign Language
Anxiety (FLA) by Horwitz et al., Dewaele and Maclntyre, the negative effect on FL learning caused by FLA have been
evidenced, so does the adverse effect on Foreign Language Enjoyment (FLE) [13, 14]. When Seligman and Csikszentmihalyi
introduced the positive psychology in FL emotions, the holistic approach to FL learners’ learning experience was raised,
including negative and positive emotions [15]. FL learners always experienced enjoyment as the common positive emotion,
positively associated with their FL achievement [16]. However, although the FLA and FLE have opposite effects on FL
achievement, they are not the “two sides of the coin.” They are just separate dimensions [17].

Additionally, language learners may have more trouble facing challenges during online study concerning their motivation,
anxiety, and enjoyment. More empirical research in the context of online language learning is needed because online learning
necessitates more technical support and self-regulation [18]. With instructors’ immediate feedback or practical assistance,
students may feel more energized and motivated [19, 20]. As a result, motivation, anxiety, and enjoyment may exhibit different
outcomes for online situations [21-23]. Moreover, Indo-European languages, mainly English as a Foreign Language (EFL),
accounted for the majority of research on FL learners’ emotions [22]. The research attention on Languages Other Than English
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(LOTE) has been called to deepen our standing for complexities in motivation during FL learning, as emotions can fuel
motivation, linking negative and positive emotions with motivation is necessary, although the empirical studies concerning with
these three factors from different perspectives began to emerge recently, the correlation, predictive effect for considering
language achievement is still under-explored, especially for online specific classes [24-27]. This study explores online CFL
learners’ general profiles of motivation, anxiety, and enjoyment in listening and speaking classes, including the subscales under
each factor. Online speaking and listening classes were easier to conduct than online writing and reading classes, so the goal was
to reduce the disparity between the feelings of different types of language classes. The online microphone and listening
comprehension test allow for direct reflection of the immediate learning outcomes. Next, using Chinese-self-rated cores, ascertain
the relationship between these variables and Chinese language proficiency. Finally, look at the predictive potential of each
Chinese self-rated score variable.

2. Literature review
2.1. Motivation in foreign language learning

The concept of motivation was brought to people’s attention from a very early time, from Saville & Barto’s general definition, to
achieve the goal, motivation as a mechanism will let people tend to expend effort [28]. some components are contained to
construct the motivation, like “desire to attain the goal, significant goal or need, belief in the likely success or failure of learning
L2, etc.”(pp.96). In FL learning, as stated by Gardner, motivation to learn a language is a desire to seek satisfaction from learners’
learning experience, which is a distinct behavior for individuals to exert effort [29]. In terms of the classification of motivation,
two pairs of motivation have happened in FL learning, which is widely explored by different researchers, like intrinsic vs.
extrinsic motivation, integrative motivation vs. instrumental motivation, which constitutes the types of motivation [31-34]. Here,
motivation plays a crucial role in learning a language, and when the importance of motivation entered into scholars’ view, much
research using different theoretical frameworks from motivation to prove its work on FL learning [31, 35, 36].

Additionally, most studies have admitted that FL learners with higher motivation may perform better [2, 34, 37]. To better
understand the concept of motivation in FL learning, four types of motivation were discussed in detail by different scholars.
Intrinsic motivation is the inner force that allows FL learners to enjoy and be satisfied by learning the target language [38].
Extrinsic motivation is when FL learners can obtain external rewards such as money and recognition [39]. Integrative and
instrumental motivation are contained in the Social-Psychological model, which refers to the favorite attitude toward the target
language or language group [35]. FL learners pursue practical advantages like social status, respectively. Later, the L2-
Motivational Self System was conducted to expand the view of motivation, and the most critical possible selves are ideal and
ought-to selves and have been discussed a lot in the FL studies [33, 34, 40, 41]. To measure instrumental and integrative
motivation, The Attitude/Motivation Test Battery (AMTB) was developed by Gardner and consisted of different degree levels for
answering about 116 questions [29]. Following that, other researchers, such as Vallerand et al. and Noels et al., and the referential
measurement scale used in this study is from Xu et al., which includes the intrinsic and extrinsic motivation, which is more
thorough and appropriate for online CFL learning [23, 30, 42].

Because the original concept of motivation was developed in English-speaking countries, most studies were implemented for
EFL learners, also in French, Japanese, Spanish. etc [43-49]. In the context of CFL, the motivation analysis for learners is also
popular [50-54]. From their studies, among CFL learners, inconsistent results between motivation and Chinese Language
proficiency, the root cause may be due to the cultural differences between different countries. Motivation was still, nevertheless, a
strong positive predictor of learning Chinese. However, given the context of online learning, the state of online FL motivation
studies remains unclear, suggesting that further research is required in the context of online motivation FL learning [23]. In the
meantime, while there wasn’t as much discussion for the online motivation CFL study as there was for the other languages, they
all discovered a connection between motivation and Chinese learning achievement or performance, and they all offered
instructional recommendations with some tactics that improve the online CFL experience for both teachers and students [23, 55-
58]. However, the CFL online study situation still needs to be clarified due to different ages, sexes, countries, etc. Consequently,
further CFL research should consider the existing problem, and the result will be more persuasive.

2.2. Anxiety in foreign language learning

Anxiety plays an irreplaceable role in FL learning, especially in the interest of research on the learners’ negative emotions for
decades. Firstly, Spielberger defined anxiety more precisely as a subjective feeling like tension, nervousness, and worries that
people cannot control by themselves as the automatic nervous system activates it [59]. While other negative emotions, such as
disgust, boredom, and anger, have also been extensively discussed and played a crucial role in FL learning, Foreign Language
Anxiety (FLA) has received the most attention and has been shown to be essential to Second Language Acquisition (SLA) since
the early 1970s [60, 61]. Generally, FLA is defined in Horwitz, Horwitz & Cope’s study as “a distinct complex construct of self-
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perceptions, beliefs, feelings, and behaviors related to the classroom language learning arising from the uniqueness of language
learning process” (p.128), at that time, the specific approach of evaluation for FLA has been widely used which is known as the
Foreign Language Classroom Anxiety Scale (FLCAS)., which is still frequently used in the recent FLA studies, although Luo
created the Chinese version for anxiety scale which may better match the context for Chinese learning, the FLCAS is always the
mainstream in the FLA study [13, 62]. Horwitz et al. drew the three anxiety performances in the FLA: communication
apprehension, test anxiety, and fear of negative evaluation [13]. Referring to the author’s statement, the anxiety raised by
communicating with people in the classroom is communication apprehension. Fear of negative evaluation is like the literal
meaning that learners fear being evaluated negatively. Test anxiety is the fear that refers to failure in classroom performance, like
making errors.

Moreover, these three aspects of FLA also matched the hypothesis that the FLA negatively influences language learning
performance; much research has proved that the phenomenon of anxiety interferes with the FL and performance [63, 64]. In
addition, some studies confirmed the negative effect of FLA on FL learning achievement, while others indicated that anxiety
might facilitate FL learning [65-67]. Nevertheless, the relationship between FLA and FL learning is ambiguous from
contradictory results in different study contexts, though the overall admitted results showed a negative relationship between FLA
and FL achievement [27, 68, 69].

Over the past few decades or in recent years, studies on FLA have been consistent and have broadly applied in different
language study contexts, such as in French, English, Chinese [23, 27, 62, 70-75]. Regardless of whether the target language is
English, Chinese, or other languages, most studies reflect the negative effect of anxiety on FL learning, especially in the CFL
context, and all these findings indicated that CFL learners’ level of anxiety will decrease when they learn Chinese for a longer
time. It is worth noting that, according to the statement of Horwitz et al., FLA centers on speaking and listening [13]. Hence, the
strongest predictor of FL performance was communication apprehension, which means FLA research on speaking and listening is
more precise. Some Chinese FLA studies searched for writing anxiety [76]. The majority of studies were carried out in the
context of English as a Foreign language (EFL), but no research has examined speaking and listening anxiety in CFL classes
specifically. This is because speaking and listening anxiety are primarily considered in FLA, and both types of anxiety positively
correlate with FLA [13, 77, 78]. Furthermore, as noted by Russell, there is a dearth of research examining learners’ emotions in
an online setting [79]. Online FLA has received less attention than regular offline courses, where the majority of studies were
conducted. It is much less the case with CFL online studies, and learners’ FLA findings differ from those of other studies [21, 23].
The situation for CFL online study is even less, and the results for FLA are different from learners, which means there are no
adequate studies to prove whether the negative relationship between FLA and FL performance is true in the online context [21,
23].

2.3. Enjoyment in foreign language learning

When positive psychology first came into the public eye thirty years ago, it caused people’s perspectives to shift from being
overly fixated on improving life’s flaws to emphasizing its positive aspects as well [15]. Positive emotion from subjective
experience (well-being, hope, contentment, etc.) and positive personal qualities (love, courage, interpersonal skills, etc.) are the
core foci of positive psychology. After the rise of positive psychology, similar ideas were brought into the area of SLA, which
opened a new perspective for researchers to excavate a broader range of FL learners’ emotions [80]. Undergoing the emotions of
FL learners has aroused attention. A mass of studies only focuses on onefold negative emotions like anxiety [14]. The shape of
paying more attention to positive emotion led to more studies on pride, enjoyment, hope, and other factors [25, 81, 82]. In
Dewaele and Maclntyre’s study, the FLE accounts for the most significant positive emotion amount experienced by FL learners
[17]. Therefore, it is worthy of centralizing the positive emotion, especially the enjoyment of FL learning. From the beginning
stage, Csikszentmihalyi separated pleasure and enjoyment, as enjoyment is a more complex positive feeling than pleasure, which
is only an adaptive feeling [83]. Dewaele and MacIntyre defined the FLE as “a complex emotion, a positive feeling that FL
would experience in the friendly instrumental environment to capture interact dimensions of the challenge and perceived ability
that reflects the human drive for success in the face of difficult tasks, to accomplish something new or even unexpected,” (pp.
216-217) [17]. To measure the FLE, the Foreign Language Enjoyment Scale (FLES) was designed by Dewaele and Maclntyre,
which uses a Likert Scale rating from 21 items consisting of personal feelings about the FL classes, peers, and teachers [14]. It
should be mentioned that FLE-Social and FLE-Private are two factors measured by FLES. FLE-Social is about positive feelings
from others, like atmosphere, teachers, peers, etc.; FLE-Private is the positive feelings about their private enjoyment [17]. After
that, Li et al. added FLE-Teacher and FLE-Atmosphere to measure the enjoyment in the Chinese context and considered to have
an impact on both FLE-Private and FLE-Social, which enriched aspects of analyzing the FELS [84].

The FLE studies have expanded and applied to various FL learning situations, for example, in Spain, Germany, China [25, 27,
54, 72, 84, 85]. In the context of China, the structure of FLE was divided into 3-factor, namely FLE-Private, FLE-Teacher, and
FLE-Atmosphere; the result of this study for three factors indicated Chinese FLE experienced mainly by the teacher, which
revealed the dominance for teacher, who controlled the FL learners and FL atmosphere [84]. Given that FLE does, in fact, have a
direct impact on FL accomplishment, several recommendations and ideas for raising FLE began to emerge, with reference to the
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aforementioned studies [86]. Teachers’ friendliness was found to be the best predictor of FLE; hence, if teachers are enthusiastic,
FLE will grow, and FL ennui will decrease [87, 88].

Varying from the FLA covered a plethora of research on CFL. Although many studies have been done in the Context of
China, most studies are focused on EFL, with only a little attention on CFL [25, 27, 72, 84]. Unfortunately, despite the increasing
of people learning Chinese, there was no EFL study on the Chinese Situation until Zhang and Tsung did research on CFL which
the result showed that personal fulfillment directly leads to CFL enjoyment, which the result is similar to the almost studies under
the EFL settings, but with some differences in the FLE-Social like interpersonal contexts [56]. The little variations between the
various language learners could be an indication of cultural disparities. Furthermore, a study on online CFL learners gives a new
perspective on the subject and demonstrates how much CFL is enjoyed [22]. To widen the research horizon on language learners’
emotions, more studies on the CFL setting should be conducted as one study on the enjoyment of online CFL learning is not
representative.

2.4. Combining motivation, anxiety and enjoyment in foreign language learning

In the previous studies, the single factor of motivation, anxiety, and enjoyment in FL learning has been discussed a lot, the
relationship between two factors such as FL motivation and FL anxiety, and FL enjoyment [14, 50, 72, 89-91]. By contrast, less
research with three factors together in the FL studies and the existing studies examined the relative factors like motivation,
anxiety, and learning strategies; anxiety, enjoyment, and expectancy value-motivation; anxiety, enjoyment and boredom [23, 27,
82, 92]. From above, the findings for these studies all indicate that factors about FL learners’ emotions can influence FL
performance or achievement. However, there were some differences in the effect level on each factor for FL performance or
achievement. The interaction of these factors still works on FL learning. However, there is no study about motivation, anxiety,
and enjoyment in CFL or other FL contexts yet. From an earlier time, the importance of studying both the positive
(enjoyment)and negative (anxiety) sides of FL learners 'emotions was pointed out, then the relationship between learners’
emotions and motivation was linked together, as positive emotion like FLE can increase intrinsic motivation and negative
emotion like FLA can weaken the motivation, which also verified in the recent studies, i.e. emotion from FL learners’ can fuel
their motivation [14, 93]. As previously mentioned, while academics have acknowledged the interdependence of these three
elements, there is a dearth of empirical research connecting the elements of motivation, anxiety, and enjoyment in FL learning.
This research is crucial because it can assist teachers in effectively boosting the motivation of FL learners from an emotional
standpoint, ultimately enhancing their efficacy. To further our knowledge of the intricacy involved in FL motivation, however,
more focus should be placed on Language Other Than English (LOTE). Given that the number of Chinese learners has been
rising quickly in recent years, a study on the CFL context with motivation, anxiety, and enjoyment is therefore urgently needed
[94].

Besides, online FL learners’ emotional study includes three factors even less, notwithstanding one or two factors like anxiety,
anxiety and self-efficiency, enjoyment are more than the study that contains three factors [22, 79, 95]. Given the popularity of
psychological needs based on emotions, more research is needed to include both positive and negative emotions from FL
learners, as they have different roles in language learning, rather than focusing only on one side, such as positive or negative [23,
96]. It is important to provide a clear picture of CFL online learning by doing the online study with motivation, anxiety, and
delight, as the author noted above, which can increase the motivation of FL learners, especially in the LOTE scenario.

2.5. Research on foreign language learning in online courses

To investigate online foreign language learners’ emotions, it is significant for teachers to do both negative and positive emotions
to improve their online teaching. The uniqueness of online teaching requires teachers to spend more time and professional skills
to make classes more efficient; it also requires learners to be more self-regulated and more motivated, as they will become more
independent without supervision. So, research on online learning anxiety, motivation, Enjoyment expanded the field of emotions
under the context of online foreign language learners [22, 27, 79, 95, 97-100]. Nonetheless, more studies research objects are
EFL learners compared to CFL learners.

As previously stated, additional study is needed in the LOTE context and online setting, outside from EFL learners. The
Ministry of Education in China released a policy known as "Post Ponent of School without Suspension of Learning" (Ting Ke Bu
Ting Xue) in the early 2020s. This policy permits schools to continue teaching online and was also implemented for international
students studying Chinese in Chinese universities or abroad. The emotions of online CFL learners have drawn the attention of a
few researchers; studies have shown that these learners may find it more difficult to concentrate, which raises their anxiety and
stress levels, though some research produced differing results [23, 101-103]. The concern of online CFL learners’ negative
emotions drew the attention on how to increase online CFL learners’ motivation with positive emotion [22, 55, 58]. To sum up,
despite the pandemic, for those international students who cannot come to China, the flexibility of online courses that does not
require the space and location, online Chinese learning not only can teach Chinese to further places but also spread Chinese
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culture in the long run [103]. Thus, a study that explores more emotional factors for online CFL learners is needed, which hope
can lead to a higher quality of online Chinese teaching for a better understanding of learners’ needs for affection.

2.6. The present study

Despite the fact that FL emotions—whether positive or negative—and motivation in FL learning have been studied for many
years, the majority of these studies took place in conventional classroom settings [27, 62, 84]. However, the study examined the
online FL learning situation is rare, particularly in the specific types of classes. Despite the growing interest in FL learners
'psychological perspective, the study concentrates on learners’ anxiety, feelings, enjoyment, or other emotions based on online
situations, which are largely neglected [104]. In addition, the study combines three factors to evaluate FL learners’ language
achievement or self-rated achievement is inadequate, especially for CFL learners [22, 23]. Meanwhile, rarely studies focused on
the specific type of language class, particularly listening and speaking classes, let alone the online context. As Horwitz et al.
stated that anxiety was centered on listening and speaking, although few studies focus on one type of anxiety that is related to
listening and speaking, the type of classes are not clear, as we know that the sign of language learners’ anxiety would be different
in different type of classes, so does the other feelings would be varied in different classes [13, 105-107]. To understand whether
the FL learners’ emotions and motivation are correlated in the Chinese online learning context by examining the role of
motivation, anxiety, and enjoyment in self-rated scores among undergraduate CFL learners whose native language is English and
who have experience studying Chinese listening and speaking classes online and choosing the English-native speaker as the
research object is to reduce the bias for the difficulty level of learning Chinese. To use the result of this empirical study, hoping
can offer more evidence for the role of emotional factors in FL study under the online context and provide some pedagogical
implication which is suitable for teaching and learning Chinese online, especially for the listening and speaking class, as many
studies have given the learning strategies and implications for the traditional offline class [108, 109].

Nevertheless, the era of the pandemic has gone. Many CFL learners who cannot come to China will still choose to study
online [22]. Data showed that only 5.6% of international students are not interested in online courses, and many CFL learners are
willing to study Chinese online due to its flexibility [103]. Thus, this study aims to fill the gap mentioned above and specifically
seeks to answer the following research questions (RQ):

RQ1: What is the general profile of motivation anxiety, enjoyment, and self-rated Chinese proficiency in online CFL
learning?

RQ2: Is there any correlational relationship between motivation, anxiety, enjoyment, and self-rated Chinese proficiency in
online CFL learning?

RQ3: Whether motivation, anxiety, and enjoyment can be used to predict the CFL learner’s self-rated Chinese Proficiency?

3. Methods
3.1. Participants

The study focused on undergraduate CFL students from several Chinese universities who took online Chinese courses,
particularly speaking and listening classes, and whose first language was English. Of the 611 participants, the majority were from
South America, making up 23.7% of the total. They ranged in age from 18 to 25+, with 272 males and 339 females. The large
sample size may have contributed to the relatively balanced percentage of men and women (55.5% males and 44.5% males).
Nonetheless, the proportion of female CFL learners still surpasses that of male CFL learners; language studies frequently report
this phenomenon [23]. The most significant number of times for learning Chinese and learning Chinese online was 2-3 years,
accounting for 35.5% (217) and 34.7% (212), respectively. Additionally, for why they choose to study Chinese as a Foreign
language, the top 3 reasons are a hobby, job requirement, and admiring Chinese culture, which accounts for 60.23%,59.08%, and
51.55%, respectively. Due to COVID-19, the HSK (Chinese language proficiency test) could not be taken. Therefore, the Self-
Rated Foreign Language Proficiency could be a good assessment for indicating foreign language proficiency. In the present study,
participants were asked to report their self-rated Chinese language proficiency on a 1-10 scale, which will explain the level of
scale in the part of instruments, the average self-rated score was 6.68, which means most of them were around lower-intermediate
to intermediate levels. Participants were informed in advance about the research purpose by their schools and head teachers to
ensure they completed the questionnaires earnestly so we could get a valid result.

3.2. Instruments
In this study, the data on online CFL learning motivation, anxiety, enjoyment, and Chinese Self-Rated Language Proficiency were

collected by four instruments. The first three instruments used a 5-point Likert scale, ranging from 1 (strongly disagree) to 5
(strongly agree); the higher the score, the higher the motivation, anxiety, and enjoyment. All instruments were revised from the
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previous scholars’ measurement scales to better cater to our online CFL context, especially for listening and speaking classes.
Self-rated language proficiency ranged from 1-10 for language learners to self-assessed language proficiency.

3.2.1. Background information

Background information included six items: age, gender, nationality, time for learning Chinese, time for learning Chinese online,
whether you have taken part in the HSK before, and multiple-choice reason for choosing Chinese as a foreign language was
designed to gather the participants’ personal information.

3.2.2. Motivation

The original scales were from Vallerand, which comprehensively includes intrinsic and extrinsic motivation [42]. In Xu et al.
study, the more adaptable vision of online CFL learners’ motivation was used, which was revised from Noels et al. [23, 30]. The
questionnaire with 18 items was used for Online CFL learners. The first nine items are questions about knowledge,
accomplishment, and stimulation, which belong to intrinsic motivation, and the remaining items belong to extrinsic motivation,
including regulation questions about introjected regulation, identified regulation, and external regulation. In this study, the slight
changes were revised from Xu et al., e.g., “I study Chinese for the pleasure I experience when surpassing myself in my second
language studies”; the suffix for all these questions was changed to “in the foreign language studies,” and “I study Chinese
because I choose to be the kind of person who can speak a second language” to “I study Chinese because I Choose to be the kind
of person who can accept a different culture from my original country.” The higher the score, the higher the motivation. (o =
0.970) [23].

3.2.3. Anxiety

The study initially designed the questionnaire from FLCAS by Horwitz et al. [13]. However, the questions are not all in the same
direction, ranging the scale from 1(strongly disagree) to 5 (strongly agree) uniformly, so the adjusted direction of questions was
modified to make it better for further data analysis, which means the questionnaire for measuring anxiety is in the inverse
direction, 1(strongly disagree) was the indicator for not get anxious, and the higher the anxiety, the lower the Chinese-self rated
scores. Combining the learner’s Online Learning Anxiety Scale (OCLAS) from Luo and Xu et al., the reading and writing
questions were removed from the current study, as we aim to focus the online CFL listening and speaking class, so items were
chosen from the listening and speaking anxiety, and added some questions like “During my online study, I feel more tense and
nervous in the listening class,” “ During my online class, I get nervous about speaking test or speaking quiz.” The 20 items were
divided into two subscales: the first 10 were questions about speaking anxiety, and the last 10 were questions about listening
anxiety, making the questionnaire more suitable for the listening and speaking classes under the online CFL context [23, 62]. The
higher the score, the higher the anxiety(a = 0.973).

3.2.4. Enjoyment

The Foreign Language Enjoyment Scale (FLES) in the current study was revised from Dewaele and Maclntyre and contained 21
items. However, some questions were similar, like “It is cool” and “It is fun,” therefore the shorter vision of about 18-items was
modified in this study, and extracted Li et al. and Wang and Jiang’s ideas about separating the subscale into three aspects, i.c.,
FLE-private, FLE-Teacher, and FLE-Atmosphere, which responses the FLE dimension from both private and social perspectives
[14, 22, 84, 110]. Additionally, to better match the CFL online context, questions were all added with the prefix “During the
online study.” The higher the score, the higher the enjoyment (o = 0.970).

3.2.5. Self-rated foreign language proficiency

This study collected participants’ Chinese language proficiency from self-rated Chinese scores. Although there is no doubt that
the best way to assess Chinese learners’ language proficiency is through the Chinese proficiency test, HSK (Hanyu Shuiping
Kaoshi), the outbreak of COVID-19 has closed the standardized Chinese language test; HSK is time-consuming and complicated,
thereby making the research process becomes ineffective. The same approach was conducted in previous research) [22, 23, 27,
54, 106]. The respondents were asked to self-rated their Chinese proficiency scores from 1-10. The level of their self-rated scores
reflected from low (below 6), lower-intermediate (6-7), intermediate (7-8), and advanced (above 8). The question elicited was, “If
the full score is 10, how much would you rate the degree of your Chinese now?” Considering participants came from different
universities, the course assessment and final scores were inappropriate as they did not have the same criteria. In summary, the
self-rated Chinese scores were appropriate under the CFL online context.
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3.3. Follow-up interview

Prior study has used open-ended questions and follow-up interviews to make the research both subjective and objective [14, 22,
84]. This study will also take the step of having participants volunteer for the interview, asking them to describe their feelings
about taking online Chinese courses, and all questions will be focused on our research topic, namely, their motivation, anxiety,
and enjoyment while taking online Chinese listening and speaking classes. The language to answer questions was optional,
although participants were encouraged to answer in Chinese. As all participants’ native language is English in this study, English
responses were accepted despite the difficulties in expressing the exact words due to inadequate Chinese competence.

3.4. Procedures

Consent was obtained from participants and relevant third parties before administrating the questionnaire, and relevant third
parties helped distribute questionnaires to different universities around China via the popular Chinese online survey website
“WenJuanXing”. The questionnaire was completed by participants over a three-month period, from June to the end of September
2023. Given the representativeness of this research, the number of respondents should be as large as possible, resulting in a
longer period of data collection. All respondents whose first language is English and who have participated in online Chinese
listening and speaking lessons due to the effect of COVID-19 for more than three years were eligible for our study. They were
volunteered to complete the online questionnaire about their motivation, anxiety, and enjoyment of learning Chinese online for
10-15 minutes, and because the questionnaire was anonymous, and nothing about religion, participants were all international
adult students in China, the ethic statement was exempted. 65 items were included in the questionnaire, which was presented in
English. After that, they could optionally choose to join the open-up questions interview, and 8 of them joined the interview,
giving the author more possible sources to understand the factors of motivation, anxiety, and enjoyment for online CFL learners.
In the process of collecting the data, 611 valid questionnaires were left for further analysis, 7 of the finished questionnaires were
inaccurate and inconsistent in their response, thus dismissing our study.

3.5. Data analysis

The quantitative data from this study were all conducted through the SPSS25. The Cronbach a reliability of this study is 0.978,
which indicates that the research scales have high reliability, good stability, and consistency. When validity is above 0.9, the study
has good fitness, as Kaiser stated in the Kaiser-Meyer-Olkin (KMO) test. In this study, the validity from KOM was 0.974, 0.990,
0.988 for motivation, anxiety, and enjoyment, respectively. Therefore, the data were suitable for the factor analysis. After the
principal component analysis, each factor in this study was an independent variable, meaning no variable confusion occurred, and
the model has high structural validity.

For answering the RQI, the descriptive analysis was first conducted to provide the general profiles of each factor. Then,
Pearson Correlation was used to examine the correlation among different variables to answer the QR2. Lastly, ANOVA was run
for the regression analysis of answering RQ3. Three parts consist of the Regression model. The regression summary table comes
in the first part. The degree of fitting of the model, the degree of interpretation of the independent variable corresponding to the
variable, was mainly reflected by the adjusted R square of the summary table. In the next part, the ANOVA table of the regression
model, the scientific rationality of the regression model is proved by the regression model. The surface regression model is
scientifically reasonable and acceptable when the significance of the regression model is less than 0.05. Lastly, the third part is
the model’s regression coefficient, demonstrating the independent variable’s regression coefficient and significance level.

The qualitative data from the follow-up interview was through the thematic analysis, which will help the author discover more
sources of online CFL learners’ feelings about motivation, anxiety, and enjoyment to understand online CFL’s feelings and
emotions.

4. Results
4.1. Descriptive analysis

Data from this study were used for descriptive analysis to answer RQ1 about the general profile in motivation, anxiety,
enjoyment, self-rated Chinese scores, and each subscale under each main factor, including mean and standard deviation (see
Table 1).

From Table 1, all the questions are in the 5-point Likert Scale. The overall motivation, anxiety, and enjoyment displayed
nearly the same level of mean, about 3.214, 2.787, and 3.214, an adjacent value of SD for 0.846, 0.844, and 0.851 separately.
Motivation and enjoyment both had the same mean value, indicating that participants reported similar degrees of motivation,
anxiety, and happiness during their Online CFL learning, indicating that attitudes towards online CFL learning are moderate.
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However, in the online situation, individuals had far less anxiety. The mean and SD for subscales under each parameter, intrinsic
and extrinsic motivation (motivation), are 3.212 and 3.215 for mean, 0.861 and 0.861 for SD, respectively. The mean for
Speaking anxiety and listening anxiety (anxiety) are 2.778 and 2.795, and their SD is 0.850 and 0.861, respectively. The
subscales of FLE-Private, FLE-Teacher, and FLE-Atmosphere (Enjoyment), respectively, had a mean of 3.211, 3.227, 3.214, and
SD 0f 0.867, 0.892, 0.883.

Furthermore, the mean value of each questionnaire item ranges from 3.17 to 3.26, indicating a balanced distribution, and the
standard deviation of each questionnaire item ranges from 0.988 to 1.089, which showed a small dispersion of sample data. The
basic requirements of the research hypothesis for analyzing data in this paper were satisfied by the shape of large sample data. In
the present study, the participants’ mean Chinese Self-Rated score was 6.679 (SD = 1.853), which belongs to the lower-
intermediate Chinese proficiency group.

Table 1. Descriptive statistics for motivation, anxiety, enjoyment, and their subscales

N Minimum Maximum Mean Std. Deviation Skewness Kurtosis
motivation 611 1.220 4.670 3214 .846 -.325 -.533
intrinsic motivation 611 1.000 4.889 3212 .861 -.287 -.532
extrinsic motivation 611 1.111 4.889 3.215 .861 -.308 -.477
anxiety 611 1.300 4.850 2.787 .844 -.310 -.493
Speaking anxiety 611 1.100 4.900 2.778 .850 =313 -.440
Listening anxiety 611 1.000 4.900 2.795 .861 -.270 -.503
enjoyment 611 1.220 4.720 3214 851 -.288 -.560
FLE-private 611 1.100 4.900 3.211 .867 =271 -.546
FLE-teacher 611 1.000 5.000 3.227 .892 -.226 -.466
FLE-atmosphere 611 1.000 5.000 3214 .883 -.262 -475

4.2. Correlation analysis

The Pearson Correlation analysis was used by the author to break the RQ2 study into two parts. The general connection between
motivation, anxiety, enjoyment, and Chinese self-rated scores is presented first, followed by the correlational link between each
subscale under motivation, anxiety, enjoyment, and Chinese self-rated scores. Table 2 shows that motivation significantly
correlates with Anxiety and Enjoyment (p < 0.05), and the correlation coefficients are -0.547 and 0.468, respectively. Also, the
correlation between Anxiety and Enjoyment is strong (p < 0.05), with a coefficient of -0.551. The result of general factors reflects
a strong interaction in our study. When considering the Chinese self-rated scores and these general factors together, Chinese self-
rated scores demonstrate a significant correlation between motivation, anxiety, and enjoyment as well (p < 0.05). The correlation
coefficients are 0.541, -0.616, and 0.501, respectively. Anxiety correlates most robustly with Chinese self-rated scores, followed
by motivation and enjoyment.

Table 2. Correlation between motivation, anxiety, enjoyment, and Chinese self-rated scores

motivation anxiety enjoyment
Pearson Correlation S541%* -.616%* S501%*
Chinese self-rated score Sig. (2-tailed) .000 .000 .000
N 611 611 611
Pearson Correlation 1 -.547** 468**
motivation Sig. (2-tailed) .000 .000
N 611 611 611
Pearson Correlation -.547** 1 -.551%*
anxiety Sig. (2-tailed) .000 .000
N 611 611 611
Pearson Correlation A468%* -551%* 1
enjoyment Sig. (2-tailed) .000 .000
N 611 611 611

**_Correlation is significant at the 0.01 level (2-tailed).
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As seen from Table 3, when analyzing subscales, each sub-factor, that is, intrinsic and extrinsic motivation, Speaking and
Listening anxiety, FLE- Private, FLE-Teacher, FLE-Atmosphere, also indicates a strong correlation with Chinese self-rated
scores (p < 0.05), the correlation coefficients are 0.528, -0.535, -0.614, 0.601, 0.501, 0.473 and 0.466, respectively. All of these
data show a strong relationship between each variable. Furthermore, the statistics for subscales show that each sub-factor
correlates differently in Chinese self-rated scores, i.e., extrinsic motivation correlates higher than intrinsic motivation, speaking
anxiety correlates higher than listening anxiety, and FLE-Private correlates higher than the other two subscales under enjoyment.

Table 3. Correlations between each subscale under motivation, anxiety, enjoyment, and Chinese self-rated scores

intrinsic extrinsic Speaking Listening FLE- FLE- FLE-
motivation motivation anxiety Anxiety private teacher atmosphere
. Pearson 528 535 -.614%* S601%%  SO1FE 473%x  466%*
Chinese self-rated  Correlation
score Sig. (2-tailed) .000 .000 .000 .000 .000 .000 .000
N 611 611 611 611 611 611 611

**_Correlation is significant at the 0.01 level (2-tailed).
4.3. Regression analysis

Concerning RQ3, the ANOVA regression analysis was run for the predictive effect of participants’ general motivation, anxiety,
and enjoyment on their self-rated Chinese scores (Model 1). Then, the second step will include the subscales under each factor
for the detailed analysis (Model 2). The dependent variable here was Chinese self-rated scores. Model 1 with general motivation,
anxiety, and enjoyment as predictors, subscales were worked as predictors in model 2, two models both account for
approximately total self-rated Chinese sores, 45.6% (Adjusted R’= 0.456), indicating the fit degree of models are general.

For model 1, which is a general motivation, anxiety, and enjoyment, the regression coefficient for each factor is 0.548, -0.844,
and 0.375, the F value of regression is 171.192, and the significance is 0.000, which is less than 0.05, demonstrating that at least
one independent variable is significant (see Table 4 and Table 5). It is worth noting that motivation, anxiety, and enjoyment were
all significant predictors for Chinese self-rated scores (< 0.05), motivation (0.250 = 0.000), anxiety (0.384 = 0.000), enjoyment
(0.172 = 0.000), reflecting a stronger prediction in anxiety than others on Chinese self-rated scores, successively by the
motivation and enjoyment (see Table 6). The VIF value also indicated no significant collinearity among these three variables. pS
=pB=—-pB=p.

For model 2, including the subscales under motivation, anxiety, and enjoyment, the F value of regression model 2 is 73.969.
At least one independent variable in the regression model is significant, as the significance is 0.000, less than 0.05 (see Table 7
and Table 8). Thus, suggesting a scientific, reasonable, and acceptable regression model. However, the measurement for
predicting Chinese self-rated scores differed when dividing three factors into subscales. The regression results showed that only

extrinsic motivation (8 = 0.220, p = 0.008) and speaking anxiety (3 = -0.331, p = 0.000) had a significant impact on the Chinese

self-rated scores (p < 0.05) (see Table 9). The regression coefficients are 0.473 and -0.721, showing that the higher the extrinsic
incentive and the lower the Speaking anxiety, the bigger the impact on the Chinese self-rated score. Furthermore, speaking
anxiety is the most efficient predictor of affecting Chinese self-rated scores, therefore the more speaking anxiety you have, the
lower your Chinese self-rated scores will be. When extrinsic motivation is high, more Chinese self-rated scores will be obtained.
In contrast, others have no significant impact on Chinese self-rated scores (p > 0.05). Additionally, the VIF index also reflected
no collinearity in all subscales.

Table 4. Model 1 summary (regression analysis of motivation, anxiety, enjoyment, and Chinese-self-rated scores)

Model R R Square Adjusted R Square Std. Error of the Estimate
1 677 458 456 1.367

Table 5. Model 1 ANOVA

Model Sum of Squares df Mean Square F Sig.
Regression 960.225 3 320.075 171.192 .000
1 Residual 1,134.901 607 1.870

Total 2,095.126 610
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Table 6. Model 1: motivation, anxiety, enjoyment and Chinese self-rated scores coefficients

Unstandardized Coe. Standardized Coe. . Collinearity Statistics
Model t Sig.
B Std. Error Beta Tolerance VIF
(Constant) 6.064 .509 11.917 .000
motivation .548 .080 250 6.813 .000 .661 1.513
anxiety -.844 .085 -.384 -9.871  .000 .589 1.698
enjoyment 375 .080 172 4.668  .000 .657 1.522

a.Dependent Variable: Chinese self-rated score

Table 7. Model 2 summary: regression analysis of intrinsic motivation, extrinsic motivation, speaking anxiety, listening anxiety,
FLE-Private-Teacher, FLE-Atmosphere, and Chinese self-rated socres

Model R R Square Adjusted R Square Std. Error of the Estimate
2 .680a 462 456 1.367

Table 8. Model 2 ANOVA

Model Sum of Squares df Mean Square F Sig.
Regression 967.911 7 138.273 73.969 .000b
2 Residual 1127.215 603 1.869
Total 2095.126 610

Table 9. Intrinsic motivation, extrinsic motivation, speaking anxiety, listening anxiety, FLE-Private, FLE- Teacher, FLE-
Atmosphere and Chinese self-rated scores coefficients

Unstandardized Coefficients Standardized Coefficients . Collinearity Statistics
Model B Std. Error Beta t Sie Tolerance VIF
(Constant) 6.059 510 11.878 .000
intrinsic motivation .076 .180 .035 421 .674 127 7.852
extrinsic motivation 473 178 220 2.648 .008 130 7.708
Speaking anxiety =721 204 -.331 -3.531 .000 102 9.825
Listening Anxiety -.130 202 -.060 -.641 522 101 9.884
FLE-private .090 .200 .042 450  .653 102 9.807
FLE-teacher 162 143 .078 1.134 257 .189 5.289
FLE-atmosphere 128 173 .061 739 460 132 7.604

4.4. Follow-up interview

Follow-up interviews aim to seek more sources to understand CFL learners’ feelings in the online context, specifically for their
motivation, anxiety, and enjoyment. It also contains questions about whether participants would like to choose an online CFL
course and their reasons. Here, 8 participants volunteered to join the interview.

Whether the online Chinese listening and speaking classes motivate their Chinese study, they all respond positively. Six of
them mentioned the flexibility, which classes will not be restricted due to the location and space, e.g., participant F (Male, 23-25),
“Online Chinese listening and speaking is so essential for me as I am always busy with my work, allows me to study Chinese
whenever and wherever as possible.” Participant E (Male, 20-22), “It is a good option for me to take Chinese listening and
speaking online because it is flexible and relaxing as I can motivated more by the freedom to choose the time for taking the
course, rather than push to the fixed time.” Also, some participants reflected that there are more resources online they can use to
help their Chinese learning, “ the more resources were provided online, such as the online video, audio, and software, all these
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can be used for understanding more about Chinese culture, social background, so motivate me more.” (Participant C, female, 23-
25).

For Anxiety, students were asked which sort of Chinese listening and speaking lessons they would feel more anxious about
(offline or online), and they all responded that offline CFL learning makes them more anxious. The key reason was regulated
time, real-time interaction, and face-to-face conversation. Traditional Chinese listening and speaking class requires lots of
conversation and communication, making me feel nervous and anxious, because I concerned with my accent or influent speaking
speed.” (Participant D, Male, 25+); Participant B (Male, 23-25), “The fixed time for taking classes at the right place, always
consume more time and money, which means more cost burden will happen, and when I got other assessment or work, the time
will be limited so that the pressure will be more.”

Participants responded to the enjoyment from various viewpoints depending on their own experiences. Some learners enjoy
cultural diversity as online Chinese classes can gather people from all over the world (Participant A, female, 25+; Participant D,
male, 25+). Some learners reported that they would not be embarrassed by the interaction via online chat box, and they had more
time to speak Chinese, which reduced their anxiety about face-to-face communication (Participant F, male, 23-25; Participant G,
female, 18-19;)

All of the participants preferred to study Chinese speaking and listening online rather than offline. The reasons for this are
convenience, flexibility, a personalised learning experience, high contact and feedback efficiency, and the cultural diversity of
different fellows and teachers. One Participant G (female, 18-19) mentioned the teacher perspective, “During the online Chinese
listening and speaking, I can have more opportunity meet more Chinese teachers from different places, like mainland China,
HongKong, Taiwan, so they will have different language background and cultural experience, allowing me to have a more
comprehensive language learning experience, so I can grasp more skills on Chinese speaking, especially for some dialect.”

5. Discussion

The current study indicated the general motivation, anxiety, and enjoyment of listening and speaking classes among
undergraduate online CFL learners. The prediction of motivation, anxiety, and enjoyment for Chinese self-rated scores for
undergraduate CFL learners in an online context. The results showed a moderate level of general motivation (Mean = 3.214) and
enjoyment (Mean = 3.214) and a lower level of anxiety (Mean = 2.787). Considering the subscales for these three variables,
extrinsic motivation (Mean = 3.215), listening anxiety (Mean = 2.795), and FLE-Teacher (Mean = 3.227) accounted for the
highest scores under general motivation, anxiety, and enjoyment. When considering the Chinese self-rated scores as the
dependent variables, all the general factors about motivation, anxiety, and enjoyment significantly predict the self-rated Chinese
language proficiency, motivation, and enjoyment had positive predictions on Chinese self-rated scores, whereas anxiety worked
negatively. However, referring to the subscales, only extrinsic motivation and speaking anxiety predict the Chinese self-rated
scores (p < 0.05), in which extrinsic motivation was, to some extent, a positive predictor. Speaking anxiousness, on the other
hand, was a negative predictor. Furthermore, the interview revealed a good attitude towards online CFL learning, which is
understandable given that the more online CFL learners there are, the more attention should be paid to the target population of
online Chinese learners.

5.1. Motivation in CFL learning

Participants in this study, as mentioned before, might compelled to take part in online CFL learning due to the lockdown and
quarantine of the COVID-19 pandemic. The follow-up interviews revealed that they are willing to enroll in online classes,
especially for listening and speaking. However, as the pandemic lasted for a long time (more than three years), there is doubt
about the motivation level of their willingness [23]. Previous studies showed different results of motivation levels under different
contexts: stable motivation in offline and online situations, the motivation level is generally high in the online context [20, 55, 56,
111]. The different results imply the way of measuring, sample size, different backgrounds of language learners, different target
languages, etc.

This study showed that motivation was positively correlated with enjoyment of Chinese self-rated scores and negatively
correlated with anxiety. Additionally, there is Moderate general motivation for learning Chinese online (Mean = 3.214). Similarly,
when looking at the subscales, both intrinsic and extrinsic motivation were moderate, with extrinsic motivation slightly higher
than intrinsic motivation. General motivation is the most powerful predictor of Chinese self-rated scores. However, when the
subscales were examined, only the power of extrinsic drive remained for predicting Chinese language competency. The overall
result of motivation is consistent with previous studies, but the finding of extrinsic motivation was inconsistent with prior studies
[18, 20, 23, 56, 112, 113]. From these studies, intrinsic motivation was the significant predictor of Chines language proficiency.
Therefore, the reasons should be analyzed, and further studies need to explore more under different settings.

Referring to the current study, the way of measuring Chinese language Proficiency was through Chinese self-rated scores.
Extrinsic motivation is a significant predictor of Chinese language proficiency, which has inconsistent findings with the studies
by previous researchers (;) but consistent with some studies from Fachtmann et al., Chen and Jang, Wen, etc. [20, 23, 30, 34, 114,
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115]. When looking at the subscales, both intrinsic and extrinsic motivation were moderate, with extrinsic motivation slightly
higher than intrinsic motivation. General motivation is a major predictor of Chinese self-rated scores. When the subscales were
examined, however, only the power of extrinsic drive was left to predict Chinese language competency. According to previous
research, nationality might be the reason for high intrinsic motivation as the predictor of Chinese language proficiency. People
with a high index of happiness will have more fun and pleasure, like people from Thailand and the U.S., so participants from
these areas showed a high intrinsic predictor for the target language proficiency, as they got more social welfare and less pressure
for getting extra rewards [116, 117]. However, participants from Africa in this study accounted for the second most considerable
amount (IV = 140,22.9%). The world average happiness index from 2021 was 5.5, and the average happiness index in Africa was
4.5, hence, the happiness index was lower than average, which means the living standard was low with high pressure, people
living in this situation should pay more effort on their way of living, and less joy or enjoyment would be obtained from the worse
living standards [118]. This can be explained by the statistics we got from the questionnaire “Why you choose to study Chinese
as a Foreign language?” 59.08% of participants chose the “Job requirement” option, responding by the extrinsic motivation for
more external rewards, i.e., the more business opportunities, the more the chance to get higher prestige [35].

Most participants in this study experienced 2-3 years of online CFL learning, which is the period of COVID-19, the
requirements for self-regulation and self-determination in online settings are more important, the problem of deferred feedback
and immediate interaction between peers and teachers will not happen frequently, as our objective class was focusing on listening
and speaking, without writing and reading [20, 119]. Although motivation played a minor influence on Chinese learning
achievement, it was shown to be highly correlated with anxiety in this study, implying that higher motivation can reduce anxiety.
Thus, more skills, such as learning strategies, should be promoted to facilitate their language learning abilities, and technical
issues should be resolved to improve the efficiency of communication in the online context, which can motivate more language
learners who choose to study online in the future [20, 56, 92, 103].

5.2. Anxiety in CFL learning

Anxiety is the irreplaceable psychological affective factor that influences language learners’ achievement, which means language
learners have negative feelings about their communication apprehension, exams, or speech from the public [13]. During the
pandemic, online learning became mainstream for most subjects. However, the sudden transition to teaching and learning online
makes unskilled students feel anxious about their isolation and struggle with motivation. As a result, during the COVID-19,
online anxiety research for language learners increased and revealed some disparities in anxiety levels across target languages,
such as a high level of anxiety in online English studies, a moderate anxiety level in Chinese, and so on [23, 106, 120].

The statistics of general anxiety level in online learning for CFL learners in this study was lower (Mean = 2.787), and the
subscales for listening and speaking anxiety were also lower. Anxiety and its subscales were negatively correlated with
motivation, enjoyment, and Chinese self-rated scores. Also, general anxiety performed the highest negative prediction effect for
Chinese language proficiency via the self-rated scores, which is consistent with the negative influence of anxiety in prior online
CFL learners’ achievements studies [23, 62, 113, 121]. Meanwhile, the result is also consistent with other languages, e.g.,
English, Spanish, etc [72, 107, 122-127]. When considering subscales under anxiety, as the author conducted the research based
on online Chinese listening and speaking classes, the listening and speaking anxiety were negatively correlated with Chinese self-
rated scores. Nevertheless, the situation changed when analyzing the prediction of Chinese language proficiency via subscales
from anxiety. Only speaking anxiety significantly predicts Chinese self-rated scores and the coefficient was relatively high, about
-0.721.

From the results above, the generally lower level of anxiety but a higher level of speaking anxiety among online CFL learners
may cause some confusion. Firstly, previous research was mainly done during the COVID-19 (Russell, 2020, but this study was
conducted after the pandemic, which means all participants had experienced online CFL learning before, which means they recall
their memories of answering questionnaires [23, 79]. Additionally, they might have been more familiar with techniques and skills
for online language courses for several years, as 34.7% of our participants studied Chinese online for 2-3 years. According to
Chen’s research, online Chinese learning can reduce learners’ overall anxiety by providing ample online resources, adequate
support from peers and teachers, and a self-directed learning process [21]. The courses for this study focused on listening and
speaking lessons because speaking anxiety was found to be a better predictor of Chinese language proficiency. It is obvious that
language learners require more immediate output than in reading and writing classes, and hearing comprehension does not
directly reflect in non-face-to-face circumstances. Language learners might thus conceal their misunderstandings in a virtual
environment. This finding was consistent with Zhang’s Zhang and Nimehchisalem’s study but inconsistent with Chen’s study [21,
107, 128]. The effect of speaking anxiety did not reach a consensus for language study. This might be due to different
requirements in specific courses, although the general anxiety’s negative impact on foreign language study has been recognized
widely. Consequently, more empirical research should be done to test the different types of anxiety affecting language learners’
achievement.

Finally, as noted in the preceding section, the rationale for employment needs as the choice for participants in this survey to
pick Chinese as a foreign language accounted for 59.08% (IN = 361), with the hobby accounting for the most significant number
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(60.23%, N = 386). Whatever your pastime or career requires, a solid speaking skill in a foreign language is proof that you
understand the language. According to Fu and Brown & Lee, speaking is the producing, receiving, and processing of making
meaning happen through interaction. Therefore, the stronger predictor for speaking anxiety of Chinese language proficiency can
be explained [129, 130].

5.3. Enjoyment in CFL learning

Taking back to the early 2000s, the more attention on foreign language learners’ emotions called by Dewaele, positive
emotions(enjoyment) originated later than negative emotions (anxiety), so less attention was paid in an earlier time [131]. After
the concept of enjoyment was operationalized by Dewaele and Maclntyre, more balanced research between positive and negative
is needed to move the research area beyond the simplistic aspect of good and bad [14, 93]. During the pandemic, additional
obligations for language learners under the ERT imposed negative sentiments of isolation, hence the level of online enjoyment in
the initial study was notably low [132]. Online enjoyment revealed various results after adopting online language learning,
namely a high degree of enjoyment in online Chinese study and a moderate level in English study [22, 85].

The result of this study showed a moderate level of enjoyment (Mean = 3.214), and the subscales under enjoyment were also
moderate, which is inconsistent with Zhang and Tsung, Wang and Jiang [22, 56]. The differences could be explained by the fact
that the average Chinese language level in this study was lower-to-intermediate, so language learners’ enjoyment may have
decreased, particularly in the listening and speaking classes, where they need to output more and make many mistakes due to the
lower language proficiency. Secondly, the study was conducted after the pandemic, and most participants experienced the online
Chinese cores for about 2-3 years (N = 212, 34.7%). Their freshness and passion might be diminished for a long time.

For the Pearson Correlation analysis, enjoyment was positively correlated with motivation and Chinese self-rated scores and
negatively correlated with anxiety. Also, the FLE-Private, FLE-Teacher, and FLE- The same association existed between
atmosphere and general enjoyment. General enjoyment was the least positive predictor of Chinese language competency via self-
rated scores, although it still significantly predicted Chinese-rated scores. Nonetheless, the scenario was different when all
subscales were considered combined. None of them predict the Chinese self-rated scores considerably. The finding of a
significant correlation between enjoyment and language achievement was consistent with former studies in various language
learning contexts, reflecting the language achievement would be higher if learners’ get higher enjoyment [22, 27, 69, 133]. Also,
the higher enjoyment for online learning can lead to higher language proficiency, indicating a cheerful willingness to study a
language online. For the subscales under enjoyment, FLE-Private has the strongest correlation among the other two subscales, as
FLE-Private refers to the private pleasure surrounding their exciting experiences and excellent performance [84]. From the
follow-up interview, the question ask for enjoyment, the responses provide more reasons that FLE-Private was strongest
correlated with their Chinese language proficiency as well, such as “I can know more about different cultures and customs”
(Participant A, Percipient D), “I can have more chance to speak with people from different background” (Participant E), “I can
construct a good interaction between teachers and peers through online listening and speaking classes” (Participant C, Participant
F). Additionally, comparing the participants’ average age of 18.6 in Jiang and Dewaele and the age range from 12-19 in Dewaele
and Dewaele, the results reflected a higher effect on FLE-Teacher, it is easy to understand participants with younger age rely
more on the teacher for their language studies [134, 135]. In comparison, participants in our study were mainly from 20-22 (N =
295, 48.28%), which is reasonable to have a higher effect on FLE-Private than FLE-Teacher, as they focus more on their feelings
than others.

The general enjoyment exhibited a substantial positive prediction on Chinese language competence via rating scores, but
when the subscales analysis was included, none of the enjoyment subscales were significant predictors of Chinese performance.
The former result is consistent with the questions in questionnaires about the reason for choosing Chinese as a foreign language
(hobby, the most significant amount, 60.23%), which also agreed with Loh’s claim, the belief that language learners’ ability and
interests are two ideas that happen synchronously for younger students [12]. Demonstrating an interest in learning Chinese would
lead to their enjoyment in predicting Chinese language proficiency. The predictive effect for FLE is inconsistent with previous
studies but consistent with Dewaele and Alfawzan and Li et al., this may be due to different sample size and age group comparing
with inconsistent studies’ result, as the consistent results with current results were had large sample size, and the age level was
higher [21, 22, 69, 84]. Language learners of higher age, particularly adult learners, may be more self-regulated in the context of
online learning, as less supervision and control by instructors may lead them to get more freedom and learning spaces, whereby
higher language achievement may happen as their enjoyment increases. Besides, according to Jin and Zhang’s statement, the
support from teachers and peers was indirectly related to language achievement, particularly for adult learners [86]. More
attention should be paid to interpersonal relations and emotional responses, which are indispensable in boosting language
learners’ enjoyment. Because many subscales were included for detailed analysis, the dependent variable’s influence level
(Chinese self-rated scores) would be varied for this study, making all subscales work differently in Chinese achievement.
However, there is no consensus on the predictive effects of enjoyment on language achievement. Further research should provide
more empirical statistics to prove the predictive power of enjoyment for language achievement in different methods (Actual test
scores, self-rated scores, etc.).
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6. Conclusion

The current study used a mixed method to investigate the general motivation, anxiety, and enjoyment profiles for undergraduate
online CFL learners whose native language is English, especially for listening and speaking classes. The correlation between
general motivation, anxiety, and enjoyment was examined, including the subscales under each general factor with the Chinese
self-rated proficiency. Finally, it investigated the predictive influence of general motivation, anxiety, and enjoyment on Chinese
language achievement using Chinese self-rated scores, including subscale prediction. This study followed COVID-19, the first
attempt to determine motivation, anxiety, enjoyment, and Chinese language competency from the point of online CFL learning
using self-rated scores. In the online CFL listening and speaking lessons, the results demonstrated moderate enthusiasm and
satisfaction, as well as a lower degree of worry. The correlation between motivation, anxiety, enjoyment, and Chinese self-rated
proficiency was significantly strong, demonstrating a positive correlation between motivation, enjoyment, and Chinese self-rated
scores and a negative correlation between anxiety, motivation, enjoyment, and Chinese self-rated scores. The same correlation
was seen in their subscales, and in terms of prediction, general motivation, anxiety, and enjoyment all predicted Chinese language
achievement strongly. Only extrinsic motivation and speaking anxiety were significant predictors of Chinese self-rated language
competency when the subscales were considered combined. The follow-up interview and open questions gave additional sources
for analysing the feelings of online CFL learners.

The limitations of this study cannot be ignored. On top of that, the method for testing Chinese language learners’ proficiency
was only through the self-rated scores, which was relatively subjective. Further studies could follow the previous studies by
Gardner and Maclntyre, Wang and Jiang, and Xu et al., combining both objective (standardized test, classroom level, etc.) and
subjective methods to make the way of assessing Chinese learning achievement becomes comprehensive and more persuasive,
although some objective language achievement like the standardized test was not used so widely, due to the difficulties to access,
time-consuming [22, 23, 70, 71, 136-138]. As a result, future research should examine a viable way for objectively and
subjectively obtaining a more valid language proficiency. The limitation then concerns the participants. All participants in this
study were native English speakers. However, whether they are taking online CFL classes in China or not, as well as their diverse
cultural backgrounds for learning Chinese, were not taken into account, as the existence of taking online language learning may
impact learners’ learning emotions [22]. Apart from that, the majority Chinese level of our participants were lower-intermediate,
so the results may not be consistent with those advanced learners.

There is no doubt that online learning necessitates more pedagogical practise and technical support, which means that when
the study focused on emotional factors in the online context, language achievement could be influenced by a broader range of
factors such as teacher-student interaction, peer interactions, and technical issues [139, 140]. As a result, while this study
investigated happy and negative feelings for CFL online learners, additional research perspectives such as teachers and online
platforms... should be examined. The qualitative data in this study was too small, and a large sample size for matching
quantitative resources may be more persuasive for analyzing the emotional results. This is the first study to focus on specific
Chinese online classes (speaking and listening). One research cannot be representative. More research should be conducted in
different types of courses to make emotional analysis more accurate. Furthermore, most online studies were conducted during the
pandemic. As the trend for online study will continue due to technological change and digital improvements, more online
learning in the post-pandemic should be done.

Three implications were proposed for future research. First, because of its convenience, the new trend of online teaching is
extensively adopted. Online CFL learning provides for Chinese cultural transmission and Chinese instruction, allowing language
learners to study Chinese frequently and overcome traditional offline Chinese limits such as geography, location, and time [103].
From Zheng’s claim, education reform and technological change will lead the modes of teaching and learning differently,
particularly in the “Virtual Exchange,” even with the revolution of time may happen as more online language learning and online
education in the future [6]. Consequently, it could be predicted that more online teaching will be introduced in higher education,
whether synchronous or asynchronous, and the interactive support between offline and online teaching may be frequently used
for CFL learning [6, 141]. So, more technical support is needed to avoid difficulties in learning online [142]. Secondly, the
assessment method should be reconsidered. The reality of the assessment results may be questioned without face-to-face
supervision, and respecting different language courses, the requirements for satisfying the course requirements may differ. As a
result, teachers should pay careful attention to task value, and a clear learning object should be examined in order to construct an
appropriate assessment [141, 143]. Finally, e-portfolios may be a tool for students to reflect on what they have learnt in order to
compensate for delayed feedback [141]. E-portfolio content may include the learner’s blog, comments, and reactions to online
activities, which can give more accurate sources for analysing the individual and emotional components of language learners.

References

[1] Gardner, R. C., & Maclntyre, P. D. (1993). A student’s contributions to second-language learning. Part II: Affective variables. Language
Teaching, 26(1), 1-11.



Advances in Humanities Research | Vol.12 | Issue 8 | 117

[2] Dérnyei, Z. (2005). The psychology of the language learner: Individual differences in second language acquisition. Mahwah, NJ:
Lawrence Erlbaum.

[3] Granena, G., Yilmaz, Y., & Jackson, D. O. (2016). Cognitive individual differences in second language processing and acquisition (pp. 1—-
359).

[4] Dornyei, Z. (2001). Motivational strategies in the language classroom (Vol. 10). Cambridge: Cambridge University Press.

[5] Klimova, B. (2021). An insight into online foreign language learning and teaching in the era of COVID-19 pandemic. Procedia Computer
Science, 192, 1787-1794.

[6] Zheng, Y. (2020). Thinking about the prospect of international Chinese education in the context of educational change and technological
change. Journal of Tianjin Normal University, (02), 15-23.

[71 Zhong, W., Muyunda, G., & Cheng, J. (2021). Epistemological beliefs and conceptions about language teaching and learning: A study of
secondary school non-native learners and teachers of Mandarin Chinese in Zambia. Asian-Pacific Journal of Second and Foreign
Language Education, 6(1), 1-17.

[8] Xu,J., & Ma, R. (2022). Digital transformation enables high-quality development of international Chinese education. e-Education
Research, (10), 121-128.

[9] Lou, N. M., & Noels, K. A. (2020). Mindsets matter for linguistic minority students: Growth mindsets foster greater perceived proficiency,
especially for newcomers. The Modern Language Journal, 104(4), 739-756.

[10] Doérnyei, Z. (2005). The psychology of the language learner: Individual differences in second language acquisition. Routledge.

[11] Reed, D. J., & Stansfield, C. W. (2019). Using the Modern Language Aptitude Test to identify a foreign language learning disability: Is it
ethical? In The ethics of language assessment (pp. 161-176). Routledge.

[12] Loh, E. K. (2019). What we know about expectancy-value theory, and how it helps to design a sustained motivating learning environment.
System, 86, 102119.

[13] Horwitz, E. K., Horwitz, M. B., & Cope, J. (1986). Foreign language classroom anxiety. The Modern Language Journal, 70(2), 125-132.

[14] Dewaele, J. M., & Maclntyre, P. D. (2014). The two faces of Janus? Anxiety and enjoyment in the foreign language classroom. Studies in
Second Language Learning and Teaching, 4(2), 237-274.

[15] Seligman, M. E., & Csikszentmihalyi, M. (2000). Positive psychology: An introduction. American Psychological Association.

[16] Piniel, K., & Albert, A. (2018). Advanced learners’ foreign language-related emotions across the four skills. Studies in Second Language
Learning and Teaching, 8(1), 127-147.

[17] Dewaele, J. M., & Maclntyre, P. D. (2016). Foreign language enjoyment and foreign language classroom anxiety: The right and left feet of
FL learning.

[18] Lin, C. H., Zhang, Y., & Zheng, B. (2017). The roles of learning strategies and motivation in online language learning: A structural
equation modeling analysis. Computers & Education, 113, 75-85.

[19] Ma, Y. (2022). A blessing in disguise: The emergency remote teaching of Chinese in University of Cape Town in South Africa. In Teaching
the Chinese Language Remotely: Global Cases and Perspectives (pp. 111-134). Cham: Springer International Publishing.

[20] Zhang, S. (2022). From flipped/blended to fully online: Lessons learned and strategies for the future. In Teaching the Chinese Language
Remotely: Global Cases and Perspectives (pp. 269—294). Cham: Springer International Publishing.

[21] Chen, C. (2021). Original paper: The effects of online learning on alleviating students’ Chinese language learning anxiety: A study in a
Chinese university.

[22] Wang, Q., & Jiang, Y. (2021). A positive psychology perspective on positive emotion and foreign language enjoyment among Chinese as a
second language learners attending virtual online classes in the emergency remote teaching context amid the COVID-19 pandemic.
Frontiers in Psychology, 12, 798650.

[23] Xu, W., Zhang, H., Sukjairungwattana, P., & Wang, T. (2022). The roles of motivation, anxiety and learning strategies in online Chinese
learning among Thai learners of Chinese as a foreign language. Frontiers in Psychology, 13, 962492,

[24] Al-Hoorie, A. H. (2017). Sixty years of language motivation research: Looking back and looking forward. Sage Open, 7(1),
2158244017701976.

[25] Dewaele, J. M., & Li, C. (2022). Foreign language enjoyment and anxiety: Associations with general and domain-specific English
achievement. Chinese Journal of Applied Linguistics, 45(1), 32—48.

[26] Liu, M., & Dong, L. (2021). The interaction of expectancy-value beliefs and anxiety in learning academic oral English in bilingual Chinese
postgraduate students. In Multilingualism—Interdisciplinary Topics. IntechOpen.

[27] Dong, L., Liu, M., & Yang, F. (2022). The relationship between foreign language classroom anxiety, enjoyment, and expectancy-value
motivation and their predictive effects on Chinese high school students’ self-rated foreign language proficiency. Frontiers in Psychology,
13, 860603.

[28] Saville-Troike, M., & Barto, K. (2016). Introducing second language acquisition. Cambridge: Cambridge University Press.

[29] Gardner, R. C. (1985). Social psychology and second language learning: The role of attitudes and motivation. London: Edward Arnold.

[30] Noels, K. A., Pelletier, L. G., Clément, R., & Vallerand, R. J. (2000). Why are you learning a second language? Motivational orientations
and self-determination theory. Language Learning, 50(1), 57-85.

[31] Noels, K. A. (2001). New orientations in language learning motivation: Towards a model of intrinsic, extrinsic, and integrative orientations
and motivation. Motivation and Second Language Acquisition, 23, 43—68.

[32] Hernandez, T. A. (2006). Using integrative motivation, instrumental motivation, and foreign language requirement to predict three
different measures of second language achievement. University of Kansas.

[33] Papi, M. (2010). The L2 motivational self system, L2 anxiety, and motivated behavior: A structural equation modeling approach. System,
38, 467-479.

[34] Wen, X. (2017). Chinese language learning motivation: A study of individual-contextual interactions. Journal of Multilingual and
Multicultural Development, 1-17.



118 | Advances in Humanities Research | Vol.12 | Issue 8

[35] Gardner, R. C., & Smythe, P. C. (1975). Motivation and second-language acquisition. Canadian Modern Language Review, 31(3), 218—
233.

[36] Boo, Z., Dérnyei, Z., & Ryan, S. (2015). L2 motivation research 2005-2014: Understanding a publication surge and a changing landscape.
System, 55, 145-157.

[37] Gong, Y., Ma, M., Hsiang, T. P., & Wang, C. (2020). Sustaining international students’ learning of Chinese in China: Shifting motivations
among New Zealand students during study abroad. Sustainability, 12(15), 6289.

[38] Noels, K., Ehrensberger-Dow, M., Ota, H., & Saumure, K. (2008). Motivation and language learning: A cross-national examination. In The
AAAL 2008 Annual Conference, Washington, DC, USA, 29 March—1 April 2008.

[39] Saranraj, L., & Shahila, Z. (2014). Motivation in second language learning—A retrospect. International Interdisciplinary Research Journal,
4(1), 7-13.

[40] Dornyei, Z. (2009). The L2 motivational self system. Motivation, Language Identity and the L2 Self, 36(3), 9—11.

[41] Dérnyei, Z., & Hadfield, J. (2013). Motivating learning. Routledge.

[42] Vallerand, R. J., Pelletier, L. G., Blais, M. R., Briere, N. M., Senecal, C., & Vallieres, E. F. (1992). The Academic Motivation Scale: A
measure of intrinsic, extrinsic, and amotivation in education. Educational and Psychological Measurement, 52(4), 1003—1017.

[43] Masgoret, A. M., & Gardner, R. C. (2003). Attitudes, motivation, and second language learning: A meta-analysis of studies conducted by
Gardner and associates. Language Learning, 53(S1), 167-210.

[44] Long, C., Ming, Z., & Chen, L. (2013). The study of student motivation on English learning in junior middle school-—A case study of No.
5 Middle School in Gejiu. English Language Teaching, 6(9), 136—145.

[45] Vibulphol, J. (2016). Students’ motivation and learning and teachers’ motivational strategies in English classrooms in Thailand. English
Language Teaching, 9(4), 64-75.

[46] Ebadi, S., & Amini, A. (2023). Examining the roles of social presence and human-likeness on Iranian EFL learners’ motivation using
artificial intelligence technology: A case of CSIEC chatbot. Interactive Learning Environments, 1-19.

[47] Oakes, L., & Howard, M. (2022). Learning French as a foreign language in a globalised world: An empirical critique of the L2
motivational self system. International Journal of Bilingual Education and Bilingualism, 25(1), 166—182.

[48] Shen, R. (2021). The effect of internet corpus learning on students’ Japanese learning motivations and learning eftect. Frontiers in
Psychology, 12, 766660.

[49] Peng, J. E., & Wu, L. (2021). Motivational profiles of Chinese university students majoring in Spanish: A comparative study. Journal of
Multilingual and Multicultural Development, 1-18.

[50] Wen, X. (1997). Motivation and language learning with students of Chinese. Foreign Language Annals, 30, 235-251.

[51] Lu, X., & Li, G. (2018). Motivation and achievement in Chinese language learning: A comparative analysis. Chinese as a Heritage
Language: Fostering Rooted World Citizenry, 2, 89-108.

[52] Yu, B. (2010). Learning Chinese abroad: The role of language attitudes and motivation in the adaptation of international students in China.
Journal of Multilingual and Multicultural Development, 31(3), 301-321.

[53] Wen, X. (2011). Chinese language learning motivation: A comparative study of heritage and non-heritage learners. Heritage Language
Journal, 8, 333-358.

[54] Zhang, P. (2020). The role of motivation, strategy use and second language aptitude in the development of listening skills by adult Chinese
learners. European Journal of Foreign Language Teaching, 5(2).

[55] Cai, S., & Zhu, W. (2012). The impact of an online learning community project on university Chinese as a foreign language students’
motivation. Foreign Language Annals, 45(3), 307-329.

[56] Zhang, L., & Tsung, L. (2021). Learning Chinese as a second language in China: Positive emotions and enjoyment. System, 96, 102410.

[57] Song, C., & Kao, Q. (2023). Enhancing learner motivation by adapting strategies from the ARCS model: Experience from Chinese online
course design and teaching. Journal of China Computer-Assisted Language Learning.

[58] Meng, Z., & Li, R. (2023). Understanding Chinese teachers’ informal online learning continuance in a mobile learning community: An
intrinsic—extrinsic motivation perspective. Journal of Computing in Higher Education, 1-23.

[59] Spielberger, C. D. (1983). State-Trait Anxiety Inventory for Adults.

[60] Pawlak, M., Zawodniak, J., & Kruk, M. (2020). Boredom in the foreign language classroom: A micro-perspective. Springer Nature.

[61] Li, C. (2022). Foreign language learning boredom and enjoyment: The effects of learner variables and teacher variables. Language
Teaching Research, 13621688221090324.

[62] Luo, H. (2015). Chinese language learning anxiety: A study of heritage learners. Heritage Language Journal, 12(1), 22—-47.

[63] Horwitz, E. K. (2000). It ain’t over ’til it’s over: On foreign language anxiety, first language deficits, and the confounding of variables.
Modern Language Journal, 84(2), 256-259.

[64] Horwitz, E. K. (2010). Foreign and second language anxiety. Language Teaching, 43(2), 154-167.

[65] Aida, Y. (1994). Examination of Horwitz, Horwitz, and Cope’s construct of foreign language anxiety: The case of students of Japanese.
The Modern Language Journal, 78(2), 155-168.

[66] Maclntyre, P. D., & Gardner, R. C. (1994). The subtle effects of language anxiety on cognitive processing in the second language.
Language Learning, 44(2), 283-305.

[67] Bailey, K. M. (1983). Competitiveness and anxiety in adult second language learning: Looking at and through the diary studies. Classroom
Oriented Research in Second Language Acquisition, 3(5), 67-102.

[68] Horwitz, E. K. (2010). Foreign and second language anxiety. Language Teaching, 43(2), 154-167.

[69] Dewaele, J. M., & Alfawzan, M. (2018). Does the effect of enjoyment outweigh that of anxiety in foreign language performance? Studies
in Second Language Learning and Teaching, 8(1), 21-45.

[70] Gardner, R. C., & Maclntyre, P. D. (1993). On the measurement of affective variables in second language learning. Language Learning,
43(2), 157-194.



Advances in Humanities Research | Vol.12 | Issue 8 | 119

[71] Gardner, R. C., & Maclntyre, P. D. (1993). A student’s contributions to second-language learning. Part II: Affective variables. Language
Teaching, 26(1), 1-11.

[72] Dewaele, J. M., Magdalena, A. F., & Saito, K. (2019). The effect of perception of teacher characteristics on Spanish EFL learners’ anxiety
and enjoyment. The Modern Language Journal, 103(2), 412-427.

[73] Su, H. (2022). Foreign language enjoyment and classroom anxiety of Chinese EFL learners with intermediate and low English proficiency.
Journal of Language Teaching and Research, 13(1), 101-109.

[74] Basith, A., Musyafak, N., Ichwanto, M. A., & Syahputra, A. (2019). Chinese learning anxiety on foreign students. European Journal of
Educational Research, 8(4), 1193—-1200.

[75] Wang, Q., & Du, F. (2020). Anxiety in Chinese language learning: Relationship to motivation, attitude, and achievement. Electronic
Journal of Research in Educational Psychology, 18(52), 447-472.

[76] Xiao, Y., & Wong, K. F. (2014). Exploring heritage language anxiety: A study of Chinese heritage language learners. The Modern
Language Journal, 98(2), 589—-611.

[77] Wang, S. (2010). An experimental study of Chinese English major students’ listening anxiety of classroom learning activity at the
university level. Journal of Language Teaching and Research, 1(5), 562.

[78] Serraj, S., & Noordin, N. B. (2013). Relationship among Iranian EFL students’ foreign language anxiety, foreign language listening
anxiety and their listening comprehension. English Language Teaching, 6(5), 1-12.

[79] Russell, V. (2020). Language anxiety and the online learner. Foreign Language Annals, 53(2), 338-352.

[80] Maclntyre, P., & Gregersen, T. (2012). Emotions that facilitate language learning: The positive-broadening power of the imagination.

[81] Dewaele, J. M., & Dewaele, L. (2020). Are foreign language learners’ enjoyment and anxiety specific to the teacher? An investigation into
the dynamics of learners’ classroom emotions. Studies in Second Language Learning and Teaching, 10(1), 45-65.

[82] Dewaele, J. M., Botes, E., & Meftah, R. (2022). A three-body problem: The effects of foreign language anxiety, enjoyment, and boredom
on academic achievement. Annual Review of Applied Linguistics, 1-16.

[83] Csikszentmihalyi, M. (2003). Good business: Leadership, flow, and the making of meaning. Penguin.

[84] Li, C., Jiang, G., & Dewaele, J. M. (2018). Understanding Chinese high school students’ foreign language enjoyment: Validation of the
Chinese version of the foreign language enjoyment scale. System, 76, 183—-196.

[85] Resnik, P, & Dewaele, J. M. (2023). Learner emotions, autonomy and trait emotional intelligence in 'in-person’ versus emergency remote
English foreign language teaching in Europe. Applied Linguistics Review, 14(3), 473-501.

[86] Jin, Y., & Zhang, L. J. (2021). The dimensions of foreign language classroom enjoyment and their effect on foreign language achievement.
International Journal of Bilingual Education and Bilingualism, 24(7), 948-962.

[87] Dewaele, J. M., & Maclntyre, P. D. (2019). The predictive power of multicultural personality traits, learner and teacher variables on
foreign language enjoyment and anxiety. In Evidence-Based Second Language Pedagogy (pp. 263-286). Routledge.

[88] Dewaele, J. M., & Li, C. (2021). Teacher enthusiasm and students’ social-behavioral learning engagement: The mediating role of student
enjoyment and boredom in Chinese EFL classes. Language Teaching Research, 25(6), 922—945.

[89] Sung, K. Y., & Ko-Yin, X. (2012). Factors influencing Chinese language learning anxiety in the classroom setting. New Waves—
Educational Research and Development Journal, 22(2), 1-15.

[90] Mierzwa, E. (2020). Foreign language learning and teaching enjoyment: Teachers’ perspectives. The Journal of Education, Culture, and
Society, 10(2), 170-188.

[91] Maclntyre, P. D. (1999). Motivation, anxiety and emotion in second language acquisition. Individual Differences and Instructed Language
Learning, 2, 45-68.

[92] Hou, Y. A. (2017). Revisit multiple intelligences with the roles of motivation, strategy, and anxiety in foreign language learning—A case
study in Taiwan. Open Access Library Journal, 4(11), 1-17.

[93] Maclntyre, P. D., Ross, J., & Clément, R. (2020). Emotions are motivating. The Palgrave Handbook of Motivation for Language Learning,
183-202.

[94] Zang, F., Tian, M., Fan, J., & Sun, Y. (2022). Influences of online learning environment on international students’ intrinsic motivation and
engagement in the Chinese learning. Journal of International Students, 12(S1), 61-82.

[95] Zhou, J., & Yu, H. (2021). Contribution of social support to home-quarantined Chinese college students’ well-being during the COVID-19
pandemic: The mediating role of online learning self-efficacy and moderating role of anxiety. Social Psychology of Education, 24, 1643—
1662.

[96] Fredrickson, B. L. (2001). The role of positive emotions in positive psychology: The broaden-and-build theory of positive emotions.
American Psychologist, 56(3), 218.

[97] Whipp, J. L., & Chiarelli, S. (2004). Self-regulation in a web-based course: A case study. Educational Technology Research and
Development, 52(4), 5-21.

[98] Tyler-Smith, K. (2006). Early attrition among first-time eLearners: A review of factors that contribute to drop-out, withdrawal and non-
completion rates of adult learners undertaking eLearning programmes. Journal of Online Learning and Teaching, 2(2), 73-85.

[99] Peng, R., & Fu, R. (2021). The effect of Chinese EFL students’ learning motivation on learning outcomes within a blended learning
environment. Australasian Journal of Educational Technology, 37(6), 61-74.

[100]Jiang, P., Namaziandost, E., Azizi, Z., & Razmi, M. H. (2022). Exploring the effects of online learning on EFL learners’ motivation,
anxiety, and attitudes during the COVID-19 pandemic: A focus on Iran. Current Psychology, 42(3), 2310-2324.

[101]Gao, X. (2020). Australian students’ perceptions of the challenges and strategies for learning Chinese characters in emergency online
teaching. International Journal of Chinese Language Teaching, 1(1), 83-98.

[102]Cui, X. (2020). Chinese language teaching in the context of global public health emergencies. Chinese Teaching in the World, 34(3), 291—
299.

[103]Wu, P. (2020). Research on online teaching of Chinese as a foreign language. Sinogram Culture, (16), 85-87.



120 | Advances in Humanities Research | Vol.12 | Issue 8

[104]Cho, M. H., & Castaiieda, D. A. (2019). Motivational and affective engagement in learning Spanish with a mobile application. System, 81,
90-99.

[105]Wang, L., & Maclntyre, P. (2021). Second language listening comprehension: The role of anxiety and enjoyment in listening
metacognitive awareness. Studies in Second Language Learning and Teaching, 11(4), 491-515.

[106]Liu, M., & Yuan, R. (2021). Changes in and effects of foreign language classroom anxiety and listening anxiety on Chinese undergraduate
students’ English proficiency in the COVID-19 context. Frontiers in Psychology, 12, 670824.

[107]Zhang, Y., & Nimehchisalem, V. (2023). Chinese international students’ speaking anxiety in online classes and face-to-face classes in a
hybrid learning context. Open Journal of Modern Linguistics, 13(4), 559-579.

[108]Wang, J., Spencer, K., & Xing, M. (2009). Metacognitive beliefs and strategies in learning Chinese as a foreign language. System, 37(1),
46-56.

[109]Chu, W. H., Lin, D. Y., Chen, T. Y., Tsai, P. S., & Wang, C. H. (2015). The relationships between ambiguity tolerance, learning strategies,
and learning Chinese as a second language. System, 49, 1-16.

[110]Jiang, Y., & Dewaele, J. M. (2020). The predictive power of sociobiographical and language variables on foreign language anxiety of
Chinese university students. System, 89, 102207.

[111]Ushida, E. (2005). The role of students’ attitudes and motivation in second language learning in online language courses. Carnegie Mellon
University.

[112]Fan, J., & Tian, M. (2022). Influence of online learning environment and student engagement on international students’ sustainable
Chinese learning. Sustainability, 14(17), 11106.

[113]Zheng, Y., & Lynch, R. (2021). A correlational study of motivation and language anxiety for learning Chinese as a foreign language with
Chinese academic achievement of Thai grade 6 students. In AU Virtual International Conference.

[114]Fachtmann, R., Fountaine, S., Grove, R., Hoshino, B., Jensen, D., Kiak, L. S., & Matsuda, S. (2000). Personality, motivation, anxiety,
strategies, and language proficiency of Japanese students. Motivation and Second Language Acquisition, 23, 361.

[115]Chen, K. C., & Jang, S. J. (2010). Motivation in online learning: Testing a model of self-determination theory. Computers in Human
Behavior, 26(4), 741-752.

[116]Komin, S. (1991). Psychology of the Thai people. Bangkok: Maenta.

[117]Graham, C., & Pettinato, S. (2002). Happiness, markets, and democracy: Latin America in comparative perspective. Journal of Happiness
Studies, 2, 237-268.

[118]Argyle, M. (2001). The psychology of happiness. Routledge.

[119]Lin, X. (2022). First-time Chinese online students’ expectations of their instructors in fully online learning environments. Online Learning,
26(4), 347-368.

[120]Liu, M. (2016). Interrelations between foreign language listening anxiety and strategy use and their predicting effects on test performance
of high- and low-proficient Chinese university EFL learners. The Asia-Pacific Education Researcher, 25(4), 647—655.

[121]Luo, H. (2013). A measure of Chinese language learning anxiety: Scale development and preliminary validation. Chinese as a Second
Language Research, 3(2), 147-174.

[122]Horwitz, E. (2001). Language anxiety and achievement. Annual Review of Applied Linguistics, 21, 112—126.

[123]Pichette, F. (2009). Second language anxiety and distance language learning. Foreign Language Annals, 42(1), 77-93.

[124]Dikmen, M. (2021). EFL learners’ foreign language learning anxiety and language performance: A meta-analysis study. International
Journal of Contemporary Educational Research, 8(3), 206-222.

[125]Sellers, V. D. (2000). Anxiety and reading comprehension in Spanish as a foreign language. Foreign Language Annals, 33(5), 512-520.

[126]Coryell, J. E., & Clark, M. C. (2009). One right way, intercultural participation, and language learning anxiety: A qualitative analysis of
adult online heritage and nonheritage language learners. Foreign Language Annals, 42, 483—504.

[127]Marcos Llinas, M., & Garau, M. J. (2009). Effects of language anxiety on three proficiency-level courses of Spanish as a foreign language.
Foreign Language Annals, 42(1), 94-111.

[128]Zhang, L. (2000). Relation between foreign students’ learning anxiety and their fluency of spoken Chinese. Applied Linguistics, 3, 44-49.

[129]Fu, G. S. (1998). Teaching by principles: An interactive approach to language pedagogy. Asian Journal of English Language Teaching, 8,
117-123.

[130]Brown, H. D., & Lee, H. (2015). Teaching principles. Pearson Education Australia.

[131]Dewacle, J. M. (2005). Investigating the psychological and emotional dimensions in instructed language learning: Obstacles and
possibilities. The Modern Language Journal, 89(3), 367-380.

[132]Kuong, H. C. (2015). Enhancing online learning experience: From learners’ perspective. Procedia - Social and Behavioral Sciences, 191,
1002—-1005.

[133]L1, C. (2020). A positive psychology perspective on Chinese EFL students’ trait emotional intelligence, foreign language enjoyment and
EFL learning achievement. Journal of Multilingual and Multicultural Development, 41(3), 246-263.

[134]Jiang, Y., & Dewaele, J. M. (2020). How unique is the foreign language classroom enjoyment and anxiety of Chinese EFL learners?
System, 82, 13-25.

[135]Dewaele, J. M., & Dewaele, L. (2017). The dynamic interactions in foreign language classroom anxiety and foreign language enjoyment of
pupils aged 12 to 18: A pseudo-longitudinal investigation. Journal of the European Second Language Association, 1(1), 12-22.

[136]Thomas, M. (2012). Research synthesis and historiography: The case of assessment of second language proficiency. In J. Norris & L.
Ortega (Eds.), Synthesizing research on language learning and teaching.

[137]Tremblay, A. (2011). Proficiency assessment standards in second language acquisition research: “Clozing” the gap. Studies in Second
Language Acquisition, 33(3), 339-372.

[138]Zhang, H. (2011). The influence of different L2 proficiency measures on research results. Language Teaching and Research, 6, 14-23.



Advances in Humanities Research | Vol.12 | Issue 8 | 121

[139]Rapanta, C., Botturi, L., Goodyear, P., Guardia, L., & Koole, M. (2021). Balancing technology, pedagogy and the new normal: Post-
pandemic challenges for higher education. Postdigital Science and Education, 3(3), 715-742.

[140]Fitzgerald, R., Huijser, H., Altena, S., & Armellini, A. (2023). Addressing the challenging elements of distance education. Distance
Education, 44(2), 207-212.

[141]Bates, T. (2023). Key issues in teaching and learning resulting from the COVID-19 pandemic. Natural Sciences Education, 52(1), €20118.

[142]Boerngen, M. A., & Rickard, J. W. (2022). To zoom or not to zoom: The impact of rural broadband on online learning. Natural Sciences
Education, 50(1), e20044.

[143]Hulleman, C. S., Kosovich, J. J., Barron, K. E., & Daniel, D. B. (2017). Making connections: Replicating and extending the utility value
intervention in the classroom. Journal of Educational Psychology, 109(3), 387.



