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摘要 

 

 本研究旨在探討臺灣研究生進行英語學術口頭報告時之英語口說焦慮發展

狀況、焦慮來源、與應對策略。本研究採用質化研究方法，研究對象為北臺灣某

國立大學六位英語系碩士班教學組之研究生。在為期一個學期(18週)的資料蒐

集階段，這些研究生皆需紀錄上課與口頭報告之心得感想，並於每週接受訪談；

當他們進行口頭報告時，研究者將進入課室觀察與錄影。 

 主要的研究結果如下。首先，研究者發現研究生在從事學術口頭報告中感受

到最焦慮的時刻可發生在：(1)口頭報告進行中、(2)口頭報告開始進行時、以及

(3)口頭報告準備期間。而研究生在從事學術口頭報告中感受焦慮的強度會有所

波動，則與其焦慮來源有密切相關。其次，研究者發現七種英語學術口頭報告焦

慮來源，並察覺其根源自三種要素：在場的權威人士(授課教師)、在場的同儕(同

學)、與報告者的自我期許。這七種焦慮來源分別為：(1) 害怕權威人士給予的

負面評價、(2)擔心不確定因素、(3)追求零缺點、(4)面對不熟悉的觀眾、(5)

感受被比較的壓力、(6)試圖達到某種標準、與(7)維持自尊心。再者，研究者發

現面對英語學術口頭報告焦慮，研究生會採用四種應對策略。在口頭報告的準備

階段，研究生會向教師或同學尋求協助、向朋友尋求安慰、或發展個人化準備方

式及口頭報告技巧；而在口頭報告進行間，研究生會尋求觀眾的支持。 

 本研究結果能提供教學與學習上的建議。首先，比起研究生學術能力的展

現，研究所課程中的學術口頭報告應以研究生引導課堂討論的方式進行較為合

適。其次，研究者建議研究所課程的授課教師(亦即課室中的權威人士)提供清楚

的口頭報告實行指示與評分標準，並在對於學生的表現給予建議時使用較溫和的

表達方式。再者，為了降低學術口頭報告中的焦慮，高階的英語學習者應保持適

度的自我期許並能接受報告中的瑕疵。最後，研究者建議研究生們在聆聽彼此的

口頭報告時能藉由主動回應及參與以互相支持。 

關鍵字：英語口說焦慮、焦慮來源、應對策略 
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Abstract 

  

 The present study aimed to investigate the development, sources, and coping 

strategies of second language (English) speaking anxiety in the face of academic oral 

presentations among Taiwanese EFL graduate students. A qualitative research 

approach was adopted, and six EFL graduate students recruited from the TESOL MA 

program at NTNU (National Taiwan Normal University) participated in this study. 

The process of data collection lasted for a semester (18 weeks). During the data 

collection period, the participants’ oral presentations were observed and videotaped; 

they were also interviewed weekly and required to keep self-reports. 

 Major research results are as follows. First, the participants reported to 

experience the highest level of anxiety at three different points of time: (1) during the 

presentation; (2) at the beginning of the presentation; and (3) before the presentation. 

It was also found that how the participants’ anxiety fluctuated within each 

presentation task was closely related to the anxiety sources they experienced. Second, 

seven sources of English academic oral presentation anxiety were revealed, including : 

(1) fear of negative evaluation from the authority; (2) worry of uncertainty; (3) 

seeking impeccability; (4) unfamiliar audience; (5) pressure of comparison; (6) 

standard matching; and (7) maintaining self-esteem. These sources have their root in 

three factors: the presence of the classroom authority (course instructors), the 

presence of the peers (classmates), and presenters’ self-expectations. Third, four 

anxiety coping strategies were discovered. At the preparation stage, EFL graduate 

students would (1) seek help from their professors or classmates, (2) seek comfort 

from friends, or (3) develop personalized working styles and presentation techniques; 

and during their presentations on stage, they would (4) seek support from the 

audience. 
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 Based on the research findings, several pedagogical implications are offered. 

First, presentations in graduate courses are recommended to be conducted in a form of 

guided discussions rather than solo demonstration of academic competence. Second, 

course instructors, the authority in the classrooms, are suggested to offer clear 

instructions and grading criteria for oral presentations, and give advice for further 

improvements on students’ performances in a more genial manner. Third, advanced 

EFL learners are suggested to maintain feasible self-expectations and accept minor 

flaws in order to reduce anxiety during academic oral presentations. Finally, it is 

recommended that students support each other by actively participating in the 

presentations as responsive listeners. 

 

 Key words: English speaking anxiety, sources of anxiety, anxiety coping strategy 
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Chapter One 

Introduction 

  

 The purpose of this study is to investigate the development, sources, and coping 

strategies of second language (English) speaking anxiety in the face of academic oral 

presentations among Taiwanese EFL graduate students. The results are expected to 

provide insights into the development of second language anxiety about academic oral 

presentations among EFL (English as a foreign language) learners with relatively high 

English proficiency, and to propose possible implications for coping second language 

anxiety about academic oral presentations.  

The present chapter includes the background, the motivation, the research 

questions, the significance, and the overview of the study.  

 

Research Background 

English has been an international language that governments of non-English 

speaking regions spare no efforts in promoting. In Taiwan, English is taught from 

primary education and highlighted in secondary education. In universities, most of the 

courses in English departments, and some of the courses in other departments, are 

taught in English. However, English is a foreign language in Taiwan. In this EFL 

(English as a foreign language) context, learners mostly learn English through formal 

education. Most of them have limited exposure to English outside of classrooms and 

few chances to practice or use English in natural settings. It is thus more difficult for 

them to master the four language skills. This challenge to achieve proficiency in the 

English language may result in some learners’ language anxiety. 

 Language anxiety is characterized as a distinct complex of self- perceptions, 

beliefs, feelings and behaviors related to the uniqueness of language learning process 
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(Horwitz, Horwitz, & Cope, 1986). Previous studies indicated that it is common for 

students in different grades of foreign language classrooms to feel anxious when 

participating in classroom learning activities (Chan & Wu, 2004; Ho, 2010; Horwitz, 

et al., 1986; Young, 1991). This phenomenon had triggered several studies on the 

sources of language anxiety. Among the various sources of language anxiety 

discovered, some of the most commonly discussed sources include: low language 

proficiency (Chan & Wu, 2004; Cheng, Horwitz, & Schallert, 1999; Woodrow, 2006), 

fear of negative evaluation (Chan & Wu, 2004; Cheng, et al., 1999; Ellis, 2008; 

Horwitz, et al., 1986; Horwitz & Young, 1991; Lin, 2011; Woodrow, 2006), fear of 

possible interaction with the teacher, parents, or peers (Chan & Wu, 2004; Ellis, 2008; 

Horwitz, et al., 1986; Pertaub, Slater, & Barker, 2002; Wang, 2008; Young, 1991; 

Young, 1999), low self-confidence (Cheng et al., 1999; Katz, 2000), learner’ 

erroneous beliefs about language learning (Horwitz, et al., 1986; Horwitz & Young, 

1991; Daly, Vangelisti, & Lawrence, 1988), and language testing (Horwitz, et al., 

1986; Li, 2010; Young, 1991; Young, 1999). 

 A closer look at the language anxiety sources reveals that speaking is a major 

cause of language anxiety (Cheng et al., 1999; Horwitz, et al., 1986; Young, 1991). 

There are at least two reasons for learners to feel speaking particularly stressful and 

anxiety-provoking in foreign language classrooms (Aydin, 1999; Donley, 1997; Kim, 

1998, as cited in Horwitz, 2001). First, oral communication requires spontaneous 

production of speech and constant message decoding, so students often do not have 

time to get themselves fully prepared when speaking. They are thus more likely to 

feel anxious. Second, students with the belief that they should not speak up before 

fluency and accuracy is attained may feel great frustration and tension in the foreign 

language classrooms, where they are often called upon to answer questions despite 

flawed language (Daly et al., 1988; Horwitz et al., 1986; Horwitz & Young, 1991) 
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Speaking anxiety in second language learning has attracted many researchers’ 

attention (e.g., Chen, 2008; Cheng, 2009; Li, 2010; Mak, 2011; Woodrow, 2006; 

Young, 1986). However, little attention has been paid to the speaking anxiety of 

graduate students in classrooms that use a second/foreign language as the medium of 

instruction. In these classrooms, the academic oral presentation is likely to be one of 

the most anxiety-provoking speaking tasks to graduate students. 

Academic oral presentations refer specifically to the in-class presentations for 

academic purposes. Oral presentation is an important skill for English-major graduate 

students to master because it is the most direct way of presenting themselves as a 

professional. Kim (2006), in his study on the needs of oral communication of East 

Asian international graduate students in the United States, also showed that graduate 

students found formal oral presentations the most important skill for academic 

success. 

Despite the importance, as an English-major graduate student in Taiwan, I found 

that my classmates and I, though with rather high English proficiency and fluent 

English oral ability, frequently suffer from anxiety in oral presentations. More 

specifically, we often feel great anxiety when delivering oral presentations in class or 

conferences. Our experience agrees with the finding that advanced EFL learners may 

also suffer from speaking anxiety (Chen, 2008; Horwitz, 1996; Young, 1986) and 

corresponds with Chen’s (2009) finding that Taiwanese English-major graduate 

students experienced anxiety in classroom presentations. Chen claimed that the 

performance of those high proficient English students was not affected by their 

speaking anxiety. However, she did not discuss how these students coped with their 

speaking anxiety. Thus, the present study takes a step further to explore not only the 

sources but also the coping strategies of anxiety over English academic oral 

presentations among Taiwanese EFL graduate students. 
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 Furthermore, previous studies mainly focused on the development of anxiety 

scales (Cheng, 2004; Daly & Miller, 1975; Horwitz et al., 1986; McCroskey, 1984), 

measurement of the anxiety levels among EFL learners (Lin, 2008; Lin & Ho, 2009; 

Woodrow, 2006), identification of anxiety sources (Chen, 2008; Liao, 2009; Oxford, 

1999; Sparks & Ganschow, 1999; Tsai, 2009; VanPatten & Glass, 1999; Woodrow, 

2006; Young, 1991), and exploration of the correlation between anxiety and different 

learner variables (Liao, 2009; Cheng, 2004; Chen, 2009; Liu & Jackson, 2008; Mak, 

2011; Sparks & Ganschow, 1999; Young, 1990). Few studies examined anxiety 

development and coping strategies using a qualitative approach. Therefore, the 

present research intends to adopt a qualitative research approach that involves various 

data sources to attain an in-depth understanding of anxiety development and coping. 

 

Research Questions 

 This study is intended to investigate how EFL learners with high English 

proficiency develop and experience anxiety about English academic oral presentations. 

Specifically, I am interested in discovering the process of anxiety experience among 

my participants from the moment upon receiving an assigned presentation task to 

finishing the presentation. As for the participants, I specifically targeted Taiwanese 

English-major graduate students in the program of Teaching English to Speakers of 

Other Languages (TESOL), who are commonly expected to be high proficient EFL 

learners. The research questions are listed as follows: 

(1) What is the pattern of English academic oral presentation anxiety 

experienced by EFL graduate students? 

(2) What are the sources of anxiety about English academic oral presentations 

among Taiwanese EFL graduate students? 

(3) What are the coping strategies Taiwanese EFL graduate students apply 
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when they experience anxiety about English academic oral presentations? 

 

Significance of This Study 

 The present study aims to explore anxiety of graduate students in a TESOL 

program over English academic oral presentations. The results are hoped to provide 

insights into how EFL learners with higher English proficiency develop anxiety and 

how their anxiety affects their performance at oral presentations. Therefore, this study 

is expected to provide some theoretical implications for the development of language 

anxiety and the effect of anxiety on advanced EFL learners. 

Secondly, the sources of anxiety among high proficient EFL learners are seldom 

discussed. How anxiety sources vary with individual learners of high English 

proficient also remains unanswered. Nevertheless, identifying the sources of anxiety 

can be helpful in decreasing anxiety (Young, 1999). By probing into factors that may 

cause anxiety among high-proficient EFL learners, the study is likely to make 

contributions to anxiety reduction techniques. 

 Thirdly, coping strategies for anxiety about English oral presentations are seldom 

explored. The few studies that I reviewed reveal that learners tend to react to anxiety 

by avoiding engaging in the classroom activities they fear (Horwitz & Young, 1991). 

However, there is scarce research that specifically addresses strategies that EFL 

learners apply in the face of anxiety about English oral presentations. Moreover, the 

relationship between the source and coping strategy of oral presentation anxiety 

remains unknown. By studying the participants through observations and interviews, 

this study is able to illustrate how proficient EFL learners cope with anxiety about 

English academic oral presentations, and how the application of anxiety coping 

strategies vary with the sources of anxiety. Implications for anxiety coping techniques 

for EFL learners can thus be learned. 
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Finally, the findings of this study may provide insights for future longitudinal 

qualitative studies of anxiety. In the field of language anxiety research, there are few 

studies that observe anxiety over a longer duration of time. Also, little research 

examined the process of anxiety. Thus, by collecting data over a long period of time, 

the present study may offer implications for research on the development of anxiety 

about EFL oral presentations. 

 

Definition of Terms 

 Second language speaking anxiety. This term refers to learners’ anxiety about 

speaking in a second language, which includes foreign language. 

 Public speaking anxiety. This term refers to the fear of giving a speech in front 

of an audience, also known as stage fright. 

 Academic oral presentation. This term refers to oral presentations that learners 

deliver in university graduate courses or at conference meetings. Normally, an 

academic oral presentation includes a set of PowerPoint slides made by the presenter 

to facilitate the presentation. 

 Anxiety coping strategy. This term refers to the immediate response or action 

taken by individuals to deal with and reduce their anxiety. 

 

Overview of This Thesis 

 This chapter provides background, motivation, and significance of the present 

study. Chapter two reviews related literature of foreign language anxiety, English 

speaking anxiety, and anxiety coping strategies. Chapter three presents the research 

methodology, including descriptions of qualitative research inquiry, participants, 

instruments, data analysis, and research procedure. Chapter four presents the results 

and discussion of the results. Chapter five discusses the pedagogical implications, 
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research limitations, and suggestions for future studies. A summary will also be 

provided in the final chapter. 
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Chapter Two 

Literature Review 

 

The purpose of this chapter is to provide an overview of theories and studies 

related to EFL speaking anxiety. The first section looks at the conceptualizations of 

anxiety. The second section discusses language anxiety, reviewing Horwitz, Horwitz, 

and Cope’s (1986) theory on language anxiety, as well as literature on the relationship 

of anxiety to language learning, sources of language anxiety, and coping strategies. 

The third section focuses on research on speaking anxiety. The fourth section takes 

another step further to discuss research on public-speaking anxiety. Finally, the fifth 

section specifically reviews some related studies on EFL leaners’ oral presentation 

anxiety. 

 

Conceptualizations of Anxiety 

 Early research into the relationship of anxiety to language learning indicated that 

anxiety is neither a simple concept nor a well-understood psychological construct 

(Scovel, 1978). According to Horwitz (2001), anxiety is “…the subjective feeling of 

tension, apprehension, nervousness, and worry…” (p.113) ensuing from the 

stimulation of the autonomic nervous system. 

 

Three types of anxiety was distinguished: situational anxiety, trait anxiety, and 

state anxiety (Ellis 2008; Horwitz, 2001). Trait anxiety is normally caused by learners’ 

personality, has more permanent effect, and is rather independent of situations 

(McCroskey, 1984). Trait anxiety measures are believed to reflect 

“anxiety-proneness,” the differences between individuals in the probability that 

anxiety may be manifested under circumstances involving various degrees of stress 
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(Spielberger, 1996, p.15). State anxiety, on the other hand, was defined by Ellis (2008) 

as “…apprehension that is experienced at a particular moment in time as a response to 

a definite situation…” (p.691). Spielberger (1996) indicated that research on state 

anxiety focused on the cognitive and behavioral anxiety reactions or states that are 

operationally and conceptually distinguished according to the stimulus conditions. 

Horwitz (2001) summarized in her review that while trait anxiety is conceptualized as 

a relatively stable learner-dependent personality characteristic, state anxiety is a rather 

transient response induced by particular stimuli. Similarly, Spielberger (1996) 

concluded that: 

State anxiety, like kinetic energy, refers to an empirical process of reaction 

which is taking place now at a given level of intensity. Trait anxiety, like 

potential energy, indicates a latent disposition for a reaction of a certain 

type to occur if it is triggered by appropriate (sufficiently stressful) stimuli 

(p.16). 

In order to find out possible resolutions to reduce learners’ anxiety, it is essential 

to understand whether certain anxiety is relevant to individuals’ personality trait that 

remains relatively permanent, or varies with situations. The latter is called 

situation-specific anxiety, a trait-like anxiety. Situational (or situation-specific) 

anxiety refers to anxiety aroused in specific types of events or situations, such as 

taking oral exams, communicating with native speakers, and speaking in public. 

Foreign language anxiety, the focus of the present study, is defined as a kind of 

situation-specific anxiety by Horwitz, Horwitz, and Cope (1986), which presents the 

most important theory of language anxiety. 

 

Language Anxiety 

 Horwitz, Horwitz, and Cope’s (1986) theory. According to Horwitz and Young 
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(1991), there are two approaches to examining anxiety in language learning. The first 

approach views language anxiety as a manifestation of other general types of anxiety. 

In this approach, general types of anxiety are applied to explaining anxiety 

experienced in language learning. The other approach views language anxiety as a 

distinctive form of anxiety specifically evolving in language learning. Horwitz, et al. 

(1986) adopted the second approach and proposed a situation-specific anxiety 

construct named “Foreign Language Anxiety,” a psychological state which learners 

experience when learning a second or foreign language. 

Horwitz et al. (1986) suggested that foreign language anxiety is related to three 

kinds of performance anxieties: communication apprehension, test anxiety, and fear of 

negative evaluation. Communication apprehension is usually seen as a type of shyness 

aroused by the fear of communicating with others. McCroskey (1984) defined 

communication apprehension as “an individual’s level of fear or anxiety associated 

with either real or anticipated communication with others orally or in other forms” 

(p.13).Communication apprehension accounts for one of the major sources of foreign 

language speaking anxiety because people who typically have trouble speaking to 

others are likely to experience even greater difficulty when speaking in a foreign 

language (Horwitz et al., 1986). Daly (1991) offered five explanations for the 

development of communication apprehension, including (1) genetic predisposition, (2) 

history of reinforcements or punishments, (3) feeling of helplessness, (4) inadequate 

acquisition of communication skills, and (5) lack of appropriate models of 

communication. According to Horwitz et al. (1986), manifestations of communication 

apprehension includes difficulty in speaking in pairs or groups (oral communication 

anxiety) or in public (stage fright), and in listening to a spoken message (receiver 

anxiety). 

Test anxiety is another type of performance anxiety stemming from a fear of 
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failure (Horwitz et al., 1986). Most learners tend to demand themselves of certain 

scores in different kinds of foreign language tests and are afraid of failing. Young 

(1991) indicated that test anxiety may be related to learners’ erroneous beliefs about 

language learning. Specifically, if learners believe that test scores represent their 

levels of achievement in foreign language learning, they are more likely to feel 

anxious when taking language tests. 

 Fear of negative evaluation is defined by Horwitz et al. (1986) as “apprehension 

about others’ evaluations, avoidance of evaluation situations, and the expectation that 

others would evaluate oneself negatively” (p. 128). Although sharing similarities with 

test anxiety, fear of negative evaluation is broader in scope and is not limited to 

test-taking situations. It may occur in any social or evaluative situations such as job 

interviews or speaking in public. According to McCroskey (1970), fear of negative 

evaluation may also be “a cause of situational communication apprehension” (p. 26). 

Foreign language learners are very likely to experience fear of negative evaluation 

when speaking to the teacher or to their peers in classrooms, which involves continual 

evaluation of their communication performance in a foreign language, which they 

have a limited command of. 

 Although communication apprehension, test anxiety, and fear of negative 

evaluation are related to foreign language anxiety, it should be noted that foreign 

language anxiety is not simple transformation of theses performance anxieties to 

foreign language learning. As Horwitz et al. (1986) indicate, foreign language anxiety 

should be conceived as “a distinct complex of self-perceptions, beliefs, feelings, and 

behaviors related to classroom language learning arising from the uniqueness of the 

language learning process” (p.128).  

 

Relationships of anxiety to language learning. Ellis (2008) identified three 
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possible relationships of anxiety to language learning: consequence, facilitation, and 

negative impact. To begin with, anxiety may be the result of difficulties with language 

learning rather than their cause (Horwitz, 2001; Sparks &Ganschow, 1991) or a 

“by-product” of hardships in language learning (MacIntyre, 1999). Secondly, anxiety 

may positively affect language performance by motivating learners to accomplish 

what they are eager to achieve and gearing learners emotionally (Scovel, 1978). 

Although facilitative anxiety may occur in language learning to individuals with some 

anxiety (Ellis, 2008), few research provided concrete evidence of the facilitative effect. 

Thirdly, anxiety may arouse pressure, stress, or other negative feelings that hamper 

learning. Previous studies have found constant, significant negative correlations 

between foreign language anxiety and English learning achievement among learners 

of different ages (Cheng, 2009; Horwitz, 2001; Woodrow, 2006). Horwitz (2001) 

further concluded in her review of language anxiety and achievement that “…anxiety 

is indeed a cause of poor language learning in some individuals…” (p.112). 

 It should be noted that, there is possibility that both of the facilitating and 

debilitating effects of anxiety may exist concurrently and simultaneously affect 

learning motivation, (Scovel, 1978): 

…depends on enough anxiety to arouse the neuromuscular system to 

optimal levels of performance, but, at the same time, not so much 

that the complex neuromuscular systems underlying these skills are 

disrupted... …each working together and in balance to keep the 

organism in tune with its ever-changing environment (p.138). 

 

Sources of language anxiety. Because many studies suggest the negative 

impacts of anxiety on language learning, it becomes important to understand the 

sources of language anxiety. According to previous studies, the sources of language 
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anxiety may vary among learners and with learning environments. Price (1991) 

summarized some sources of anxiety in foreign language classrooms and found that 

students seemed to be concerned mostly about speaking the target language in front of 

their peers. Fear of being laughed at and of making a fool of themselves in public 

served as a major cause of their anxiety in foreign language classrooms. Other sources 

that Price (1991) detected through interviewing learners include fear of making 

pronunciation errors, frustration of not being able to communicate effectively, and the 

difficulty of their language classes. She further concluded that these sources might 

have their root in learners’ beliefs, perfectionism, fear of public speaking, and fear of 

others’ evaluation. 

Similarly, Young (1991) identified six potential sources of language anxiety. (1) 

Personal and interpersonal anxieties: They include competitiveness and low 

self-esteem, and are majorly caused by the tension that learners feel when they 

evaluate themselves in real or imagined social settings. Thus, anxieties stemming 

from personal and interpersonal issues are also closely related to social anxiety and 

communication apprehension, especially in language learning context where 

interpersonal evaluation constantly occurs (Leary, 1982). (2) Learner beliefs about 

language learning: According to Horwitz (1988), some unrealistic beliefs that learners 

hold about successful language learning (e.g. obtaining a native-like utterance and 

accent, mastering a language within a short period of time, being able to translate 

from and to the target language) are a possible contributing factor to language anxiety. 

(3) Instructor beliefs about language teaching: Since the social context that instructors 

set up for classroom learning may often reflect their teaching beliefs, it is likely for 

learners to feel anxious in learning environments where the instructors believe that 

drills and constant error correction are essential in language learning, and that 

language should be learned in an authoritative, teacher-centered classroom. (4) 
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Instructor-learner interactions: A harsh manner of interaction between the instructor 

and learners may easily provoke learning anxiety. For example, Young (1991) 

discussed learners’ responses to “error-correction” and concluded that it is not the 

necessity but the manner of error correction (i.e., how, when, and how often being 

corrected by the teacher) that contributes to learners’ anxiety. (5) Classroom 

procedures: Certain classroom practices, such as having to speak a foreign language 

in front of an audience or having to participate frequently in peer discussions, are 

likely to cause classroom learning anxiety. (6) Language testing: Learners may feel 

frustration as a response to particular language test items, or in other test-related 

situations (e.g. test preparation and taking tests with unfamiliar format or content). 

Among the six sources, personal and interpersonal factors are the most frequently 

discussed issues in other research studies. 

However, it should be noted that the above list may not be exhaustive and there 

may be additional sources of language anxiety. In a recent research, Huang (2013) 

studied English language learning anxiety among a group of Taiwanese university 

students, and concluded that the dominant source of anxiety was actually student’s 

inadequate preparation before attending the English class. Different from the previous 

studies, Huang claimed that language learning anxiety among more proficient learners 

was barely caused by the professors, in terms of their teaching styles or the 

relationship with the students. Because Huang’s (2013) study used observation and 

questionnaires, there was a lack of in-depth understanding of how these students 

really think of the source of their learning anxiety. Therefore, the present research 

seeks to investigate further into anxiety sources among individual EFL learners that 

possess two features seldom considered in previous studies: high English proficiency 

and using English for academic purposes. 
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Language anxiety coping strategies. How to cope with language anxiety is 

another focus of earlier literature on language anxiety. However, the suggestions 

offered by researchers usually focus on how teachers can adjust their teaching 

techniques to help learners cope with language anxiety. For example, Horwitz and 

Young (1991) suggested that teachers change the language classrooms into a more 

learner-friendly and relaxed learning environment, adopting anxiety-reducing 

classroom activities in the form of games. Similarly, Burgoon (1976) suggested 

therapies for teachers to use when their students are experiencing communication 

anxiety or reticence in classrooms, for example, constantly encouraging students to 

think positively of their contribution when speaking in classrooms, or promoting 

meaning-oriented communication tasks. Note that these scholars recommended 

coping techniques based on reviews of previous literature. Besides, they did not 

address the issue from learners’ perspectives. 

Huang (2011) and Leki (1999), on the other hand, looked at how L2 learners 

coped with language anxiety. Huang’s (2011) research found that EFL graduate 

students coped with language anxiety by asking assistance from their professors, 

practicing with peers in advance, and familiarizing themselves with the learning 

environment. Focusing on writing apprehension, Leki (1999) pointed out that learners 

tended to cope with their anxiety about writing by avoiding situations that involve 

writing, postponing writing assignments to the last minute, or completing unavoidable 

writing tasks swiftly and briefly. Another recent study investigating into the 

perspectives of Taiwanese university students (Huang, 2013) further specified that 

there was a negative correlation between learner’s anxiety levels in L2 language 

learning and the efficacy of their application of anxiety coping strategy. However 

none of them offered details about students’ actual application of coping strategies. 

 There is no doubt that previous research has offered some strategies for teachers 
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and students to cope with language anxiety. However, few of them concern anxiety 

about L2 speaking and even fewer, if any, address anxiety about academic oral 

presentations in L2, the focus of the present study.  

Moreover, few studies examined learners’ anxiety and coping strategies over 

time. Bodie’s (2010) study on speaking anxiety was one of the few. He found that 

speakers’ speaking anxiety decreased when being exposed to the same group of 

audience over a period of time. However, Bodie did not take a closer look at L2 

speakers’ experience of anxiety in different speaking situations to detect the major 

factors related to the decrease in anxiety. In the present study, I intend to find out 

factors related to changes in anxiety levels and learners’ coping strategies by looking 

at the participants’ experience of academic oral presentation anxiety in different 

presentation contexts and over a long period of time. Since Bekleyen (2009) proposed 

that learners can and should be taught or trained to apply coping strategies, it is hoped 

that the findings of this study will provide some useful implications for instruction of 

coping strategies for academic oral presentation anxiety. 

 

Research on Speaking Anxiety 

Speaking anxiety is an important issue in L1 communication and is often 

discussed in terms of communication apprehension and public-speaking anxiety. 

McCroskey (1970) conceptualized the notion of communication apprehension, 

discussing different types and causes of communication apprehension. According to 

McCroskey (1970), communication-bond anxiety includes stage fright (fear of public 

speaking) and reticent (fear of participating in oral communication). Public speaking 

anxiety can thus be viewed as a subtype of communication apprehension (Bodie, 

2010). Speaking in L2 (second or foreign language), a language much less familiar to 

the learners, can be more anxiety-provoking. In fact, many researchers claim that 
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speaking anxiety accounts for a major element in second language anxiety (Cheng, 

Horwitz, & Schallert, 1999; Li, 2010; Woodrow, 2006; Young, 1990). Phillips (1999) 

also mentioned in her literature review that anxious L2 learners suffer mostly from 

oral activities. 

According to Phillips (1999), evaluation involved in oral activities can provoke 

greater anxiety than other evaluative situations in language learning. Similarly, Mak 

(2011) found in his study of 313 university students in Hong Kong that in-class L2 

anxiety was majorly caused by speech anxiety and fear of negative evaluation. On the 

other hand, Liu and Jackson (2008) revealed that fear of evaluation and low 

self-rating of L2 proficiency are the dominant causes of unwillingness to 

communicate among Chinese EFL learners. These studies have indicated that many 

L2 learners are anxious when speaking in an L2 with the presence of an audience, due 

to fear of evaluation. 

In addition to causes of L2 speaking anxiety (Horwitz et al., 1986; Horwitz & 

Young, 1991; Daly et al., 1988), researchers also examined the effects of L2 speaking 

anxiety on L2 speaking performance. Some studies showed that high L2 speaking 

anxiety may have a negative impact on L2 oral performance. For instance, MacIntyre, 

Noels, and Clement (1997) found that L2 learners with a higher anxiety level tended 

to communicate less information and hold back when speaking because they may 

underestimate their speaking ability. Woodrow (2006) further revealed that L2 

speaking anxiety was a significant negative predictor of L2 oral achievement. 

However, the relationship between L2 speaking anxiety and L2 speaking performance 

remains inconclusive as different results were reported in different studies. For 

example, different from Woodrow’s (2006) finding, Young (1986) found that anxiety 

did not exert as much influence as ability on foreign language oral proficiency scores. 

Young (1990) thus emphasized that when looking at the effects of L2 speaking 
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anxiety on speaking performance, researchers should consider how the effects differ 

with such factors as learning environment and age and/or language proficiency of the 

subjects. Cheng’s (2009) study lent support to Young’s (1990) suggestion. Specifically, 

Cheng (2009) investigated 308 college English-major students and found negative 

correlations between English speaking anxiety and English speaking performance 

among freshmen and sophomores, but no significant correlation among juniors and 

seniors. 

Except for these studies reviewed above, there have been limited studies on the 

effects of L2 speaking anxiety on L2 performances or achievements. In fact, most of 

the previous studies focused on the reduction of English speaking anxiety (e.g., Chou, 

2005; Wright, 2009; Yang, 2010; Yeh, 2008). For example, based on observation of 

teachers’ behaviors, both Yang (2010) and Chou (2005) suggested that English 

teachers can help reduce students’ English speaking anxiety by providing more 

support for learners’ autonomy, pointing out students’ mistakes in tender and soft 

ways, and being humorous, patient and friendly to students. On the other hand, Wright 

(2009) and Yeh (2008) investigated EFL students’ learning behaviors and they found 

that EFL students’ feeling of speaking anxiety is likely to reduce when more 

opportunities for interaction and cooperation between students are provided. 

Another limitation of previous L2 speaking anxiety research lies in the 

participants. Previous studies tend to focus on learners at college or below. These 

learners may have rather low L2 proficiency and in Taiwan, they most likely learn 

English for the purpose of passing or excelling at exams. In order to understand L2 

speaking anxiety better, it is important to investigate English speaking anxiety of EFL 

learners with a higher educational degree who learn or use English for purposes other 

than preparing for exams. 
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Research on Public-speaking Anxiety 

The present study aims at looking at one subtype of speaking anxiety, 

public-speaking anxiety, also known as stage fright (Bodie, 2010). Public speaking 

anxiety can be defined as the fear that individuals have of giving a speech in public 

(Horwitz & Young, 1991). According to Horwitz and Young (1991), speakers are 

likely to experience public-speaking anxiety when they have fear of evaluation from 

the audience, feel unfamiliar with the environment or social norms, feel being highly 

paid attention to, or recall past experience of speaking anxiety. 

Studies in L1 public-speaking anxiety have found some crucial variables that 

may affect public-speaking anxiety. Two of them are especially relevant to this study. 

The first variable is related to attention. Daly et al. (1988) proposed that speakers who 

pay more attention to themselves than to the environment tend to have more negative 

self-evaluation about their performance. This negative self-focused cognition could be 

the major cause of individuals’ public-speaking anxiety. Jones, Fazio, and Vasey 

(2012) further suggested that public-speaking anxiety negatively impacted 

performance only for those with lower attention control. That is to say, speakers easily 

affected by possible threatening elements in the environment would experience a 

higher level of public-speaking anxiety and thus gave shorter and poorer speeches. 

Because use of L2, an unfamiliar language to many L2 learners, often poses a threat 

to their self-identity, it becomes more difficult for L2 learners not to direct their 

attention to themselves when speaking L2 in public. The other variable of particular 

relevance to this study is the audience (Pertaub, Slater, & Barker, 2002). The presence 

of audience is a central feature of a public speaking environment, such as the 

language classroom, so this variable is an especially important issue in studies of 

public speaking anxiety either in L1 or L2. Previous research has shown how the 

audience react or interact with the speaker may be influential in determining the 
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speaker’s public-speaking anxiety (Behnke & Sawyer, 2004; Pertaub et al., 2002). 

Besides, audience characteristics may also affect public-speaking anxiety (Bodie, 

2010). For example, speakers show more anxiety when being exposed to audiences of 

a greater size (McKinney, Gatchel, & Paulus, 1983; Shearn, Bergman, Hill, Abel, & 

Hinds, 1992) or expertise (Hilmert, Christenfeld, & Kulik, 2002; Long, Lynch, 

Machiran, Thomas & Malinow, 1982). Furthermore, compared to audience who 

respond positively, speakers are also more anxious when the audience respond 

negatively (Hilmert et al., 2002; MacIntyre & Thivierge, 1995; Pertaub et al., 2002) or 

in neutral manner (MacIntyre, Thivierge, & MacDonald, 1997).  

Public-speaking anxiety was also detected in L2 speakers (Lin, 2011; Woodrow, 

2006). Lin (2011) discovered that L2 speakers’ public-speaking anxiety occurred at 

the preparation stage of their speech and extended its level to the maximum one 

minute after the speech began. While Lin (2011) studied EFL learners in junior high 

schools, Woodrow (2006) found anxiety existing among university EAP (English for 

academic purposes) students. According to Woodrow (2006), giving in-class oral 

presentations were rated as the most anxiety-provoking tasks for these advanced EFL 

students. However, so far few studies have examined public-speaking anxiety of EFL 

graduate students, not to mention oral presentation anxiety, the focus of the present 

study. 

 

Research on EFL Learners’ Oral Presentation Anxiety 

 Oral presentations are common public-speaking tasks in courses at university 

level and above. Kim (2006) investigated the needs of oral communication among 

East Asian international graduate students in the United States and found that formal 

oral presentation skills are the most important skills for academic success in graduate 

programs. In many university or graduate courses, students are expected to present 
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orally in class, either individually or together with group members, with written aids 

such as PowerPoint slides or posters. However, university courses in Taiwan that 

require students to present in English are mostly found in English-related departments. 

In these programs, oral presentations in English allow teachers to evaluate students’ 

overall understanding of the course contents. In addition, they can serve the purpose 

of enhancing learners’ English skills. Through oral presentations, students can 

develop the abilities to organize information as well as deliver messages logically in 

English. 

 There are few studies on EFL learners’ anxiety about academic oral presentations. 

The most relevant one is the research conducted by Chen (2009) on the anxiety over 

academic oral presentations among 18 English-major graduate students. The study 

showed that those graduate students experienced a moderate level of anxiety that was 

not too severe for them to cope with. Both social and psychological factors were 

found to contribute to the EFL presenters’ anxiety. Specifically, the presenters’ anxiety 

was influenced by peer response and audience familiarity (defined by the researcher 

as social factors), as well as self-perceived oral proficiency, accuracy of pronunciation, 

and personality (defined by the researcher as psychological factors). A recent study 

done by Tsai (2013) examining the level of English presentation anxiety among 20 

university students further illustrated that the complexity of presentation tasks, peers’ 

response, and performance expectancy were the major sources of anxiety during the 

midterm presentations; whereas previous success or failure experiences, partner 

variables, and time pressure occurred to be the anxiety sources for students during 

their final presentations. However, the researcher did not take a step further to probe 

into why different sources were related to anxiety in different presentation tasks. 

Hence, the present study intends to fill this gap and investigate what causes 

presentation anxiety in different presentation tasks and why it happens as it does. 
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Researchers have found that giving oral presentations in class was rated by 

university and graduate students to be the most stress-inducing task among English 

speaking tasks (Woodrow, 2006). There is thus a need for further exploration of the 

sources and coping strategies of this anxiety. Particularly, at the graduate school level, 

English majors are often required to give oral presentations in English. Their English 

(L2) speaking anxiety may more often come from oral presentations than from other 

oral tasks. It is thus important to investigate anxiety about English academic oral 

presentations among these high proficient EFL graduate students. 
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Chapter Three 

Method 

 This chapter presents in detail the research design, including the setting, 

participants, data collection methods, and data analysis approach. I will adopt a 

qualitative research approach to investigate the sources and coping strategies of 

English speaking anxiety in academic oral presentations. 

The first section of this chapter provides basic information of the setting and 

research site. Section two introduces the participants individually with description of 

their background information. The third section presents the data collection 

procedures, including classroom observations, interviews, and self-reports. Section 

four explains how the collected data will be examined. Finally, a summary is given as 

the closing of this chapter. 

 

Setting 

 The present study was conducted throughout the second semester of 101 

academic year, from mid February 2013 to the end of June, at National Taiwan 

Normal University (NTNU). The major research site is one graduate program of the 

Department of English at NTNU, where all of the participants and I studied in. There 

are three graduate programs at the Department of English, NTNU. It is the TESOL 

MA program (Teaching English to Students of Other Languages) that I choose as the 

present research context. Courses provided in the TESOL program are generally 

conducted in English and concerned topics in the field of English teaching. Common 

course requirements for students are participating in classroom discussions, doing 

in-class oral presentations, and turning in final research papers. According to my prior 

experiences, in-class oral presentations can be classified into two major categories: 

presenting assigned articles and leading discussions on them, or presenting an original 
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research proposal (mostly at the end of the semester). 

 

Entering Research Site 

 The research site refers to the context where the participants of a qualitative 

study involve when being studied (McMillan & Schumacher, 2001). According to the 

inquiry of qualitative design, it is essential for researchers to be familiar with their 

research site in advance and respect the naturalness of the context. 

The research site of the present study was the seven TESOL graduate courses 

mentioned above, in which my participants participated for the entire semester. Those 

classes were also where I entered to observe my participants when they had academic 

oral presentations. In order to enter the research site, I negotiated with the course 

professors for permissions to enter the course. First, I sent an e-mail to all of the 

professors explaining my intension and asking for their approval to observe and 

videotape my participants during their scheduled presentations. Later, I provided 

additional elaboration on my research design and answered clarification questions for 

those who required further information on the study. As a result, I had attained the 

permission to observe in most of the courses and videotape my participants in all of 

them. 

Based on the agreement with the course professors, I arrived at the class before 

my participant’s presentation and stayed only until the presentation (including the 

followed discussion session) was over. During this in-class data collection, I did not 

interfere or interact with the classroom activities, and had participated in the 

discussion only when asked by the professor to do so. In addition, although other 

students in the courses were notified of my presence as a researcher, they were not 

told of the research purpose in detail. Finally, the courses were referred to in the 

present research by seven unrelated alphabet letters (Class T, Class U, Class V, Class 
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W, Class X, Class Y, Class Z,) according to the agreement with the course professors. 

 

The Role of the Researcher 

 When the study was conducted, I was a graduate student in the master program 

of TESOL (Teaching English to Speakers of Other Languages) at the Department of 

English, NTNU and had finished my required courses in the graduate program. 

Previously, I had taken two semesters of Academic Writing and one semester of 

Qualitative Studies. These courses gave me basic understandings of protocols to 

conduct a qualitative research. In addition, I had had averagely two years of personal 

friendship with the participants. I assumed that acquaintance with the participants 

might increase the possibility to observe them closely without burdening them with 

additional pressure. Before starting the present research, I had several informal 

discussions with the participants and shared our experiences of anxiety after entering 

the graduate school. We had reached an agreement that English academic oral 

presentation was an anxiety-provoking situation. 

At the stage of data collection, I primarily interviewed the participants to 

understand their learning background, personality, and perspectives towards English 

academic oral presentations. Afterwards, I shifted my role between an inside-observer, 

an interviewer, and a recorder. As an inside-observer, I observed while participating in 

the classroom at the time of each participant’s oral presentation. As an interviewer, I 

conducted interviews in different formality and structures according to different 

purposes. Most of the time, I was a friend to listen rather than a researcher to ask 

formal questions, which created a comfortable environment for my participants to 

freely speak up their thoughts during these relaxing and chat-like interviews. Finally, 

as a recorder, I frequently kept records according to the self-reports received weekly 

from my participants, and asked clarification questions when necessary. 
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The Participants 

 There were six participants in this study. They are all female and referred to by 

their pseudonyms: Anna, Chloe, Eliza, Koala, Sophia, and Tanya. At the time of study, 

all of them were graduate students in the master program of TESOL at NTNU, and we 

were at the age of mid-20’. I am quite familiar with all of my participants. I have 

known Sophia and Eliza since the year of 2010 and took several master program 

courses together with them from 2010 to 2012. Tanya, Chloe, and I were classmates in 

two previous courses. Tanya even worked under the same project with me from 2011 

to 2012. Koala and I had worked as a team for a final project of teaching 

demonstration. As for Anna, we were introduced to each other by Tanya and Chloe at 

the second semester of the 100
th

 academic year while taking the same course together. 

Generally speaking, I have good friendship with these participants. 

 From my personal interactions with the participants, I found that all of them had 

experienced some anxiety in academic oral presentations. In the courses taken 

together, we often shared feelings with each about the in-class presentations. Anxiety 

signals such as stammering, speeding up, or increasing gestures were also shown 

when we presented on stage. However, since the participants were all admitted into 

the TESOL program, which required English proficiency of passing the 

High-Intermediate level of the General English Proficiency Test (GEPT) or English 

proficiency tests of equal degree, it is reasonable to assume that their overall English 

proficiency was highly adequate to accomplish such presentation tasks. The following 

sections present background information of the participants. 

 

Anna. Anna majored in English and graduated from a national university located 

in southern Taiwan. Before she was admitted to the MA program of TESOL in NTNU 
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in 2011, she was a formal English teacher at a private senior high school in NEW 

Taipei City for three years. Being a second-year graduate student in the master 

program of TESOL, Anna was able to finish all of her course credits in the 101 

academic year and started her master thesis at the summer of 2013.  

During the second semester of the 101
st
 academic year, Anna took two courses: 

Course X and Course Y. Although she also audited Course W and participated in most 

of the classroom activities, she was not assigned any in-class presentations or required 

to present a final research paper. Therefore, her participation in Course W was not 

included in the present research. 

 

Chloe. Chloe majored in English teaching in primary education, and graduated 

from a national university located in northern Taiwan. After graduating from 

university, Chloe worked as a formal English teacher in a public elementary school in 

Taipei City for one year. She was on an unpaid leave in order to study as a full time 

student in the MA program of TESOL at NTNU. As a second-year graduate student, 

Chloe took two courses during the second semester of 101 academic year: Course W 

and Course Z. Upon finishing all of her course credits, Chloe planned to report back 

to her work in August, 2013, and write her master thesis while working as an English 

teacher. 

 

Eliza. Eliza graduated from the Department of English at a national university 

located in northern Taiwan. After her graduation, Eliza had worked as an English 

teacher at a vocational high school in New Taipei City for several years before she 

was admitted into the MA program of TESOL at NTNU. In fact, Eliza and I were 

admitted into the program at the same academic year and had been classmates in 

many courses since then. 



28 

 

Unlike Chloe, Eliza chose to study and work at the same time, and thus spent one 

more year taking courses than most of the students in the program. At the time of this 

research, she was in her third year of study and was very close to finishing all of the 

course credits. In fact, Eliza took only one course during the second semester of 101 

academic year: Course W. 

 

Koala. Koala graduated from a national university located in northern Taiwan. 

However, she majored in Education and minored in English. Similar to Chloe, Koala 

had worked several years as a formal English teacher at a public junior high school in 

Hsinchu before she was admitted into the MA program of TESOL at NTNU. During 

the 101 academic year, Koala was on an unpaid leave in order to concentrate on 

finishing all of the course credits within her third year of study.   

Koala took three courses during the second semester of 101 academic year: 

Course T, Course U, and Course V. The courses Koala took did not overlap with any 

one of the other participants. However, it was her involvement in the research that 

enabled me to include all of the courses offered by the TESOL program at the second 

semester of 101 academic year. 

 

Sophia. Sophia majored in English and graduated from a national university 

located in northern Taiwan. Admitted into the MA program of TESOL at NTNU in the 

year of 2009, she was a fourth-year graduate student in the master program of TESOL. 

During one of the previous semesters, Sophia was also my participant in a case study, 

where I had observed her English class and wrote a qualitative research paper on how 

EFL teachers in Taiwan develop and practice their English reading pedagogy. 

Despite her student identity, Sophia was at the same time a full-time English 

teacher, teaching both junior and senior high school students at a private high school 
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in Taipei City. While working as an English teacher, Sophia still took two courses 

during the second semester of the 101
st
 academic year: Course Y and Course Z. 

Unlike other participants, Sophia still needed another academic year to finish all of 

the course credits and start her master thesis. 

 

Tanya. Tanya graduated from the Department of English at a national university 

located in northern Taiwan. She was admitted into the MA program of TESOL at 

NTNU once graduated from university, and had studied as a full time student since 

then. As a second-year graduate student, Tanya took two courses during the second 

semester of the 101
st
 academic year: Course W and Course X. Although she would 

also be finishing all of the course credits, Tanya planned to spend another year as a 

full time student devoting to her master thesis.  

 

Research Procedure 

As mentioned previously, I started with background interviews with the 

participants at the beginning of the data collection. The purpose the background 

interview was to reach a basic understanding of the participants’ background 

information and their prior experiences of English speaking anxiety and academic oral 

presentation anxiety. The background interviews were also scheduled with a briefing 

to introduce the present study to the participants, including the research purposes, 

research design, and entire data collection procedure. During the briefing, the 

participants were given a hard copy of reminders (Appendix A) to help them 

remember the research procedure and what they need to do. They also received a hard 

copy of the initial report sheet (Appendix B) to record the given assignments of 

academic oral presentations and their anxiety state upon receiving the assignments. In 

order to keep track of their progress of preparing for the academic oral presentations 
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and anxiety, I scheduled regular weekly meetings with each participant, during which 

the participants were interviewed informally. In addition, the participants also 

received a hard copy of various self-report forms, which included samples of an initial 

report (Appendix B), a weekly journal (Appendix C), and a presentation-preparation 

report (Appendix D). (The purpose and use of the self-report forms will be further 

explained in the later section.) 

Throughout the semester, I scheduled and entered the classroom and observed 

my participants when they had in-class presentations. While observing, I videotaped 

the presentations and kept notes as a reference for both further interviews and analysis. 

After each of the presentation, the participant was interviewed immediately during the 

following recess of the class, or a few days after (no longer than one week). Questions 

were raised based on their self-report forms and my observation notes. 

 At the end of the semester (after each participant finished all of their academic 

oral presentations), an end-of-study interview was scheduled for each participant. The 

interviews were held with a treated meal to show my greatest appreciation to the 

participants. At the end of the interview, each participant also received a thank-you 

card that I made, together with a compensation payment of 600 NT dollars. Finally, 

the collected observation notes, interview transcriptions, and the participants’ 

self-reports were organized and analyzed. The lists of coding of the data sources are 

displayed in Appendix I. Results of the data analysis were sent to the participants 

individually for confirmation and permission before finishing the present research. 

Figure 1 shows the research procedure. 
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Figure 1. 

Design of Research Procedure 
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Data Collection Procedures 

Interview. Interviews have been recommended as an effective way of 

understanding the participants in qualitative research approach (Marshall & Rossman, 

2006). Throughout the data collection of this research, each participant was 

interviewed at least 12 times, including background interview, weekly interviews, 

post-presentation interviews, and an end-of--study interview.  

The background interview (Appendix E) was divided into two separate parts and 

conducted individually within the first two weeks of the semester. The first meeting 

also included a briefing to introduce the present research for the participants to have a 

clear understanding of the research procedure in advance. Through the first part of the 

background interview, I reached a basic understanding of the participants’ background 

information, general anxiety status on English speaking, and attitude toward academic 

oral presentations. In the second part of the background interview, I probed 

specifically the participants’ preparation schema of and anxiety experiences in 

academic oral presentations. 

 In addition to the background interview, each participant was also given informal 

weekly interviews. Weekly interviews were scheduled regularly but without strict 

time limitation. The participants discussed with me freely depending on how many 

thoughts they had to share in that week (on either their reflection of the courses or the 

preparation of their presentation), or how many questions I prepared to ask according 

to their self-reports. In order not to cause extra burden for the participants, 

post-presentation interviews were sometimes included in weekly interviews. 

 Post-presentation interviews were either conducted immediately during the 

recess after the presentation or included in the weekly interviews, as mentioned above. 

During the post-presentation interviews, the participants were asked about their 
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feelings before, during, and after the presentation. In fact, post-presentation interviews 

were found to be the major data source for identifying possible sources of the 

participants’ academic oral presentation anxiety. 

At the end of the semester, semi-structured interviews were conducted as the 

end-of-study interview (Appendix F). Besides answering questions about academic 

oral presentation anxiety, the participants were also asked to share their overall 

thoughts on this academic semester. 

Regardless of its length and formality, I stated the purpose of the interview and 

answered questions raised by the participants before each interview begins. Finally, 

all of the interviews were recorded and transcribed for further coding and analysis. 

Appendix G shows the schedule of interviews with each of the participants. 

 

Classroom observation. Since all of the participants were taking courses in the 

graduate TESOL program, they had at least two opportunities for in-class academic 

oral presentation. In order to detect the participants’ academic speaking anxiety and 

find out possible anxiety sources and coping strategies, I sat in the classes in which 

the participants would be giving presentations. While the participant presented on 

stage or in front of the classroom, I observed as an audience and drafted down field 

notes, documenting the participants’ actions on stage or the occurrence of unexpected 

events. In the field notes I also wrote down my reflections, comments, and questions 

that I had for the participants. Meanwhile, a camera was set unobtrusively to 

videotape the presentation. At the post-presentation interview, both my field notes and 

the video-taped presentation were referenced. However, due to unavoidable 

limitations (the clashing of a presentation observation with another data collection 

procedure or with my inflexible personal affairs, and the denial of classroom 

observation from the professor), I was not able to observe 13 of the presentations, and 
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therefore could only videotape them. 

In order to remain a natural setting, I did not interfere with the participants’ 

decision making on the dates or topics of presentations. There had also been several 

adjustments of the presentation schedule due to some rescheduled plan of either the 

course instructors or the participants. The schedule of the participants’ presentation 

and my classroom observation is presented in Appendix H. 

 

Self-report forms. Self-report forms were collected to obtain an understanding 

of the participants’ reflections on each course, as well as the process of their anxiety 

experience. It is also hoped to discover possible anxiety sources when the participants 

were preparing for their academic oral presentation assignments. Three types of 

self-reports were included in the present research: an initial report, weekly journals, 

and presentation preparation reports.  

Initial reports (Appendix B) were completed by the participants at the beginning 

of the semester for the purpose of recording their feelings and thoughts upon being 

notified of the presentation assignments. Weekly journals (Appendix C), on the other 

hand, were designed to keep track of the participants’ reflections after each course. 

Throughout the entire semester, the participants had been keeping individual journals 

on different courses, illustrating how they felt about each class. Finally, once 

participants started to prepare for their presentation assignments, they kept records in 

presentation preparation reports (Appendix D) of their working process and personal 

thoughts or emotions. 

All of the self-reports were documented through the use of Google Drive for the 

convenience of the participants. That is, participants’ reports were cloud-documented 

(shared online) in individual files, and each participant had access only to their own 

records, and could edit their self-reports online from any logged-in computers. Such a 
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design of documentation allowed me to read the records immediately and provide 

feedback or answers as quickly as possible. 

In sum, self-reports not only involved bidirectional communication between the 

researcher and the participants, but also offered useful information for understanding 

the participants’ personal perspectives. This data collection continued until the 

participants finished all of their academic oral presentations. 

 

Data analysis 

 Qualitative research approach requires triangulation of different data sources to 

obtain comprehensive research findings. Triangulation refers to the cross-validation 

among data sources, data collection strategies, and time period (McMillan & 

Schumacher, 2001). In line with the concept, the present research was designed to 

collect various data sources to attain a clearer understanding of the development 

process, sources, and coping strategies of English speaking anxiety at academic oral 

presentations among Taiwanese EFL graduate students. 

According to McMillan and Schumacher (2001), qualitative data should be well 

managed and coded according to the topics and intentions in order to seek for 

meaningful patterns. Guided by the research questions, analysis of the various sources 

of data was made inductively and comparisons were made between and within 

individual participants to find patterns. In addition, because the context in which the 

participants involve may also serve as a major factor in influencing the participants’ 

reactions (Cresswell, 1998; McMillan & Schumacher, 2001), the research site was 

considered when the collected data were analyzed. 

In order to enhance validity, it is important to check with the participants for 

accurate interpretations of the data (McMillian & Schumacher, 2001). Therefore, I 

arranged a final meeting with the participants for them to read my data analysis. The 
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participants were allowed to make suggestions for revising the data analysis results. 

However, no revision was made. 

 

Summary 

 The present research seeks to answer the following research questions: 

(1) What is the pattern of English academic oral presentation anxiety 

experienced by EFL graduate students? 

(2) What are the sources of anxiety about English academic oral presentations 

among Taiwanese EFL graduate students? 

(3) What are the coping strategies Taiwanese EFL graduate students apply 

when they experience anxiety about English academic oral 

presentations? 

 In order to answer the research questions, six graduate students in the master 

program of TESOL (Teaching English to Students of Other Languages) in the English 

Department of NTNU were selected as the participants. The research method involved 

collection of various data sources, including self-reports, interviews, and observations. 

Data were analyzed for the purpose of understanding the development, sources, and 

coping strategies of English speaking anxiety at academic oral presentations. 
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Chapter Four 

Results 

 

 This chapter illustrates results drawn from the collected data, including the 

interviews, weekly journals, and presentation preparation records. It composed of six 

sections presenting each participant’s English academic presentation anxiety. 

 

Anna 

 Anna’s adventure in English presentation. Anna had her first experience of 

in-class English presentation in her sophomore year, presenting three to five minutes 

weekly in a required course of English speaking and listening. As Anna recalled, she 

and her classmates were very anxious about this assignment because the requirement 

of delivering such lengthy presentations individually and publically was something 

they had never experienced before. After that, she did not feel much anxiety when 

giving English presentations in other college courses, which often required group 

rather than individual presentations. However, Anna again felt high levels of 

presentation anxiety as she later entered the TESOL MA program at NTNU, 

especially during her first semester of study. 

According to her observation, presentations at university level are more of an 

“assignment” in which students are evaluated based on their language performance; in 

the TESOL MA program, on the other hand, presentation is regarded as a skill to 

demonstrate students’ knowledge of a specific academic field. Different expectations 

from the professors and fellow students at university and graduate level may also 

reflect differences in the nature of different English presentations requires at the two 

levels. As Anna described, while university professors usually have clear grading 

policy towards rating English oral presentations, professors in the MA program 
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normally provide only general principles, expecting students to expand their 

presentations following these basic guidelines. The evaluation of academic 

presentations in graduate courses includes also how well one comprehends, organizes, 

and presents the readings, as well as the ability to provide useful insights, lead 

classroom discussions, and answer questions raised by the audience. Similarly, 

university students tend to equate a “good presentation” mostly to accurate and fluent 

English, whereas students in the graduate program favor contextualized, 

comprehensible, and thought-provoking presentations.  

Based on Anna’s description of the differences between presentations in 

university and graduate program, it is not difficult to realize that evaluation seems to 

be her primary concern. In fact, throughout her study in university and current 

graduate program, Anna discovered her presentation anxiety majorly resulted from 

trying to achieve teachers’ expectations and her self-expectations. After entering the 

TESOL graduate program, she experienced high levels of anxiety whenever she 

noticed that she had the same problem of how fellow classmates being criticized by 

the professor. As a result, Anna usually began to feel anxious since the preparation 

stage of a presentation. Above all, Anna was concerned most about how to present the 

content according to her teachers’ requirements, which are closely related to the use of 

language. 

 

The way of presenting content refers to how detailed information I shall 

include in my presentation…it has to be terse but detailed enough to match 

the teacher’s requirements. For language use, I am concerned about the 

transition between different sections, for example, what I should say after 

introducing the outline of my presentation as a link to the introduction 

section…it is a matter of good diction. (AI, 2/18/2013) 

呈現內容指的是這篇內容要講到多 detailed…會不會太冗長、太精簡、

夠不夠達到老師所要求的。Language 的部分會怕 transition 不順，例如
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怎麼在介紹完 outline 之後用 transition 連到 introduction…英文用字方

面的考量。 

 

In order to deal with the academic presentation anxiety, Anna generated and 

applied several strategies after she entered the graduate program. She started 

preparing for a presentation approximately two to three weeks in advance, trying to 

prepare as comprehensively as possible because she strongly believes “preparation is 

the finest way to reduce presentation anxiety.” In addition, Anna claimed that feeling 

anxious during the preparation stage was a waste of time because nervousness is 

likely to encumber her working progress. Therefore, Anna would take a break when 

she met obstacles or felt frustrated during the preparation process. When presenting 

on stage, Anna kept with her a printed version of the presentation ppt slides 

(PowerPoint slides) in outline format with written notes, in case she forgot her lines. 

As mentioned in the method section, Anna was taking two courses offered by the 

TESOL graduate program: Course X and Course Y. Her experiences of academic 

presentation anxiety, together with the coping strategies, will be discussed course by 

course. 

Anna’s experiences of presentation anxiety in Course X. Anna had four 

presentations in Course X, including three for assigned articles (coded as AX1P, AX2P, 

and AX3P) and one for a research project (coded as AX4P). Based on the collected 

data, it was evident that Anna had experienced a high level of presentation anxiety in 

Course X, which was caused by fear of evaluation from the professor, 

self-expectations, and audience’s little or negative reactions. Fear of evaluation from 

the professor was the most influential in raising Anna’s anxiety level within the four 

presentation assignments. 

Because Anna had particular fear towards the professor of Course X (referred to 



40 

 

as Professor X), her anxiety level was easily raised in a variety of situations involving 

interactions with the professor, for fear of being negatively evaluated. In fact, during 

the post-presentation interview of AX1P, Anna admitted that her dread resulted from 

previous unpleasant experiences with Professor X, and that she normally anticipated 

the professor to be demanding and harsh on evaluating students’ work. Therefore, 

when asked in weekly interviews of her presentation preparation, Anna often referred 

to her worries about not being able to match the professor’s standards. 

 

(Q: You mentioned several times in the preparation record that you were 

worried about how to present the literature review section. Why were you 

so anxious about it?) 

It’s especially because of Professor X…I am afraid the professor might 

think my presentation is verbose, because I know he doesn’t like lengthy 

presentations. (AI, 3/04/2013) 

(問: 妳在紀錄中提到兩三次很擔心文獻的部分不知道要講多少，為什

麼妳會如此焦慮呢？) 

因為是 X 老師所以會特別有影響…我會怕老師覺得我講太久沒有什麼

重點，因為我知道老師不喜歡報告拖太長。 

 

I start to worry about not being able to present unequivocally…I am 

especially anxious about it. If Professor X has special interest in the article 

I present, he would certainly interrupt my presentation once he feels my 

presentation is nebulous. (AI, 4/29/2013) 

我現在會開始擔心了，擔心我的內容報告不夠清楚…會特別擔心，因

為我不喜歡報告被打斷的感覺。如果 X 老師對我報告的文章特別有興

趣，又覺得我講的不清楚，一定會一直打斷我的報告。 

 

(About the final research paper) I would be anxious if I don’t come up with 

a satisfactory result. I am afraid the teacher may disapprove my entire 

research project…I had seen someone being austerely criticized on stage 

during his final presentation. (AI, 5/13/2013) 

(期末報告)如果做出來的結果比較不行就會緊張，而且會怕被老師批

評，怕老師會直接批評整個報告…我之前有看過有人期末報告的時候

被老師批評得很慘。 
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While presenting, Anna’s level of anxiety was remarkably influenced by the 

professor’s responses. According to Anna, receiving negative comments from 

Professor X seemed to be more anxiety-provoking than those from other professors. 

Anna was not used to the direct comments made by Professor X on presentation 

performances, and often felt embarrassed upon receiving them. Anna argued that the 

criticisms made by the professor were seldom followed by advice, and thus sounded 

more like a plain disapproval of her performance than suggestions for future 

improvements. Furthermore, Professor X’s tendency to make comments randomly 

during presentations made Anna felt intense since she did not like being interrupted 

this way. However, Anna did acknowledge the feedbacks from Professor X at her final 

presentation as useful advice for the modification of her research project. 

In addition to verbal responses, Anna was also affected by the professor’s 

non-verbal responses. During the post-presentation interviews, Anna more than once 

identified the moments when she felt anxious on stage due to Professor X’s 

non-verbal responses, such as frowning, shaking heads, or even taking notes. 

Although Anna did not confirm with Professor X the meaning of his responses, she 

perceived them as possible signals of the professor’s disapproval. Nevertheless, Anna 

could also identify the professor’s reactions of positive appraisals. At the 

post-presentation interview of her final presentation, Anna claimed to be more at ease 

because she noticed the professor was showing his approval with nods and affirmative 

voices. 

Anna’s fear of being evaluated by the professor also triggered her fear for 

unexpected tasks, including being asked questions on stage, sand being asked to 

instantly demonstrate online software or search for specific information. Anna often 

feared that she could not attain the professor’s expectancy and may be regarded as an 

“inefficient” graduate student by the professor. Regarding being asked questions on 
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stage, Anna clarified that she was assured of her ability to answer questions raised by 

the audience, but felt extremely anxious about the professor’s evaluation of her 

answers. Actually, Anna viewed the Q&A session of presentations as an opportunity 

for students to share their thoughts, and was willing to respond to the audience’s 

feedback. However, the fear of being evaluated by the professor hindered Anna from 

spontaneously expressing her thoughts well. 

In addition to her worries about the professor’s evaluation, Anna’s anxiety during 

the preparation stage also derived from self-expectations. Even though Anna did not 

explicitly declare her self-requirements, she did constantly mention her worries of 

how to deliver the presentation efficiently. When preparing for her own presentation 

assignments, Anna was especially attentive to her comprehension and interpretation of 

the assigned articles, the organization of her presentation content, and the arrangement 

of classroom discussions. In consistent with Anna’s expectations of a decent 

presentation, she wanted her presentations to be informative and be able to provide 

useful insights for the audience. Hence, Anna often felt stressful as she prepared for 

her presentations, and was even highly anxious if she felt her works weren’t matching 

up to the requirements. 

 Another source of Anna’s presentation anxiety on stage was the audience’s little 

or negative reactions. At first Anna claimed that she feared of being highly paid 

attention to. At the post-presentation interview of AX1P and AX2P, Anna indicated 

that she felt much more tense having to stand in front of the classroom as she 

presented, and that it would be better if she could sit down. Anna explained that she 

would be strained with the audience watching her closely as she presented; and if she 

was seated, the audience might pay more attention to the screen on which the ppt 

slides displayed. However, in other interview sessions, Anna also mentioned several 

times that she felt quite comforted seeing the audience paying attention to her 
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presentation and showing positive support. Therefore, there was still uncertainty about 

whether audience’s attention was a cause of Anna’s presentation anxiety. As I probed 

further, Anna clarified that she had been very nervous seeing the audience having 

little or negative reactions towards her presentation. Reactions such as frowning or 

expressionlessness would make her wonder whether her illustrations were wrong or 

confusing. Thus, it is more likely that audience’s expressionless or negative reactions 

were one of the sources of Anna’s presentation anxiety. 

 

(Q:…so it has to do with the audiences’ facial expressions?) 

Yes, I would panic if the audiences frowned, looked confused, or even had 

no facial expression at all…In fact, expressionless audience terrified me so 

because I had absolutely no idea about what they are thinking of. (AI, 

5/13/2013) 

(問: …所以其實是跟觀眾露出來的表情有關？) 

對，如果觀眾看著妳，可表情是呆滯的，或是皺眉…好像有點疑惑的

表情，就會覺得很恐怖…其實無表情就會很可怕了，妳不知道他們到

底是在想什麼。 

 

 Undergoing rather high levels of presentation anxiety in Course X, Anna 

detected two anxiety coping strategies throughout these presentation experiences, 

though she claimed in her background interview that she did not take actions to deal 

with it. First, despite the anxiety brought by audiences with little or negative reactions, 

Anna asserted that the most effective anxiety coping strategy was looking at the 

audiences who showed positive feedbacks. She also felt comforted if the audience 

participated and discussed actively in the Q&A session. Besides feeling supported, 

knowing that the audience understood and appreciated her presentation made Anna 

felt assured and relieved. 

 

I don’t feel as anxious when everyone participated in the discussion 

actively. (AI, 3/11/2013) 
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大家熱烈的參與討論的時候我會比較不緊張。 

 

They kept nodding and make approving sounds to show that they 

understood what I was saying. It was working, and I felt relieved. (AI, 

5/13/2013) 

這兩個人會一直點頭和”嗯嗯嗯”，表示有聽懂，我覺得這還莫名的有

效，讓我覺得有點安心。 

 

Second, Anna developed a tactic of preparing a helpful speech note, which could 

help her avoid frustration on stage caused by forgetting lines or flow. This tactic was 

different from the strategy (i.e., carrying outlines of presentations) she reported at the 

beginning of the semester. It was after AX1P that she learned this strategy from 

another classmate to carry a full-page printed version of the ppt slides as her notes. 

Anna applied it to the following presentations in Course X, and reported that it was 

effective in reducing her anxiety level on stage. 

 

 Anna’s experiences of presentation anxiety in Course Y. Anna had only one 

presentation in Course Y (coded as AY1P), which was done on March 11
th

, the fourth 

week of the semester. According to Anna, she did not feel much pressure preparing for 

this presentation due to two major reasons. First, the article assigned to her was short 

in length and written in Chinese. Hence, Anna did not have problem understanding 

the content. Furthermore, a flexible policy of language use greatly reduced her anxiety 

because oral performance had been Anna’s greatest concern as a presenter. In the 

weekly interviews, Anna mentioned more than once that she was not worried about 

her performance because the course instructor permitted students to present in 

Chinese. Although Anna eventually presented in English, knowing in advance that she 

could use Chinese when needed did make her felt “secured.” 
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I was assigned a 4-paged paper written in Chinese. The professor said we 

can present in either English or Chinese. It doesn’t seem as serious 

compared to other courses. (AYJ, 2/25/2013) 

口頭報告分到中文的 paper,頁數只有 4 頁,老師也說用中文或英文報皆

可,感覺還好不像其他課一樣 serious。 

 

…it is a Chinese article, and seems very boring. I probably won’t start 

preparing for it so soon…and then it (AY1P) can be presented in Chinese, 

so really there’s no need to worry. (AI, 2/25/2013) 

…發現是中文的文章，又感覺很無聊。應該不會這麼早開始準備…然

後它(AY1P)又可以用中文報告，就不用擔心了阿。 

  

…I don’t have to worry too much. I just need to present the content clearly. 

(AYJ, 3/04/2013) 

…還有其實也不用想那麼多,就把內容講清楚就是。 

 

The article is not difficult. I may not start working on the ppt slides so soon. 

(AI, 3/04/2013) 

文章內容不難, 所以可能會拖一下才做 PPT。 

 

I feel that the teacher is not very demanding. Also, the article is short and 

written in Chinese. I don’t feel much pressure preparing for this 

presentation. (AI, 3/10/2013) 

感覺老師不是很 demanding，文章也是中文的又短，所以做起來比較

沒壓力。 

 

 Therefore, when preparing for AY1P, Anna put most of her efforts on arranging 

the flow of presentation and the display of information on ppt slides. In fact, Anna 

reorganized the content in a sequence that she felt more logical because, unlike other 

research papers, the assigned article narrated deviously on a simple concept without 

subheadings to present its main themes. Anna also included various discussion 

questions and cited several currently published articles in order to make a meaningful 

presentation. However, instead of receiving positive feedbacks, as possibly expected, 

from the course instructor, Anna sensed the professor’s disappointment through his 



46 

 

comments and reactions as she finished her presentation. 

 

Generally speaking, everything went fine. But surprisingly, the professor 

led the class to go over the article again after he made some comments. It 

seemed like the professor was not satisfied with my abridged presentation 

(of his article), and thought presenting a Chinese written article in English 

was hypercorrect. (AYJ, 3/11/2013) 

整體感覺都還好, 但意外的是老師在最後 comment 的時候又帶全班看

過一遍文章,似乎是覺得我(把他的文章)報的太過精簡?! 且再三強調

用中文英文報都可以,似乎是覺得我把中文文章(硬要用)英文報有點太 

“矯枉過正”?! 

  

(Q: So you feel your hard work in preparation didn’t seem to match the 

professor’s requirements?) 

Yes! And I feel that the professor expected me to present the article in 

great details. However, I honestly thought the article was too outdated…so 

I figured I should organize the main points for my classmates…It seems 

like the professor wanted me to introduce his article word by word, citing 

every detail. But I really think those contents are out-of-date! (AI, 

3/11/2013) 

(問: 意思是妳感覺說「我做了很多的準備，但是都沒有 match 到老師

的要求」嗎？) 

對！而且我覺得，老師好像很希望我把那篇文章講得很 detail。但是我

覺得那篇文章真的太舊了…所以就想說幫大家整理出來重點就好了…

老師應該覺得我沒有把他的文章逐字逐句的介紹給大家。他好像希望

很 detail，但是我覺得這些東西真的太舊了！ 

 

Indeed, Anna was not alone in feeling the professor’s disappointment. Her 

classmate, Sophia, another participant in the present research, simultaneously reported 

in her weekly interview that she sensed the professor’s dissatisfaction. With Sophia’s 

corroboration, it may no longer be merely Anna’s surmise that the professor was 

displeased of her performance. 

 

(Q: Did you felt Anna’s presentation didn’t quite match the professor’s 

standard?) 
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Right, that’s kind of what I felt. The article was written by the professor. I 

guess that’s why she was criticized even though she had already done a 

good job. (SI, 3/13/2013) 

(問: 所以妳會覺得同學的報告好像沒有 match 到老師的要求？) 

對，有一點那種感覺，就同學已經報告很好了，可是還是被老師批評，

有可能因為那篇論文是老師寫的吧！ 

 

In the post-presentation interview, Anna mentioned anxiety and frustration in 

class as she heard the professor’s comments and realized he was literately leading the 

class over the article once more. Specifically, Anna was discouraged, knowing that 

her efforts devoted to this assignment did not match the professor’s expectations. 

There seemed to be different expectations for presentations between Anna and the 

course instructor. 

 

I did not realize the professor’s requirements until I heard his comments 

after my presentation… In fact, those presentations I experienced had 

focused on illustrating the main points of the articles due to time constraint, 

rather than referring to every single detail. (AI, 3/11/2013) 

下台聽完老師的 comment 之後，我才發現原來老師要求的是這樣…從

以前到現在 presentation 都因為受限於時間，總是挑重點講就好了，不

是整篇每個細節都要講清楚。 

 

If there’s another presentation, I hope the professor can clearly state his 

demands for me to follow. Today I was really anxious after returning to the 

audience, and felt a bit frustrated too. (AI, 3/11/2013) 

如果還有下次報告，我會希望老師講清楚，然後照著老師希望的來做

吧。今天這樣下台之後很緊張啊，還有點 frustrated 耶。 

 

The teacher didn’t say what kind of presentation he wanted, or he needed 

such a detailed one. He only said he accepts presentations in either Chinese 

or English. So, I was shocked at the moment. (AI, 3/11/2013) 

老師也沒有講說他到底要什麼樣的報告，也沒有說他要這麼 detail 的

報告，只有說中文英文都可以，所以這次真的有點措手不及。 

 

As can be observed from the data, Anna did not appear to be anxious until the 
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presentation was over. Hence, it is reasonable to conjecture that the dominant source 

of Anna’s presentation anxiety in Course Y was the unexpected negative feedback 

from the course instructor. This is consistent with the finding drawn from Anna’s 

background interview that she concerned much about whether her performance 

matched teachers’ expectations. 

However, depressed as Anna was, her emotions did not last long. By the time of 

the post-presentation interview later on that day, Anna admitted that she had pacified 

gradually, expecially after sharing with me her feelings. 

 

(Q: So you only felt anxious after you finished the presentation and found 

out the teacher wasn’t quite satisfied with your performance?) 

Yes, but honestly I feel alright now after talking to you, since it really 

doesn’t matter that much. There won’t be another presentation anyway. (AI, 

3/11/2013) 

(問: 所以這次反而是上台報告的時候覺得還好，但是下台之後發現沒

有符合老師期望所以會緊張？) 

對，但是現在講完就還好了，真的覺得也就算了，反正沒有下一次。 

 

The fact that AY1P was the only presentation assignment in Course Y alleviated 

Anna’s anxiety provoked by the negative feedback from the professor. Being able to 

share her thoughts with someone else also helped eliminate her frustration. When 

asked about this incident in later weekly interviews, Anna reported treating it solely as 

a bygone presentation experience. 

 

 A brief conclusion about Anna. Anna’s descriptions demonstrated that she 

experienced high levels of presentation anxiety within the present semester. Her 

presentation anxiety derived from three major sources: fear of evaluation from the 

professor, self-expectation for a well performed presentation, and fear of facing 

audiences with little or negative reactions. Among them, the most influential factor of 
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Anna’s presentation anxiety was the fear of negative evaluation from the professor, 

regardless of the environments in which she presented. As a matter of fact, these 

tendencies had been shown antecedently in her background interview. Her explicitly 

constant remarks on professors’ standards for English presentations, as well as 

different grading policies by course instructors, were signals of her foremost concern 

about “evaluation from the professors.” Similarly, her high self-expectations also 

could be detected from her listing of numerous criteria for a “good presentation” in 

the background interview. Furthermore, Anna’s concerns of the reactions from the 

audience could be perceived from the audience-related presentation principles (that a 

good presenter must be able to provide useful insights, lead classroom discussions, 

and answer questions raised by the audience) that she mentioned at the beginning of 

the semester. Indeed, there is congruence in Anna’s self-awareness and actual 

experiences of anxiety sources. However, no clear anxiety symptoms were observed 

from Anna’s presentations despite her reported feelings of intense anxiety (FN, 

3/04/2013; FN, 5/21/2013). It was possible that Anna, being an experienced presenter, 

was capable of hiding her anxious feelings when presenting. 

 As for coping with presentation anxiety, despite that she would still take a short 

break when feeling anxious during the preparation of presentations, as mentioned in 

the background interview, her earlier perceptions about the use and effects of certain 

anxiety coping strategies were not supported in life. Specifically, although she as well 

prepared presentation assignments several weeks in advance and carried a printed 

version of the presentation ppt slides in outline format while she presented, her 

anxiety level did not hence decrease greatly. It was actually the support from the 

audience and a strategy she learned from her classmates (i.e., modification of speech 

notes instead of the outline of presentations) that effectively eased her anxiety on 

stage. Surprisingly, these two strategies seemed to help boost Anna’s confidence in 
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presentation, relieving her of fear of negative evaluation. 

 

Chloe 

 Chloe’s adventure in English presentation. Chloe had attended story telling 

contests in her childhood. The experience helped her develop a courageous and 

outgoing personality. Although Chloe admitted that story telling was very different 

from presentations in class, she believed that it was this experience that prevented her 

from feeling nervous on stage later in life. Chloe recalled that when she was in 

university, she once felt anxious during her classroom presentation because of an 

austere professor who harshly criticized almost every presentation. Besides that 

particular event, she was never anxious about presentations in university courses. 

However, as Chloe entered the MA program at NTNU, presentations were more 

stressful, and normally, the anxious feeling was most apparent right before she was 

about to present. As Chloe recalled, her anxiety level was the highest during her first 

year in the graduate program because she was not familiar with the environment. 

Later when she became acquainted with her classmates, she did not feel as tensed 

when delivering presentations. 

Except for environment familiarity, Chloe’s interest in delivering and listening to 

classroom presentations also affected her feelings toward academic presentations. In 

fact, Chloe liked students’ presentations to be the major classroom activity because 

she considered students’ presentations were more comprehensible than professors’ 

lectures, which were filled with abstruse concepts. Chloe also indicated that it was not 

difficult to meet the professors’ expectations of academic presentations. According to 

her observation, most professors in the TESOL graduate program held only basic 

requirements toward academic presentations, such as coherence, comprehensibility, 

and logic. In consistent with these requirements, Chloe believed that a well-prepared 
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presentation should be contextualized (with good transitions between different 

themes), comprehensible (with examples provided to demonstrate complex ideas), 

and interesting (with the presenter’s interpretations). Presenters should comprehend 

the text, discern the important concepts, and reorganize the information into a 

coherent academic presentation. In Chloe’s point of view, academic presentations 

would be enjoyable as long as the presenter was fully prepared. 

 

…I like presentations…being on stage isn’t frightful…I am more 

concerned about the preparation stage, because your overall performance 

on stage depends on the efforts you devoted to it. Mostly I am afraid of not 

being able to answer questions raised by the teacher or my classmates if I 

am not well prepared. If you are fully prepared, there is nothing to worry 

about. (CI, 2/20/2013) 

我個人還蠻喜歡報告的…對於“上台”不會特別緊張…會比較擔心準

備部分，因為重點是你準備的程度，我會擔心準備不足的話無法回答

老師和同學的問題。如果事先有做好準備的話，上台報告並不可怕。 

 

 While she did her best to prepare well, Chloe often applied two strategies to 

prevent possible presentation anxiety: presenting in a standing position, and 

maintaining interactions with the audience. Chloe’s penchant for presenting in a 

standing position seems to be related to her vivacious personality. As Chloe recalled, 

she felt more comfortable and confident when she presented with the aid of gestures 

and body language, which are normally limited when seated. Furthermore, Chloe 

suggested that frequent interactions with the audience helped her to keep track of their 

reactions to her presentation, preventing unexpected situations (such as sudden 

interruptions by the professor or questions raised by the audience) that might result in 

presentation anxiety. 

 

 …I would try to solve the problem. For example, when I saw the 
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professor frowning, I would send eye signals or pause and ask directly to 

see if there is anything he would like to say…as for the classmates, 

depending on the situation, I may also ask if anyone has questions. (CI, 

2/20/2013) 

 …我會想辦法解決問題。例如看到老師皺眉頭的話我會用眼神示意看

看，或是直接停下來問他是不是有要補充的地方…同學的話就會看情

況…可能就會直接問說是不是有什麼問題。 

 

As mentioned in the method section, Chloe was taking two courses in the 

TESOL graduate program: Course W and Course Z. Her experiences of academic 

presentation anxiety, together with the coping strategies, will be discussed course by 

course. 

 

Chloe’s experiences of presentation anxiety in Course W. In Course W, Chloe 

had five presentations in total, presenting three assigned articles (coded as CW1P, 

CW3P, and CW4P), a progress report as the midterm assignment (coded as CW2P), 

and a critique as the final project (coded as CW5P). Due to the nature of this course, 

the professor of Course W had a penchant for students to dominate their learning, 

including both written and presentation assignments. However, the way the professor 

operated the class had triggered Chloe’s anxiety each time as she tried to complete a 

project. As Chloe described, instead of providing definite instructions and evaluation 

criteria for presentation assignments, the professor often left students vague ideas of 

how he expected their performances to be. Knowing that the professor was 

anticipating something but didn’t know the exact requirements had made Chloe and 

her fellow classmates anxious when they prepared for the assignments in Course W, 

fearing that they would not have matched up to the professor’s expectations. 

According to Chloe, being directionless when preparing for presentation assignments 

truly aroused higher levels of anxiety compared to the pressure from a demanding 
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course instructor. 

 

I was anxious long before I started preparing for it, because I wasn’t sure 

what the teacher was asking for. Later I discussed with my classmates and 

came up with some ideas…Now I am still quite anxious because I feel my 

project is not substantial (CI, 4/23/2013) 

我在做之前就覺得很焦慮，不知道老師要的是什麼，後來跟同學討論，

有討論出一些方向去做…現在還蠻焦慮的，我覺得我的內容充實度不

夠。 

 

I think we ought to be given a definite direction at first... we may make 

some minor mistakes while heading for that direction… it’s no big deal 

being corrected for these mistakes. At least we are on the right track. But 

now we don’t even know what goals we are aiming for. Even if we seem to 

have accomplished something, we would not be satisfied with it. I have 

little confidence and still worry about whether I made any mistakes. (CI, 

6/19/2013) 

我覺得一開始應該就要給一個明確的大方向…我們在往那個目標前進

的時候雖然會犯一些小錯誤…就算被指正了也覺得無所謂，修正就好

了，至少我的大方向是對的。可是連大方向都沒有，就算做出來一個

結果了，自己也是會對它不滿意阿，會擔心這裡有沒有錯、那裡有沒

有錯，反而對自己的成品更沒有信心。 

 

  Not only did the professor gave imprecise instructions about the assignments 

but he also gave few comments on students’ performances. As I observed, the 

professor never interrupted during presentations, nor made remarks afterwards － in 

terms of how the presenter performed. Chloe, as well as another two of the 

participants, Eliza, and Tanya, agreed that the professor generally discussed after the 

presentation, if any, the concepts embedded within the presented articles. As Chloe 

stated, although it was highly possible that the professor did not wish to discomfit 

students and direct their presentation by announcing its merits and demerits, the 

feeling of not knowing what the professor thought of her performance disconcerted 

her even more. 
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I guess the professor didn’t want to embarrass us. But I figure that if he 

could fairly comment on all of the presenters, we wouldn’t feel disturbed 

about our presentation being evaluated. (CI, 6/27/2013) 

老師可能認為這樣是避免讓我們丟臉，但是我覺得如果老師是對每個

人都有評論的話，我們並不會耿耿於懷的覺得自己的東西被評論了。 

 

...The professor didn’t say anything doesn’t mean that he had nothing to 

say. We were sure that he must have certain criteria for evaluation, but he 

did not point out which presenters had attained his standards and which 

ones hadn’t. So I got nervous when I presented poorly. However, even if I 

felt that I had done a great job, it doesn’t necessarily mean the professor 

would have agreed. (CI, 6/27/2013) 

…老師不表示意見並不代表他沒有意見。等於是我們都知道他心裡可

能有一個評量的標準，但是他又不講哪些同學的表現是符合這個標準

的或是哪些沒有，所以當你報告完如果覺得自己表現不好就會很緊

張，但是就算今天你自己覺得表現好，也無法確定老師是不是真的覺

得你的表現是好的。 

 

 Chloe was not the only one feeling anxious under such condition. In fact, I 

noticed, throughout informal conversations I had with other students in the class, that 

most of them were not very comfortable with how the professor operated the course 

assignments, regarding especially the midterm and final presentations where the 

presentation content shall be self-developed. In order to assuage their anxiety, Chloe 

and her fellow classmates discussed with each other and agreed upon some general 

principles of how they should deliver the presentation.  

 

I was very anxious… at first because the instructions given by the 

professor were equivocal and I did not know what he was expecting. But 

later I felt alright after discussing with my classmates… they gave me 

some ideas, and I got to know what their reports may look like. Actually, 

my anxiety had been lowered knowing that everyone in the class had an 

agreement upon the report. At least there won’t be someone with 

extraordinary work to knock us down. (CI, 4/17/2013) 

其實一開始老師講的超模糊的，我真的不知道他是想要怎麼樣…很緊
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張啊因為完全搞不清楚狀況。但是後來跟同學討論完之後就覺好像還

OK…她們有很我給多 idea，我也大概知道他們的內容長怎樣。算是先

跟同學討論，焦慮感就會降很多，因為大家有一個共識，大家都這樣，

不會來一個超猛的把大家逼死。 

 

 Knowing her reports may not be digressed had lowered Chloe’s anxiety level 

when she prepared for the midterm and final presentations. However, Chloe admitted 

that, on the days of presentation, her anxiety level fluctuated along with her 

classmates’ performances, while she waited in the audience for her turn to present. 

Her anxiety level rose as she considered the proceeding presentation outstanding, and 

dropped when she considered it otherwise. 

 

I was affected… by the previous presenter. The way she presented from the 

perspective of analysis had made her presentation really professional… 

Although I didn’t expect the audience to gain insights from my 

presentation and only hoped that they could enjoy listening to my 

sharing…I still felt extremely anxious having to present after her, because 

she (the previous presenter) delivered a fantastic presentation. (CI, 

4/23/2013) 

我前面一個(報告者)…的表現有點影響到我。她就從分析的角度下去

講，瞬間變的很專業…雖然我覺得以我的等級，能讓大家覺得聽我報

告可以很愉快已經很安慰，沒有希望大家能從我這得到 insight…但是

畢竟她的表現太好了排在她後面講真的很焦慮。 

 

…I was anxious because I was afraid that all of my classmates would have 

similar presentation quality as Student A. However, after listening to the 

other presentations, I found that Student A was only a special case and that 

my presentation was not much different from the others. So, I felt relieved. 

(CI, 6/19/2013) 

…我焦慮的原因是怕大家做的都像 A 同學那樣的水準。可是後來再聽

完幾個之後才發現只有 A 同學比較特別，其他同學跟我的東西都差不

多，那就還好了。 

 

 As a matter of fact, Chloe was not only anxious during presentations. When she 

tried to speak up in class, she also felt pressured as the professor randomly 
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commented on students’ answers but did not demonstrate how he expected them to 

respond. “Frankly speaking, I had experienced the highest presentation anxiety in 

Course W because I was totally ignorant of the professor’s standards for the 

assignments…” (CI, 6/27/2013)「整體來講 W課的焦慮感是最大的，因為根本就無

從得知老師的標準嘛…」It was quite obvious that, for Chloe, the source of 

presentation anxiety in Course W was the professor’s teaching style. Compared to the 

fear of receiving evaluations from the professor, Chloe said that it was even more 

anxiety-provoking not knowing the professor’s grading policies. 

 

Chloe’s experiences of presentation anxiety in Course Z. Chloe had totally 

five presentation assignments in Course Z, presenting four assigned articles (coded as 

CZ1P, CZ2P, CZ3P, and CZ4P) and one research proposal (coded as CZ5P). In order 

to prevent herself from being overloaded during the midterm, where various 

assignments were likely to pile up, Chloe arranged her first three presentations to be 

done continually from the second to fourth week at the beginning of the semester. 

Among these three presentations, the most significant source of Chloe’s presentation 

anxiety seemed to be a lack of adequate preparation, resulting from time constraint 

and difficulties understanding the articles to be presented. 

Since there was one presentation due each week in her schedule, starting from 

the second week of the semester, Chloe had approximately one week only to prepare 

for each of the presentations. However, she usually needed more time to prepare, 

considering her working habits. Chloe admitted that she chose such a tight schedule 

only because she assumed that, not being as busy at the beginning of a new semester, 

she was able to concentrate and finish the work in time. Unfortunately, things didn’t 

work out as she had expected. 
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Actually, I didn’t have enough time to prepare for these presentation 

assignments. Based on my schedule, I only had one week at most for 

preparation. Normally, I need two to three weeks to prepare because I 

prefer doing a little day by day instead of working intensively. Besides, I 

am a slow reader. (CI, 2/27/2013) 

其實這些報告對我來說都是準備時間不夠，我把報告排成這樣的

schedule，等於我每個報告只有一個星期的準備時間。可是對我來說最

少要兩到三個禮拜準備最好，因為我喜歡一天做一點點，不要密集的

做一件事情，而且我看東西的速度也很慢。 

 

As a result, for the first three presentation assignments, Chloe could solely 

summarize rather general ideas of the articles instead of deeply probing into the 

articles. Without sufficient preparation, Chloe’s presentation anxiety was thus aroused 

frequently by her worries that she might accidentally forget to mention some 

important concepts in the text, or go blank, in the middle of her presentation. 

 

... Now, I am kind of nervous because I only read through it for once and 

most of the time I scanned for key points. I am still not familiar with the 

text; and I am afraid that I might go blank on stage. (CI, 2/27/2013) 

…現在有點緊張，因為我只有完整地把文章看過一遍，大部分都是跳

著看找重點…所以覺得讀得還蠻不熟的，很怕等一下在台上的時候有

地方忽然說不出來。 

 

Time limitation was not the only cause that kept Chloe from making at an 

adequate preparation. She met greater challenges when encountering articles with 

complicated concepts that were difficult to understand. In CZ2P and CZ3P, Chloe was 

pressured having to present papers she had not yet entirely comprehended. As Chloe 

explained, she was anxious on stage especially when referring to the parts she yet had 

problems comprehending. Her anxiety derived from fear of having troubles 

illustrating the ideas lucidly to the audience, and not being able to answer questions 

raised by the professor. 
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I felt I had exhausted my ability when trying to explain those complex 

concepts. I wanted to shout out for help…and felt pressured too. I am 

afraid that I might obfuscate the audience. (CI, 3/06/2013) 

在解釋那些比較難的 concept 的時候覺得已經黔驢技窮了，有一種想吶

喊“誰快來救我”的感覺…也會覺得有壓力，會擔心台下的觀眾聽不懂

我在說什麼。 

 

I think I am doomed when I get to the statistics, because I don’t understand 

them at all. I am anxious now. It’s highly possible that I will not be able to 

answer any questions raised by the professor, not even the easiest ones. (CI, 

3/13/2013) 

現在的心情就是覺得等一下講到 statistics 就完蛋了，因為我根本就看

不懂。我蠻擔心老師會問的，因為我覺得不管老師的問再簡單我都非

常有可能回答不出來。 

 

It is quite obvious that Chloe was highly concerned of whether or not she was 

well-prepared for the presentation. Chloe indicated that the source of anxiety － 

lacking adequate preparation － had derived from her self-expectations rather than 

external factors. In addition, Chloe found that the anxiety caused by such source could 

be minimized when she received encouragements from the audience. Therefore, she 

often looked at the audience for support once feeling anxious on stage. 

 

…I was really nervous at the beginning, but when I glanced over (the 

audience) and found that the professor and my classmates were nodding, 

the anxiety level dropped due to such positive reinforcement. When the 

audience responded as though they understood what I was taking about, 

my presentation anxiety gradually eased off. (CI, 2/27/2013) 

…前面在講的時候很緊張，但是當妳眼神掃過去(觀眾)，發現老師和

同學在點頭，有這種正增強的時候，anxiety 就會下降了。就是當我在

講得很緊張，可是大家都有顯示聽得懂，有回饋…後來就還好了。 

 

Generally speaking, Chloe’s overall anxiety level had been the highest in CZ1P, 

and declined progressively in CZ2P and CZ3P. She admitted that giving one 

presentation each week for three continuous weeks was so exhausting that she could 



59 

 

barely feel anything other than weary at last. “… At first I was passionate, and felt so 

nervous about it. Later, I became insensitive. Now (CZ3P) I just hope to finish it 

quickly.” (CI, 3/13/2013) 「…一開始還很熱血，還會『哇！好緊張！』但是到後

來就覺得麻木了，現在(第三次報告)只希望趕快做完就好。」Moreover, although 

Chloe could still point out factors that made her feel nervous in CZ2P and CZ3P, she 

responded differently in face of these anxiety sources. When asked about the anxious 

moments on stage, Chloe replied with a more relaxed attitude in CZ2P; and she 

emphasized her desire to finish the presentation in CZ3P. “…I still felt nervous if my 

audience didn’t understand what I was talking about, but I did try hard to explain and 

there was nothing else I could do…” (CI, 3/06/2013)「…別人如果聽不懂我也是會

緊張，可是我也盡力解釋了阿，我也沒辦法了…」“…although I was nervous, I 

thought to myself ‘Whatever! Just let me finish it!’ And I wanted to get off the stage 

as soon as possible.” (CI, 3/13/2013)「…雖然會緊張，但是心情是『隨便啦！快點

結束吧！』的感覺，比較想要快點下來。」As can be seen, Chloe’s changes in her 

attitudes towards presentation anxiety contributed to abstaining her anxiety levels 

from soaring. 

 However, Chloe met another obstacle in CZ4P that inflamed her anxiety. The 

article assigned to her in CZ4P was very difficult, involving a complex research 

design. Even though she did have enough time to prepare for CZ4P, Chloe was so 

obfuscated that she knew neither how to design her ppt slides successfully, nor how to 

arrange the flow of this presentation. Therefore, she sought help from another friend 

who had taken this course and happened to present the same assigned article. After 

modifying the ppt file borrowed from her friend, Chloe could eventually deliver the 

presentation more efficiently. 

 

The source of my presentation anxiety in CZ4P was the assigned paper 
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itself…It was a very long article with a complex research design and it was 

done by a famous researcher. Since the study was sponsored, the 

researcher tried to make it very rigid. He even found an expert to review 

the pilot work. The details were complicated! (CI, 5/01/2013) 

這次讓我焦慮的來源就是那個 paper 本身…因為這個報告非常的長，

實驗設計複雜，又是大咖做的，然後有很多金援，就把它搞的自己為

很 rigid，就連一個 pilot work 都要找一個 expert 來 review，細節很繁

雜！ 

 

 Similar to lacking adequate preparation, Chloe’s biggest fear, under such 

circumstance, was that she would not be able to present the article clearly to the 

audience. She was also concerned about the flow of her presentation, worrying that it 

might not be carried out fluently. However, different from the previous three 

presentations in Course Z, Chloe’s presentation anxiety in CZ4P tended to linger 

within the period of preparation. According to Chloe, her anxiety level was extremely 

high when she prepared, but dropped substantially as she started her presentation － 

possibly due to feeling impotent to improve such an awkward position. 

 

…this time I felt very anxious during the preparation, and felt rather 

tranquil standing in front of the classroom because there was nothing I 

could do about it. The presentation anxiety in CZ4P was quite different. In 

my previous experiences, I seldom felt anxious before going onto the stage. 

However, this time I felt extremely anxious when preparing for it, and 

became serene as I began my presentation since everything is destined and 

there is nothing I could do to make the worse better. (CI, 5/01/2013) 

…這次在整個前面的過程很焦慮，到上台報告心情反而是平靜，因為

已成定局。所以這次的焦慮感跟以前不一樣，以前在報告之前幾乎都

不會焦慮，但這次是前面準備的時候超級焦慮的，等到要上台的時候

就生死有命富貴在天啊！ 

 

 Chloe’s performance wasn’t as awful as she had expected. Being supported by 

the audience, especially the professor, contributed to refining Chloe’s presentation. 

Throughout CZ4P, Chloe constantly invited the professor, as well as her fellow 
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classmates, to make instant comments and give personal feedbacks as she finished 

each section of the article. As Chloe stated, she applied this strategy on purpose 

because she supposed that “…it is better to learn through discussions, especially when 

we all have doubts about the content… and I believe that the professor is more than 

willing to guide us onto the right track.” (CI, 5/01/2013)「…既然大家都對這篇文章

有疑惑，比起我一個人報告可能講錯，不如大家一起討論比較能學到…而且老師

一定很樂意幫我們補充的。」 

 Fortunately, Chloe’s experiences of presentation anxiety in Course Z had ended 

with CZ4P. In the final presentation of her research proposal, Chloe felt very much at 

ease and was “absolutely not anxious at all.” (CI, 6/19/2013)「完全沒有焦慮感。」

In addition to being fully prepared for her proposal, Chloe mentioned that the support 

of the professor had also been a major factor in eliminating her anxiety. In fact, 

among all the presentations in Course Z, “the professor” was never accounted for as a 

source of Chloe’s presentation anxiety. On the contrary, Chloe indicated at almost 

every post-presentation interview that the professor had been very nice, encouraging, 

and supportive during her presentations, and that she was not afraid of being 

evaluated by the professor, even when she was not adequately prepared or had made 

some mistakes. 

 

 A brief conclusion about Chloe. Chloe is very outgoing and optimistic, and is 

not afraid of giving presentations on stage. The background interview shows that 

Chloe considered others’ evaluation as a source of making improvements in her 

professional and academic performance. Therefore, Chloe was seldom nervous when 

receiving evaluations from the audience, even from the professor. She indicated that it 

was actually not difficult to meet the professor’s expectations of academic 

presentations. Throughout the semester, Chloe’s experiences of presentation anxiety 
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derived from the fact that she could not prepare well in the first place. In addition to 

limited time for preparation due to a tight presentation schedule, Chloe also could not 

feel sufficiently prepared when she had no idea of the professor’s expectations. In fact, 

she felt the most anxious in the course where the professor purposefully did not 

announce his evaluation criteria for course assignments. Interestingly, when Chloe felt 

anxious on stage, she usually gave broad smiles to the audience (FN, 3/13/2013; FN, 

3/26/2013; FN, 5/28/2013). According to Chloe, she was experienced enough with 

handling anxious moments during presentations so that she could normally disguise 

her anxiety sensed on stage. 

To deal with the two anxiety sources, Chloe had applied similar coping strategies: 

searching help and seeking comfort from her classmates. When she felt anxious in the 

preparation stage, she normally discussed with other students in the class to find out 

solutions to her worries; when she was anxious during presentations, she directed eye 

contacts with the supportive audience, or even interacted with them to ease her 

nervousness. It may be temporarily concluded that, Chloe’s optimistic personality 

contributed to her way of handling English academic presentation anxieties. 

 

Eliza 

 Eliza’s adventure in English presentation. Eliza admitted that she seldom had 

particular feeling during the presentation stage, but could easily become anxious once 

started presenting --- even when she felt confident and well-prepared. When she 

studied in university, Eliza noticed most professors tended to emphasize for the form 

of presentation. Presenters need to present with a proper ppt format (including proper 

arrangement of word font, space between lines, number of words per ppt slide, etc.) 

and demonstrate good use of English language (including accuracy and fluency). As 

English majors, her classmates in college as well seemed to give higher credits to 
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presenters with logical content, fluent speech, and accurate pronunciation. As a 

university student, Eliza believed that she was competent to attain these requirements. 

In addition to her confidence in English language ability, Eliza also felt more 

“secured” knowing that her performance in presentations was rather outstanding 

compared to most of her classmates. Nevertheless, presentation was still an anxiety 

provoking task for Eliza, especially when she was not very confident with her 

performance, or when the course instructors were known to be strict. 

 As Eliza recalled, after entering the TESOL MA program, she felt even more 

anxiety during classroom presentation due to the change of learning environment. 

Despite her good English ability, the fact that surrounded by classmates of similar 

language proficiency shrank the confidence she had in her English proficiency when 

presenting. As her confidence gradually declined, her anxiety raised. Other factors 

that seemed to have influence over her anxiety included the professor’s teaching style, 

the degree of her preparation, and the difficulty of the assigned papers. While the 

former two factors were similar to her concerns in university, the latter, difficulty of 

the assigned papers, was specific to the graduate program. 

 

 …I would be nervous if I know the course instructor used to challenge 

students, or when I am not well-prepared …and also if the assigned paper 

is rather difficult, because it can ultimately affect my preparation. 

Furthermore, the definition of a “well-prepared presentation” varies 

between college and graduate courses. The research papers we are dealing 

with at this stage are more complex and abstract, and we need to grasp the 

structure and the important points, as well as provide some examples. (EI, 

2/26/2013) 

…老師的個性比較 challenging 或自己準備得不充分就會比較緊張…要

報告的 paper 比較難也是會緊張，卻是因為它會“間接影響到準備不

充分”的關係。另外，研究所 paper 的“準備充分”也跟大學的時候

不太一樣。研究所的 paper 都會比較複雜、抽象，需要抓到整個架構

和重點，也要會舉一些例子 
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When asked of anxiety coping strategies, Eliza mentioned several actions she 

took when feeling anxious; however, she was not certain of their effectiveness. 

Normally, once Eliza started to feel anxious, she would comfort herself by eating, or 

taking a short break from the tension. Eliza also mentioned an interesting tactic she 

often applied: seeking comfort from her classmates prior to her presentation. 

 

…sometimes I would tell my classmates “I am not quite ready” or “I am 

very nervous” to ensure they do not expect highly of my presentation… 

Although I didn’t do this intentionally…I felt less anxious every time after 

I did so, because my classmates would also comfort me. (EI, 2/26/2013) 

…有時候在還沒上台之前會先跟同學說“我還沒有準備好”、“我很緊

張”，讓同學對我得報告不要期望太高…雖然每次這麼做得時候都不是

很刻意…但是好像講完之後都會覺得比較不緊張了，因為同學也會安

慰你，給你一些 comfort。 

 

 Similarly, Eliza recalled that when she felt very anxious on stage, she would 

slow down her speech and look at the audience. Once realizing the audience was 

giving supportive responses (such as nodding, smiling, or concentrating), Eliza would 

feel more relieved. In spite of the anxiety experiences, Eliza still preferred having 

classroom presentations as the major learning activity in university and the graduate 

program, because presentations were more likely than instructors’ lectures to create 

in-class interactions. Being concurrently an English teacher and a graduate student, 

Eliza believed that classroom learning could be more effective through classroom 

interactions, such as discussion between the lecturer and audience, or among fellow 

students. 

As mentioned in the method section, Eliza was only one course away from the 

degree requirement, and she chose Course W. Her experiences of academic 

presentation anxiety, together with the coping strategies, in Course W will be 
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discussed in the following section. 

 

Eliza’s experiences of presentation anxiety in Course W. Eliza had four 

presentations in Course W, including two for assigned articles (coded as EW1P and 

EW3P), a progress report as the midterm assignment (coded as EW2P), and a critique 

as the final project (coded as EW4P). Although Course W was the only class that 

Eliza attended, she still felt overloaded with having to prepare simultaneously for the 

course assignments and her teaching job. Unfortunately, Eliza also had serious health 

problems during the semester. The problem forced her to recess continually for 

recovery. Thus, Eliza experienced even higher levels of presentation anxiety 

additionally triggered by frequently being compelled by illness to compress her 

working hours. “The most common and major cause of my anxiety is ‘not being well 

prepared.’ ” (EI, 5/14/2013)「最常也最主要的緊張原因都是因為『準備得還不夠

好』」In addition to such a dominate factor, Eliza’s anxiety level had been elevated as 

she perceived her classmates performed remarkably well. She also felt awkward and 

fidgeted when silence occurred during her presentation. 

Lacking adequate preparation, the most critical source of Eliza’s presentation 

anxiety, was a result of two causes. First of all, on account of the professor’s teaching 

style, Eliza was usually not informed of her presentation assignment until one or two 

weeks ahead of the presentation. Although Eliza could normally finish preparing for a 

presentation within a week, she still felt troubled by being assigned presentations in 

such a manner. As a full-time English teacher, Eliza contributed most of her time and 

efforts to teaching and related school work; thus, being notified of her presentation 

dates only two weeks ahead really disturbed her work schedule, making her feel 

nervous whenever she received the assignment. Eliza indicated that, though she did 

not wish to make judgments on the professor’s way of operating the course, she 
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sincerely hoped that the professor could have announced the exact course syllabus at 

the beginning of the semester. 

 

I am quite nervous about tomorrow’s presentation. I hope that I could have 

more time to prepare in advance. When I have only a week to prepare, I 

have no time to search for additional information even if I have questions. 

(EWJ, 3/18/2013) 

明天就要報告了蠻緊張，可以的話還是希望可以有多一點的預備時

間。只有一個禮拜，就算發現有問題的地方也沒時間查其他資料… 

 

The professor did not arouse my anxiety at the presentation. It brought 

rather a feeling of fidget knowing that I was not well prepared…But later 

when the professor asked me for additional remarks, I was very anxious. I 

kind of felt that I could really have done additional research if only I had 

been informed of the assigned article earlier. (EI, 3/19/2013) 

報告的時候並沒有因為老師特別緊張，其實是一種對於「自己沒有準

備好」而覺得很不安的感覺…但後來老師問我有沒有要補充的，讓我

蠻緊張的。有點覺得如果老師可以提早把 paper 給我的話我說不定可

以有比較多東西可以講吧。 

 

In addition, in the fourth week Eliza had been infected by the Norovirus, a severe 

influenza characterized by nausea, forceful vomiting, watery diarrhea, and abdominal 

pain. The infection was so serious that Eliza had to take sick leaves from her school 

where she worked and could not have enough time to prepare before she delivered the 

first presentation in Course W (EW1P). Thus, she felt great presentation anxiety in 

EW1P due to a lack of adequate preparation. Similar situation also occurred during 

her midterm presentation. Around the tenth week, Eliza was again superinfected by 

Norovirus, and had to be absent from her midterm presentation (EW2P). At her 

make-up presentation in the later week, Eliza admitted that she was not fully prepared 

and felt anxious on stage as she could not use words precisely to express her notions. 

Eliza believed her anxiety resulted from lacking adequate preparation and rehearsing. 
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(Q: So… the influenza resulted in limited time for preparation, and thus 

you were not able to sufficiently prepare?) 

Yes. I had been busy at school, and had planned to spend the weekend 

working on this assignment. However, I started to vomit and felt very ill. 

There was nothing I could do but take rests. I was in a hurry because there 

wasn’t much time left. (EI, 3/19/2013) 

(問：所以這禮拜又感冒，導致沒有很充裕的時間準備、沒有辦法準備

的很周全？) 

對，本來因為學校很忙，加上我本來就想說預定花一整個周末來做。

之後居然就吐了，身體一直很難受只好一直休息，就變得有點時間不

夠，所以做得很趕。 

 

I intended to finish it (EW2P) the night before, but I fell asleep because I 

wasn’t feeling comfortable… and I didn’t wake up early in the morning… 

So I was quite nervous at work and on my way to NTNU. Although the 

presentation was not as formal… it still made me anxious not being 

adequately prepared… (EWJ , 4/30/2013) 

前一晚本來要趕完，但真的很不舒服就睡著了...早上也沒提早起來…

所以白天上課及搭捷運到師大時心情還滿緊張的。雖然報告的性質比

較輕鬆…但準備得不是很充分還是會蠻緊張的… 

 

Fortunately, Eliza’s health condition was more stable after the midterm. She 

became accustomed to managing her schoolwork as well. At her latter two 

presentations in Course W, Eliza indicated that she was well prepared and was thus 

not anxious but more confident on stage. However, Eliza’s anxiety was again 

triggered when she found presenters before her in the same class performed 

exceedingly well. At her final presentation (EW4P) of a critique, Eliza was shocked 

by the performance of her classmate who demonstrated a comprehensive and 

systematic critique of a teaching theory. Though she was not afraid of being evaluated 

by the audience, Eliza felt anxious subconsciously knowing that her performance 

would not follow up to this presenter. For Eliza, “…it was a matter of self-esteem, not 

grading.” (EI, 6/18/2013)「…不是成績的問題，比較像是一種要求自己的自尊心」 
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…This kind of presentation emphasizes more of “demonstrating yourself.” 

If you do not perform well, it is obvious that you don’t possess sufficient 

analytic ability… (EI, 6/19/2013) 

…這種報告是“表現自己”的成分比較多，如果妳做的好不好，很明

顯的就是妳的分析能力不夠… 

 

Another source of Eliza’s presentation anxiety, though rather minor, was fear of a 

tacit audience. Eliza pointed out that she usually expected the course instructor to give 

comments or make suggestions once she finished her presentation. However, since the 

professor of Course W barely talked after students’ presentations, Eliza often came 

across silence on stage at the end of her presentation. Although she would eventually 

figure out something to say and leave the stage quickly, Eliza felt quite nervous for 

having to take care of the classroom atmosphere. Eliza also described that, when she 

sometimes got stuck in the middle of her presentation, or when the audience raised 

questions she did not know the answer to, she would turn to the professor for help but 

only to find out that he did not intend to interfere at all. Eliza claimed that being 

“…left alone on stage…” (EI, 6/11/2013)「…孤立無援…」made her feel awkward 

and fidgeted. 

 Although Eliza seemed to encounter anxiety in all the presentations in Course W, 

owing to different sources, she demonstrated efficacious application of anxiety coping 

strategies. Eliza used to carry a printed copy of the assigned article with her on stage 

in order not to forget her lines when presenting. However, since the present semester 

Eliza modified such a strategy into carrying an outline of her speech notes. She also 

adjusted the way she designed her ppt slides, turning her speech notes into fragments 

of keywords and put all of them on her ppt slides. Moreover, Eliza used ppt animation 

to make sure that the audience would not be flooded with words at once. According to 

Eliza, while she commonly felt anxious due to inadequate preparation, such a strategy 
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of backup plans had prevented her anxiety from rising. 

 

…I decided to put everything on my ppt slides so that I could feel ensured 

on stage… When I felt nervous I would grasp some visual aids. Those key 

words reminded me of my lines, and I could be sure that I wasn’t saying 

something wrong. (EI, 6/11/2013) 

…我這次就乾脆全部都打在 ppt 上，報告的時候也會比較安心…因為

比較緊張的時候就會想要抓住一些我看得到的東西，確保我是可以看

著那些 key words 講、不會講錯的。 

 

Furthermore, when Eliza was not confident of her performance during 

presentations, she would purposefully have eye contact with encouraging audience, 

who showed support by observable actions such as smiles, nods, or eyesight. After 

having eye contacts with these audiences, Eliza usually felt refreshed and encouraged 

as she realized that “…at least someone in the audience understands what I am talking 

about…and it should mean that I am on the right track.” (EI, 3/19/2013)「…至少這兩

個人聽得懂我在講什麼…那表示我講的東西有對。」 

 In addition to the above anxiety coping strategies, Eliza said that the fundamental 

anxiety coping strategy during the preparation stage is to “have it done immediately.” 

Eliza indicated that nothing works to lower anxiety levels better than “finishing the 

assignments.” Therefore, her style of presentation preparation was to finish all the 

work intensively within a day or two (usually on weekends), including reading the 

articles, designing ppt slides, and arranging her speech. Until the date of presentation, 

Eliza could often rehearse at least three times for her presentation. 

 

 A brief conclusion about Eliza. In consistent with her description in the 

background interview, during the present semester, Eliza tended to feel higher levels 

of presentation anxiety when she was not fully prepared. Besides, Eliza reported two 

additional causes that may trigger her anxiety. That is, even when she assumed herself 
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to be well prepared, Eliza’s presentation anxiety still elevated upon seeing presenters 

in the same class performing excellently or when the audience kept silent when she 

presented. When she felt anxious on stage, Eliza tended to speed up her speech (FN, 

3/19/2013; FN, 6/11/2013). According to Eliza, she was aware of such anxiety 

symptom, which was a reaction made to get over with the sections she had little 

confidence in. 

 As for the application of anxiety coping strategy, Eliza did feel relieved when she 

had eye contact with supportive audience, like what she mentioned at the beginning of 

the present research. However, unlike what she said at the beginning, in the present 

semester Eliza did not depend on eating or taking rests to decrease her anxiety levels 

during preparation of presentations. Instead, Eliza worked intensively to finish most 

of the preparation work within a few days. This strategy was later declared by Eliza to 

be efficient in dealing with anxiety at the preparation stage. In addition, Eliza 

discovered a new strategy to prevent her anxiety levels from rising during 

presentations － using a modified speech note and adjusting the design of ppt slides. 

Eliza admitted that she had been consciously searching for resolutions to deal with her 

presentation anxiety, which seemed to be easily triggered. In fact, she had felt a sense 

of achievement in discovering such effective strategies. 

 

Koala 

 Koala’s adventure in English presentation. Since Koala’s first 

experiences of oral presentation in Chinese in senor high school, she had been almost 

resistant to stage anxiety. In university, Koala’s presentation anxiety did not occur 

until she presented in courses offered by the English department, where she pursued 

her minor. Being a non-English major student, Koala’s anxiety was triggered by the 

requirement of presenting in English, a language in which she was not used to 
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presenting. This situation was later eased as Koala became more familiar with English 

presentations. Since then, she was only anxious when not well prepared. According to 

Koala, the course environment or reactions from the audience (including the professor) 

could hardly influence her emotions or provoke anxiety.  

However, as Koala entered the TESOL graduate program, she started to worry 

about her level of accomplishment when presenting in a course where the instructor 

held relatively high expectations. At the time of this study, Koala was most concerned 

about comprehension of the assigned articles when preparing for presentations. In 

addition to expectations from the professors, Koala was also fretted about not being 

able to understand complex concepts, research methods, or statistical results in the 

articles. Furthermore, she was more likely to be influenced by the classroom 

atmosphere, especially the feeling of anxiety. Even if Koala felt assured at first and 

tried to ignore tension among by her classmates, her emotion was commonly affected 

later by the perturbed classroom atmosphere. However, Koala is, in fact, an optimistic 

student who barely feels extreme levels of stage or presentation anxiety and liberally 

accepts challenges or criticisms as a presenter. 

 Koala’s extroverted and vigorous personality was also reflected in the major 

demand she had for a splendid presentation --- the involvement of interaction in 

presentations. In addition to some basic requirements (accurate pronunciation, 

comprehensible content, and well organized ppt slides), Koala emphasized most the 

importance of interaction with audience. Throughout the background interview, Koala 

constantly mentioned her preference of presenters who frequently provide 

opportunities for the audience to discuss. Despite her personal preference, Koala 

believed that interaction was necessary if learning was expected to occur via 

classroom presentation. An interactive presentation can also inspire the audience to 

discover their academic interest. Correspondingly, Koala endeavored to include 
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various discussion sessions within each of her presentations. 

 

… Personally, I like the discussion session…for my presentation…I would 

very much like to hear the audience’s different opinions on the same 

topic…I appreciate having interactions (between the presenter and 

audience). The presenter should constantly ask for feedbacks from the 

audience, even for simple “yes or no.” Who are you supposed to give 

“presentation” to if you only give monologues without interaction… (KI, 

2/21/2013) 

…我個人很喜歡 discussion 的部分…如果是我自己的報告…我會很想

聽見同學們對同樣事情的不同看法…我很喜歡(台上與台下)有互動，

即使只是個簡單的 yes or no 問題，也可以問台下，讓觀眾有一些回應。

不然都是自己在台上講、沒有互動，那這個 presentation 你是要報告給

誰聽… 

 

 Conceivably owing to the same motive, Koala reported being more at ease when 

presenting an original research paper of her own. This kind of presentation seemed 

closer to sharing personal research results and thus reinforced her confidence. In 

contrast, she felt rather pressured when presenting assigned papers written by other 

researchers since she was afraid of giving wrong interpretation. 

 As possibly expected, Koala’s optimism contributed to her anxiety management. 

She claimed to have no anxiety coping strategies because anxiety did not seem to 

cause negative effects on her. Although Koala often felt annoyed with unfinished 

presentation assignments, this undesirable emotion soon vanished as she started to 

prepare for the presentation. Similarly, during presentation, Koala tended to devote 

herself fully into the presentation and thus ignored the nervousness caused by the 

previously mentioned factors (classroom atmosphere, instructor’s expectation, or 

difficult research paper).  

As mentioned in the method section, Koala was taking three courses offered by 

the TESOL graduate course: Course T, Course U, and Course V. However, the data 
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collected in Course U was eliminated since presentation assignments in Course U 

were rather minor; and Koala did not feel much about presenting them. In addition to 

class presentations, Koala also attended and presented in the ICETL conference 

(International Conference on English Teaching and Learning in the R.O.C.) during the 

time of present data collection, to fulfill the requirement for application of thesis 

proposal. Her experiences of academic presentation anxiety in courses T and V and at 

the ICETL conference, together with the coping strategies, will be discussed. 

 

Koala’s experiences of presentation anxiety in Courses. Koala took three 

courses, and had in total completed five presentation assignments. She had done two 

presentations in Course U, two in Course V (coded as KV1P and KV2P), and one in 

Course T (coded as KT1P). Koala was confident of her performances in classroom 

presentations. As a full time student, she made a good management of her schedule, 

and thus had adequate time to prepare for her presentations. On top of her full 

preparation, Koala was also very optimistic that she did not seem to be troubled when 

being evaluated by the professor or other students in class. In fact, she believed that 

evaluation normally came with valuable advice, and was willing to embrace the 

opportunities of receiving either positive or negative comments that could help 

improve her academic abilities. During her post-presentation interviews, Koala 

constantly referred to the comments or suggestions she received, and showed 

appreciation regardless of their applicability (RN, 3/29/2013; RN, 4/19/2013; RN, 

5/18/2013). 

In fact, Koala described that all the three courses she took were very relaxing and 

interactive, with classmates supportive to each other. While her feelings tended to be 

dominantly influenced by the classroom atmosphere, Koala asserted that most of her 

presentation experiences were pleasing and enjoyable. According to Koala, the level 
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of her presentation anxiety actually remained low within these classroom 

presentations except in two situations: when a native speaker of English was in the 

audience, and when the audience had exceptionally high expectations of the 

presentation. 

Among Koala’s classmates in Course V, there were two exchange students who 

came from Japan and the United States respectively. Koala indicated that her 

presentation anxiety in Course V resulted from the presence of this American student 

(addressed as Amy). First of all, although Koala was very confident in her English 

ability, she was still vexed about making mistakes during presentations, especially 

because she had the titles of “a Taiwanese English teacher” and “a TESOL-major 

graduate student,” particularly in front of native English speakers.  

 

… Because I think she (refers to the American student) knew that we were 

all English majors, and probably knew that most of us were English 

teachers, I was quite anxious… After all, she is a native English speaker. 

And even if I have high English proficiency, I still make mistakes like a 

slip of tongue or wrong usage of words. (KI, 3/26/2013) 

…因為我覺得她(指美國學生)知道我們都是 English major 的，然後大

概也知道我們很多人都是英文老師吧，我就會蠻緊張的…畢竟她是

native speaker，而且我就算再厲害應該還是會有點口誤或用字遣詞之

類的錯誤。 

 

In addition, while Koala usually maintained private contacts with the other 

classmates, she barely had any interaction with Amy, and had no clue of her identity 

or the reason why she appeared in the class. It made Koala anxious being 

unacquainted with Amy but knowing that she would also comment on or question her 

presentations. On the other hand, Koala had more interactions with the Japanese 

student, and considered him no different from the rest of her classmates. 

 

…The Japanese student is one of our classmates in the TESOL track. I am 
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more familiar with him and have heard him asking questions. His 

questions were very similar to that asked by the other Taiwanese students, 

so I didn’t feel any difference. However, I am not acquainted with the 

American student. I don’t know who she is. We only attend Course V 

together and have no further interaction after class. I started to panic when 

I noticed that she was about to speak. (KI, 3/26/2013) 

…但是日本人也是研究所的同學，算有熟也聽過他問問題，基本上跟

其他同學很 similar 就沒什麼差。但是像那個外國人又是不熟的同學，

也不知道她是誰，只有在這堂課會碰面，下課後也沒有後續了，看到

她準備要講話就會緊張。 

 

I was worried about what she intended to say or ask. When she started her 

lengthy talk I became more and more anxious. I barely understood what 

she was asking, and had absolutely no clue of how I could answer her 

questions! When she continually replied to my responses… I was so 

anxious that I hoped she could finish talking as soon as possible. I didn’t 

want to have conversations with her. (KI, 3/26/2013) 

我是擔心她是想要講什麼？想問什麼？然後她那時候開始一直講我真

的越來越焦慮，都快聽不懂她想問什麼，更不知道要怎麼回答啊！後

來我講(回答)完她又接著講…很焦慮，希望她要講什麼趕快講完，不

會想要跟她有 conversation。 

 

As can be seen, Koala’s anxiety during her presentation arrived at the highest 

level when Amy raised questions with a lengthy speech. Besides being irritated upon 

hearing the confusing questions, Koala also felt frustrated at having to answer them. 

She became even more edgy when Amy incessantly responded to her replies. Instead 

of attempting to cope with such anxiety, Koala started making vacuous responses in 

the hope of ceasing this irritating conversation (RN, 3/26/2013). “I just smiled and 

replied something like ‘Thank you!’ and ‘I will think about it’ to try ending this 

conversation.” (KI, 3/26/2013)「我就一直微笑然後說‘Thank you!’和‘I will think 

about it’ 之類的(話)，想說這樣能不能讓她不要再繼續講了。」Once she terminated 

the talk with Amy, Koala felt much more relieved. Therefore, Koala felt little stress at 

the final presentation of Course V, because Amy was absent on that day. “I didn’t feel 
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nervous, because the source of my anxiety was absent…” (KI, 5/28/2013)「不會(緊

張)，因為焦慮來源今天沒有來…」Taken as a whole, Koala’s presentation anxiety in 

Course V was dominantly provoked by this American exchange student, a native 

English speaker.  

Another cause of Koala’s presentation anxiety was also related to the audience 

－ when they hold high expectation towards Koala’s presentation. Koala remarked 

that, among the five classroom presentations, she was most anxious in KT1P (the one 

presented in Course T) because she knew the professor and her classmates expected 

highly of the presentation. In Course T, students worked in pairs to complete one 

presentation of an assigned chapter from the textbook. In addition to presenting, the 

pair in charge was also responsible for providing discussion issues and leading 

classroom discussion. In short, each pair had to be in full charge of the entire course 

hour on their presentation date. 

Koala and her partner were assigned to present in the 13
th

 week of the semester. 

There were six groups in total, three of which had already finished their presentations 

by the week. Since this presentation assignment was not difficult to accomplish, 

Koala did not feel pressured at first and believed that there should be no problem 

handling it. However, Koala’s anxiety was triggered by the excellent performance of 

the second group, who outperformed the first pair of presenters who had already 

demonstrated a fine model. “I discussed with my partner immediately after the 

class…we felt so pressured by such high standard performance!”(KI, 4/02/2013)「我

們上完課當下，我就馬上和坐旁邊的 partner 討論…這組讓我們很有壓力！這種

標準實在太高了！」Later, the third group amazed the audience even so by presenting 

in a unique and fascinating manner. “Today, after class, my partner and I had been 

thinking about ‘Oh! No! We have a very big shoe to fill!’” (KTJ, 5/02/2013)「我和

partner 今天在課程結束時還一直想說『挖賽！完蛋！這組也設了個太高的標準了
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吧！』」Being the fourth group to present, Koala and her partner became extremely 

anxious, realizing that the audience had higher expectations as each group continued 

to excel the former presenters.  

 

(Q: Does it make you feel pressured after seeing their performance?) 

I feel very much pressured! Our presentation comes right after theirs. The 

student in class will definitely remember this excellent and fascinating 

presentation. (KI, 5/09/2013) 

(問：那妳有覺得他們報告的會造成妳的壓力嗎？) 

超級有壓力的啊！因為就排在他們後面啊，大家一定都還記得前一個

報告很厲害很好笑。 

 

When we were preparing for the presentation… we worried about whether 

the audience would appreciate our presentation materials. For example, 

would they consider the video redundant? Would they feel our gags 

irrelevant to the topic? These concerns really made me anxious. (KI, 

5/16/2013) 

在準備(這份報告)的時候…不知道大家會不會 appreciate我們準備的這

些，像是會不會覺得放這個影片很多餘啊，或是覺得我們的梗沒有

relevant，會擔心這個，而且我個人還蠻緊張的。 

 

Koala indicated that her anxiety reached to the highest level an hour before the 

presentation, when the course instructor had a short discussion with them and 

recommended they make some adjustments in the content. Although Koala and her 

partner understood that the professor did not rigorously require modifications, and 

that it would still be alright if they insisted on presenting according to their original 

plan, they had decided to try modifying their presentation in order to meet up to the 

professor’s expectation. While revising, Koala simultaneously worried about how to 

deliver a profound and informative presentation vigorously so that her classmates 

could still be motivated to listen and participate in the classroom discussion. 

 

The teacher gave us some advice… Though they are contents from the 
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assigned paper, we did not consider them from such a perspective… It felt 

like having to present something that we are not quite sure of; and we 

didn’t have much time left to prepare for it. I felt pressured and very 

anxious. We were also worried about making the audience bored. (KI, 

5/16/2013) 

…老師就給我們一些建議…但是雖然也是 paper 的內容，但是我們之

前沒有用這樣的角度去看它…會覺得有好像要講一個其實我們也不太

懂的東西，而且沒有(準備)時間了，這樣就會很有壓力。很緊張啊，

也怕我們真的講得觀眾覺得很無聊。 

 

 Fortunately, Koala and her partner successfully attracted the audience’s attention 

and led heated classroom discussions. They eventually completed a superb 

presentation, receiving many compliments from the audience and the professor. 

According to Koala, her presentation anxiety gradually reduced after she started 

presenting, as she heard laughter from the audience and saw the professor nodding 

constantly. Therefore, it can be concluded that Koala experienced greater degree of 

presentation anxiety during the preparation stage than in the presentation of KT1P.  

 

Koala’s experiences of presentation anxiety in the ICETL conference. Koala 

attended the ICETL (International Conference on English Teaching and Learning in 

the R.O.C.) conference held by the ETRA (The English Teaching and Research 

Association), and presented her research study on May 18
th

. Koala remarked that this 

presentation (coded KCP) had been the most anxiety-provoking experience she had 

ever since she entered the TESOL graduate program. According to Koala, there were 

two sources that caused her such tremendous presentation anxiety: her self- 

expectation, and an audience of professionals in the TESOL field. 

Koala indicated that she held a different attitude toward presenting KCP than 

normal classroom presentations because these two tasks different in their nature. 

According to Koala, classroom presentations in the TESOL program tend to be 
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sharing of knowledge with the fellow students. Although these assignments also 

served as a measure of students’ academic competence, most of the professors 

actually regarded presentations as a way of promoting learners’ autonomy. Favoring 

learning through presentations and enchanted by interactions with the audience, Koala 

seldom felt truly nervous when presenting in the TESOL graduate courses. On the 

contrary, Koala considered delivering presentations at international conferences, like 

the ICETL, a demonstration of the presenters’ professionalism in the TESOL field － 

different from the purpose of “pure learning” in classrooms. In her understanding, 

conference presenters should be well prepared and open to challenges from the 

audience, in order to pursue further improvements for their research study. Therefore, 

she held a serious attitude towards this presentation task, and expected very highly of 

herself. 

 

Actually, I very much cared about this presentation; and I mean “very 

much care!” But I don’t care about the audience’s perception of my 

performance, or their evaluation. I simply thought that I should strive to 

perform my best presenting in conferences like this, because it is the 

occasion for me to demonstrate my professionalism in the field… therefore, 

I was very anxious! (KI, 5/23/2013) 

其實我很 care 這篇報告，非常 care！但是我不 care 聽眾他們對我的

perception 或是 evaluation 是什麼。只是單純的我覺得在這種 conference

報告應該要把自己最可以呈現的都表現出來，因為它就是一個表現我

在這個 field 裡的專業的場合啊…然後就因為這樣，我會非常緊張！ 

 

Most importantly, Koala worried about mortifying her title as “a TESOL 

graduate student from NTNU.” Knowing that not only worldwide experts and famous 

professors from the field but also graduate students from other in Taiwan universities 

would participate in the ICETL, Koala had very high expectation of her performance 

and was exceptionally anxious about not being able to live up to the “reputation” of 

TESOL graduate students from NTNU. 
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… I hope that I won’t disgrace my affiliation, English department of 

NTNU. I think this is a dominant source of my presentation anxiety. When 

I stepped outside I represented a TESOL graduate student from NTNU; 

and if I made a sloppy presentation, people would think little of us… The 

audience would possibly form their impression on the English department 

of NTNU based on this performance. So I determined to perform as 

impeccably as possible! (KI, 5/09/2013) 

…我會希望不要讓師大英語系丟臉，我覺得這是我很大的焦慮感的來

源。因為妳站出去就已經說是 NTNU 的 TESOL，然後如果報告的阿

哩阿紮(意指「隨便」)，那人家對我們的觀感就是「反正師大也不過

爾爾」…觀眾可能就直接從妳這次的報告來決定對 NTNU 的師大英語

系是什麼印象。我就覺得我一定要做到最好！ 

 

In addition to different nature of the presentation tasks, differences in audiences 

also contributed to Koala’s anxiety in KCP. When presenting in the TESOL graduate 

courses, Koala only had to face her classmates (who were still students that possessed 

similar academic competence) and the professor (who normally played the role of an 

adviser rather than a critic). However, presenting at the ICETL, Koala was confronted 

with an audience consisting of worldwide experts, professors, and graduate students 

in the field of TESOL. In the face of such an audience, maintaining the quality of her 

presentation was not Koala’s only concern. Koala knew that she would definitely be 

challenged by an expert audience, since one of the purposes of participating in 

conferences was to receive evaluation and advice from other professionals in the field. 

Compared with being questioned in class by her classmates or the professor, Koala 

was much more anxious when the expert audience challenged her research study. 

 

The audience was also a cause of my anxiety. After all, it was very 

different from presenting in class… There were many experts and 

professors from all over the world… My anxiety level boosted rapidly 

facing such an expert audience! (KI, 5/23/2013) 

觀眾也是很重要的一個點，畢竟跟在班上報告的時候不一樣啊…很多
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都是國內外的學者、教授…面對這麼 professional 的觀眾群緊張感根本

就直飆啊！ 

 

Koala further described that the anxiety caused her brain to “shut down 

completely” as soon as she finished her presentation; and she thus could hardly 

process or comprehend when the audience spoke「…就把耳朵關起來，大腦是完全

的關機。我只看到他們的嘴巴在動，但是完全是沒辦法去聽懂對方在講什麼，完

全無法。」(KI, 5/23/201). Under such a circumstance, Koala solely nodded and 

pretended to take notes as if she were listening attentively to their questions and 

advice「我就一直在寫東西，可是我寫的東西跟他們講的東西根本無關，就是一

直畫笑臉啊…假裝自己很認真的在聽，然後微笑、點頭、立正站好。」(KI, 5/23/201). 

However, Koala did not define this as an anxiety coping strategy because her anxiety 

level had not been lowered by doing so. Rather, she considered it a self-protection 

mechanism activated to survive through bewildering moments「…比較像啟動一個自

我防衛的機制…」(KI, 5/23/201). Therefore, although Koala regarded this particular 

experience as “the most anxiety-provoking presentation,” there was no sign of her 

applying anxiety coping strategy. 

 

 A brief conclusion about Koala. Apparently, Koala had a pleasant and joyous 

time delivering most of her classroom presentations in the three courses taken. Those 

concerns mentioned in Koala’s background interview, such as having problems 

comprehending the assigned articles or encountering demanding course instructors, 

did not occur during the time of my data collection. Instead, interactions with the 

audience made the presentation assignments rather enjoyable to Koala. However, so 

crucial was the presence of audience that it also turned into a source of Koala’s 

anxiety in certain conditions － when the audience had exceptionally high 

expectations of her presentations, and when she was in the face of expert audience. 
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Since Koala expected to present as impeccably as possible at the two situations, her 

self-expectations had concurrently contributed to an increase in presentation anxiety. 

As can be seen, Koala’s presentation anxiety was a combination of her 

self-expectations and perceived expectations from the audience. When presenting in 

class, the audience’s expectation of a performance comparable to previous 

outstanding presentations provoked Koala’s anxiety while she accepted the challenge 

and strove to meet these expectancy. Her self-expectation also apparently influenced 

her emotion when there was a native English speaker in the audience, because Koala 

did not wish to mortify her identity as “a Taiwanese English teacher” and “a 

TESOL-major graduate student” especially in front of this particular classmate. 

Similarly, at the ICETL conference, her perception that the audience anticipated a 

profound research led her to hold a high self-expectation, which resulted in 

presentation anxiety. Furthermore, in the face of an expert audience in this conference, 

Koala suffered from an extreme level of presentation anxiety as she endeavored not to 

disgrace her titles as “a TESOL graduate student from NTNU.” However, being an 

experienced presenter, Koala was capable of hiding her anxious feelings when 

presenting. I detected no anxiety symptoms from Koala’s classroom presentations (FN, 

3/26/2013; FN, 5/16/2013); and Koala claimed that during the conference 

presentation she smiled to disguise her anxiety. 

As possibly could be expected, Koala’s optimism contributed to her anxiety 

management. Regardless of the levels of her anxiety, Koala solely applied one anxiety 

coping strategy － she interacted actively with the audience and depended on such 

interaction to adjust her feelings and alleviate her presentation anxiety. As for 

situations where Koala could not rely on this tactic, she simply tolerated anxiety until 

the end of her presentation. It was obvious that Koala was not severely influenced by 

her presentation anxiety regardless of its intensity. 
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Sophia 

 Sophia ’s adventure in English presentation. When Sophia was a high school 

student, she had had many opportunities to give short speeches or present minor 

projects on stage. However, her presentation anxiety in university was not affected by 

these experiences because of their differences. While presentation assignments in 

college involved a rather profound groundwork, presentations in high school 

emphasized merely the flow of stage performance. As Sophia recalled, preparing for 

presentations in university required much effort because, as English majors, students 

were normally required to demonstrate their English language ability through 

classroom presentations, in terms of fluency and accuracy. Diligent as Sophia, these 

requirements were not difficult to accomplish, nor caused extra pressure beyond her 

tolerance level. Indeed, the major factor that aggravated her presentation anxiety was 

the hostile classroom atmosphere. According to Sophia’s description, judging peers 

based solely on their performance in English (especially their oral ability) seemed to 

be a trend in her class. Sophia and a few of her classmates thus felt uncomfortably 

stressful under this environment, particularly when most of their peers had 

opportunities to study abroad and had acquired native-like English speaking and 

listening skills. For students like Sophia, whose non-native-like accents or 

disadvantaged English communicative skills had put them in an inferior position, they 

were capable of attaining satisfactory results on English-related written exams but not 

oral tasks. As a result, Sophia had for a while been awfully filled with self-contempt, 

feeling unsecured and anxious especially during public speaking situations such as 

classroom presentations. 

 

I was so anxious that I felt like dying. I couldn’t think of anything beyond 
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the class. It also felt like fighting against a monster, and had no chance of 

survival. (SI, 3/03/2013) 

很緊張，感覺要死掉了，緊張到沒辦法思考這節課之後的任何事情。

也很像在面對怪獸，沒有辦法 survive 的感覺。 

 

 Fortunately, Sophia’s level of presentation anxiety dropped progressively after 

she entered the TESOL graduate program. As Sophia recalled, the harmonious 

learning atmosphere seemed to be the determinant of this decline in anxiety. She 

realized her classmates in this TESOL graduate program, regardless of their 

competence in the academic field, were generous and friendly, and would barely 

judge their peers by their academic performance. Although Sophia yet felt a certain 

degree of anxiety over presentations, its sources were very different from those in 

university. 

 

…in graduate school, I am more concerned about the contents of my 

presentation…for instance, how can I present the information 

systematically… the source of anxiety is quite different from that in 

university. (SI, 2/24/2013) 

…進研究所之後，覺得報告的時候緊張的方面比較在報告的內容…例

如想要把這個資訊很有系統的表達出來…跟大學比起來，緊張的來源

不一樣。 

 

Based on her observation, Sophia summarized that professors in the graduate 

program cared more about presenters’ elaboration, interpretation, and reflection on the 

article contents, and that a few oral mistakes were acceptable. Hence, Sophia was 

more anxious about demonstrating a coherent and comprehensible presentation 

instead of displaying her English oral ability. Sophia was also afraid of being 

questioned on stage by course instructors, who normally asked profound and difficult 

conceptual questions that she could answer only if extensively prepared. As for the 

environmental factor, Sophia would feel additionally pressured only when the 
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presenter before her had extremely outstanding performance. 

 Consequently, Sophia had generated various tactics to deal with her presentation 

anxiety. Sophia sought comfort from her boyfriend during the preparation stage and 

from classmates right before the presentation. Expressing orally her emotions to and 

receiving consolation or encouragement from close friends seemed to be effective in 

reducing Sophia’s presentation anxiety. Besides the external support, Sophia also 

motivated herself by treating herself a cup of coffee on the date of presentation. While 

a cup of coffee before the presentation helped ease her pressure, one that came after 

released her tension. When presenting, Sophia slowed down if she started to feel 

anxious so that she could have enough time to process information. In addition, 

memorizing lines of presentations became a strategy for Sophia to prevent anxiety on 

stage. Sophia found that instead of facilitating the presentation, carrying a script 

intensified her nervousness on stage because the flow of her presentation was often 

interrupted if she had to look up her notes constantly. Therefore, Sophia was usually 

well prepared with her lines memorized. 

As mentioned in the method section, Sophia was taking two courses offered by 

the TESOL graduate course: Course Y and Course Z. Her experiences of academic 

presentation anxiety, together with the coping strategies, will be discussed course by 

course. 

 

Sophia’s experiences of presentation anxiety in Course Y. Generally speaking, 

Sophia experienced anxiety to a small extent at the only presentation she had in 

Course Y (coded SY1P) on April 15
th

. According to Sophia, the main factor that 

contributed to her little anxiety in SY1P was the brevity of the assigned paper for 

presentation. The article was assigned to two presenters at once. After negotiating 

with each other, Sophia and her partner decided to split the article in half and present 
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their part independently. The shared loading gave Sophia relatively more time to 

prepare for SY1P, in terms of comprehending the context, creating presentation ppt 

slides, and rehearsing. As Sophia stated, the preparation for SY1P was adequate to 

make her feel confident and therefore prevented her anxiety level from rising. 

 

(Rehearsals) It did not go well on the first time, but was better the second 

time. On the third rehearsal, I added some examples to facilitate my 

explanations. I felt more confident and was not as worried. (SYJ, 

4/14/2013) 

(練習)第一次很不順，不過第二次有好些。第三次有增加一寫例子的

講解，比較有信心一些，不太擔心了。 

 

Three times of practice was enough for me. It made me feel more certain 

about my performance. (SI, 4/17/2013) 

覺得有練習到三次就差不多了，比較有把握。 

 

Furthermore, presentation of the content that Sophia was responsible for (SY1P) 

ended up no longer than 15 minutes, which was shorter than any other presentations 

she had had before. As a result, Sophia did not feel much stage anxiety during her 

presentation of SY1P. 

 

I think my presentation was less than 15 minutes, probably only 12 or 13 

minutes…I didn’t feel anxious on stage because I knew the presentation 

would soon be over. (SI, 4/17/2013) 

我覺得我只有報告 12、13 分鐘，反正不到 15 分鐘…報告的時候不會

緊張，因為覺得應該報告一下就完了。 

 

The presentation was very short. That’s probably why I wasn’t very 

anxious (on stage). 

(Q: Are you referring to the brevity of the content?) 

Yes. (SI, 4/17/2013) 

…但(在台上報告時)沒有很焦慮的感覺。可能因為是很短的報告吧。 

(Q: 是因為報告的內容比較少嗎？) 

對。 
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In addition, Sophia’s familiarity with the classroom environment diminished 

possible anxiety that could have derived from external factors. During the 

post-presentation interview, Sophia stated she was not worried about being evaluated, 

knowing the professor and her peers seldom gave feedback to the presenters. On the 

other hand, Sophia benefited from audience familiarity because she had been 

classmates with other students for eight weeks by the time of SY1P. 

However, Sophia admitted that presentation anxiety could only be minimized, 

not eliminated. Regardless of how minimal her anxiety level was, Sophia still felt 

nervous and pressured in the preparation process of SY1P. As Sophia recalled, the 

degree of presentation anxiety she felt had fluctuated in a small magnitude along with 

the difficulty of the presentation work. At first, Sophia felt fretful when she realized it 

was a wordily article, but she became neutral after she comprehended the content 

without any problem. When trying to arrange the ppt slides, she felt nervous again as 

she met some barriers. Finally, after rehearsing for several times, Sophia felt confident 

in her preparation and was thus not so anxious about the presentation. 

 

(Q: …because the content seemed complicated, so you felt nervous at first 

and more relieved later as you had sufficient preparation?) 

At first I thought there wasn’t much (content), but then I felt irritated 

because the number of words was quite large. However, I found the 

content lucid after finished reading the article well organized with the aid 

of subtitles. Later on when I was preparing for the ppt slides, I noticed 

some of the concepts were hard to illustrate. So I was a little nervous. 

Finally, I added some examples to facilitate my explanations as I rehearsed. 

It worked well, so I felt okay. (SI, 4/17/2013) 

(Q: …一開始看到內容覺得很難講、覺得比較緊張，之後準備較充足

了緊張感才慢慢 down 下來嗎？) 

一開始以為(內容)很少，但發現字數很多，覺得很煩躁。看完之後，

因為有小標題，覺得內容還滿清楚的，但後來做 ppt 時，發現有些內

容不太好講，有點緊張。但最後在練習時，因為有講一些例子，幫助
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我解釋內容，所以覺得還 okay。 

 

 As observed, Sophia experienced a small degree of anxiety about her 

presentation in Course Y (SY1P). Besides keeping the habit of having a coffee on the 

day of presentation, Sophia did not specifically apply other anxiety coping strategies 

because, as she described, the nervousness was not as influential and was tolerable. 

Moreover, having only one presentation assignment in this course helped alleviate 

Sophia’s anxiety. Besides, it can be inferred that the brevity of the article to be 

presented could reduce anxiety during the preparation stage, and that the length of a 

presentation could influence anxiety levels on stage. 

 

Sophia’s experiences of presentation anxiety in Course Z. Sophia had four 

presentations in Course Z, including three assigned articles (coded as SZ1P, SZ2P, and 

SZ3P) and a research proposal (coded as SZ4P). According to Sophia, the intensity of 

presentation anxiety she felt can be arranged, from the highest to the lowest level, in 

the following order: SZ1P (the most anxious), SZ3P (moderately anxious), and SZ2P 

as well as SZ4P (anxious only to a small degree). Interestingly, the sources of 

Sophia’s presentation anxiety varied with presentations. Thus, in the following 

sections, the anxiety sources will be discussed according to each presentation. 

Sophia concluded that she felt the most anxious during the first presentation in 

Course Z (coded as SZ1P). According to Sophia, her anxiety resulted from two 

reasons: having problems understanding the presenting content, and unfamiliarity 

with the presentation environment. Among them, difficulty in comprehending the 

content seemed to be the most influential, since in this kind of article presentations the 

professors usually evaluate presenters’ ability to paraphrase the content. Not only did 

Sophia mention several times in the related interviews and journals that she had some 
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problems understanding articles with complex ideas, but she also directly pointed out 

that she felt nervous about having to present such an abstract article. “I think the 

content is a bit hard…I didn’t really understand all of its concepts, but now I can’t 

afford more time on it and I am kind of anxious about this presentation.” (SZJ, 

3/04/2013) 「覺得報告內容有點難……好像有些東西沒有真正吸收，可是最近沒

甚麼時間在這份報告上了，對後天的報告有點緊張。」 Furthermore, for some 

reasons, Sophia did not have adequate time to scrutinize the article, so she felt a 

higher level of anxiety. In fact, during a brief interview before SZ1P, Sophia admitted 

she had not yet fully understood the article and feared that she would end up giving a 

messy presentation. 

 

(Q: …Why are you so anxious about this presentation?) 

I didn’t understand the article…I just received the textbook last week and 

had only one week to prepare for the presentation… Also, the content was 

too abstract for me. I don’t know how I am able to explain the text to my 

classmates if I can’t even understand it. (SI, 3/06/2013) 

(問: …為什麼這次的報告很緊張？) 

因為我沒有把東西弄懂阿…我上禮拜才拿到課本，所以覺得只有一個

禮拜可以準備…而且我覺得這個內容很抽象，自己都不懂了要怎麼解

釋給同學聽。 

 

When later asked about some behaviors she showed during the presentation (i.e., 

speeding up her speech and avoiding eye contacts with the professor) at the 

post-presentation interview, Sophia claimed that they were likely subconscious 

reactions of “guilt” － to her insufficient preparation. “I sped up when I felt guilty...I 

also did not want to have eye contacts with the professor.” (SI, 3/06/2013) 「我講得

快的地方都是我心虛的時候…也會完全不想要跟老師的眼睛對到。」 Although 

Sophia was uncertain of whether she was feeling anxious at those moments, I would, 

however, interpret those reactions, based on her previous descriptions, as symptoms 
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of presentation anxiety derived from unfamiliarity with the article content. My 

speculation was later verified when Sophia reiterated in her weekly journal: “I 

honestly did not understand a lot of the parts I presented today…” (SZJ, 3/06/2013)

「今天自己報告的很多部分其實沒有真的弄懂…」 Another verification came 

from her confession at the end-of-study interview: “…and plus the article was very 

abstract, so I was very anxious…” (SI, 6/27/2013) 「…另外又加上文章的內容很抽

象，所以我會很緊張…」 Therefore, difficulties in comprehending the content of the 

assigned article seemed to be the dominant source of Sophia’s presentation anxiety in 

SZ1P, since it directly affected the quality of her performance － how can one make 

a comprehensive presentation without at least understanding the content? 

 In contrast to the apparent source of anxiety (i.e., problems with understanding 

the content), the second anxiety source was not discovered until Sophia was asked at 

the end-of-study interview to recall her experience of the most anxious presentation in 

the semester. Thinking over her presentation assignments, Sophia realized that being 

the very first presentation in course Z also aroused her anxiety level in SZ1P. 

Unfamiliarity with the presentation tasks and the requirements of the course instructor, 

which could be considered as unfamiliarity with the presentation environment, 

reinforced her presentation anxiety. As Sophia explained, after a long summer 

vacation, she became unfamiliar with presentation tasks and needed some time to 

regain her facility in delivering classroom presentations. Though in her third year of 

the TESOL graduate program, Sophia still found it anxiety-provoking to present the 

first time in a new course. 

 

…the other reason why I panicked was that I fell short of practice with 

presentations… just like I would feel the same way about presenting on 

stage after this summer vacation. (SI, 6/27/2013) 

…會緊張還有另外一個原因是對 presentation 生疏了……就像過了這
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個暑假之後，我一定還會對於上台報告感到生疏。 

 

Besides a lack of practice in presentation skills, the unfamiliarity with the 

professor also contributed to Sophia’s fear when presenting for the first time in 

Course Z. Sophia stated that she worried about whether her presentations could match 

up to the requirements of the course instructor, especially when the professor was 

someone new to her. 

 

…I think the first presentations in every course are very anxiety-provoking, 

because I do not know the style of the teacher yet... I might not be as 

frightened if the course instructor is someone I had met in other courses… 

Frankly speaking, the anxiety levels are relatively the highest during the 

very first presentations in each course. (SI, 6/27/2013) 

我覺得每堂課的第一次報告都會很緊張，因為你還不知道這個老師的

style 是什麼…如果是已經修過課的老師，雖然緊張感會稍微降低…比

起來整體的緊張感還是一堂課的第一次上台報告最高。 

 

 As Sophia soon discovered the instructor of Course Z was in fact very kind and 

encouraging, evaluations from this professor never occurred as a source of Sophia’s 

anxiety in her later presentations. It was, however, Sophia’s self-expectation that 

dominantly triggered her presentation anxiety in SZ3P － remarked by Sophia as the 

most “memorable” because she was displeased with her performance. Even though 

Sophia did not have many problems understanding the assigned article of SZ3P, the 

concepts mentioned in the reading were rather complicated and the article contained 

various statistics. During her presentation, the professor’s frequent request to illustrate 

the concepts mentioned in the reading made Sophia anxious. 

 

I was quite nervous. I am afraid of not being able to answer the 

questions… afraid that I actually did miss some parts when I was reading 

the article… My anxiety had nothing to do with the professor’s questions 

though… Actually, I think the questions were rather beneficial because 
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they helped me realize what I didn’t understand. (SI, 5/01/2013) 

會蠻緊張的，我有怕回答不出來…會怕是不是有哪個部分我真的在讀

的時候不小心忽略掉…不是因為老師問問題的關係…反而我覺得這樣

比較好耶，就是讓我知道自己還有哪裡沒有讀懂。 

 

 As can be seen, Sophia’s anxiety derived from her self-expectation rather than 

evaluation of her answers by the professor. Similarly, when the professor pointed out 

Sophia’s mistake － that she had forgotten to post an important statistical table in her 

ppt slides － Sophia felt anxious only because of her carelessness and negligence. 

 

My anxiety at that moment wasn’t a result of fear for evaluation from the 

professor… I think he wouldn’t mind… I felt anxious only because I was  

negligent. I should have included the table in my ppt files. (SI, 5/01/2013) 

當下的緊張倒不是因為怕老師覺得怎麼樣…我覺得老師應該不會在意

那種小事…只是自己會覺得「我真的是只是太粗心，在做 ppt 的時候

頭腦不夠清醒，沒有(把該放的表格)放上去」。 

 

 Presentations in Course Z were not always so anxiety-provoking for Sophia, 

however. She also showed confidence and pleasure in the related interviews and 

self-reports for both SZ2P and SZ4P. Since the assigned reading was rather simple, 

structured, and comprehensible, Sophia felt more at ease preparing for SZ2P, and was 

confident in delivering this presentation in class. Her anxiety only appeared while she 

was preparing for the classroom discussion, because she worried that the questions 

she designed might not successfully arouse the audience’s interest and bring up heated 

discussions as the closing of her presentation.  

In addition, Sophia indicated that she did not feel anxious in SZ4P because in 

this final presentation she was required to present an original research of her own and 

she thus knew the contents of the presentation very well. Still, Sophia felt frustrated as 

she discovered a gap of understanding between her and the professor. When being 

questioned by the professor about her research questions and methods for data 



93 

 

analysis, Sophia was very nervous on stage without any clue to the problems. 

However, as her presentation quickly ended afterwards, the anxiety did not seem to 

affect Sophia’s overall emotions. According to Sophia, the anxiety levels in both SZ2P 

and SZ4P were much lower than in the other two presentations. 

Altogether, Sophia’s presentation anxiety appeared to be triggered by various 

sources. Surprisingly, despite the anxiety levels, little coping strategy was found to be 

used by Sophia. Except for keeping the habit of having a cup of coffee at the date of 

presentation and seeking comforts from her boyfriend after class when she felt 

anxious, as mentioned in the background interview, Sophia did not recall applying 

specific anxiety coping strategies at those anxious moments. In fact, Sophia admitted 

that despite feeling emotionally uncomfortable, the presentation anxiety she 

experienced within this semester was never severe enough to interfere with her 

performances physically. 

 

 A brief conclusion about Sophia. Sophia’s presentation experiences within this 

semester show that the contents which she was to present were an influential factor to 

her presentation anxiety in both courses. The presentations in which Sophia felt 

confident and relaxed (SY1P, SZ2P, and SZ4P) either involved an easy article, or was 

itself written by Sophia. In contrast, abstruse and unfathomable texts appeared to be 

the major source of Sophia’s presentation anxiety. Except for content familiarity, other 

anxiety sources seemed to be more related to environmental factors detected only in 

Course Z, where more presentation assignments were required. During the very first 

presentation in Course Z, Sophia felt nervous due to unfamiliarity with presentation 

requirements, classroom atmosphere, and the professor. In other presentations, her 

anxiety levels were aroused due to high self-expectations. However, these concerns 

were no worries to Sophia in Course Y. Above all, problems in understanding the 
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contents to be presented were the major source of Sophia’s presentation anxiety. 

 Although Sophia did experience certain levels of presentation anxiety, she 

applied few anxiety coping strategies and lacked immediate measures to deal with her 

anxiety on stage. According to Sophia, the presentation anxiety within Course Y and 

Course Z was tolerable and had little effect on her actual performance. It may thus be 

inferred that the presentation anxiety she experienced could be alleviated without 

using specific anxiety coping strategies. Since Sophia’s presentation anxiety did not 

reach any critical level, it was also not surprising to find that she showed little anxiety 

symptoms while presenting. 

 

Tanya 

 Tanya’s adventure in English presentation. Tanya seemed to be a typical case 

of those who struggled under trait anxiety. She admitted being very nervous once 

standing in front of the audience. Therefore, when asked about her presentation 

experiences in university, Tanya responded that she felt stressful in most of the 

presentations in college courses, regardless of the form (presentation, speech, or 

simple sharing of personal thoughts) or the language used (English or Chinese). The 

most awful experience that Tanya remembered was her very first English presentation 

in a freshmen’s literature class, which she described as being “extremely nervous.” 

Her anxiety resulted from a combination of several factors including unfamiliarity 

with the language (English) and content (literature), together with the presence of the 

professor and a large audience. In fact, these individual factors, as well as a lack of 

self-confidence, were the major sources of Tanya’s presentation anxiety throughout 

university, even after she became acquainted with English presentations. 

Tanya also felt more anxious when noticing the presenters before her performed 

well. Furthermore, her anxiety might even be exacerbated if silence occurred while 
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she was presenting, for instance, when not knowing what to say, or how to respond to 

the professor’s questions on stage. Tanya admitted that silence often made her anxious, 

even when it happened in a regular conversation. 

Similar to her experiences in university, Tanya also felt anxious in most of her 

presentations in the TESOL graduate courses. At the beginning, she would start to 

panic when assigned a presentation assignment and the anxiety continued until she 

completed the presentation. However, the duration of her presentation anxiety 

shortened after two semesters in the program. Since then, Tanya was not as anxious at 

the preparation stage, and her anxiety became most apparent right before her 

presentation started. Different from her anxiety sources in university, Tanya’s 

presentation anxiety in the TESOL graduate program was basically related to her 

self-expectation, and fear of terrible performances. The level of Tanya’s anxiety also 

depended on the background of the audience, in terms of their expertise in the 

academic fields. Specifically, her anxiety was engendered from the presence of the 

professor or other doctoral students, even if they remained friendly and did not 

respond or criticize. Though Tanya was not worried about receiving comments from 

her peers, she was much concerned about the professors’ reactions and evaluations 

towards her performance. A fastidious course instructor could indeed arouse her 

anxiety, especially by interrupting her presentation to ask questions or rectify mistakes. 

Tanya claimed that she was very diffident when facing the professors. But her dread 

of interacting with professors had reduced after she worked as a research assistant. 

According to Tanya, ordinary interactions with the professors may influence the level 

of anxiety provoked during classroom presentations. 

 

I was afraid of talking to the professors, but later I worked for a professor 

as a research assistant and thus had frequent interactions with different 
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professors…since then I gradually overcame my anxiety at presentations 

with the course instructor at presence…I feel that ordinary interactions 

with the professors may have influence on the degree of anxiety felt when 

presenting in class. (TI, 2/20/2013) 

我以前不太敢跟老師講話，後來當了一年的研究助理，也比較常跟許

多老師們接觸…上台報告的時候看到老師們才比較不會緊張。…覺得

平時跟老師的 interaction 會影響報告時的緊張感。 

  

 In addition, Tanya mentioned that her anxiety was rarely released after 

completing each presentation, because she continuously worried about the next 

presentation assignment. Since there were approximately three presentation 

assignments (including a midterm or final presentation) in almost every course, 

Tanya’s anxiety could not cease but fluctuated until the end of the semester. Thus, 

those courses with a tight presentation schedule may as well be the most 

anxiety-provoking courses for Tanya. 

As for dealing with her presentation anxiety, Tanya would divide the preparation 

work into several segments and then complete them one by one. She discovered that, 

in her case, it was less stressful to accomplish a task step by step than to finish the 

whole assignment at once. Therefore, she often started to work on her presentation 

about three weeks ahead. Furthermore, Tanya would discuss with her classmates when 

she encountered difficulties or felt pressured while preparing the presentation. 

Seeking support from her peers was also effective in reducing her anxiety on stage. 

Tanya mentioned that reactions from the audiences could also affect the presenter’s 

emotion. As Tanya recalled, she often looked at the audience who reacted positively 

when she felt nervous on stage. 

 

There are certain classmates who always concentrate on other students’ 

presentations. They would look at the presenter with full attention and nod 

their heads to be supportive…So whenever I feel nervous while presenting, 
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I look at them because it makes me feel calm. (TI, 2/20/2013) 

班上有一些同學，不管是誰在報告她都會很認真的看著報告者、很認

真聽而且一直點頭，很 supportive…所以每次報告會緊張的時候就會看

著她，會比較不緊張。 

 

Besides searching for support, Tanya would also try to avoid having eye contact 

with the course instructor, when feeling anxious on stage, to prevent her anxiety from 

expanding. Sometimes she might force a smile to cover her embarrassment, or take a 

look at her script notes to seize time for several deep breaths. It was also Tanya’s 

anxiety-dealing strategy to bring with her a note on stage, in case she had to look up 

her lines or information. 

As mentioned in the method section, Tanya was taking two courses offered by 

the TESOL graduate course: Course W and Course X. Her experiences of academic 

presentation anxiety, together with the coping strategies, will be discussed according 

to each course. 

 

Tanya’s experiences of presentation anxiety in Course W. Tanya had four 

presentations in Course W, including two for assigned readings (coded as TW1P and 

TW3P), a progress report as the midterm assignment (coded as TW2P), and a critique 

as the final paper (coded as TW4P). Generally speaking, Tanya experienced higher 

levels of presentation anxiety in Course W than in the other class, Course Z. “… I was 

much more anxious in Course W than Course X, in terms of delivering presentations.” 

(TI, 6/26/2013) 「…上台報告的話，W 課比 X 課還緊張很多。」This variation 

resulted from two factors: the difficulty level of assigned readings, and the teacher’s 

style of operating presentation schedules. 

Difficulties in comprehending the assigned readings seemed to be the most 

important source of Tanya’s presentation anxiety. For presentations of assigned 
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articles, presenters need to comprehend the content first before proceeding to further 

preparation work, such as identifying the key points, organizing the flow of 

presentation, and adding on their own interpretations or providing reflections. Tanya 

emphasized that a good understanding of the articles is the foundation of a fully 

prepared presentation. Although she normally had no problems understanding 

research studies in the field of TESOL, she often encountered difficulties when 

reading those assigned in Course W. According to Tanya, classroom reading materials 

selected by the professors in other courses typically involved a complete study and 

included sections of introduction, literature review, method, results, and discussion. In 

contrast, articles assigned in Course W were usually analytical papers or reviews of 

theories in the field. These articles usually involve a more complicated structure, and 

contained meticulous details. Consequently, Tanya often felt exhausted when figuring 

out ways to identify the points in the readings, and rearrange them into organized 

presentations.  

 

The articles in Course W usually included various concepts and details... 

And you have to systemize the contents after reading through it, and add 

your own interpretations and reflections. You can’t present by simply 

going through the whole article. But it will take up much time if you want 

to identify the key points. You need to consider carefully what you want to 

present, and how you are going to organize these key points into a fluent 

presentation. (TI, 6/26/2013) 

W 課的文章通常都會提到很多概念，細節也很多…而且是要把妳自己

看過的東西再整理過一遍、還要加入個人的意見，因為不能照著它原

本的文章全部都講啊，但是如果要挑重點就要自己花很多時間，想說

要講那些、要怎麼講，然後把它弄成一個報告，還要很順。 

 

In fact, not only did Tanya feel troubled by these articles assigned for her 

presentations, but she frequently became nervous when she had a hard time 

understanding the reading assignments in this course, even if she was not responsible 
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for presenting them. Tanya’s anxiety was caused by the professor’s course 

requirement － students need to raise questions and participate in discussions when 

listening to others’ presentations. However, because she only stayed as an audience 

when others were presenting, Tanya admitted that this anxiety remained as a pure 

emotion and did not affect her too much. In short, difficulties in comprehending the 

assigned readings were Tanya’s major concern in Course W. 

 

Actually, I felt anxious in Course W not only during presentations. I also 

felt quite nervous in class, because I was not as familiar with the concepts 

and notions mentioned in the papers within this research field… they are 

really intricate. Although I don’t feel as anxious as when I present, reading 

such difficult articles makes me very nervous as well. (TI, 6/26/2013) 

其實 W 課不只報告的時後會感到焦慮，而是在上課的時候也會覺得焦

慮，因為對於這個 field 的 paper 講的東西都不是很熟悉…就很難懂阿，

雖然不會像要上台報告的時候那麼焦慮，但是會因為文章很難懂所以

很緊張。 

 

…the fact that the professor wants us to participate in classroom 

discussion makes me feel pressured, because I talk only when I feel 

confident in the things I am going to say. However, it is not a feeling 

of…anxiety. I only feel pressured and nervous. (TI, 5/01/2013) 

…還有就是老師希望我們上課多講話也讓我有點壓力，因為我會習慣

在我對要講的東西有信心的時候，我才會想要發言。但是這種緊張，

還不至於那麼…不算是太焦慮，就只是覺得有壓力，有點緊張而已。 

 

Another source of anxiety for Tanya in Course W was the teacher’s style of 

operating presentation schedules. Unlike other courses, where the arrangement of 

presentations (including the dates, articles, and the students in charge) was normally 

settled at the beginning of the semester, the professor in Course W handled it 

differently by assigning presentation assignments progressively along the class, 

mostly one or two weeks in advance. However, Tanya was more comfortable with 

being informed of her course duties earlier, in terms of the presentation assignments. 
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She normally started working a month earlier in order to prepare as fully as possible 

for her presentations, to increase her self-confidence and lower stage-fright. Therefore, 

she often felt pressured if she was left with no more than two weeks to work on the 

presentation assignments, especially when it comes to articles as complicated as those 

assigned in Course W. 

 

…in other course… normally you know when and what you will present at 

the very beginning of the semester, and then you can prepare in advance. 

But in Course W, I often felt like I was opening Easter eggs － I may be 

suddenly assigned to present the following week. Sometimes we knew a 

little bit earlier the date of our presentation, yet normally we were not 

informed of the articles for presentation until the week ahead… this is 

quite scary, and really makes people anxious. (TI, 5/29/2013) 

…其他課…學期初就會知道什麼時候會報告和要報告什麼，就可以提

早準備。但是這堂課好像在拆彩蛋一樣，會臨時的被點到說下禮拜就

要報告，雖然要報告的時間可能會比較早知道，但幾乎都是前一個禮

拜才會知道是要報告哪一篇文章…還蠻可怕的，讓人很焦慮。 

 

In fact, Tanya encountered an extreme level of anxiety in TW3P. The feeling was 

so intense that she even broke into tears during the post-presentation interview, held 

one day after, while she tried to recall her emotions during the presentation (RN, 

5/15/2013). Tanya clarified that TW3P involved the two major sources of anxiety － 

an extraordinarily difficult assigned reading and very limited time for preparation － 

which together triggered and dominated her presentation anxiety. In addition to the 

problem of not being able to completely understand the concepts mentioned in the 

reading, Tanya only rehearsed her presentation once. While presenting, Tanya could 

solely read through many of her ppt slides instead of providing further illustrations, 

due to a lack of adequate preparation. This made Tanya very anxious since she still 

had lots of unsolved questions about the article. Though Tanya was clear, based on her 

experiences, that neither the audience nor the professor had the intention to ask her for 
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further clarification, she still felt extremely insecure about having a limited 

knowledge of the contents. Moreover, Tanya admitted that she had little interest in 

listening to presentations where the presenters simply read through ppt slides; and that 

she felt ashamed of presenting in the same unpleasant manner herself. For TW3P, 

Tanya concluded that she could have been more adequately prepared and performed if 

she were given a longer period of time to prepare. 

 

(Q: So you meant that your anxiety was also caused by the fact that the 

professor did not give the presentation schedule in advance?) 

Yes… I still hope that the professor could have given the presentation 

schedule at the beginning of the semester so that I would be able to arrange 

my time (for presentation preparation). At least I would have figured out 

what this article was talking about, especially when it is extremely 

complicated… There were many details that I don’t quite understand, but I 

know I can search for more information about it. However, I didn’t have 

enough time to Google it… Before I present I knew it would not be a good 

presentation. My hands were shuddering as I started presenting. (TI, 

5/14/2013) 

(問：聽起來，老師沒有事先分配好報告的內容，也是造成妳的焦慮感

的原因嗎？) 

對…還是希望老師可以一開始就把所有的東西分配下去，這樣才可以

調配自己(準備報告)的時間，至少有時間弄清楚這篇到底在講什麼。

特別是這篇文章有特別複雜啊…很多細節我沒有搞懂，但是我知道這

是可以去查資料的，但是我根本沒有多餘的時間上網查資料…報告前

我就知道這次不太妙了。開始報告的時後，手都在抖。 

 

While Tanya and some of her classmates felt quite nervous delivering 

presentations in Course W, they had together agreed upon giving each other 

“previews” to help the presenters lower their presentation anxiety. Usually, students in 

Course W would arrive at the classroom at least half an hour earlier. Then, those who 

were to present in that class took turns giving a brief preview of their presentation to 

the others. The presenters would also ask for suggestions and make adjustments, if 
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necessary, for better illustrations. According to Tanya, participating in such an 

extracurricular study group was especially beneficial in enhancing the “sense of 

security” (TI, 4/17/2013)「…能增加安全感…」and thus reduced her presentation 

anxiety. 

 

(Q: …this can surely lower the anxiety level, can’t it?) 

Yes, my anxiety had been alleviated quite so. Such “rehearsals”…made it 

easier for my classmates to understand the flow of my presentation, as well 

as what I was going to present. Also, I could have a rough idea about what 

they might respond to my presentation; or how I can adjust to make my 

presentation lucid enough… I could feel more secured about my 

presentation… (TI, 4/02/2013) 

(問：…那這樣應該可以降低很多緊張感吧？) 

有阿，降低很多。因為算是有事先「排練」過…讓大家知道我大概的

報告流程、然後我也知道大家可能會回應什麼、或是哪裡我講得比較

不清楚需要再解釋多一點…可以比較有安全感… 

 

On the other hand, Tanya recalled that she rarely felt the need to cope with her 

anxiety while preparing for presentations, since it had little effect on her work. 

However, her performances could be easily influenced by her anxiety while delivering 

presentations. In order to cope with her presentation anxiety, Tanya would interact 

with supportive audience. To be specific, she would make eye contact with the 

audience who nodded their heads or smiled at her, as if she was talking to them; 

sometimes, she would even invite these audience to share their opinions (RN, 

5/15/2013, RN, 5/15/2013). Tanya was glad that the students in Course W were very 

supportive to each other. Her anxiety was thus mitigated when she received 

encouragements from the audience. 

 

Tanya’s experiences of presentation anxiety in Course X. Tanya had three 

presentations in Course X, two for assigned articles (coded as TX1P and TX2P) and 
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one for her own research study (coded as TX3P). According to Tanya, she 

experienced relatively lower levels of presentation anxiety in Course X, thanks to 

sufficient preparation. Since she was informed of the presentation schedule and 

received a hard copy of the assigned articles at the very first class in this course, 

Tanya was able to manage her preparation well. Thus, she admitted feeling more 

confident when delivering these presentations. “…frankly speaking, I had more 

confidence in these presentations. I suppose I didn’t feel as anxious because I was 

prepared.” (TI, 6/26/2013)「…整體來說報告得比較有信心吧，覺得有準備好了就

不容易緊張。」 

Furthermore, Tanya indicated that she possessed high interest in both of the 

research papers assigned to her. Not only was Tanya familiar with the research topics, 

but she also enjoyed reading the design of such a research, as well as its results and 

implications. Such pleasure in reading the articles assuaged Tanya’s pressure in 

preparing for presentations. However, Tanya admitted that her anxiety levels during 

presentation preparation depended on the comprehensibility of the article, rather than 

its interestingness. While a less interesting article may only be humdrum, articles with 

too complicated structures or too difficult concepts to understand would elevate 

Tanya’s anxiety. 

 

(Q: Which one of them is the more crucial in affecting your presentation 

anxiety, “having interest in the article” and “the comprehensibility of the 

article”?) 

I think it’s the comprehensibility of the article! I would still feel very 

anxious when preparing for presentations of articles with too complicated 

or too difficult contents to understand, even if I had high interest in them! 

(TI, 6/05/2013) 

(問：那妳覺得「對這篇 paper 有沒有興趣」和「這篇 paper 寫得清不

清楚」哪一個比較容易影響報告的焦慮感？) 

我覺得是 paper 寫得清不清楚耶！因為如果我對它很有興趣，可是它
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寫得非常難或是很不清楚，讓我沒辦法看得懂內容，那我準備起來也

會很焦慮吧！ 

 

Despite that Tanya did not feel as tensed when presenting in Course X, she still 

experienced certain levels of presentation anxiety in TX1P and TX3P. For TX1P, 

Tanya was assigned an article that mainly demonstrated technical devices and 

technology concepts in different eras, of which she knew very little. Tanya specified 

that it was the numerous technical terms that triggered her anxiety. Upon reading the 

assigned article, Tanya discovered that she had difficulty understanding almost every 

one of the technology-related terms mentioned, regardless of how the author 

elucidated them. 

 

…there were lots of technical terms that I didn’t understand, even after 

reading the descriptions provided by the author… I wished that someone 

could explain those terms to me in simple words. (TI, 3/20/2013) 

…有些就算作者有解釋了我也還是不知道那是什麼，因為太多術語

了…希望有人可以用白話一點的方式解釋給我聽。 

 

Hence, while preparing for TX1P, Tanya had to spend most of her time searching 

for additional information to help her understand those technical terms. She also used 

different resources found online, such as pictures and video clips, to facilitate her 

presentation. Although Tanya’s presentation turned out to be very successful, and she 

received compliments from both the professor and other students in class, she 

admitted that her anxiety level gradually ascended along her preparation progress and 

it had reached to the highest point at the first few minutes of her presentation. As her 

presentation proceeded, Tanya was encouraged by the audience who constantly 

nodded their heads, watched the video clips intently, or responded voluntarily to her 

questions. Though Tanya did not apply any coping strategy, her anxiety level 

descended owing to such a supportive audience. 
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…Actually, I didn’t do anything (in terms of applying anxiety coping 

strategy)… I started to feel less anxious and more secured as I found the 

audience showing their interest towards the topic, echoing with my 

presentation, nodding, and discussing with their classmates nearby. (TI, 

3/20/2013) 

…其實我沒有特別做什麼(焦慮應對策略)耶…發現觀眾看起來都很感

興趣、很有共鳴、而且有在台下點頭、也有跟旁邊的同學討論，就會

不緊張了，也比較安心。 

 

Among the three presentations in Course X, Tanya felt most anxious in TX3P, 

the final presentation. For TX3P, Tanya had to first complete a study, and then present 

this research in class. As Tanya recalled, her presentation anxiety derived from the 

fact that she had little confident in her research work. She even described her work as 

“…full of loopholes…” (TXJ, 6/19/2013)「…漏洞百出…」Starting from her 

preparation stage, Tanya felt vexed that her research was unorganized and 

unsystematic. She also felt very nervous about having to present such a research in 

front of the class. Besides the fear for evaluation from the professor and other 

classmates, Tanya was concerned about not being able to demonstrate her academic 

professionalism through such a faulty research.  

 

…I was quite worried… My classmates and the professor are very nice 

indeed; therefore, although it makes me nervous knowing that my 

performance will be evaluated, I was not very anxious about it… Actually, 

I was anxious about presenting my flawed research as my term project. (TI, 

6/11/2013) 

…還蠻擔心的…其實老師和同學人都很好，是會有點緊張做不好被比

較，但是還不至於太焦慮…算是真的擔心覺得這麼重要的期末報告我

怎麼可以做得這樣。 

 

During her presentation, Tanya was also worried about being asked by the 

audience of questions she had no answer for. In particular, Tanya admitted that she 
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had little justification for her research and feared that her study would be challenged 

fundamentally. “…I feared the most of being asked about my rationale, since I chose 

this topic only because it seemed to be a simple study.” (TXJ, 6/19/2013)「…最怕被

問到我的 rationale 因為我只是覺得這個看起來比較好做。」Moreover, she was 

afraid that her research results would be discreetly examined, because she was in fact 

confused by the complex analysis results. Tanya claimed that she could only present 

superficial findings, and was incapable of interpreting these results further or 

providing implications. 

 

… I was not sure whether I had applied the correct method of data analysis. 

As there were some problems with the results of the data analysis, I also 

had to go back and revise. Hence, I felt like being in a chaos, and didn’t 

even understand my own study. (TI, 6/19/2013) 

我也不是很確定我這樣的分析方式是不是正確的，然後分析出來的有

些問題又有很多要修改的部份，所以我一直覺得它整個很亂，自己都

不太了解了。 

 

… The results of data analysis were my biggest concern; and I was worried 

that my results would be questioned… Instead of practical and useful 

findings, the results of my study were shallow and sounded like a common 

sense. (TI, 6/26/2013) 

…最擔心的是資料分析，我還蠻怕會被問到的…finding 我自己也覺得

怎麼會那麼沒有深度。感覺它就只是一個 common sense，不是什麼很

有用的結論。 

 

Tanya mentioned that her presentation anxiety had escalated to the highest level 

when the audience started to ask her questions about her research findings. However, 

Tanya pointed out that there was nothing she could do to cope with such anxiety, since 

“unable to answer questions” was itself the source of anxiety. “…unless I knew how 

to answer these questions, there was nothing I could do to ease such nervousness…” 

(TI, 6/19/2013)「…那就沒什麼可以舒緩的方式了，除非我有辦法回答嘛…」In the 
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face of this situation, Tanya honestly told the audience the problems she encountered 

when analyzing her data, and asked for advice from the audience. Fortunately, the 

professor and some of the students in class spoke up and offered her valuable 

suggestions. As she successfully turned the deadlock into a short classroom discussion, 

her anxiety gradually alleviated. When being asked later of her reflections on Course 

X, Tanya remarked that the professor, as well as the audience who were willing to 

interact with her, had been crucial in easing her presentation anxiety. 

 

 A brief conclusion about Tanya. Corresponding with what Tanya had 

mentioned in her background interview, her presentation anxiety in the present 

semester seemed to be dominantly affected by her self-expectations. To be specific, 

Tanya’s anxiety could easily be triggered once she encountered problems during the 

preparation of her presentation assignments. In Course W, Tanya’s presentation 

anxiety was a result of the difficult assigned readings, as well as the unpredictable 

presentation schedule. On one hand, she was less confident in presenting assigned 

articles that are hard to comprehend; on the other hand, not knowing in advance her 

presentation schedule hindered her from having adequate time to prepare for 

presentations. Similar situation also occurred during her presentations in Course X. 

When encountering an article with numerous technical terms, Tanya became anxious 

and worried that her presentation would be confusing to the audience. Moreover, at 

her final presentation, Tanya was not as satisfied with the quality of her research, and 

was extremely anxious about not being able to demonstrate her professionalism 

through such a faulty research. In consistent with her primary claims, Tanya declared 

repeatedly that it was the dread of carrying out a flawed performance that made her 

anxious, rather than the fear of being negatively evaluated. However, Tanya’s 

subjective feelings of intense anxiety did not appear to reflect equivalently in physical 
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actions. Despite a few pauses and stammering, anxiety symptoms were barely 

observed from Tanya’s presentations (FN, 4/02/2013; FN, 5/14/2013). It seemed that 

Tanya, being an experienced presenter, was capable of disguising her anxiety. 

 As for dealing with presentation anxiety, Tanya and her classmates in Course W 

came up with an effective tactic to prevent the presenters from being too edgy on 

stage － giving each other “previews” before their actual presentations. Except for 

this collaborative support, Tanya did not seem to actively apply anxiety coping 

strategies, since her presentation anxiety basically resulted from uncontrollable 

sources and were rather hard to cope with. Though she would still attempt to apply 

strategies referred to in the background interview, she discovered that most of them 

served as solutions to problems rather than anxiety reduction techniques. 

In the present semester, Tanya learned that nothing worked better in alleviating 

her presentation anxiety than the support from the audience. In contrast to her claims 

at the background interview that her anxiety may come from the presence of the 

professor or classmates who have great expertise in the field of TESOL, the audience 

actually played a critical role in comforting her fretfulness on stage. When Tanya felt 

anxious during presentations, her classmates and the professor in the audience usually 

interacted with her and showed supportive signals voluntarily. Struggling under trait 

anxiety and feeling anxious in almost every presentation, it was fortunate for Tanya to 

come across such considerate audience. 
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Chapter Five 

Discussion 

  

 The primary purpose of this chapter is to present the results of the present study 

and to answer research questions. The research limitations, pedagogical implications, 

and suggestions for future studies will also be discussed respectively. 

 

Moments of the Greatest Anxiety for Graduate Students Engaged in English 

Academic Oral Presentations 

Lin’s (2011) study on Taiwanese EFL learners showed that L2 speakers’ 

public-speaking anxiety occurred at the preparation stage of their speech and extended 

its level to the maximum one minute after the speech began. However, Lin’s study 

could hardly reveal a complete picture of the public speaking anxiety experienced by 

L2 speakers because Lin (2011) focused on only one speech task and the task was 

situated in an impromptu speech contest－a competitive and test-related situation 

(Young, 1991), which might trigger the participants’ test anxiety more than their 

public speaking anxiety. In contrast, documenting six graduate students’ experiences 

of preparing and presenting various academic papers, I was able to discover 

fluctuation of anxiety levels over a longer period of time and was thus able to obtain a 

more comprehensive understanding of students’ experiences of oral presentation 

anxiety. 

Although I did not adopt a precise psychological measurement to measure the 

participants’ anxiety levels, the participants’ reports indicated that they experienced 

peaks of anxiety at different moments, specifically: (1) during the presentation; (2) at 

the beginning of the presentation; and (3) before the presentation. 
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Anxiety peaks experienced during the presentation. The most common 

phenomenon found in the present study was for the EFL graduate students to 

experience anxiety peaks at certain moments during the presentation, regardless of 

their anxiety level during the preparation stage. Such a phenomenon was detected 

from Anna (in Course Y), Koala (in Course V, Course T, and at the conference 

presentation), Sophia (in Course Z), and Tanya (in Course W). In consistent with 

Lin’s (2011) finding that L2 speakers’ public-speaking anxiety extended its level to 

the maximum after the speech began, this phenomenon was found typically in 

participants who suffered from intense anxiety difficult to cope with or overcome. For 

instance, the participants who were not adequately prepared for the presentation (e.g., 

Sophia and Tanya) or struggled with unfamiliarity with the environment (e.g., Sophia 

and Koala) did not seem to find an efficacious way to alleviate their presentation 

anxiety. 

 Another source of anxiety in this case has to do with unexpected situations that 

happened during presentations, such as unanticipated responses from the audience 

(experienced by Anna and Koala), being asked to accomplish unrehearsed tasks 

(experienced by Anna), or being asked of unprepared questions (experienced by 

Sophia). This finding is consistent with previous literature on learner beliefs. Previous 

studies showed that unrealistic and erroneous learners’ beliefs about the need to attain 

superb fluency and accuracy in language learning may cause their English speaking 

anxiety (Daly et al., 1988; Horwitz et al., 1986; Horwitz, 1988; Horwitz & Young, 

1991; Young 1991). Similarly, my participants’ belief that they should have been fully 

prepared in all aspects so as to fulfill their identity as graduate students also resulted 

in enduring anxiety. As can be observed, when the anxiety sources were difficult to 

eliminate or assuage, proficient L2 speakers experienced the highest point of anxiety 

somewhere during the presentation, despite positive feedback from the audience. 
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Anxiety peaks experienced at the beginning of the presentation. This 

phenomenon was found on Anna (in Course X), Chloe (in Course W and Course Z), 

Eliza (in Course W), and Sophia (in Course Z). Based on their descriptions, they 

started to feel anxious upon either receiving the presentation assignments, or when 

they started the preparation progress. Such presentation anxiety fluctuated, and 

reached to the acme from several minutes before the presentation until a short span 

after they began presentation. However, as the presentation preceded, their anxiety 

level gradually decreased after a short retention. 

This is the second most common phenomenon of anxiety experience found in the 

present study. The participants who showed this phenomenon did not seem to suffer 

from anxiety that was too severe to cope with or overcome. In fact, most of their 

anxiety was triggered by their self-expectation, or the uncertainty of whether they 

could match the professors’ requirements. Therefore, it is not surprising to find that 

the main factor that contributed to the decline in their anxiety level was support and 

encouragement from the audience, namely their classmates or the course instructor. 

This finding does not quite correspond with the finding of previous research that L2 

learners seemed to be concerned mostly about speaking the target language in front of 

an audience for fear of making mistakes and being evaluated (Daly et al., 1988; 

Horwitz et al., 1986; Horwitz & Young, 1991; Liu & Jackson, 2008; Phillips, 1999), 

especially being embarrassed in front of their peers (Mak, 2011; Price, 1991; Young, 

1990). In contrast, the participants believed that the presence of the audience, 

accompanied by their encouraging responses, enhanced their self-confidence in 

presentations, and decreased the level of anxiety along the presentation. 

 

Anxiety peaks experienced before presentation. This phenomenon was only 
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found in Sophia (in Course Y) and Tanya (in Course X). The participants who 

revealed this phenomenon felt the most anxious at certain moments during the 

preparation stage, but their high anxiety level declined even before the actual 

presentation started. Hence, this peak of anxiety was provoked by factors related 

solely to the preparation of presentations, such as having problems understanding the 

assigned article (experienced by Sophia and Tanya). It can also be inferred that 

anxiety caused by such sources was quite minor so that the participants’ anxiety level 

could be reduced once the obstacle was conquered. Like the findings in Huang (2011), 

asking assistance from others, such as the professors, the peers, or online resources 

helped to reduce the anxiety caused by difficulty in comprehending the assigned 

articles. 

 

Previous studies on EFL learners’ English speaking anxiety mainly focused on 

the anxiety experienced at performing a speaking task, such as speaking English in 

class (Aydin, 1999; Donley, 1997; Huang, 2013), delivering an English speech 

(Behnke & Sawyer, 2004; Horwitz & Young, 1991; Pertaub, Slater, & Barker, 2002; ), 

or giving English presentations (Kim, 2006; Tsai, 2013; Woodrow , 2006), and they 

aimed to scrutinize variations in anxiety level triggered at certain moments by 

different speaking tasks. Few of them examined the anxiety experiences across a 

longer period of time, or considered the fluctuation of the anxiety along time. By 

investigating into anxiety experienced by EFL graduate students both during the 

preparation and presentation stage, the present study found that these proficient 

students felt the greatest anxiety at various moments even along the progress of 

completing a presentation. The results further revealed that a situational anxiety like 

presentation anxiety investigated here may last long but fluctuate at different 

moments. The present study also indicated that the fluctuation of presentation anxiety 
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has close relationship with the nature and intensity of anxiety sources.  

 

The Sources of Anxiety About English Academic Oral Presentations 

 The results of the present study showed eight observable sources of English 

academic oral presentations among Taiwanese graduate students, including (1) fear of 

negative evaluation from the authority; (2) worry of uncertainty; (3) seeking 

impeccability; (4) unfamiliar audience; (5) standard matching; (6) pressure of 

comparison; and (7) maintaining self-esteem. These sources have their root in three 

factors, namely the presence of the authority (course instructors), the presence of the 

peers (classmates), and the presenters’ self-expectation. To be more specific, the 

variation in anxiety sources experienced by the participants was related to varying 

attention or importance individuals paid to the above-mentioned three factors. Fear of 

negative evaluation was found to be rooted in the importance attached to the authority 

of the class, the professor. Worry of uncertainty seemed to derive from the presenters’ 

concern about how their peers, the classmates, thought of their presentations. Seeking 

impeccability was found to evolve from the presenters’ self-expectation. Unfamiliar 

audience became a source of anxiety because the presenter felt uncertain of the 

expectation and competence of such an audience. Standard matching became a source 

of anxiety when the presenters expected themselves to match the expectations of the 

authority. Pressure of comparison became a source of anxiety in situations where the 

presenters expected themselves to perform as well as their peers. Maintaining 

self-esteem was found to be a source of anxiety closely related to the presenters’ 

self-expectation and the importance they attached to the authority and peers in class. 

A model of the present research findings on the sources of English academic oral 

presentation anxiety is demonstrated by a Venn diagram shown in Figure 2. The 

construction of this Venn diagram was based on the results of anxiety sources drawn 
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-Maintaining 

self-esteem  

- Standard matching 

- Pressure of comparison 

- Seeking 

impeccability 
Self-expectation 

- Fear of negative 

evaluation 

The Authority 

- Worry of 

uncertainty 
The Peers 

- Unfamiliar audience 

mostly from the interviews with the participants. It should be noted that this Venn 

diagram is simply applied to show how the anxiety sources are related to the three 

factors (the presence of the authority, the presence of the peers, and the presenters’ 

self-expectation); it does not indicate the interrelationships or the strength of the 

sources or factors. Note also that such a diagram does not take presentation contexts 

and other environmental factors into consideration. In the following sections, I will 

deliberate each anxiety source. 

 

 

 

 

 

 

   

 

 

 

 

 

 

 

Figure 2. 

Sources of English Academic Oral Presentation Anxiety 

 

Fear of negative evaluation from the authority. Presentation anxiety caused by 

the fear of negative evaluation from the authority was inferred from students’ 
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description of their anxiety caused by the presence of the course instructors. In 

university and graduate courses, professors typically represent the authority in class 

due to their expertise in the academic field. Students’ concern about how their 

performances were evaluated by the course instructors would normally cause certain 

degree of anxiety during presentations, especially when they are relatively less 

attentive to their peers or personal achievement. It was the fear of receiving negative 

evaluation from the professor that dominated their presentation anxiety in this case 

－ regardless of how confident the students were of their presentation. 

Some of the students were afraid of being directly criticized by the professor in 

front of the class, and felt very high levels of anxiety along with embarrassment once 

the professor did so. Although these students knew that the professor intended to 

provide them useful advice for further academic improvement, and seldom took it 

personal, they still felt depressed upon receiving the negative comments. However, it 

was also observed that their anxiety level was not as severe when the students had 

taken courses with the professor or had some understanding about the professor, such 

as his style of teaching or ways of communication. 

This finding is consistent with previous studies that found fear of negative 

evaluation as a source of language anxiety (Chan & Wu, 2004; Ellis, 2008; Horwitz, 

et al., 1986; Horwitz & Young, 1991; Lin, 2011; Woodrow, 2006). Most of these 

studies attributed the fear to students’ worries about their course grades, and indicated 

that it was the direct influence over grades which teachers possessed that made 

students anxious. However, the present study demonstrates that students’ concern was 

more about the approval from the professors of their professionalism, rather than the 

task scores. For these graduate students, receiving positive evaluation suggests 

affirmation from the professor of their academic abilities, while negative comments 

symbolize deficiency in their professionalism. 
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Previous studies on speech anxiety had found that speakers show more anxiety 

when being exposed to audiences of expertise (Hilmert, Christenfeld, & Kulik, 2002; 

Long, Lynch, Machiran, Thomas & Malinow, 1982). In consistent with them, the 

present research also discovered that students were much more concerned with 

negative comments from the course instructors than from the peer audience. Most of 

the participants claimed that their classmates were amicable and normally offered 

supporting statements or humble advice. In addition, they believed that their peers did 

not have sufficient expertise to make strict judgments on the presentation. 

 

Worry of uncertainty. Different from the anxiety provoked by the professor, 

peer audience, referring to the other students in the class, tended to make EFL 

graduate students feel anxious during presentations in a different manner. More 

specifically, the participants felt uneasy and anxious during presentations only when 

their peer audience did not show any response. This result differed from the findings 

of previous studies, which suggested that speakers are more likely to experience 

speech anxiety when they receive negative responses from the audience (Hilmert et al., 

2002; MacIntyre & Thivierge, 1995; Pertaub et al., 2002; Tsai, 2013). Such difference 

could result from the differences in learning environment. As mentioned previously, 

the atmosphere among students in the current research setting was very harmonious. 

Hence, negative responses from the peer audience did not occur to be a cause of 

presentation anxiety for the participants, probably because they knew that it was 

nearly impossible for their classmates to do so. 

On the other hand, the present finding corresponds to the discovery of previous 

studies that speakers tend to be more anxious when the audience has no response at all 

(Behnke & Sawyer, 2004; MacIntyre, Thivierge, & MacDonald, 1997). These studies 

suggested that audience with little verbal or non-verbal response might signify their 
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lack of interest in the presentation and would thus induce anxiety. However, for 

TESOL graduate students in the present research, unresponsive audience made them 

feel nervous because they felt uncertain of how their peer audience considered the 

presentation. As the presenters had no clues of what their peer audience was thinking 

about, they were unable to adjust their presentation to meet the audience’s needs. This 

feeling of uncertainty with the ongoing task made the presenters anxious on stage. In 

fact, most of the TESOL graduate students preferred their peer audience to have direct 

interaction with them, and considered it even better to receive negative evaluations so 

that they knew how to make immediate adjustments in the presentation. 

  Though it was discovered in most of the cases that EFL speakers felt anxious 

about speaking in front of their peers, out of the fear of being laughed at and of 

making a fool of themselves in public (Behnke & Sawyer, 2004; Pertaub et al., 2002; 

Price, 1991), my study suggests that this fear might not apply to learners of high 

proficiency, who are more concerned about the content of presentation, such as the 

participants of my study. For this group of students, they have rare chances of being 

ridiculed in front of the audience. Thus, they did not seem to be afraid of receiving 

criticisms from their classmates, but were concerned more about whether they could 

deliver an informative presentation to the peer audience. 

 

Seeking impeccability. As EFL graduate students generally possess higher 

English language proficiency and have adequate knowledge in their academic field, 

they tend to have high self-expectation towards their presentation performances in 

class. Similar results was found in Tsai’s (2013) study, which showed that 

performance expectancy was one of the major sources of anxiety during midterm 

presentations for EFL learners at university level. The students in Tsai’s (2013) study 

seemed to expect highly of themselves and experience test anxiety as discussed in 
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Horwitz et al. (1986) because the presentation tasks were counted as a mid-term oral 

exam. However, in my study, the participants’ high self-expectation was not related to 

test anxiety because the presentation tasks were generally viewed as a part of the 

classroom activities rather than exams. 

Such self-expectation reflected in my participants’ desire for approaching 

impeccability in their presentations. Their intention for the presentation to be flawless 

was revealed in their frequent mentioning of “not wanting to make mistakes.” During 

the preparation stage, they worked hard to comprehend the details of the assigned 

articles, and felt fretful when there was something that they could not understand. 

While presenting, these students attempted to present fluently and offer useful insights. 

Such intention to carry out informative presentations often caused EFL graduate 

students to experience presentation anxiety. However, there is a difference between 

the anxiety caused by seeking impeccability and that by approaching perfection in 

Price (1991).The participants in my study admitted that they could not and did not 

insist on giving “perfect” presentations because they were not experts and still had 

room for improvement in the academic field. 

 

Unfamiliar audience. Previous studies (Daly et al.,1988; Horwitz &Young, 

1991) suggest that L2 speakers are likely to experience public-speaking anxiety when 

they feel unfamiliar with the environment or the audience (Chen , 2009; Horwitz & 

Young, 1991). A similar finding was found in this study. That is, the participants felt 

anxiety when they presented in front of an audience with whom they were barely 

familiar. More interestingly, there seems to be a connection between audience and 

environmental unfamiliarity. Students who delivered their very first presentations in a 

new course or presented at an unfamiliar context such as conferences are more likely 

to take high notice of how the audience was responding to their presentations and 
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would thus constantly feel tensed as they presented. This finding corresponds with the 

finding of previous research that speaking anxiety is related to how the audience react 

or interact with the speakers (Behnke & Sawyer, 2004; Pertaub et al., 2002). It is 

possible that little interaction between my participants and the unfamiliar audience, 

which kept them from knowing how the audience felt about their presentations, made 

my participants anxious on stage. 

In addition, the participants’ anxiety caused by unfamiliar audience was also 

related to their uncertainty of the expectation and competence of such an audience. 

More importantly, considering the environment of the graduate program, my 

participants usually regarded an unfamiliar audience as professionals in the field, and 

thus seemed to be afraid of being negatively evaluated by them. This finding is 

consistent with the finding of previous studies that speakers experienced greater 

anxiety when being exposed to audience of expertise (Hilmert, Christenfeld, & Kulik, 

2002; Long, Lynch, Machiran, Thomas & Malinow, 1982). 

 

Pressure of comparison. No matter how well they prepare for their presentation, 

EFL graduate students may still feel anxious when seeing the excellent performance 

done by other presenters. In fact, participants in this study reported at least once of 

feeling anxious upon seeing their classmates’ engaging presentations. Such anxiety 

was especially intense when the participants had to present immediately after their 

outstanding classmates. Though it is possible that the anxiety caused by comparison 

had its root in the presenters’ fear of negative self-evaluations (Daly et al., 1988; Liu 

& Jackson, 2008), or potential negative comments on their performances from the 

audience (Horwitz et al., 1986; Mak, 2011; Young, 1991), a more preferable 

explanation obtained from the students is being altruistic. 

In addition to a slight feeling of shame, the TESOL graduate students felt more 
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worried about not being able to provide the audience a presentation as informative as 

the one given by their outstanding classmates. Based on previous studies, it is 

undeniable that speaking anxiety is mostly associated with rather undesirable feelings 

such as the of negative evaluation (Chen, 2009; Horwitz et al., 1986; Leary, 1982; Liu 

& Jackson, 2008; Mak, 2011; McCroskey, 1970; Phillips, 1999; Price, 1991; Tsai, 

2013), low self-esteem (Daly et al., 1988; Liu & Jackson, 2008; Young, 1991), and 

worries over failure (Chen, 2009; Tsai, 2013). Nevertheless, the present study 

suggests that speaking anxiety experienced by TESOL graduates students during 

classroom presentations may also be triggered by such positive attitude as altruism. 

 

Standard matching. Presenters who are more aware of the evaluation from the 

classroom authority and hope to maintain self-expectation tend to experience 

presentation anxiety provoked by a desire for matching a high standard. Among the 

participants, presentation anxiety caused by such a source normally occurred during 

their preparation stage. In other words, when students were working for their 

presentation assignments, they felt anxious with an expectation that they could 

prepare well and not disappoint the professor in any manner. Previous studies mostly 

investigated speaking anxiety that students experienced at the time of the speaking. 

The present study adds to the literature the finding that specific sources can also 

trigger presentation anxiety prior to the actual task. 

Note that presentation anxiety derived from this source was found in students 

who participated in one particular course, in which no clear grading criteria for 

presentation assignments were provided. That is, students tended to experience higher 

standard-matching anxiety when the course instructors, namely the authority in class, 

seldom explained explicitly what his expectations towards the presentations, and 

merely commented on students’ performance in presentations. Although the professor 
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might intend to downgrade evaluation, students did not feel secure or relaxed. Instead, 

they felt more anxious, not knowing how they should meet up the professor’s 

expectations, because most of them still believed in the existence of a certain standard 

even when the professor claimed otherwise. This finding reveals that not only do 

learners’ erroneous beliefs about language learning (Price, 1991; Young ,1991) but 

also their belief towards the professors’ authority of evaluating performances can 

cause anxiety in presentations. 

 

Maintaining self-esteem. Students that attempted to maintain their self-esteem, 

a source related to the authority, the peers, and self-expectation, experienced more 

intense anxiety. When students had high self-expectation and are concerned about 

evaluation from the authority and responses from their peers, they showed a desire for 

maintaining self-esteem, which provoked great anxiety. A typical case is the 

presentation anxiety experienced by Koala when she presented at the ICETL 

conference. During the presentation, Koala’s appellation as “a TESOL graduate 

student from NTNU” set a high self-expectation of herself and made her feel 

extremely pressured. This result again supports previous discovery of anxiety caused 

by the speakers’ self-expectation (Price, 1991; Tsai, 2013). However, Koala’s 

presentation anxiety was intensified by the unfamiliar audience mainly consisting of 

professionals, a well-recognized source of anxiety (Hilmert, Christenfeld, & Kulik, 

2002; Long, Lynch, Machiran, Thomas & Malinow, 1982). In addition, her belief that 

the audience attending the conference and the presentation session by personal choice 

had certain expectation of the presenters made Koala feel even more stressed, 

probably due to fear of negative evaluation (Chan & Wu, 2004; Ellis, 2008; Horwitz, 

et al., 1986; Horwitz & Young, 1991; Lin, 2011; Woodrow, 2006). 

Anxiety caused by maintaining self-esteem was also found in students who 
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considered a particular presentation assignment especially important. For example, for 

TESOL graduate students, presentation of their mid-term projects or term papers was 

so crucial that all of the three factors can work together to trigger their presentation 

anxiety. Furthermore, although it had not been further examined, most of the TESOL 

graduate students did indicate that they would experience an extreme level of 

presentation anxiety at their thesis proposal hearing－due to their worries over 

evaluation from the authority (committee members) and peer audience (students who 

are present to help), as well as their desire to achieve their self-expectations. Such a 

finding not only supports previous research that found fear of negative evaluation as a 

source of language anxiety (Chan & Wu, 2004; Ellis, 2008; Horwitz, et al., 1986; 

Horwitz & Young, 1991; Lin, 2011; Woodrow, 2006) but further indicates that the 

presenters cared about the evaluation even more when they considered the 

presentation tasks very important. 

 

Anxiety coping strategies for oral presentations 

 The anxiety coping strategies discovered in the present research can be classified 

into two categories: (1) coping strategies applied during the preparation stage; and (2) 

coping strategies applied while presenting. Huang (2013) specified that there was a 

negative correlation between learner’s anxiety levels in L2 language learning and the 

efficacy of their application of anxiety coping strategies. The results of this study lent 

further support to Huang’s (2013) findings of the effect of coping strategies on 

reducing anxiety. Most of the participants, regardless of their anxiety level, 

consciously took actions in the face of presentation anxiety and succeeded in reducing 

their anxiety. In the following sections, I will discuss each type of the coping 

strategies. 
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Coping strategies applied during the preparation stage. The EFL graduate 

students in this study often felt anxious when they encountered difficulties during the 

preparation stage, such as having trouble comprehending the content in articles which 

they were assigned to present or organizing the flow of their presentation. In this case, 

solving the problem seems to be the only way to eliminate their anxiety. Thus, the 

most common coping strategy applied by EFL graduate students during the 

preparation stage was to seek help from their professors or classmates. In addition to 

asking for advice, the presenters even rehearsed with their classmates in order to make 

sure their presentation was “acceptable.” This finding corresponds with Huang’s 

(2011) findings of that EFL graduate students coped with language anxiety by asking 

assistance from their professors or practicing with peers in advance. 

The participants also applied other tactics to reduce anxiety resulting from the 

burdened preparation. Some of them divided the working hours and constantly took a 

break, while others tried to finish the preparation work as soon as possible. These 

strategies were successful in lowering their anxiety while preparing for their 

presentation. Other strategies such as seeking comfort from friends and developing 

special presentation techniques (personalized speech notes) were also effective in 

reducing presentation anxiety. However, as presentation anxiety varies with 

individuals (Ellis, 2008; Horwitz, 2001; Price, 1991), variation also existed among the 

participants in their choice of anxiety coping strategies. 

 

Coping strategies applied while presenting. It was found that when the 

participants felt anxious at presentations, they usually sought support from the 

audience in order to cope with their presentation anxiety. In fact, it is the only coping 

strategy discovered in the present study, which was applied by all of the participants 

except for Eliza, who claimed that her anxiety during presentations was almost 
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impossible to cope with. According to the participants, their anxiety significantly 

decreased once they detected positive responses from the audience. As a result, 

presenters tended to have more eye contact with and pay more attention to those who 

smiled, nodded, or showed concentration on the presentation. Furthermore, presenters 

also actively interacted with the audience in order to persuade themselves that their 

peers were enjoying the presentation. 

 While previous studies indicated that it was more of the teachers’ responsibility 

to create a relaxed learning environment and reduce leaners’ anxiety in learning 

(Burgoon, 1976; Horwitz &Young, 1991), it does not seem to be always the case for 

classroom presentations. In this study, when students presented in class, they tended 

to avoid negative responses but rely on the encouraging responses of the audience, the 

professor and their peers as well, to reduce their anxiety. This finding is similar to that 

of Leki’s (1999) study, which showed that anxious students tended to subconsciously 

avoid factors or situations that may trigger anxiety. This finding can also account for 

Bodie’s (2010) discovery that speaking anxiety could be reduced when the speakers 

are exposed to the same group of audience over a longer period of time. When 

speakers are more acquainted with the audience, they can better recognize those who 

are supportive or encouraging. 

 

Conclusions 

 The present research investigated how Taiwanese EFL students with high 

English proficiency developed, experienced, and coped with anxiety about English 

academic oral presentations. Based on long-term observations, three anxiety patterns 

among Taiwanese EFL graduate students were identified: (1) occurrence of anxiety 

climax at the beginning of the presentation; (2) occurrence of anxiety climax during 

the presentation; and (3) occurrence of anxiety climax before the presentation. It was 
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also found that how the participants’ anxiety fluctuated within each presentation task 

was closely related to the anxiety sources they experienced. 

 Besides, the present research discovered seven observable sources of English 

academic oral presentation anxiety among Taiwanese EFL graduate students. These 

sources have their root in three factors － the presence of the classroom authority 

(course instructors), the presence of the peers (classmates), and presenters’ 

self-expectation. The seven anxiety sources are: (1) fear of negative evaluation from 

the authority (presence of the authority); (2) worry of uncertainty (presence of the 

peers); (3) seeking impeccability (self-expectation); (4) unfamiliar audience (presence 

of unfamiliar authority and peers); (5) pressure of comparison (self-expectation and 

presence of the peers); (6) standard matching (self-expectation and presence of the 

authority); and (7) maintaining self-esteem (a combination of all three factors). 

 Finally, this research revealed several anxiety coping strategies applied by 

Taiwanese EFL graduate students at different stages －at the preparation stage and 

during the presentation. In order to decrease their anxiety level, students sought help 

from their professors or classmates, sought comfort from friends, or developed 

personalized working styles and presentation techniques as they prepared for the 

presentation assignments. On the other hand, when students felt anxious during their 

presentations on stage, seeking support from the audience seemed to be the only 

strategy effective in coping with their presentation anxiety. 

 

Limitations 

 Despite careful design of the research, the present study has its limitations. In 

terms of data collection, recording various self-reports became a greater burden than 

we expected. Throughout the 18 weeks of data collection, few of the participants 

persisted in keeping self-reports as requested. I might thus miss some important 
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information due to the relatively incomplete set of the participants’ self-reports. 

Fortunately, the missing reports were partially supplemented by interviews, which 

were held once or more almost every week. Actually, most participants claimed that 

they had offered more personal reflections in interviews than in their written reports. 

Some even suggested that writing weekly journals were unnecessary considering the 

constant weekly meetings. Future research may reconsider the need to keep weekly 

self-reports and conduct weekly interviews given the busy schedule of the 

participants. 

 In addition, the selected research site was mostly an environment familiar to the 

participants, with acquainted peers and professors. Given such a specific condition, 

the research results and their implications could more or less be limited. For example, 

learners’ sources of presentation anxiety, anxiety patterns, and coping strategies, could 

differ if the presentation context involved is unfamiliar to the learners. Further 

research in other context is certainly needed to offer insights into anxiety about 

English academic oral presentations among Taiwanese EFL graduate students. 

 

Pedagogical Implications 

 The present study aimed to explore anxiety over English academic oral 

presentations among graduate students in a TESOL program. Based on the results, 

several pedagogical implications can be offered. 

 First, presentations in graduate courses are recommended to be conducted in a 

form of guided discussions rather than solo demonstration of academic competence. 

My finding on patterns of students’ anxiety experiences in English academic oral 

presentations indicated that students’ anxiety aroused during the preparation stage 

varied with their impression on the given assignment. Most of the students felt less 

nervous when delivering presentations with constant interactions with the audience; 
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they also considered such assignments not as solemn or anxiety-provoking. Thus, 

course instructors can require more interactive presentations, while student presenters 

should try including more questions to discuss with their classmates. 

 Second, findings on sources of anxiety also offered both the course instructors 

and students valuable insights into ways to reduce anxiety about English academic 

oral presentations. To begin with, there are two suggestions for course instructors, the 

authority in the classrooms. When giving advice for further improvements on 

students’ performances, the course instructor should do in a more genial manner. For 

instance, professors could use expressions of suggestion such as “I suggest that 

you…” or “I highly recommend that you…” instead of imperative phrases like “You 

need to…” and “You have to...” Furthermore, most students would prefer to hear 

concrete and specific advice on how they can make improvements than plain 

criticisms of their defects in performance. This may produce better effects and help 

reduce anxiety among students. In addition, offering clear classroom instructions and 

grading criteria may help prevent students from feeling unnecessary anxiety caused 

by uncertainty of presentation objectives. As for advanced EFL learners, maintaining 

feasible self-expectation and accepting the fact that minor flaws do not sabotage a 

well-prepared performance can be helpful in reducing the anxiety level when giving 

presentations in class. 

 Finally, when listening to presentations given by other peers in class, students 

should provide support with verbal or non-verbal responses, such as nods, smiles, 

reflections on the presented content, or answers to the posted questions. Because a 

hospitable audience is influential in assuaging presenters’ anxiety, it is suggested that 

students support each other by actively participating in the presentations as responsive 

listeners. 
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Suggestions for Future Studies 

On top of the pedagogical implications, the present research has some 

implications for future studies on language anxiety in general. First of all, longitudinal 

qualitative studies of anxiety are recommended. By collecting various data sources 

over a long period of time, this study was able to reveal some results that differed 

from what obtained in studies that examined anxiety at the time of presentation. Thus, 

it is necessary for researchers to carry out longitudinal qualitative studies to achieve a 

more holistic picture of anxiety about performing foreign language listening, speaking, 

reading, and writing tasks. This approach may diminish possible bias resulting from 

investigations conducted at one point of time. 

 Furthermore, in terms of research participants, future studies are suggested to 

target on EFL graduate students that do not major in English. Throughout their 

graduate study, it is possible for EFL graduate students to come across occasions 

where they need to give academic oral presentations － even in English. 

Non-English major graduate students may suffer from greater language anxiety due to 

their limited English language proficiency. Studies on their English academic oral 

presentation anxiety may reveal anxiety sources different from those discovered 

among English major students and offer more adequate suggestions for non-English 

major graduate students to cope with their anxiety about English academic oral 

presentations. 
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Appendix A 

Reminders for Participants 

 

 Assignment recording 

 利用 {口頭報告紀錄表} ，在學期初紀錄下每堂課口頭報告的時

間、內容、和當時的感受。 

 

 Weekly meetings 

 每週固定與 Summer 碰面一次，談談準備課堂口說報告的心得。 

 時間：__________________    地點：_________________ 

 

 Self-reports 

 每週固定紀錄準備課堂口說報告的進度和心情。可以使用{作業紀

錄表} 作為紀錄範本，但並無規定格式。 

 非常歡迎隨時寄電子信件到 Summer 的信箱討論準備課堂口說報

告的心得！ 

 

 Observations & Interviews 

 每次課堂口說報告的時候，Summer 都會出現觀察喔！ 

 報告完之後，Summer 會利用下課的時間進行訪談。 

 

 Researcher’s information 

 Name: Summer 

 E-mail: 699210757@ntnu.edu.tw 

 Cellphone: 0972038472 

 

mailto:699210757@ntnu.edu.tw
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Appendix B 

Initial Self-report 

  

請根據自己的狀況紀錄每堂課的口說報告相關資料。謝謝！ 

 

 

記錄者： 

 

課名：  

報告日期：  

報告主題：  

感想：  

紀錄時間：  

 

 

 

課名：  

報告日期：  

報告主題：  

感想：  

紀錄時間：  
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Appendix C 

Weekly Journal 

  

每週課後省思記錄 

  

說明: 

1. 請在每次上完課後，簡短記錄下 50~100 字的上課心得。 

2. 中文、英文皆可。 

3. 若你沒有特別的想法，可從下列問題 1~6 中選擇適當者作答。 

 

課後記錄: 

1. 今天課堂上老師與同學的互動如何？請簡短的敘述一下這堂課的上課氛圍 

(atmosphere)。 

2. 上課時，老師說過哪些話、或提到哪些事情讓你特別感到壓力？為什麼？ 

3. 你對今天同學的口頭報告感覺如何？ 

4. 你覺得今天哪位同學的口頭報告最令你印象深刻，為什麼？ 

5. 你對自己今天的口頭報告表現感覺如何？ 

 

 

記錄者姓名：_____________   

 

課程名稱： (論文寫作)   上課時間： (週五 14:00-16:00)  

 

日期 對今天這堂課的特別感想： 

(03/08/2012) (有一份報告的 Q&A 時間很長，但是大部分是老師在發問，所以我覺得

比較輕鬆，因為比較少參與討論。) 
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Appendix D 

Presentation-preparation Report 

  

 口頭報告準備歷程記錄表 

說明: 

1. 請在每次準備口頭報告後，簡短記錄下準備心得。 

2. 中文、英文皆可。 

 

 

記錄者姓名：_____________   

 

課程名稱： (論文寫作)    

報告主題： (文獻閱讀報告)  

 

日期 時間 今日進度 感想 其它 

(03/08/ 

2012) 

(13:30 - 

16:15 ) 

(讀完文獻，並製作前三張

投影片) 

(覺得很緊張，因為下星期就

要報告了現在還沒做完) 

(中間休息了半

小時跑去看電

視) 
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Appendix E 

Background Interview Prompt 

 

Part 1 

1. 你第一次中文的口頭報告(oral presentation)是在什麼時候做的？你第一次的

英文口頭報告(oral presentation)是什麼時候做的？當時感覺如何？ 

2. 對於大學/研究所教授將學生的 oral presentation 當成一種課堂活動，你有什麼

看法？ 

3. 就你的認知，你覺得大學/研究所教授普遍對口頭報告(oral presentation)有些

什麼樣的要求？他們對中文、英文口頭報告的要求會不一樣嗎？ 

4. 如果學生要互相評分，你覺得你同學會給什麼樣的口頭報告(oral presentation)

較高分？他們對中文、英文口頭報告的評分標準會不一樣嗎？ 

5. 你自己覺得一個“好的”口頭報告(oral presentation)應該具備什麼樣的要素？

好的中文口頭報告(oral presentation)和好的英文口頭報告(oral presentation)在

應具備的要素上有差別嗎？ 

1. 你覺得你所做的中文和英文口頭報告(oral presentation)有符合自己所期望的

“好的” 中文和英文口頭報告(oral presentation)嗎？為什麼？ 

6. 你上過中文口頭報告的課程或接受過相關訓練嗎？你上過英文口頭報告的課

程或接受過相關訓練嗎？(你覺得這些課程或相關訓練對你有什麼幫助嗎？) 

7. 你覺得擁有中文口頭報告技能(oral presentation skill)對你來說很重要嗎？你

覺得擁有英文口頭報告技能(oral presentation skill)對你來說很重要嗎？為什

麼？ 

 

Part 2 

2. 你使用中文做口頭報告(oral presentation)時會緊張嗎？你使用英文做口頭報

告時會比用中文報告時緊張嗎？為什麼？ 

3. 你大學的時候做英文口頭報告(oral presentation)時容易緊張嗎？為什麼？ 

2.a 大學時，你在什麼狀況下英文口頭報告(oral presentation)會特別緊張或感

到很有壓力？為什麼？ 

2.b 大學時，在什麼狀況下當你報告完(下台後)還是會感到緊張呢？為什麼？ 

2.c 大學時，你在什麼狀況下進行英文口頭報告(oral presentation)會覺得很輕

鬆、沒有壓力？為什麼？ 

4. 進研究所後，你在做英文口頭報告(oral presentation)時會感到緊張嗎？為什

麼？ 

3.a 進研究所後，你在什麼狀況下進行英文口頭報告(oral presentation)時會特

別緊張或感到很有壓力？為什麼？ 

3.b 進研究所後，在什麼狀況下當你報告完(下台後)還是會感到緊張呢？為什

麼？ 
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3.c 進研究所後，你在什麼狀況下進行英文口頭報告(oral presentation)會覺得

很輕鬆、沒有壓力？為什麼？ 

5. 你覺得做什麼會有助於你減輕做英文口頭報告(oral presentation)時的壓力或

緊張？為什麼？ 

6. 能不能分享你大概都是怎麼準備一份英文口頭報告(oral presentation)的？ 

7. 進研究所後，你通常會花多久的時間準備一份英文口頭報告(oral 

presentation)？在什麼情況下會花比較久的時間準備？在什麼情況下會花比

較少的時間準備 

8. 目前來說，你覺得在準備一份英文口頭報告(oral presentation)時你最擔心什

麼？為什麼？ 
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Appendix F 

End-of-the-study Interview Prompt 

 

Part 1 

1. 這學期你總共做了幾次英文口頭報告(oral presentation)？ 

2. 你對於哪一次(些)的口頭報告(oral presentation)最有印象？為什麼？ 

3. 你覺得哪一次(些)的口頭報告(oral presentation)讓你感到最緊張？為什麼？ 

4. 這學期同學做的英文口頭報告(oral presentation)中，哪些讓你印象深刻？為什

麼？ 

5. 如果下學期還要做英文口頭報告(oral presentation)，你會感到緊張或不安嗎？

為什麼？ 

6. 請說說你在不同課堂上做英文口頭報告(oral presentation)的感想。你在不同課

上的感受會有所不同嗎？為什麼？ 

7. 能不能分享你這學期是怎麼準備英文口頭報告(oral presentation)的？對準備

過程有何感想？(請分享對於這學期 presentation 準備過程的感想。) 

8. 這學期你通常花多久的時間準備一份英文口頭報告(oral presentation)？在什

麼情況下會花比較久的時間？在什麼情況下會花比較少的時間？ 

 

Part 2 

1. 現在，你覺得一個“好的”英文口頭報告(oral presentation)應該具備什麼樣的要

素？ 

2. 現在，你覺得研究所教授普遍對英文口頭報告(oral presentation)有些什麼樣的

要求？ 

3. 現在，你覺得你同學會給什麼樣的英文口頭報告(oral presentation)較高分？ 

4. 這學期，你在哪些狀況下做英文口頭報告(oral presentation)感覺很有壓力？為

什麼？ 

5. 這學期，你在哪些狀況下做英文口頭報告(oral presentation)感到很輕鬆、沒有

壓力？為什麼？ 

6. 這學期你最常做什麼事來減輕「準備」英文口頭報告(oral presentation)時的壓

力或緊張？為什麼？ 

7. 這學期你最常做什麼事來減輕「進行」英文口頭報告(oral presentation)時的壓

力或緊張？為什麼？ 

8. 你覺得這學期做的英文口頭報告(oral presentation)都有符合自己所期望的“好

的” 口頭報告(oral presentation)嗎？為什麼？ 

9. 你覺得自己的英文口頭報告技能(oral presentation skill)在經過這學期後有進

步嗎？(在哪些方面有進步？為什麼？) 
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Appendix G 

Data Collection Schedule for the Participants 

 

Data collection schedule for Anna 

Date Schedule Date Schedule 

2/18 (W1) Background interview1 2/25 (W2) Background interview2 

3/04 (W3) W3 interview 3/04 (W3) 
Observation of 

presentation AX1 

3/11 (W4) 
Observation of 

presentation AY1 
3/11 (W4) Post AX1 interview 

3/11 (W4) Post AY1 interview 3/18 (W5) W5 interview 

3/25 (W6) W6 interview 4/01 (W7) W7 interview 

4/08 (W8) W8 interview 4/15 (W9) W9 interview 

4/22 (W10) W10 interview 4/29 (W11) W11 interview 

5/06 (W12) W12 interview 5/07 (W12) 
Observation of 

presentation AX2 

5/13 (W13) W13 (Post AX2) interview 5/20 (W14) W14 interview 

5/21 (W14) 
Observation of 

presentation AX3 
5/21 (W14) Post AX3 interview 

6/04 (W16) W16 interview 6/18 (W18) 
Observation of 

presentation AX4 (Final) 

6/18 (W18) Post AX4 (Final) interview 6/25 (W19) EOS interview 
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Data collection schedule for Chloe 

Date Schedule Date Schedule 

2/20 (W1) Background interview1 2/27 (W2) Background interview2 

2/27 (W2) 
Observation of 

presentation CZ1 
2/27 (W2) Post CZ1 interview 

3/06 (W3) W3 interview 3/06 (W3) 
Observation of 

presentation CZ2 

3/13 (W4) W4 (Post CZ2) interview 3/13 (W4) 
Observation of 

presentation CZ3 

3/13 (W4) Post CZ3 interview 3/20 (W5) W5 interview 

3/26 (W6) 
Observation of 

presentation CW1 
3/26 (W6) W6 (Post CW1) interview 

4/02(W7) W7 interview 4/10 (W8) W8 interview 

4/17(W9) W9 interview 4/23 (W10) 
Observation of 

presentation CW2 

4/24 (W10) Post CW2 interview 5/01 (W11) 
Observation of 

presentation CZ4 

5/01 (W11) W11 (Post CZ4) interview 5/22 (W14) W14 interview 

5/28 (W15) 
Observation of 

presentation CW3 
5/29 (W15) 

W15 (Post CW3) 

interview 

6/11 (W17) 
Observation of 

presentation CW4 
6/11 (W17) 

W17 (Post CW4) 

interview 

6/18 (W18) 
Observation of 

presentation CW5 (Final) 
6/19 (W18) 

Post CW5 (Final) 

interview 

6/19 (W18) 
Observation of 

presentation CZ5 (Final) 
6/25 (W19) Post CZ5 (Final) interview 

6/25 (W19) EOS interview   
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Data collection schedule for Eliza 

Date Schedule Date Schedule 

2/26 (W2) Background interview1 3/05 (W3) Background interview2 

3/12 (W4) W4 interview 3/19 (W5) 
Observation of 

presentation EW1 

3/19 (W5) W5 (Post EW1) interview 4/02 (W7) W7 interview 

4/16 (W9) W9 interview 4/30 (W11) 
Observation of 

presentation EW2 

4/30 (W11) W11 (Post EW2) interview 5/14 (W13) W13 interview 

5/21 (W14) W14 interview 6/11 (W17) 
Observation of 

presentation EW3 

6/11 (W17) W17 (Post EW3) interview 6/18 (W18) 
Observation of 

presentation EW4 (Final) 

6/18 (W18) Post EW4 (Final) interview 6/18 (W18) EOS interview 
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Data collection schedule for Koala 

Date Schedule Date Schedule 

2/21 (W1) Background interview1 2/25 (W2) Background interview2 

3/07 (W3) W3 interview 3/14 (W4) W4 interview 

3/21 (W5) W5 interview 3/26 (W6) 
Observation of 

presentation KV1 

3/26 (W6) W6 (Post KV1) interview 4/02 (W7) W7 interview 

4/11 (W8) W8 interview 4/18 (W9) 
Observation of 

presentation KU1 

4/18 (W9) W9 (Post KU1) interview 5/02 (W11) W11 interview 

5/09 (W12) W12 interview 5/16 (W13) 
Observation of 

presentation KU2 

5/16 (W13) 
Observation of 

presentation KT1 
5/16 (W13) 

Post KU2 & KT1 

interview 

5/23 (W14) W14 interview 5/28 (W15) 
Observation of 

presentation KV2 

5/30 (W15) W15 (Post KV2) interview 6/13 (W17) W17 interview 

6/20 (W18) EOS interview   
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Data collection schedule for Sophia 

Date Schedule Date Schedule 

2/24 (W1) Background interview1 3/03 (W2) Background interview2 

3/06 (W3) W3 interview 3/06 (W3) 
Observation of 

presentation SZ1 

3/06 (W3) Post SZ1 interview 3/13 (W4) W4 interview 

3/20 (W5) W5 interview 3/27 (W6) W6 interview 

3/27 (W6) 
Observation of 

presentation SZ2 
3/27 (W6) Post SZ2 interview 

4/10 (W8) W8 interview 4/15 (W9) 
Observation of 

presentation SY1 

4/17 (W9) W9 (Post SY1) interview 4/24 (W10) 
Observation of 

presentation SZ3 

4/24 (W10) W10 (Post SZ3) interview 5/01 (W11) W11 interview 

5/22 (W14) W14 interview 6/05 (W16) W16 interview 

6/19 (W18) W18 interview 6/19 (W18) 
Observation of 

presentation SZ4 (Final) 

6/19 (W18) Post SZ4 (Final) interview 6/27 (W19) EOS interview 
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Data collection schedule for Tanya 

Date Schedule Date Schedule 

2/20 (W1) Background interview1 3/01 (W2) Background interview2 

3/06 (W3) W3 interview 3/14 (W4) W4 interview 

3/19 (W5) 
Observation of 

presentation TX1 
3/20 (W5) W5 (Post TX1) interview 

3/27 (W6) W6 interview 4/02 (W7) 
Observation of 

presentation TW1 

4/10 (W8) W8 (Post TW1) interview 4/17 (W9) W9 interview 

4/23 (W10) 
Observation of 

presentation TW2 
4/24 (W10) W10 (Post TW2) interview 

5/01 (W11) W11 interview 5/14 (W13) 
Observation of 

presentation TW3 

5/15 (W13) W13 (Post TW3) interview 5/29 (W15) W15 interview 

6/04 (W16) 
Observation of 

presentation TX2 
6/05 (W16) W16 (Post TX2) interview 

6/11 (W17) W17 interview 6/18 (W18) 
Observation of 

presentation TX3 (Final) 

6/18 (W18) 
Observation of 

presentation TW4 (Final) 
6/19 (W18) 

Post TW4 (Final) 

interview 

6/19 (W18) Post TX3 (Final) interview 6/26 (W19) EOS interview 
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Appendix H 

Presentation and Observation Schedule 

 

Code Week Date Participant Course Observed Videotaped 

CZ1 W2 2/27 Chloe Z yes yes 

AX1 W3 3/05 Anna X yes yes 

CZ2 W3 3/06 Chloe Z yes yes 

SZ1 W3 3/06 Sophia Z yes yes 

AY1 W4 3/11 Anna Y no yes 

CZ3 W4 3/13 Chloe Z yes yes 

TX1 W5 3/19 Tanya X yes yes 

EW1 W5 3/19 Eliza W yes yes 

KV1 W6 3/26 Koala V yes yes 

CW1 W6 3/26 Chloe W yes yes 

SZ2 W6 3/27 Sophia Z yes yes 

TW1 W7 4/02 Tanya W yes yes 

SY1 W9 4/15 Sophia Y no yes 

KU1 W9 4/18 Koala U no yes 

TW2 W10 4/23 Tanya W no yes 

CW2 W10 4/23 Chloe W no yes 

SZ3 W10 4/24 Sophia Z yes yes 

EW2 W11 4/30 Eliza W no yes 

CZ4 W11 5/01 Chloe Z no yes 

AX2 W12 5/07 Anna X no yes 

TW3 W13 5/14 Tanya W yes yes 

KU2 W13 5/16 Koala U no yes 
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KT1 W13 5/16 Koala T yes yes 

AX3 W14 5/21 Anna X yes yes 

KV2 W15 5/28 Koala V no no 

CW3 W15 5/28 Chloe W yes yes 

TX2 W16 6/4 Tanya X yes yes 

EW3 W17 6/11 Eliza W yes yes 

CW4 W17 6/11 Chloe W yes yes 

TC3 W18 6/18 Tanya X (Final) yes yes 

AX4 W18 6/18 Anna X (Final) yes yes 

TW4 W18 6/18 Tanya W (Final) no yes 

EW4 W18 6/18 Eliza W (Final) no yes 

CW5 W18 6/18 Chloe W (Final) no yes 

CZ5 W18 6/19 Chloe Z (Final) yes yes 

SZ4 W18 6/19 Sophia Z (Final) yes yes 
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Appendix I 

Lists of Coding 

 

Data sources from Anna 

Code Data source 

AI Interviews 

AYJ Journals of course Y 

AXJ Journals of course X 

 

 

Data sources from Chloe 

Code Data source 

CI Interviews 

CWJ Journals of course W 

CZJ Journals of course Z 

 

 

Data sources from Eliza 

Code Data source 

EI Interviews 

EWJ Journals of course W 

 

 

Data sources from Koala 

Code Data source 

KI Interviews 

KVJ Journals of course V 

KTJ Journals of course T 
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Data sources from Sophia 

Code Data source 

SI Interviews 

SYJ Journals of course Y 

SZJ Journals of course Z 

 

 

Data sources from Tanya 

Code Data source 

TI Interviews 

TWJ Journals of course W 

TXJ Journals of course X 

 

 

Data sources from the researcher 

Code Data source 

RN Research notes 

FN Field notes 

 

 

 

 

 

 


	封面頁
	凱筑碩士論文
	論文前Final
	blank
	論文Final


