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ABSTRACT

Despite increasing interest in investigating the effects of second/foreign language writing anxiety on L2
learners’ writing performance and attitudes over the last three decades, the potential sources of that
phenomenon have not been widely researched and identified, particularly in Arabic EFL contexts.
Hence, the current study with its mixed approach design mainly explores and investigates the potential
factors associated with writing anxiety and the strategies for alleviating it among the English language
learners in UAE universities. A total of one hundred and ten students in addition to six EFL instructors
were the study s participants. Quantitatively, two survey questionnaires and students’ writing scores
were used to investigate the anxiety levels, effects and sources. For the qualitative phase, ten highly-
anxious students and ten low-anxious ones were individually interviewed to deepen understanding
about the possible sources of their anxiety and the strategies they use to mitigate its detrimental effects.
Additionally, a focus group discussion with the instructors was held to explore their perspectives on the

coping strategies they use and suggest to reduce the levels of anxiety in writing classes.

The findings show that the participants encountered high levels of anxiety when writing English
compositions and there was a statistically significant negative correlation between students’ writing
scores and their levels of anxiety. Furthermore, the findings indicate that high levels of writing anxiety
could primarily be attributed to writing tests, cognitive and linguistic factors. Some pedagogical
practices, feedback, and evaluation factors were also reported by the participants as moderate and
weak contributing factors to their writing anxiety. In addition, the findings reveal that various affective,
cognitive, linguistic, and pedagogical mitigating strategies and tactics can be used by the low-anxious
students and EFL instructors to lower the anxiety levels. The results also demonstrate that computer
use in writing classes and tests was perceived as an anxiety provoking factor and had no significant
effects in reducing the participants’ writing anxiety. Based on these findings, pedagogical implications

and recommendations for further studies are provided for educators, policymakers and researchers.
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CHAPTER ONE
INTRODUCTION

“Anxiety is quite possibly the affective factor that most pervasively obstructs the learning process”
(Arnold & Brown, 1999, p. 8).

Learning second/foreign languages might be different from learning other subjects and it can be
relatively a demanding task. One of the repeatedly raised questions in language acquisition
theories and arguments is why some learners are more successful and motivated than others.
Similarly, many language practitioners and instructors are still seeking an interpretation for the
different output produced by the learners who are given the same input in a given language
classroom. The possible answers and interpretations for such inquiries have been attributed to
many determining factors which come into play when learning foreign languages such as
cognitive abilities, personal characteristics, social contexts, cultural considerations and affective
factors as well. Describing affective factors as volatile, Ellis (1994) not only points to their effect
on the responses to specific learning daily activities but also on the overall learning process.
Affectively, a great deal of research (e.g., Arnold and Brown, 1999; Bandura, 1977, 1991;
Dornyei, 2001; Horwitz et al, 1986; Pajares, 2003) has demonstrated that our learning outcomes
are correlated with, and affected by emotional factors such as motivation, self-efficacy, and
anxiety. With its down spiraling impact, anxiety contributes to poor performance and obstructs
successful language acquisition and learning (Arnold & Brown, 1999; Macintyre & Gardner,
1994; Horwitz et al, 1986). Its interference with many types of learning can be easily detected,
but when it gets in the way of learning foreign or second languages, it is termed ‘foreign/second
language anxiety’. The alarming levels of language anxiety in classrooms are so high that

Campell & Ortiz, (1991) state that about half of language learners experience a startling level of



anxiety. Subsequently, research and interest have dramatically grown to include other types of L2
classroom anxieties and nervousness associated with specific language skills and tasks (e.g.,
Cheng et al, 1999; Clark, 2005; Sellers, 2000). As one of the main predictors of second language
acquisition (SLA), anxiety negative effects on SLA and mastering the language four skills has
been repeatedly mentioned in a plethora of studies (e.g., Brown, 2000; Dornyei, 2005; Ellis,
1994; Horwitz et al, 1986; Maclintyre & Gardner, 1991; Maclntyre, 1995; Price, 1991; Young,

1991).

As a productive skill, writing in L2 has been viewed as one of the most complex language skills
since it requires not only linguistic competence but also a sufficient amount of writing
convention, cognitive strategies, topical schemata, and communicative competence (Byrd, 2010;
Harmer, 2006; Hyland, 2003; Richard & Renandya, 2002). Therefore, the complexity of writing
tends to escalate anxiety levels among learners which in turn might lead to demotivation and
negative attitudes towards writing (Cheng, 2002; Pajares, 2003; Sharpels, 1993; Zhu, 2004).
Regardless of the numerous attempts and practical methods applied to enhance student writing in
L2 contexts, writing is still viewed as one of the most difficult skills to be mastered by most L2
learners at all levels (Atay& Kurt, 2007; Erkan and Saban, 2011; Hassan, 2001; Latif, 2007). As a
specific facet of foreign language (FL) anxiety, frustration and stress in L2 writing classes have
been increasingly recognised and emphasized by many researchers as a hindrance to writing
performance and a source of learners’ negative attitudes towards writing (e.g., Cheng et al, 1999;
Cheng, 2004; Hassan, 2001). The causes of such affective feelings in L2 writing classes have
been attributed to multiple sources such as lack of self-confidence, low self-efficacy, product

model of teaching writing, linguistic incompetence, poor skill development, teaching practices,



negative feedback, peer competition, as well as cultural factors (Abu Shawish and Atea, 2010;
Cheng, 2002; Daud et al, 2005; Latif, 2007, 2012; Lin, 2009; Zhang, 2011). Calling for more
investigation into writing anxiety, researchers who have recent interest in this phenomenon (e.g.,
Abu Shawish &Atea, 2010; Atay & Kurt, 2007; Cheng, 2004; Daud et al, 2005; Hassan 2001;
Latif, 2007) have criticized the limited number of studies that address L2 writing anxiety.
Similarly, Leki (1999) adds that interpreting the results related to writing anxiety is not an easy
task since its sources are quite diverse. As such, identifying and exploring the sources of writing
anxiety from affective, cognitive, pedagogical, linguistic and socio cultural perspectives has

become a fundamental requirement in L2 writing contexts.

Based on the researcher’s experience and observations of what has been happening in English
writing classes, it could be claimed that the English writing context in the UAE is not an
exception. A relatively small number of studies (e.g., Abu Shawish &Atea, 2010; Sawalha et al.,
2012; Hassan, 2001; Latif, 2007, 2012; Salim, 2007) have examined English writing anxiety
(WA) in Arab contexts and none of those studies were conducted in the UAE L2 context. Thus,
this study is intended to fill a gap in this regard and contribute to a deeper understanding of the
issue of English WA among UAE university students who study English as a foreign language
(EFL). The researcher’s long experience in teaching EFL in the UAE schools and universities has
enabled him to observe and feel how much anxious the students become whenever they are asked
to write English compositions. Anecdotal evidence also suggests that some students leave writing
exams without writing even few sentences or a short paragraph. Meanwhile, other students who
are relatively proficient in other skills like reading or speaking exhibit fears of making writing

errors and lack of confidence in their writing abilities. So, one of the motives behind addressing



this complex psychological phenomenon is the strong personal desire to understand why students
are so stressful in English writing situations and how teachers and students can be assisted to
productively dwindle the amount of anxiety. The importance of the current study lies in its being
one of the very rare studies that specifically handle English WA (in terms of potential sources
and alleviating strategies) in the Arab World and the UAE context in particular. Studies of this
kind need to be conducted in the UAE EFL context since finding out the roots of anxiety is not
only beneficial to the learners but also to the higher educational institutions which have a large
number of students in English language foundation year programmes. Hopefully, the mixed
methods research design used in this study will lead to valuable findings that contribute to the
current related literature. An important step used in this study was integrating five quantitative
and qualitative research instruments that have provided a deeper insight into the investigated
issue and explored both learners’ and teachers’ views about how to alleviate its effects.
Compared to similar studies conducted in other L2 contexts (e.g., Abu Shawish and Atea, 2010;
Atay and Kurt, 2006; Latif, 2007), this study is unique in investigating and combining the
perspectives of different stakeholders in one study (highly-anxious students, low-anxious students
and EFL instructors). In the same regard, the suggested alleviating strategies are not only based
on the researcher’s viewpoint and recommendations but also on the stakeholders’ lived

experiences and practical suggestions.

In addition to the aforementioned specific motives, the current study acts as a response to the
researchers’ constant calls for directing more attention to the writing affective variables which
largely determine writing performance and learning. In a recent study, Gkonou (2011, p. 278)

claims that the number of studies examining L2 writing anxiety is still scarce compared to



speaking anxiety which has received the most empirical attention and he claims that “to date,
however, writing anxiety has been less frequently addressed among language anxiety
researchers”. In comparison with studies conducted in the first language contexts, Salim (2007, p.
59) points out that “there is relatively little research that investigated this problem [WA] in L2”.
Specifically, he calls for further research to investigate writing anxiety causes and alleviating

strategies in second/ foreign language contexts.

Before formulating and tackling the four language skill-based anxieties as specific types, the
general construct of ‘anxiety’ has been addressed for many years and defined by psychologists
(e.g., Scovel, 1978) as subjective feelings of fear, stress and worry, related to an object or a state
of apprehension, experienced by individuals with heightened levels of nervousness that
accompany these feelings. Anxiety is usually measured by either behavioral/physiological tests or
self-report reactions. Based on an individual’s propensity to anxiety, Spielberger (1983)
differentiates between trait and state anxieties. ‘Trait anxiety’ refers to the permanent personality
characteristic which makes individuals have a tendency to be anxious in any situation, while
‘state anxiety’ refers to the unpleasant temporary emotional condition experienced by a person as

a response to a particular situation at a particular moment of time.

In 1970s, the early studies (e.g., Chastain, 1975; Kleinmann, 1977) about language anxiety and
its effects on performance in particular, resulted in “inconsistent, scattered and inconclusive
results” (Young, 1991, p.426). This was due to considering and defining language anxiety as a
manifestation of other types such as test and communication anxieties. As a more recent
situation-specific phenomenon, foreign language anxiety is described by some researchers (e.g.,

Horwitz et al, 1986; Macintyre and Gardner, 1991) as a feeling of stress, apprehension, and



negative emotional reaction associated with L2 learning situations. This definition seems more
appropriate since it views language anxiety as a distinct type from other types of general anxiety.
Being a complex multidimensional phenomenon, language anxiety may be produced as a result
of psychological factors such as the learner's own self-perception, perception about peers,
teachers or other cultures (Scovel, 1991), insufficient command of the language or different
social and cultural factors such as being afraid of making errors in front of others and losing

social identity (e.g., Aydin, 2001; Richard, 1996).

1.1.Statement of the Problem

Although most language anxiety debates have addressed speaking as the most anxiety provoking
skills for L2 learners (e.g., Horwitz, et al, 1986; Price, 1991; Young, 1991, 1992), justification for
regarding WA as a specific type of language anxiety caused by social, pedagogical, and
psychological factors has been provided in several studies (e.g., Bline et al, 2001; Cheng et al,
1999; Daly & Wilson, 1983; Erkan & Saban, 2011; Lin, 2009; Rankin, 2006; Zhang, 2011). In
addition, anxiety in writing classes is described as an arousal of emotions, feelings, and fears,
particularly when evaluating written products (Larson, 1985). It has been discussed by many
researchers (e.g., Huwari& Aziz, 2011; Raimes, 1985; Salim, 2007; Tsui, 1996) that learning to
write in L2 is a complex skill involving as much anxiety as the other skills because writers should
create ideas, recall lexical items, and consider grammar, mechanics, organization, coherence and
the targeted audience. In this regard, the detrimental effects of fears and stress when writing in
L2 have been viewed as a significant challenge by most researchers in language anxiety studies.
Al Ahmad (2003) has brought attention to the widespread of WA as a real problem facing
ESL/EFL students. In the same vein, Gilmore (2009) points to writing complexity by claiming

that writing in L1 is considered to be complex for some students and when it comes to writing in



L2 the students’ suffering could be exacerbated. To emphasize the affective side of writing skill,
McLeod (1987) explains that all phases of the writing process are strongly influenced by
affective factors such as anxiety, attitudes and motivation since writing is a cognitive and

emotional mixture

After coining the term ‘writing apprehension’ (Daly and Miller, 1975) and determining its role in
writing performance in a first language (Daly & Shamo, 1978) , much scholarly effort has been
made to develop measurement scales to evaluate and measure levels of writing anxiety among
both second and first language learners (e.g. Cheng 2004; Gungle & Taylor, 1989). As such, a
considerable amount of research (e.g., Cheng et al, 1999; Gkonou, 2011; Kurt & Atay, 2007;
Latif, 2012; Lin, 2009; Rankin. 2006; Sawalha et al, 2012) has been conducted in order to

identify and understand the nature of anxiety one feels when writing particularly in L2.

Realizing the key role of writing apprehension in reflecting the learners’ tendency to approach or
avoid writing situations and the lack of studies about such a psychological phenomenon in the
UAE EFL context necessitates addressing this issue. Furthermore, this study is one of those
studies that attempt to extend the study of FL anxiety from places like North America, Turkey,
and Japan where a large amount of research has been done, to an Arab context, particularly the
UAE where little has been done. In addition, Sullivan’s (2004) reflects the concern reported by
‘The Federal National Council’s Committee for Education and Youth’ over the general weakness
in the English standards of UAE students and calls tertiary institutions to improve students’
language skills that are necessary for their academic future. Undoubtedly, mastering writing as a
productive language skill is an urgent necessity in the UAE universities/colleges and of great

significance since most of the students are required to write their assignments or projects in



English and to pass standardized proficiency tests of which writing essays is a main component.
In this regard, the inability to express one’s ideas through written communication exposes
him/her to become marginalized as getting a high level of writing competence is a requirement
for most postgraduate and undergraduate studies in the UAE high educational institutions.
Importantly, Pajares (2003) clarifies that students who are unwilling to express themselves in
writing due to apprehension are unlikely to be proficient in writing compositions. In light of the
above points and considerations, identifying where the roots of writing anxiety lie, finding
strategies to alleviate writing fears and apprehension, and changing students’ attitudes towards

writing have become essential requirement in the UAE tertiary educational system.

1.2. Research Questions

The primary purpose of this study is to explore and investigate the factors associated with WA
and the strategies for alleviating it among the ELLs in UAE universities when writing English
compositions. Scarcity of studies investigating such an important topic in Arabic speaking
contexts, particularly in the UAE, makes the topic ripe for exploration through the following

research questions:

1. To what extent do students in the UAE universities experience anxiety in English
writing classes?

2. Is there a significant negative correlation between writing anxiety and writing
performance?

3. What are the factors associated with writing anxiety for English language learners

in the UAE universities?



4. Which strategies are perceived by student and teacher participants to be the most
effective for reducing writing anxiety?
5. Is the use of the computer perceived by students to be an effective strategy for

reducing writing anxiety?

As seen, the above research questions show that this study is different from similar studies
conducted in different international EFL contexts. As discussed in the next chapter, most of the
studies address WA from one or two facets. For instance, some studies investigate the sources
without exploring the alleviating strategies; others investigate the anxiety effects without
addressing the sources. In contrast, this study progresses from measuring the anxiety levels
among the participants, to an investigation of its effect on performance, to the identification of its
possible sources, and finally to the exploration of the alleviating strategies from both teachers and
students’ perspectives. In addition, the fifth research question emerges from the desire to explore
the participants’ perspectives about the effect of computer use in anxiety reduction which has

seemed to be a controversial topic in the recent related literature.

1.3. Significance of the Study
Investigating FL anxiety is a necessity and of a great significance due to the negative effects it

can have on L2 learning, performance, achievement and perception towards the whole
educational process (Phillips, 1992). A considerable number of studies have pointed to the
detrimental effects of anxiety on learners’ language achievement (e.g., Horwitz et al, 1986;
Maclintyre and Gardner, 1994; Worde, 1998), and on social communicative interaction
(Maclintyre, 1995), in addition to its interference in the three stages of learning; input, process

and output (Tobias, 1986). The importance of creating a low stress learning situation in



improving learner’s language competence is stressed by Krashen (1982) when he proposes the
Affective Filter Hypothesis which indicates that anxiety, motivation, and other affective factors
greatly affect SLA. Other researchers (e.g. Price, 1991) also claim that the learning process and
outcomes are influenced by the psychological aspects of the learner towards learning languages.
Therefore, uncovering FL anxiety producing factors will broaden insight into that affective
construct and help language practitioners and teachers in creating a less anxious classroom

environment.

As the four language skills have their own specialties and considerations, exploring the factors
standing behind each skill anxiety could contribute to uncovering the sources of anxiety for each
skill and help educators find strategies for alleviating such anxieties. The subject of L2 writing is
crucial within the field of SLA as writing represents a basic component of human
communication. Emphasizing the importance of writing for L2 learners to be successful in social
and academic settings, Grabe and Kaplan (1996) emphasize the need of proficiency in writing for
all L2 learners and for the teachers to get enough experience in how to teach writing classes. As
stated above, little research has yet been carried out, to the best of my knowledge, to investigate
the sources of English writing anxiety and its deleterious impact on students’ writing
performance in the UAE universities. It could be claimed that investigating such issues in the
UAE EFL university context has its own distinctiveness and justification for two major points.
Firstly, compared to its neighboring countries, the UAE might be considered a pioneer country in
terms of higher education as it has become a home to a considerable number of public and private
universities. Despite the small size of its population, the UAE has three federal universities (with

several branches) and seventy ministry-accredited universities and higher educational institutions
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(KHDA, 2010). Secondly, as most of the UAE universities are English medium ones, some
standardized proficiency tests such as International English Language Testing System (IELTS)
and Test of English as a Foreign Language (TOEFL) have become major benchmark
examinations for the students joining high educational institutions. The writing modules in such
tests (with prompts requiring students to critically discuss some topics) put students under
pressure from the moment they join the university since high stake exams generate negative
feelings and tension (Lewthwaite, 2007). As such, the findings of this study could be used to help
in planning appropriate IELTS and TOEFL preparation courses since practical course planning
should be dependent on research theory and feedback gained from the stakeholders’ perspectives

(Richard, 2001).

The findings of the current study in the UAE context may also have additional areas of
application. For example, investigating the level of English WA among the UAE university
students and its relation with achievement is expected to draw attention towards anxiety as an
essential element which should be taken into consideration when teaching English writing in the
UAE universities. Furthermore, uncovering the factors contributing to students’ anxiety will raise
students’ consciousness about English classroom anxieties. Meanwhile, instructors, curriculum
designers and other concerned bodies need to think seriously of how to reduce the level of
anxiety and mitigate students’ fears when writing English compositions. In other words, without
knowing the roots of such anxiety, instructors in the UAE universities might unintentionally
exacerbate students’ writing fears and anxiety. To draw attention to the importance of emotions

and affect in learning languages, Djigunovic (2006) insists that affect is more important than
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cognitive learning abilities which might not be engaged in the learning process without enough

motivation and less anxiety in the learning situation.

1.4. The State of English Instruction in the UAE Educational Context

After gaining its independence in 1971, the UAE has witnessed a remarkable development in
many fields. Since then, school education has become compulsory and English has become the
only dominant foreign language which is being taught in government schools. Currently, at these
schools, students have been taught English like any other school subject and Arabic is still the
medium of instruction for all other subjects. The early English language teaching in the UAE
schools is part of a comprehensive educational policy that aims to better prepare students for
university education (Qashoa, 2006; Zastrow, 2008). In spite of mandating the teaching of
English from the age of six (1% grade) to grade twelve, school graduates’ proficiency is still
quite low. Ahmad (2012) reports that 90% of government school graduates still need to enroll in
English foundation remedial programs before being able to pursue their majors as a result of
their low English proficiency levels. Consequently, English education has recently received
more attention and interest. For example, the Abu Dhabi Education Council has cooperated with
Zayed University to pilot a reinforcing program to boost students’ English language skills in
Abu Dhabi and in the rest of the Emirates at a later stage. Additionally, the Ministry of
Education has been equipping schools with language laboratories and providing internet access

to every government school to reinforce the use of English.

Concerning the state of English in the university context, English has been viewed as the magic
Aladdin’s Lamp which is hoped to help university graduates gain social, occupational and

economic privileges. In all government universities and in most of the private ones, the medium
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of instruction is English except for a few majors that are taught in Arabic such as Arabic
language, Islamic studies and some social sciences. Before joining their majors in English
medium universities, students are required to take a standardized proficiency placement test to
verify their level of English proficiency. The students who are not allowed to join their majors
due to low scores in the proficiency tests must be enrolled in foundation and preparatory courses
that are expected to ameliorate their English competence and enable them to pass a proficiency
test (minimum 5 in IELTS or 500 in TOEFL) (Ministry of Higher Education, 2011). The
importance of such reinforcement courses comes from its decisive role in determining the

students’ future university majors.

1.5. Framework of the Study

The aim of this study is to explore and investigate the factors associated with English writing
anxiety and the strategies for alleviating it among the EFL students in UAE universities. Chapter
Two reviews the literature relevant to the factors/variables involved in the current study and
presents its theoretical framework. Specifically, it addresses and synthesizes theories and
empirical studies about the constructs of general anxiety and FL anxiety. In addition, the
construct of writing anxiety, its effects on writing achievement, its potential sources, and the
alleviating strategies are also reviewed and discussed as well. The detailed methodology used in
conducting this study including the research design, participants, data collection tools,
procedures, data analysis plan, and some ethical issues is described and elaborated in Chapter
Three. Chapter Four presents both the quantitative and qualitative findings of the study that are
summarized and discussed in light of the relevant literature in Chapter Five. Pedagogical
implications for L2 education field, limitations, and suggestions for further research are also

provided in the same chapter.
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CHAPTER TWO
LITERATURE REVIEW

Writing has been one of the basic means for exploring and discovering the world since people
internationally use it to exchange information and communicate with each other (Kelly and
Lawton, 1998; Lin, 2009). Thus, mastering the skill of writing is essential for being a
knowledgeable educated individual. However, viewing writing tasks as uncomfortable and
punishing by anxious learners makes them avoid writing situations, and if they encounter
inescapable writing situations, their writing performance could be deteriorated as a result of high
levels of anxiety (Daly and Wilson, 1983). In addition to the deleterious effect of WA on
performance, Daly et al (1988) link it to individuals’ university majors and occupational choices.
Mastering this productive skill is not an easy task because of its demanding nature and the factors
pertaining to it (Al Ahmad, 2003; Deane, 2011; Latif, 2007). Unlike speaking, writing needs to
be learnt in formal learning situations opposed to speaking which can be learned informally
(Grabe and Kaplan,1996). As stated earlier, the difficulty of writing as a message oriented skill is
attributed to several requirements that are needed by the writer such as well selected vocabulary,
correct grammatical sentences, organised development of ideas, considering reader levels and
tendencies as well. Therefore, it can be claimed that writing in L2 provokes as much anxiety as

other skills and it requires extra individual work and practice.

Based on the study’s research questions which are designed to explore and investigate levels of
writing anxiety, its sources and strategies alleviating it among the EFL students in UAE
universities, the relevant literature about FL anxiety in general and WA as a specific skill anxiety

is reviewed through two sections. A number of topics such as, the concept of general anxiety, its
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role in SLA, concept of FL anxiety, effects of anxiety on learning achievement, possible sources,
test anxiety, and the four language skill anxieties are reviewed in the first section. To better
understand the specialty of writing anxiety, literature about its conceptual construct, sources,
alleviating strategies and the impact of computer use on it is reviewed and discussed as well in

the second section.

2.1. Theoretical Framework

In psychology as well as in education, anxiety has been found to be one of the most investigated
variables interfering with learning and other life affairs. As a psychological construct, FL anxiety
could not be studied as a separate construct from general anxiety (Scovel, 1991). The framework
and theories that this study is based on are not only related to language anxiety but also derived
from psychology and SLA. Consequently, , the construct of general anxiety, SLA models related
to anxiety, and some theoretical models from the literature of psychology are firstly outlined and

addressed to pave the way for understanding FL anxiety as a situation-specific type.

2.1.1 The Concept of General Anxiety

When we read or hear the word anxiety, some associated words or concepts such as nervousness,
fear, stress, tension, affective state, unpleasant emotion, phobia and avoidance might be triggered
in our minds. Longman’s dictionary (2003) defines anxiety as “the feeling of being very worried
about something.” In psychology, Cattell &. Scheier (1961) view anxiety as a result of not
achieving one’s needs and uncertainty about fulfilling these needs in the future. From a cognitive
perspective Lazarus (1966) describes anxiety as a fear of a threatening situation without seeing an
effective action for alleviating that threat. Pointing to the physiological aspects of anxiety, Leary

(1982) characterizes it as a cognitive affective reaction accompanied by fear of negative future
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outcome and physiological arousal. Spielberger (1980) differentiated between ‘worry’ and
‘emotionality’ as two different dimensions of anxiety. ‘Worry’ is related to the individual’s
assessment for the threat and how to handle it, whereas emotionality refers to feelings or physical

symptoms such as sweating, nausea, and rapid pulse associated with anxiety.

Broadly speaking, reviewing anxiety definitions in the related literature points to three basic
interrelated aspects (e.g., Pappamihiel, 2002): physiological (e.g., blood pressure, muscle tension,
sweaty palms, blushing, forgetfulness), behavioral (frequent absence, avoidance behavior,
leaving a situation) and cognitive (subjective appraisal process, self-doubt, negative
expectations). From a cognitive perspective, being a highly or a low-anxious individual depends

on the individual’s appraisal of his/her capacity in dealing with threatening environments.

The two common theoretical models derived from psychology and related to anxiety are Pekrun’s
(1992) ‘Expectancy Value Theory of Anxiety’ and Bandura’s (1977, 1991, 1993) ‘Theory of
Self-Efficacy’. According to Pekrun’s theory, anxiety is generated naturally when individuals
foresee and expect threatening events with an inability to control them. Pekrun combines the
appraisal of a situation or an event as threatening or not with an appraisal of being able to control
or find solutions to that threat. Bandura describes self-efficacy as the individual’s perceptions of
his/her capabilities to control a potential threat or solve a problem effectively. If individuals have
high sense of self-efficacy, they will not be prone to high levels of anxiety arousal. It is argued by
Bandura that high self-esteem can act as a mitigating factor in anxiety provoking situations and
make individuals competent to meet life challenges (Brown, 2000). Bandura (1993, p. 134)
explains that a weak sense of efficacy increases students’ anxiety about scholastic demands and

“it is best reduced not by anxiety palliatives but by building a strong sense of efficacy. This is
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achieved through development of cognitive capabilities and self regulative skills.” Based on those
two models, it can be understood that the constructs of threat and self-efficacy are based on an

individual basis and they vary from one individual to another.

So, individual differences in appraising threatening situations have turned scholars’ attention to
investigate the reasons standing behind this phenomenon. Experiencing past threatening
situations is a contributing factor to individual’s levels of anxiety. Pekrun (1992) claims that an
individual who encounters threatening events or situations is likely to be highly-anxious in the
same future situations. In this regard, Spielberger (1983) tackles the differences in people’s
inclination to anxiety by explicating the differences between trait and state anxieties. He claims
that individuals with trait anxiety incline more to anxiety than those with state anxiety which is
temporary and easy to fade away when its inducing situation is eliminated. Individuals with trait
anxiety, as a stable personality characteristic, look at the world as dangerous and threatening.
Goldberg (1993) points out that people with trait anxiety are usually anxious and stressed
regardless of situations. As this perspective focuses on the predisposition (intra-psychic
properties) not on the situation, it has been questioned by many researchers (e.g., Endler, 2000;
Leary, 1982) when they claimed that personality qualities are not significant if they are not
considered within the confines of a situation. For example, the same individual may feel anxious
in a certain situation but not in others. Levitt (1980) explains that the state anxiety perspective
fails to locate the sources of anxiety via self-reporting since it is changeable over time and takes
place at a particular moment in time such as when taking a test or communicating in L2. So, the
situational determinant of anxiety leads Horwitz et al (1986) and Maclintyre & Gardner (1991) to

investigate anxiety from a third perspective which is called situation-specific anxiety. The new
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approach is based on the assumption that certain situations are more likely to provoke anxiety
than others. For instance, some people feel anxious only when delivering a public speech or

taking a test.

Before conceptualizing the construct of FL anxiety by Horwitz et al (1986), researchers in the
field of language learning had been influenced by dichotomous perspective of anxiety (trait and
state). Early language anxiety studies (e.g., Backman, 1976; Chastain, 1975) frequently yielded
inconsistent and contradictory results. It is thought by educators (e.g., Horwitz et al, 1986;
Scovel, 1978) that such discrepancies in the research results are attributable to the inconsistent
application of the anxiety construct. This claim has been supported by the findings of other
related studies which found that L2 classes elicit anxiety in many people (Aida, 1994; Macintyre,
1995). Horwitz (2010) refers the mixed and contradictory results of the early anxiety studies to

the wide variety of anxiety types.

2.1.2 Anxiety in Second Language Acquisition

In the context of second language learning and acquisition, the learner’s attitudes, motivation and
anxiety have been frequently shown to be important factors for successful learning. In terms of
anxiety, it has been described by many educators and linguists (Krashen, 1982; Macintyre, 1995;
Young, 1991) as a major roadblock to SLA and learning. One of the theoretical constructs that
has been associated with SLA and has a strong connection to language anxiety is Krashen’s
(1982) ‘Affective Filter Hypothesis’. This concept has been widely tackled by linguists and
language practitioners particularly when they seek to describe how an individual acquires or
learns a second language. Krashen (1982) defines the ‘affective filter’ as an imaginary wall

governed by the learner’s motives, attitudes or levels of anxiety that allows or inhibits the
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language input. This hypothesis demonstrates how motivation, anxiety, and self-confidence play
either a debilitating or a facilitating role in SLA. In other words, these affective feelings may
inhibit or enhance acquisition or learning by the mediating role they play between the student’s
ability to learn and the linguistic competence in an input rich educational environment. It is also
pointed out that SLA is impeded when low motivation, low self-confidence and high debilitating
anxiety combine together and increase the affective filter which prevents the comprehensible
input. According to Krashen (1983), SLA would not occur in a high anxiety situation as

individuals acquire languages best when pressure and anxiety are off.

As represented in Figure 2.1 (Krashen, 1982, p. 32), low-anxious learners who have positive
attitudes towards second languages take in more ‘input’ since their affective filter is lower or
weaker. On the other hand, those who have higher or stronger filter (as a result of being highly-
anxious with negative attitudes towards second languages) obtain less input that hardly reaches

the language acquisition device.

Filter
Language .
Input ——>|----- > acquisition ——> Acquired competence
device

Figure 2.1: Operation of the "affective filter'.

Reviewing the literature related to language acquisition indicates that the affective filter

hypothesis has been a remarkable landmark in the field of language learning since it helps
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language instructors understand the appropriate educational environment in which individuals
learn and acquire second languages. In addition, it has brought instructors’ attention to the
importance of creating a relaxing and low stress language classes. It could be claimed that this
hypothesis defines a language teacher in a new way. It implies that the effective successful
teacher is not only providing comprehensible input but also promoting a low anxiety educational
situation. Calling for weakening affective filter and lowering language anxiety, Krashen (1982)
urges language practitioners and instructors to adopt motivating teaching strategies such as
tolerating students’ mistakes, building up risk free language classes and making the class a
primary source for ‘comprehensible input’. In the next sections, language anxiety aspects, its

effects, and sources are reviewed.

2.1.3. Language Anxiety

In the field of second or foreign language acquisition, one of the frequent questions raised by
educators and researchers is why some FL learners successfully acquire and learn L2 while others
do not. Several cognitive, behavioral, linguistic and affective factors have been called upon to
find logical answers for that inquiry. Motivation, attitudes, self-efficacy, and anxiety lie under the

umbrella of affective factors.

Two categories of studies about language anxiety can be identified in the related literature: 1)
early studies and 2) studies that emerged after the mid of 1980s. Early studies aimed to measure
the level of anxiety among language learners and explore its impact on language performance and
achievement. Those studies adopted ‘anxiety transfer’ approach which viewed anxiety related to
language context as a transfer of general state or trait anxiety into language domain. In other

words, individuals who are generally anxious are prone to be anxious when learning languages.
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Scovel (1978) reviewed papers about anxiety studies and pointed out that the results were
inconsistent and contradictory. For example, Chastain (1975) investigated anxiety levels of
college learners in French, German and Spanish and he found positive, negative and zero
correlation between anxiety and learning those languages respectively. Other researchers (e.g.,
Backman, 1976) concluded in their studies that there was no relation between anxiety and

language performance.

Broadly speaking, early studies produced so conflicting results that some of them point to the
facilitating role of anxiety in language achievement while others report negative effects of
anxiety on language performance. Scovel (1978) and Young (1991) attribute those contradictions
to the use of different measures such as trait anxiety measure or test anxiety measures which are
not limited to language anxiety. Horwitz et al (1986) argue that the measures used in early
anxiety studies did not measure an individual’s response to the specific sources of language
anxiety. However, many L2 learners can enjoy learning languages with low levels of stress

although they are suffering from trait anxiety.

As a result of those confusing results and inadequate conceptualization of anxiety related to L2
learning, a need to explore language anxiety from several approaches and perspectives has
emerged. After Scovel’s call (1978) for researchers to identify the type of anxiety they are
investigating, attempts to investigate language anxiety and its specific aspects by using precise
measures and definitions have started to appear. In the mid 1980s, studies about language anxiety
started to adopt a ‘unique anxiety approach’ which uses measures specific to L2 context and are
based on the assumption that learning languages particularly L2 produces a unique type of

anxiety. It can be claimed that Horwitz et al’s (1986) was the first to single out FL anxiety from
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general type of anxiety. They introduced FL anxiety construct as a situation specific anxiety
resulting from feelings related to language learning. In addition, their Foreign Language
Classroom Anxiety Scale (FLCAS) as a measure to identify language anxiety has been adopted in
almost all anxiety studies as the most widely used instrument. Commenting on that scale, Young
(1991) pointed out that a new era started as the issue of finding an appropriate language anxiety
scale was resolved. Pappamihiel (1999) describes FLCAS as the most pertinent instrument for
measuring anxiety related to language learning since its underlying principles are consistent with

the modern theories surrounding anxiety.

Considering the aspects of a language classroom, FL anxiety has been conceptualized through
three performance components: communication apprehension, test anxiety and fear of negative
evaluation (Horwitz et al, 1986). Communication apprehension refers to the fear experienced by
FL learners when they communicate in L2 with other people. Learners with high levels of
communication apprehension usually tend to avoid communication. Fear of communication in FL
situations stems from the typical concern of oral communication and immature FL vocabulary
and structures (Horwitz et al, 1986). Test anxiety which refers to nervousness or apprehension
during evaluative situations and fear of failure may be caused by a deficit in the study skills or by
making errors which is a frequent phenomenon in FL situations. Test anxiety is defined by
Horowitz et al (1986, p. 127) as “a type of performance anxiety stemming from a fear of failure.”
They add that “test-anxious students often put unrealistic demands on themselves and feel that
anything less than a perfect test performance is a failure”(p.128). The third component is caused
by fear from being evaluated from peers, teachers or others and the expectations of being

negatively evaluated. It might also result from social evaluative situations such as giving a public
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speech or interviewing for a job (Horwitz et al, 1986). Noticeably, the FL anxiety approach
focuses more on speaking as provoking anxiety skills without consideration to writing and

reading skills in this regard.

It is worthwhile noting that other researchers have attributed language anxiety and
underperformance to cognitive and social factors rather than affective ones. For instance, Spark
and Ganschow (1993) claim that poor command of one’s linguistic code in his/her native
language contributes to language anxiety and failure in FL learning. They propose the Linguistic
Coding Deficit Hypothesis (LCDH) to find out why individuals differ in L2 learning. On the
other hand, the construct of social anxiety has emerged in literature as one of the common forms
of anxiety. It is composed of negative evaluation, shyness in the presence of others and feelings
of stress and discomfort, self-preoccupation, worry about one’s inability to cope with social
requirements and considerations (Shwarzer, 1986). Leary (1982, p.102) defines social anxiety as
worries arising from the “presence of interpersonal evaluation in real or imagined social
settings.” Language anxiety is correlated to this type of anxiety since language learning is largely
affected by social and communication aspects (Maclintyre, 1995). Language social anxiety also
stems from interpersonal interactions between learner and learner, learner and teacher or native
and non native speakers. A stable fear of social interaction could take place when individuals lack
the necessary skills for conducting smooth and social interaction. Applying this to language
learning, learners may become anxious and apprehensive when they feel they lack linguistic,
paralinguistic or socio-cultural skills which are needed for interaction. In general, it can be said

that social anxiety is based on Vygotsky’s socio-cultural theory (1978) which emphasizes the
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social nature of learning and investigates the dynamicity of social interaction involved in

language learning environment.

As a multidimensional phenomenon, FL anxiety should be investigated from different approaches
and perspectives. To achieve consistent and reliable results, the researcher in the current study
has considered and benefited from the above argument by incorporating all the possible factors
causing writing anxiety such as psychological, pedagogical, social, and linguistic factors when

designing the data collection tools.

2.2. Effects of Language Anxiety on Language Learning Achievement

The relationship between FL anxiety and achievement has been referred to by a great deal of
studies (e.g., Craigie & kao, 2010; Dalkilic, 2001; Horwitz et al, 1986; Maclntyre and Gardner,
1991, 1994; Skehan, 1989; Young, 1991). Over the past three decades, there has been a
consensus among educators on the fact that FL anxiety plays a role in success and failure in

learning L2 and high levels of anxiety hamper language performance and learning.

As seen in Figure 2.2 (Macintyre, 1995, p. 92) the dual effect of anxiety on language
performance and achievement could be explained with Yerkes-Dodson Law (1908) which
illustrates relationship between arousal and performance through an inverted-U-shaped and
curvilinear relation. In other words, when anxiety increases, so does performance, but when

anxiety increases further and becomes too great, performance drops and deteriorates.
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Figure 2.2: Curviinear relation between performance and anxiety (MacIntyre, 1995, p. 92).

Significant negative correlations between levels of anxiety and achievement or performance
among language learners have also been reported in several studies (e.g., Craigie & kao, 2010;
Price, 1991; Worde, 1998. Pointing to the effect of anxiety on general learning, Tobias (1986)
claims that anxiety acts as a mental block to cognitive performance and it interferes into the three
cognitive stages: input, processing and output. If learners encounter anxiety during the input
stage, they need extra time to master the task and their attention is distracted. Arousing anxiety at
the processing stage negatively affects language acquisition and learning since new words or
incoming messages cannot be recognised easily. At the output stage, which is represented by
spoken or written materials, anxious learners suffer from weak retrieval of new lexical items and
inability to speak or write. In the same vein, Eysenck (1979) explains the effect of anxiety with
reference to cognitive consequences by pointing to the negative self-related cognitive aspects
such as avoidance, fear of future and self- disapproval. As a result of these negative cognitive
aspects, cognitive resources that are basic for learning languages will be consumed. In other

words, language performance might be impaired as a result of anxiety related self-thoughts which

overload and limit the capacity of mental processes.
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Importantly, the existence of FL anxiety as an influencing factor in language achievement has
been questioned by some studies (e.g., Sparks and Ganschow, 1993; Sparks et al, 2000). The
debate is about whether FL anxiety is a cause of individual differences and poor achievement
when learning foreign languages. As mentioned before, Sparks and his colleagues suggest the
LCDH which indicate that first language learning deficit is responsible for poor achievement in
learning L2 and anxiety is a result of poor achievement rather than a cause. It could be claimed
that connecting FL coding abilities with first language ones to interpret poor performance might
isolate language learning from its social cultural roots and neglect the uniqueness of FL learning
environment and specialty. Other educators and psychologists like Horwitz (2001) and Macintyre
(1995) respond to Spark’s hypothesis and argue that anxiety interferes in language learning and
its interference in language input, process and output could not be simplified and underestimated.
Horwitz points to the independence of language anxiety of L1 learning disabilities and in her
response to LCDH, she argues that:

...the numbers of people who experience foreign language anxiety appear to be far greater than
the incidence of decoding disabilities in the general population, and many successful language
learners also experience language anxiety. Perhaps most importantly, they observe that language
learning requires much more than sound-symbol correspondences and argue that the LCDH is
ultimately based on an overly simplified view of language learning. From all these perspectives, it
appears that language anxiety fits the general criterion for an anxiety which by definition is an
unrealistic reaction to a particular situation. Anxious language learners feel uncomfortable with

their abilities even if their objective abilities are good (2001, p. 119).

Based on the above arguments and related studies which support the detrimental effect of
language anxiety on achievement, it could be claimed that Maclntyre’s (1995) and Horwitz’s
arguments are more persuasive as cognitive abilities are not independent of affective and

emotional factors. In addition, it could be indicated from the above arguments that the
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relationship between language achievement and anxiety is not a linear one since other factors and

variables such as learner’s proficiency or cultural background might affect it.

Concerning the impact of writing anxiety on performance, a study conducted at a US university
by Faigley et al (1981) to investigate the impact of WA on college students’ writing performance
revealed that highly apprehensive writers produced shorter and less syntactically essays whereas
low apprehensive writers were found to have a greater ability to develop their ideas and put more
information into each communication unit. Hassan (2001) goes a step further and investigates the
effect of such type of anxiety on the writing quality of EFL Arab university students. The results
of Hassan’s indicate that low-anxious students write better than highly-anxious ones in terms of
quality of composition writing. In line with Hassan’s, other studies (Erkan& Saban, 2011;
Huwari, 2011; Latif, 2007) in different EFL contexts determine deleterious effects of WA on
writing performance, achievement, and quality. In addition, high levels of WA make L2 learners
more concerned about form than about content. Focusing more on form at the expense of content
and fluency might lead to writer’s block which is defined by Rose (1984) as an inability to
complete writing for reasons other than lack of commitment or skills. Writer’s block is also

described as a passage of time with little productive involvement with writing tasks.

In summary, a clear and significant negative correlation between high levels of WA and
performance has been demonstrated in the related literature which also shows that highly-anxious
learners consider writing unrewarding and avoid writing situations. As such, uncovering the
causes standing behind FL anxiety in general and skill-specific anxieties in particular, has

become an urgent necessity in the field of learning languages.
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2.3. Sources of FL Anxiety

To create an anxiety free L2 classroom, as suggested by Young (1991), the key step for language
teachers and practitioners would be to find out where the roots of anxiety lie and identify its
sources. Since the four language skills are integrated, exploring the factors standing behind
foreign language anxiety in general could-to some extent- contribute to uncover some sources of

anxiety for each skill.

In addition to Horwitz et al’s (1986) three main sources of FL anxiety, Young (1991) reviewed
the literature of language anxiety and offered a list of its potential sources. These sources could
be grouped into four main categories: 1) personal/interpersonal anxieties; 2) leaner/teacher beliefs
about language learning and teaching; 3) classroom procedures; and 4) language testing. Personal
sources of anxiety have been researched along with other social and psychological factors such
self-esteem, demotivation, shyness, peers’ evaluation, competitiveness and attitudes towards
learning FLs (Bailey, 1983; Horwitz, 2001; Oxford, 1999; Price, 1991). Bailey (1983) claims that
the competitive nature of L2 Learning provokes anxiety when learners feel that their self-esteem
or proficiency is lower than others in class. Also, personal anxiety sources may be experienced
due to psychological factors such as the learner's own self-image, perception about peers,
teachers or other cultures (Scovel, 1991). Additionally, it may be a result of insufficient
command of the target language. Other educators relate it to different social and cultural factors
like being afraid of making errors in front of others and losing social identity (e.g., Aydin, 2001;

Richard, 1996).

With respect to learner/teacher beliefs about language learning, Young (1991) points out that

some beliefs could heighten the levels of anxiety in students. For example, some L2 learners view
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grammar as the fundamental aspect to master and excel at while others think that pronunciation is
the most essential aspect of L2. In this regard, Horwitz (1988) reports various kinds of learners’
beliefs that lead to anxiety such as believing that few years of learning L2 is enough to gain a
native like fluency and pronunciation, believing that accuracy is more important than fluency and
believing that learning L2 is limited to some gifted individuals. It seems that some learners’
beliefs stem from unrealistic and erroneous conceptions about learning foreign languages.
Meanwhile, the matter becomes worse and levels of anxiety increase when reality clashes with
some beliefs. On the other hand, some language teachers’ beliefs and assumptions could also be
sources of stress and nervousness. For instance, when teachers excessively correct learners’

errors, particularly in writing and speaking, learners might worry about their performances.

Teacher-generated anxiety has been documented in many related studies (Atay and Kurt, 2006;
Latif, 201; Price, 1991; Young, 1991; Zhang, 2011) and the characteristics of the teacher which
could be associated with language anxiety include: focus on mechanical and grammatical
mistakes, unsympathetic personalities, being fault finders, and absence of support. In addition,
Oxford (1999) emphasizes the role of teaching styles in provoking anxiety. For instance,
contradiction between student learning styles and teaching styles (style wars) triggers anxiety and
disinterest. In this regard, Bekleyen (2004) investigates the influence of teachers' attitudes on
foreign language classroom anxiety in a Turkish EFL context. After measuring student anxiety
levels by using the ‘FLCAS’, the researcher prepared interview questions based on the students’
answers. Bekleyen classifies the scores obtained by the students into three groups: low anxiety,
middle, and high anxiety. Then, six participants were selected randomly from each group for

qualitative interviews. The participants from high and low anxiety groups give different opinions
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about the same teachers. The influences of teachers on students anxiety levels were categorized
under the following subtitles: teachers' personalities (e.g., kindness, being energetic, listening
with patience, etc.), teacher-student relationship (addressing students by name, correcting errors,
giving turns, etc.), and academic quality of the teachers (teachers' proficiency, fluency, and

pronunciation).

In terms of classroom procedures and interactions, some students are likely to be concerned about
the process of error correction particularly in front of their peers. Other classroom activities such
as making oral presentations and calling on individual students are reported by Young as
potential sources of anxiety. In respect of peer influence, the participants in Bekleyen’s (2004)
reported that their anxiety levels were negatively linked to their classmates’ behavior and levels

of proficiency.

With respect to language testing as a main source of FL anxiety, test anxiety will be handled in
more detail in the next section due to its interference in the four language skill specific anxieties.
To conclude, based on the review presented above, it could be claimed that FL anxiety is a
multidimensional complex psychological phenomenon influenced by various sources ranging
from personal, social, psychological to pedagogical factors. It is worth noting that Horwitz (2001)
emphasizes that sources of FL anxiety may vary according to the cultural differences. In other
words, some classroom activities could be considered comfortable by one group of learners (e.qg.,

peer correction) while a different cultural group views them as stressful.

2.3.1. Test Anxiety

The ubiquitous nature of anxiety creates different subtypes such as trait anxiety, social anxiety,

situational and test anxieties. Anxiety in evaluative and testing situations is a facet of WA in
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particular since most of learners’ essays and compositions are subject to a sort of evaluation. Test
anxiety is defined as the concern about the possible negative consequences of failing exams or
any evaluative situation accompanied by physiological, psychological or behavioral responses
(Zeidner1998). In other studies (Dalkilic, 2001; Koralp, 2005) test anxiety is viewed as a cause
for FL anxiety and an obstacle that hinders L2 learners from performing well in tests.
Unequivocally, taking tests has become decisive marks in our lives since passing some tests is a
precondition for getting a certificate or being hired in many jobs. Interference of tests in almost
all aspects of life normally creates a sort of tension and apprehension for the test takers and even

for the others around them.

Concerning the effects of test anxiety on EFL learning, many related studies (e.g., Elbanna, 1989;
Rezazadeh & Tavakoli, 2009) confirm the negative effects of test anxiety on the learning process
and in turn on achievement. During the long period of teaching and testing EFL in high schools
and tertiary levels , it has been noticed that much concern and fear of tests negatively affect
actual EFL potential since anxious test takers might lose much of their effort on test coaching,
cheating, language recognition, test interpretation rather than on production or real
communicative competence. According to Black (2005) test anxious students think that scoring
good results is more important than real understanding and as a result their real
learning/performance is consumed with feelings of anxiousness. In line with such claims, Ayden
(2009) conducted a study in a Turkish EFL context and found out that test anxiety creates
psychological troubles for learners; reduces self-efficacy, prevents learners from reflecting actual

performance and consequently causes disinterest in EFL learning. Hall (1991) points out that test
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anxiety has also negative effects on learners’ oral performance, writing and reading particularly
when they are requested to make formal interviews, write essays and think aloud.

For the sources of test anxiety, one of the significant factors affecting test taking anxiety is time
limit. Madsen and Murray (1984) observed that high-test anxiety students are affected and
distressed by strict timed tests. Timed standardized and performance tests are controversial and
debatable topics since they examine students under time constraints and pressure. Moreover, it
has been found that untimed tests can increase students’ motivation and performance whereas
timed tests are main sources of test anxiety (Shi, 2012; Immerman, 1980). On the other hand, the
proponents of timed tests claim that the allotted time given to all test takers enhances the fairness
of standardized tests. In addition, test techniques, format and validity play a crucial role in
heightening the levels of test anxiety among learners. Students’ attitudes towards testing
procedures have an impact on test apprehension as well. To determine differential levels of test
anxiety, Oh (1992) faced students with different reading assessment methods and found that
think-aloud and cloze tests increased anxiety. Other related studies (Shohamy, 1982) claims that
oral interviews are more favorable than cloze tests whereas Madsen and Murray (1984) observe
that test takers’ unfamiliarity with question types and format during tests constitute important
sources of anxiety. Additionally, test invalidity has been found to be a test anxiety provoking
factor when the content of the test has not been taught before. Alderson’s (1981, p.6) result is
consistent with this claim when the researcher points out that “when there is a serious
discrepancy between the teaching and the means of evaluating that teaching, then something

appears to be amiss.”

32



Teachers’ effect on the level of test anxiety in EFL context has also been investigated by many
educators (e.g., Ayden et al, 2009; Young, 1991). In Ayden et al’s, the relationship between test
anxiety and teacher’s acts and strategies was investigated in EFL Turkish context. The results
indicate that the teacher is a significant factor that reduces the level of test apprehension rather
than a strong source of test anxiety among students. The facilitating role of teachers stems from
some effective strategies before, during and after tests such as informing students about the
normality of moderate amounts of fear before tests, discussing some test techniques with test
takers and cooperating with school counselors to alleviate students’ test anxiety. In contrast,
utilizing tests as means of authority and punishment, lack of inter-rater reliability, negative

comments during or after tests will inevitably cause fear and concern among learners.

To conclude, the situations and conditions which might increase learners’ test anxiety could be
summarized as follows: a) testing what is not taught by assessing students by material different
from what they have learned, b) facing students with formats which they have no experience
about, c) making the test situation highly evaluative, and d) giving tests an extravagant role in

determining the students’ job advancement and academic future (Young, 1991).

2.4. Foreign Language Anxiety and the Four Language Skills
A relation of FL anxiety to the four language skills: speaking, listening, reading and writing has

been investigated by a plethora of studies as any particular L2 learner might have anxiety around
one or more of the four skills (YYoung, 1992). However, speaking and oral performance in L2
classes have always been considered the most stressful and provoking anxiety skills. Stress and
anxiety experienced by learners when they speak or communicate orally stem from the process of

integrating many aspects of the language in a limited time and from being evaluated or criticized
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for incorrect pronunciation by listeners (Horner and Redmond, 2002). Tanveer (2007) conducted
a study in the University of Glasgow to find out the causes of EFL learners’ speaking anxiety.
Twenty EFL learners and practitioners participated in that qualitative study. Tanveer’s (2007)
results indicate that speaking is the most provoking anxiety skill for L2 learners. The diversified
causes of speaking anxiety stem from strict formal classroom environment, fear of being
evaluated negatively by teachers and peers, perfectionism, fear of making mistakes, low self-

esteem, and some linguistic difficulties related to pronunciation and grammar.

Later on, the other language skills have been found very anxiety provoking when learning foreign
languages (Cheng et al, 1999; Christenberry, 2001; Sellers, 2000). According to Christenberry,
listening is a problematic skill and anxiety is likely caused by its difficulty particularly if the
discourse is incomprehensible. A study conducted by Hang (2006) in Chinese context to explore
listening anxiety sources encountered by learners during EFL classrooms indicates that five
sources exist for listening anxiety. The first cause is related to characteristics of listening
comprehension. The interviewees clarified that missing words or sentences during listening
sessions makes them unable to go over. The second cause stems from listening material features
such as speed, pronunciation, acoustic conditions, length of listening texts and level of
vocabulary. Besides, characteristics of the listening tasks are also mentioned as sources of anxiety
and frustration particularly when learners are asked to do the dictation part of the listening test or
when they don’t know what kind of texts they listen to. The fourth source of learners’ listening
anxiety is related to social factors. For example, respondents mentioned the incomplete exposure
to authentic listening material and the inappropriate teacher behaviors in correcting students’

mistakes as main social causes for listening comprehension anxiety. The last listening anxiety
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provoking factor is learners’ low self-esteem. The lack of self-confidence among English learners

makes them feel apprehensive when listening to English.

Among the four language skills, reading is a potential source for L2 anxiety since it includes
many difficulties and complexities for L2 learners (Sellers, 2000). Although it is generally
assumed by some language teachers that reading is the least anxiety provoking skill, recent
researches have proved that FL reading anxiety exists and it has detrimental effects on the FL
learners’ cognitive abilities. In this concern, Kuru (2005) conducted a study in a Turkish EFL
context to investigate the causes of students’ anxiety and tension while they were reading in the
target language. The study results indicate that reading specific anxiety is related to general FL
anxiety but distinct from it in terms of causes. Kuru’s (2005) reveals that reading anxiety stems
from lack of motivation, negative background experience, unknown cultural content, complex

linguistic structures, uninteresting topics, fear of negative evaluation and improper teaching

pedagogy.

As for writing, a considerable number of researchers (e.g., Cheng et al, 1999; Leki, 1999) find
writing a potential source of anxiety although writing learners (compared to speaking) have time
to think about the message and the used words and structures. As the focus of this study is on

WA, its characteristics and sources will be reviewed in detail in the next section.

A critical look at the findings of the aforementioned studies clarifies that L2 general anxiety
might be a result of the difficulties learners encounter when learning one skill or more.
Additionally, specific skill anxieties seem to be related to the general L2 anxiety but distinct from

it in terms of some causes. As seen, the aforementioned studies confirm that some learners’
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characteristics (low self-esteem), teaching practices, and some linguistic deficiencies are main
causal factors of four specific skill anxieties. But, it can also be concluded that each one of the
four language skills has its own specialty in terms of anxiety causes and sources. For instance,
acoustic conditions, uninteresting topics, pronunciation are attributed to listening, reading, and

speaking respectively.

2.5. The Construct of Writing Anxiety

The term writing apprehension was originally coined by Daly and Miller (1975) to describe first
language writing anxiety and justify its existence as a distinct form of anxiety. It is defined as a
psychological construct associated with “a general avoidance of writing and of situations
perceived by the individual to potentially require some amount of writing accompanied by the
potential for evaluation of that writing” (Daly, 1979, p. 37). A self reporting instrument called
Writing Apprehension Test (WAT) was developed by Daly and Miller to measure the first
language writing apprehension. Silva (1993) concluded that writing in second languages is
strategically and linguistically different from writing in the first ones. Silva’s study has
encouraged other researchers (e.g., Cheng et al, 1999; Cheng, 2002) to address second language
writing anxiety as a different phenomenon from first language writing anxiety. As such, Cheng
(2004) developed the second language writing anxiety inventory to measure second language
anxiety. In literature, this phenomenon has been investigated under diversified terms like
apprehension, block or fear but anxiety and apprehension are likely to be the most
interchangeable used terms to describe that writing psychological construct. Recently, Lee and

Krashen, (2002) define writing apprehension as anxiety about writing and composing process.
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As stated earlier, the situation specific approach has inspired researchers to investigate specific
four language skill anxieties. At the beginning of this new trend, the vast majority of anxiety
studies were predominated by speaking and listening anxieties. In late 1980s, researchers took the
situation specific approach a step further and investigated reading and writing anxieties. Before
1990s it had been assumed that writing is the least language skill prone to anxiety effects. One
might think that learners can control the language grammar and content when writing more than
they can during speaking and listening since writing permits them to think about and review what
is being written. However, related studies have contradicted these assumptions and proved the
existence of WA among FLLs. For instance, Hilleson (1996) discovers that L2 learners have
anxiety related to the four skills. Other studies (e.g., Bline et al, 2001; Cheng et al, 1999; Cheng,
2002) have provided evidences for regarding L2 writing and reading (Sellers, 2000) anxieties as
specific types of anxiety linked to many psychological, social, pedagogical, and cultural

considerations

Additionally, Cheng et al (1999) observe that L2 writing anxiety is a language skill specific
anxiety associated with writing achievement. Cheng et al (1999, p.421) claim that although
second language classroom anxiety and L2 writing anxiety possess their own and distinguishable
characteristics, “they seem to share several assumptions, such as negative affect toward certain
aspects of communication, avoidance of certain kinds of social exchanges, and fear of being
evaluated.” Some factors that might generate anxiety when writing L2 compositions include poor
writing skills, perfectionism, difficulty in understanding the remarks written by instructors and

paying much attention to grammar and accuracy. As clarified in the following section, there is no
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consensus among researchers on the factors causing L2 learners’ stress and fear in writing

classes.

2.5.1. Sources of Writing Anxiety

As an emotional, cognitive, and social activity, writing is interrelated with cultural, social,
contextual factors and learner’s characteristics such as self-esteem, motivation, anxiety, linguistic
competence, proficiency, beliefs, teaching procedures, learning strategies and even gender. In
addition to some sources of general FL anxiety (e.g., test anxiety and fear of negative evaluation)
which are applicable to the specific situations of WA, other sources are attributed to some
linguistic and cognitive causes such as poor command of grammar, spelling and mechanics of
writing, poor skill development and inadequate role models (Hassan, 2001; Latif, 2007; Zhang,
2011). Hassan’s indicates that lack of self-confidence among L2 learners when writing is very
decisive in determining the amount of WA. Lack of self-confidence could be considered a major
cause of anxiety even to learners who are high in writing competence (Cheng, 2002). Moreover,
the writer’s emotions are extremely affected when writers find themselves unable to express their
ideas in a correct and an appropriate language. In other words, the lack of topical knowledge
(knowledge schemata) can also impact writer’s affective responses and exacerbate their stress. In
this respect, Hyland (2003) clarifies that learners who do not have adequate relevant topical
knowledge feel much more apprehensive and nervous particularly if they do not receive complete
effective feedback.

After developing the most commonly used first language writing anxiety scale by Daly and
Miller (1975), the interest in writer’s affect has started. Since then, a considerable number of
studies from different international contexts have investigated the sources of writing anxiety and

strategies for mitigating it (e.g., Cheng 2002; Huwari, 2011; Latif, 2012).The findings have
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reported different pedagogical, personal, psychological, social, and linguistic possible sources.
Concerning the personal factors, students’ low self-efficacy and lack of self-confidence about
one’s writing capability are also major sources of writing anxiety. For example, Maclntyre et al
(1998) notice that students who underestimate their writing ability and have negative
expectations about their performance in writing tasks encounter high level of apprehension
during writing tasks. Other related studies report the negative influence of learners’ low self-
esteem on student writing abilities (Cheng, 2002; Madigan et al, 1996). Another WA source is
fear of negative evaluation and criticism from peers or instructors. Anxious learners usually fear
that the readers of their work will judge them according to their writing performance. Lee (2001)
and Oxford (1990) warn that fear of negative evaluation obliges students to stick excessively to
the writing rules and consequently prevents them from being creative risky takers during the

writing process.

Writing tests could also be a major source of students’ fears and stress. Specifically, test takers
feel anxious when they are encountered with topics or prompts beyond their topical knowledge
and proficiency level. The prompt difficulty might stem from the big number of tasks the test
takers are asked to complete. Here, it is beneficial to show an example on such prompts taken
from (Kroll & Reid, 1994, cited in Lim, 2010, p. 99):

Some students believe that schools should only offer academic courses. Other students think that
schools should offer classes in cultural enrichment and opportunities for sports activities as well as
academic courses. Compare and contrast the advantages and disadvantages of attending a school
that provides every type of class for students. Which of these types of school do you prefer? Give

reasons and examples to support your choice.
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Such long multi tasked prompts which call on test takers to do more than six tasks in writing one
essay could increase students’ test anxiety and overload their thinking during writing tests. As
indicated above, WA can be a result of external conditions such as de-motivating learning
environment, negative evaluations, threatening situations, linguistic incompetence, and

unfulfilled needs (Lim, 2010).

To understand L2 writing anxiety from different angles and contexts, the results of five different
studies from various cultural contexts are cited in this review. The first study was conducted by
Lin (2009) in Taiwanese universities. Lin's study investigated students' problematic and anxiety
provoking factors in English writing courses. Additionally, the study aimed to find out possible
solutions that would improve the learning environment in those courses. The participants were 16
junior university students from a college in Southern Taiwan. The subjects were in the highest
level of English writing courses. After two months of the course, the researcher conducted face-
to-face individual interviews with the subjects inviting them to talk about their possible writing
anxiety factors. Lin claims that this study differed from other related qualitative ones since it
elicited the anxiety factors and causes neutrally from students' own perspectives without
imposing a list of factors created by the researcher. The results of this study reveal that there are
many factors contributing to the participants’ writing anxiety such as time limitation, teachers'
evaluation, peer competition, uninterested topics, and uniformed writing formats. It is easily
noted that most of the factors were identified in previous studies except for "uniformed writing
formats” which might take away the students' creativity and freedom in writing. As such, Lin

(2009) recommends that teachers in Taiwan should be trained on how to release embarrassment
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and uneasiness in writing classes to improve students writing performance in addition to the need

of investigating how to transfer the negative peer competition into a positive one.

In a university in the US, Rankin (2006) aimed to determine the specific causes of writing anxiety
for a group of advanced level English language learners. The participants were from various
countries and their ages ranged from 18 to 28. Before conducting the interviews, Gungle &
Taylor’s (1989) ‘English as a Second Language Writing Apprehension Test” was administered to
select the highest ten apprehensive students in terms of writing apprehension. Interestingly, the
test results revealed that the participants didn't have high trait anxiety, which indicated that their
anxiety became a problem only when writing in English. Rankin’s results demonstrate that the
participants feel anxious for many reasons such as fear of teacher and peer evaluation,
frustrations stemming from self-evaluation, and fear of losing one's identity. Underlying factors
were also identified when participants referred their writing stress to the teachers' disinterest and
the traditional techniques they used in teaching their classes. Generally, the study holds a number
of implications for teaching EFL in general and writing in particular. To create motivating L2
writing classes, students should be encouraged by instructors to write in their L2 without
embarrassment from errors and feedback. Rankin also emphasizes the importance of a learning
environment where every student writer’s self-confidence is inculcated through estimating his/her
contribution. Moreover, when students first start writing, teachers had better encounter them with
familiar topics. Compared to Lin's study, Rankin's revealed more anxiety provoking factors and
in depth information had been gained. This might have happened because Rankin interviewed
participants who identified themselves as being highly-anxious whereas the participants in Lin's

study were selected randomly.
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For Arab context, Latif's study (2007) is one of those rare studies that investigate English writing
anxiety in Arab EFL context. All the participants were native speakers of Arabic. The 67
Egyptian male subjects could be described as prospective teachers as they were in the fourth year
in English department in Al-Azhar University. The study aimed to identify the factors that
contribute to the Egyptian English majors' negative writing apprehension and self-efficacy. The
interviews showed that low English competence contributes to writing apprehension. Most of the
participants mentioned the need to improve their vocabulary, grammar, and spelling, and essay
organization. Additionally, the interviews revealed that poor writing achievement and poor
perceived writing performance seem to have led to the subjects' high apprehension. Among other
anxiety provoking causes were instructional practices, teachers' traditional techniques, negligence
of training students in using a variety of writing strategies, and lack of teacher feedback. It is
notable that some results constructed by the subjects are consistent with the results of related
studies, for example, the writing apprehension caused by poor linguistic knowledge in Daud et
al's study (2005). Moreover, the influence of writer's previous history of writing on writing
apprehension was also mentioned by Daly and Wilson (1983). Apparently, the results of this
study are different from the previous ones by highlighting low linguistic knowledge and writing
instructional practices as main provoking writing anxiety factors. Based on these results, Latif
(2007) calls for replacing the lecture teaching methods with the group/pair work interactions.
Additionally, the teachers need to use the process approach in teaching writing to promote
student-student and teacher-student interactions which in turn helps students alleviate the anxiety

levels.
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Another study (Abu Shawish and Atea, 2010) conducted in the Arab context to investigate the
causes of WA among English majors in Gaza universities. Two questionnaires (with open essay
questions) were used to determine the anxiety causes and remedies. The effects of gender and
academic levels on students’ estimates for the causes and remedies were also investigated. No
significant role of those two variables was found in the participants’ estimates of WA causes
except for teachers’ feedback and lack of proper vocabulary and grammar which were found to
have significant differences in favor of females and males respectively. Additionally, computer

use was found not to play any significant role in the students’ estimates of the remedies.

In a Turkish EFL context, Atay and Kurt (2006) conducted a study to explore the factors standing
behind prospective English teachers' writing anxiety and the effects of that anxiety on their future
teaching practices. The participants were 85 prospective Turkish teachers at the English
Department in Istanbul University. During the writing courses in the university, the participants
had to write paragraphs, essays, and some project works. In addition to Cheng’s, 2004 ‘Second
Language Writing anxiety Inventory’, Atay and Kurt used an open ended questionnaire as a
qualitative instrument. To understand the investigated phenomenon from many perspectives, the
participants in this study were asked to give more specific information about the situations in
their own setting that might cause their writing anxiety. It is worth noting that this study is
distinctive and unique in terms of its results since it reveals that anxiety is caused by factors that
were not explored by other earlier related studies such as classroom setting, exams, time limit,
past experience, thinking in L1, inability to organize thoughts and getting blank minds at the
beginning of writing tasks. The results concerning the pedagogical practices as sources of

students WA are consistent with other studies (Price, 1991; Young, 1992). Interestingly, the
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results also reveal that the anxious participants prefer to share their feelings and concerns with
their peers rather than their teachers. This might happen as a result of some cultural
considerations like the nature of the teacher—learner relationship. Atay and Kurt suggest that
writing in English should not be limited to controlled exercises. To make writing in L2 an
enjoyable and pleasant experience, it seems essential to establish a learning atmosphere in which
students can write in a free anxiety writing classroom.. The rich data gained in this study might
result from the well designed purposeful research questions in addition to the quality of the
participants (prospective teachers) who were able to provide the researchers with such amount of
data. On the other hand, it could be claimed that some of the results need to be clarified and
identified more. The follow up questions via interviews might be beneficial here. Additionally,
the study could be more integrated if there were focus group debates about the strategies which

should be followed to alleviate anxiety levels.

The aforementioned studies in this review have attempted to gain deeper insight into the issue of
WA. It is notable that they obtained descriptive information on the causes of writing anxiety
(teachers, instructional strategies, peers, feedback, etc.) from the subjects’ points of view.
Additionally, the qualitative instruments in these studies explored experiences that cannot be
readily observed such as feelings, thoughts, and attitudes about WA. The first and second studies
used open-ended questions to offer the interviewees a wide range of choice within questions. On
the other hand, the Egyptian study uses a semi-structured interview where the researcher
restricted the questions to certain specific points to go deeper into the selected phenomenon while
the Palestinian and Turkish studies used an open-ended questionnaire in natural settings (during

writing courses). Interestingly, the five studies are consistent with Macintyre (1991) who claims
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that anxiety as an abstract psychological phenomenon is usually investigated through interviews,

self-reports and questionnaires.

For this current study, the results of the five papers have turned the researcher’s attention to the
following points which should be taken into account to provide more reliable results. Firstly, the
interviews in such studies should contain a balance of open and closed questions to investigate
the writing causes from different perspectives. Secondly, investigating psycholinguistic issues
like anxiety or motivation needs more than one instrument such as focus groups and case studies
to lend breadth and richness to the data. Besides, the subjects of the studies should be expanded
as engaging more stakeholders in the study (teachers, supervisors, and parents) might enrich the

results, foster their reliability and address the multi dimensional construct of WA.

To sum up, an analytical look at the aforementioned studies and other related ones indicates that
writing anxiety and fear stem from psychological, social, cultural, linguistic, test related, and
pedagogical factors. It is apparently noticed that sources of L2 writing anxiety differ from one
context to another since it is interrelated with diversified factors and learning environments. So,
the current study is theoretically based on these different perspectives. Additionally, the results of
the above studies have drawn attention to the significance of triangulating the research tools
when investigating such multidimensional affective issues. However, the main question that
remains to be answered through the current study is “To what extent are the causes of writing

anxiety in the UAE EFL context different from or similar to the previously reviewed ones?”’

2.5.2. Strategies Alleviating Writing Anxiety

After realizing that the sources of language anxiety are mainly caused by the classroom, teacher,

learner or an interaction among them, researchers have explored strategies that can be used to
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reduce anxiety levels from learners’ and teachers’ perspectives. In terms of learning strategies,
Oxford (2001) classifies the strategies which could be utilized by L2 learners to facilitate
language learning into three types: affective, cognitive and meta-cognitive strategies. These
learning strategies could be of great significance in reducing L2 WA. Affective strategies include
learner’s awareness about the learning tasks and environment that evoke anxiety and stress. Multi
affective strategies have been suggested to alleviate language anxiety (e.g., O’ Malley and
Chamot, 1990; Oxford, 1990; Salim, 2007). They include keeping a diary to record feelings about
writing stages, clarifying about the writing tasks, working with peers, self-talk, rewarding one-
self when a task has been completed, discussing one’s feelings with others, breathing deeply
during writing tasks and using a checklist of one’s emotional state. The significance of such
affective strategies could stem from the nature of the writing skills which involve writer’s
emotion and cognition during the writing process. So, it could be claimed that incorporating

affective strategies in any attempt for reducing WA is indispensible.

On the other hand, cognitive strategies refer to how the learner interacts with the material to be
learned. For example, four cognitive strategies which might be helpful for improving writing
skills and in turn, reduce WA caused by linguistic difficulties are suggested by O’Malley and
Chamot (1990). They are repetition (repeating phrases, expressions and words during task
performance), translation (using the first language to understand writing prompt or any part of
L2), transfer (applying previously acquired linguistic schemata to facilitate a writing task) and
rehearsing the language needed for completing a writing activity. Additionally, Oxford (1990)
points out that practicing, revising and imitating some writing models are key techniques for

improving structure, vocabulary and writing mechanics which in turn reduce WA levels.
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Meta-cognitive strategies which enable learners to establish self-knowledge about their needs and
learning styles help learners choose strategies fitting with their preferable styles which in turn
mitigate WA. Hyland (2003) emphasizes the importance of identifying one’s learning style
preferences in reducing WA and clarifies how this could be achieved. For instance, visual
learners feel comfortable when they are asked to write about graphs or video material while
auditory learners find taped materials or lectures enjoyable sources for writing tasks and they
prefer group work that involves discussion and reasoning. On the other hand, writing reports is
preferred by tactile learners. Importantly, research shows that students who are taught in
accordance with their preferred learning styles usually score higher in tests and feel less anxious

than those who are taught in contradicting styles learning environment (Reid, 1987).

With respect to teaching strategies, teachers and educators can mitigate L2 learners’ anxiety by
helping them cope with existing anxiety provoking situations and creating a less stressful learning
environment. Teachers can reduce the levels of WA when they adopt the process based approach
in L2 writing. According to this approach, the focus is on the classroom activities and the
processes writers follow when writing essays or any other tasks rather than on the product itself.
To promote writing as a process rather than a product, teachers need to inculcate positive
perspectives and self-confidence in students even in case of failure in writing tasks. In this regard,
Cheng (2002), Hassan (2001) and Latif (2012) call teachers to build up self-confidence among
learners by adopting certain teaching techniques such as encouraging students to talk about their
past writing experiences, varying writing modes, finding patterns in students’ writing errors,
valuing students’ writings, providing encouraging feedback, focusing on content rather than form

and allowing non judgmental writing activities occasionally.
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For anxiety stemming from writing tests and formal evaluation, teachers could also play a
significant role in alleviating that anxiety. Teachers should be objective in scoring processes and
consider tests as a means of evaluation and learning rather than a means of punishment and
authority. Students should be informed by teachers about the test format, number of questions,
test technique, test aims and so on. This could be achieved easily by administering a trial version
of tests as suggested by Alcala (2002) to familiarize test takers with test techniques and rating
system. Additionally, other means of evaluation and checking students’ language proficiency
such as assignments, projects and presentations should be incorporated within the testing and
assessment system. Teachers also can contribute to combating test anxiety by giving students an
opportunity to voice their concerns and express their attitudes about test fears they encounter
during tests. Young (1991) claims that allowing students to express how they feel about tests is a
practical strategy for reducing test anxiety. In FL context, creating a low stress language
environment is of great importance for acquisition and communication. Language teachers can
achieve this by acknowledging students’ fears and maintaining a positive climate for testing as
Phillips (1990) recommends that an encouraging smile before the test starts is able to dispel

anxiety and diminish the stressful atmosphere.

Empirically, Atay and Kurt (2007) conducted a study to determine the effects of peer feedback on
the WA of Turkish prospective teachers. The participants were 86 prospective teachers enrolled
at the English department in a state university in Istanbul. The participants were all native
speakers of Turkish and their English proficiency was high. The participants were divided into
experimental and controlled groups during a writing course. The researchers trained the

participants on peer feedback during the first weeks of the course and provided a checklist. The
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instructor's interference in correcting student essays and writings was kept to a minimum. After
eight weeks from the beginning of the writing course, structured interviews were conducted to
determine whether the participants found peer feedback helpful, and whether or not they liked it.
The participants reported that they helped each other in using more appropriate vocabulary and
correct grammar. Additionally, they said that they felt less anxious, more self-confident, and free
since they could ask their peers many questions without any fear or hesitation. Atay and Kurt
(2007) claim that social dimension of feedback fosters the participants' attitudes toward writing
by increasing their motivation and reducing anxiety as many things come to students minds when
they are discussing their own essays with peers. Based on the study results, the researchers
recommend teachers to let their students practice peer feedback rather than getting theoretical
knowledge and realize the peer feedback effects on establishing an authentic collaborative

environment.

The effectiveness of peer feedback in reducing WA might stem from its ability in promoting
negotiated interaction between peers, providing self confidence, and making students readers and
writers at the same time. Despite the undeniable positive impact of peer feedback in learning L2,
it should not be adopted for granted. Instead, much investigation is needed to be made since the
socio cognitive approach to learning might not suit all L2 learners who are culturally diversified.
In addition, peer feedback should not completely substitute teacher feedback particularly for

students at higher proficiency levels.

In another study, Ozturk and Cecen (2007) investigate the effects of portfolio keeping on the
students’ WA. They claim that there have not been any studies on the effects of portfolio keeping

on students writing anxiety. So, this study is unique in terms of its topic and objectives. As the
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participants were prospective teachers of English, many implications would be offered for the
teacher education program as well as foreign language teaching. The participants were fifteen
prospective teachers in a university in Turkey. They failed the TOEFL exam, so they had to take
preparatory courses for a year to begin their undergraduate programme. The idea of the study
stemmed from the researchers' observations of students’ anxiety during writing courses.
Attempting to overcome their anxiety, the researchers came to the idea of making the students
keep a portfolio as a self-growth tool for reducing writing anxiety in an English setting. The
portfolio requires the participants to take part in different writing tasks such as a personal essay,
persuasive essay, narrative and analytical essays. Students in workshops shared their writings
with the entire class and they received responses and comments. Anyway, after a six-weeks-
portfolio process, two reflective sessions were held with the participants by the researchers to
allow the students to talk about the effectiveness of the portfolio and its effects on their writing
anxiety level. The two reflective sessions were recorded, analyzed, and categorized. It is notable
that the first session aimed to explore the students' perceptions about the importance of keeping
portfolio while the second session was restricted to the portfolio effects on anxiety. The results
indicate the participants' desire to use portfolio in their own classes when they become teachers.
Interestingly, most of the participants' confirmed the positive effect of keeping portfolio on

sharpening their writing skill and reducing their anxiety.

Based on the above review; it seems that alleviating L2 learners’ WA is a shared responsibility as
students and instructors can work cooperatively to make writing classes more enjoyable. After
developing self-confidence which is a key alleviating strategy, writing instructors need to select

one strategy or more and tailor it towards students’ needs and learning styles. It could be said that
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the more teachers know about their students’ attitudes about writing in L2, the easier it will be to

find out workable alleviating strategies.

2.5.3. The Impact of Computer Use on Foreign Language Writing Anxiety

In the global era of the informational society, Computer Assisted Language Learning (CALL)
programmes and internet technology have become indispensable equipment and influential
constituents in L2 learning pedagogy. Various related studies point out the significance of
computer and internet technology in creating collaborative and independent learning
environments (e.g., Kung, 2002; Taylor & Gitsaki, 2003). Additionally, as an active stimulus for
L2 learning, Lee (2002) argues that computer technology should be applied in language learning
since it can offer students more learning motivation, enhance students’ achievement, increase
authentic material for study, foster teacher-student interaction, consider the individual needs and

ease learner’s anxiety.

It should be acknowledged that computer as a powerful technological tool has pervaded many
sectors in our life. Education and language learning have been largely influenced by the new
information age. The role of technology in language syllabus and learning is not new. In previous
decades, language laboratories with cassettes, microphones and headphones were used
enormously in most educational and language settings. They acted as a major component of EFL
syllabus grounded on drilling practice and stimulus—response patterns. Eventually, another
medium for language learning and teaching has been provided by CALL. Language text books
have utilized computer software as supplementary materials for teaching and learning
vocabulary, grammar, spelling, listening, writing etc. Blake (1987) claims that CALL has

revolutionized teaching-learning process by increasing learner motivation, incorporating sound,
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graphic, video and presenting information in a non linear sequence which enables learners to

access information they want at an individual pace.

As a part of strategies sought to reduce L2 WA, computer-assisted writing (CAW) or as it is
sometimes called computer—based composition has been largely introduced in the writing classes
in the past three decades. Indeed, some universities and colleges resort to computers (word
processing) as a basic tool for teaching writing classes in the hope that this technological tool
helps improve students’ writing skill and minimize the levels of WA. The feelings prevailing that
the computer is a magic stick for the teaching of writing with least amount of anxiety stem from
the following beliefs: Word processing enables student writers to write faster and worry less
about the niceties of style since neatly printed readable hardcopies heighten student self-
confidence and pride in their writings (Larson, 1984). Word processing helps students become
more conscious about writing as a process as they can rewrite and revise without recopying
(Daiute, 1985). Furthermore, CAW relieves student writers from fear of making spelling mistakes

and some basic structural errors which in turn lessen WA resulted from these factors.

As a widespread phenomenon among L2 student writers, anxiety hinders students in their
academic work and negatively influences their career choice and self-image (Cheng, 2002). As
such, educators and researchers have started implementing empirical studies to investigate the
effect of CAW in lessening WA. Davis et al (2009) conducted a study to determine if integrating
technology (computer) could help lessen college learners’ anxiety in an American university. The
study compared the results of a pretest-posttest and writing apprehension scale of the

experimental group which was taught writing via computers to the control group results which
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was taught traditionally. The results show that students of the experimental group had lower

anxiety levels and higher grades than their counterparts in the controlled group.

In other related studies, mixed and inconclusive results are easily noticed even among the
participants of the same study. For instance, Phinny and Khouri (1993) investigated the effect of
CAW on English learners’ behavior and motivation. In their case study, they found that the four
participants displayed different attitudes towards the CAW. Two of the participants demonstrated
high levels of motivation and less fears to use word processing. Another participant demonstrated
high levels of anxiety over writing via computer. As such, the researchers recommend providing
lengthy period of exposure to CAW. In Arab EFL contexts, Abu Shawish &Atea (2010) report
that computer use did not play a significant role in minimizing learners’ anxiety in English
writing classes in Gaza universities. Similarly, Zaid (2011) conducted a study in a Saudi
university to investigate the effect of some pre writing activities on writing anxiety. He concluded
that hyper-media based activities in writing classes increased the participants’ writing anxiety. T0
examine how CAW can ease and reduce WA, Shen (1999) conducted a pretest-posttest mixed
method study at Suzhou University in China. The study used both questionnaire and interviews to
explore the causes of the changed attitudes in a traditional writing classes and computer based
ones. The results revealed that students feel more comfortable and less anxious in computer
writing classes than in traditional writing ones. Additionally, the research indicated that subjects
had higher motivation and increased written output both in quantity and quality. Shen’s (1999)
attributed the positive attitudes to the fact that CAW enables student writers to write in a natural
learning environment which enhances learners’ autonomy and lessen teacher’s control and peers’

pressure.
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As seen, reported findings about the effects of word processing on students’ composition and
anxiety differ due to different factors such as the duration of data collection, the training the
student receive on using computers and the period students are exposed to CAW. So, it could be
said that computer is just a tool and the teacher’s role in understanding learner’s abilities and
attitudes is still decisive in both writing learning contexts. As finding out the coping strategies for
reducing WA is one of the basic objectives in the current study, investigating how the use of
computers in writing classes is perceived by the study participants has become a necessity.

2.6. Summary

The literature related to FL anxiety in general and second language writing anxiety in particular
has been discussed in this chapter. The definitions of general anxiety and two theoretical models
(Expectancy Value Theory and Self Efficacy) derived from psychology were then reviewed to
pave the way for discussing the construct of FL anxiety and the specific skill ones. Furthermore,
effects of language anxiety on performance, its sources, test anxiety, sources of WA and
alleviating strategies were also reviewed. As seen in the previous review, a large amount of
research has been conducted to establish the distinctiveness of language anxiety as a specific
situation type different from the construct of general anxiety. After getting more insight in
language anxiety, researchers have further investigation about specific skills anxieties such as
speaking and writing ones. After Daly and Miller (1975) coined the concept of writing
apprehension, a long series of empirical studies have been conducted about first language writing
anxiety while fewer studies have been carried out about L2 writing anxiety particularly in Arabic

contexts.
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Anxiety in writing classes is a worthwhile topic to be investigated due to its great impact on
learners’ writing achievement and attitudes. After reviewing most of the WA studies conducted
in Arab EFL contexts (e.g., Abu Shawish &Atea, 2010; Hassan, 2001; Latif, 2007; Salim, 2007),
several gaps and remarks were found in the research. First of all, all the participants in those
studies were university English majors or prospective teachers. None of them was conducted on
school students or EFL university students other than those majoring in English. Secondly, to
determine the correlation between WA levels and performance, those studies utilized some
linguistic tests (e.g., Latif’s, 2007) or timed English essay writing tasks as in Hassan’s (2001) to
measure students writing performance. These measurements might not be taken seriously by the
participants since they are only used for research purposes and do not have real consequences for
the participants. Instead, formal final writing exam scores could reflect the real situation and
authentic feelings. Furthermore, the potential sources of WA were not extensively explored and
identified as they were investigated only through questionnaires as in Abu Shawish &Ata’s
(2010) or through interviews as in Latif’s (2007). In addition, the alleviating strategies suggested
in most of the related studies came in the form of recommendations by the researchers rather than
authentic learners’ lived experience. However, the researcher of the current study has benefitted
from the strong scholarly foundation provided by those studies and taken the above remarks into
his account as it could be seen in the next chapter which describes the methodologies and

methods used in this study.
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CHAPTER THREE
METHODOLOGY

To implement this study and address the research questions, which mainly aim to identify the
possible factors associated with WA from the students’ perspectives and explore the strategies for
alleviating it, quantitative and qualitative methods have been combined in a sequential mixed
methods fashion (Creswell, 2003). The epistemological and ontological assumptions underlying
this method are in line with the pragmatic perspective which focuses on the research problem and
uses pluralistic approaches to understand it (Morgan, 2007). Thus, the philosophical foundation
for the suggested methodology in addition to research design, data collection and analysis are

presented in this chapter.

3.1. Theoretical Foundations of the Methodology

One of the essential points in the selection of a research design is based on the researcher’s world
view assumptions (paradigms). Due to the possible effect of beliefs on actions (Guba, 1990),
recognizing the philosophical assumptions held by the researcher helps explain why a certain
approach is adopted in his/her study. There are many definitions of a paradigm across the
literature. A paradigm can be defined as a set of beliefs or worldviews, held by a researcher or a
scientist in a certain discipline, that influence the way of conducting a research study and
interpreting its findings (Bryman, 2008). A paradigm is also described as “a general organizing
framework for theory and research that includes basic assumptions, key issues, models of quality
research, and methods for seeking answers” (Neuman,2006, p.81). Embracing a quantitative,
qualitative or mixed methods approach in research studies is often determined by those

worldviews.
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Currently, the four common paradigms as stated by many scholars and researchers (e.g.,
Creswell, 2008; Guba & Lincoln, 2005) are: post-positivism, constructivism, emancipatory and
pragmatism. In brief, post positivism represents the traditional form of research and inclines more
to quantitative approach. Post-positivists claim that causes probably determine outcomes.
Constructivism is typically seen as a paradigm underpinning qualitative research. Social
constructivists assume that subjective meanings can be constructed through individuals’ lived
experiences. The worldviews of emancipatory writers are seen with qualitative or quantitative
approach and those writers need the research to be intertwined with action agenda to change the
marginalized individuals and groups’ social situations. Alternatively, pragmatism which has been
adopted as the philosophical basis for this study is described as a different paradigm from post-
positivism as “the knowledge claims arise out of actions, situations, and consequences rather than
antecedent conditions” (Creswell, 2003, p.11). In response to the controversial debate about
“paradigm wars”, pragmatism has emerged as a sort of rejection to the forced choice between
naturalistic and scientific approaches (Creswell, 2003; Greene et al, 1989; Johnson and
Onwuegbuzie, 2004). The combination between quantitative and qualitative research has been
given a life of its own as a new research paradigm on the basis that their philosophical principles
should not be violated (Morgan, 2007). It can be argued that the acceptance of possible
compatibility between research approaches and the limitation of a mono methods research

approach has strengthened the position of a mixed methods approach proponents and advocators.

Pragmatists emphasize the research problem and look for all approaches available to understand
it. The importance of pragmatism as a philosophical paradigm underpinning mixed methods

studies arises from its focusing attention on the use of pluralistic approach for the best

57



understanding of a research problem without committing to only one system of philosophy or
reality (Cherryholmes, 1992; Morgan, 2007; Tashakkori and Teddlie, 1998). Concerning the
relationship between mixed methods approach and pragmatism as a philosophical paradigm, it
can be claimed that there is a consensus among a considerable number of researches on
considering pragmatism as a theoretical foundation for mixed methods approach. For example,
Johnson et al (2007, p.113) suggest that “the primary philosophy of a mixed methods approach is
pragmatism.” Moreover, pragmatism is described as a “leading contender for the philosophical
champion of mixed methods arena” (Greene, 2008, p.8). It can be argued that pragmatism arose

as a response to the ‘paradigm war’ and the emergence of mixed method approaches.

To conclude, the pragmatic rationale for combining both quantitative and qualitative procedures
at different stages in this research study has stemmed from the researcher’s pragmatic
assumptions which indicate that neither qualitative nor quantitative methods are able by
themselves to capture the whole image and details of a complex psychological construct like
writing anxiety. But, when used in combination, both complete each other to gain a deeper
insight and understanding of the phenomenon under investigation (Greene et al, 1989; Tashakkori

and Teddlie, 1998).

3.2. Research Approach
When investigating such issues that are related to affective factors and cognitive psychology,

much controversy has taken place among researchers about the use of either quantitative or
qualitative methods. Proponents of quantitative methods (e.g., Maxwell & Delaney, 2004;
Schrage, 1992) claim that social sciences can be truly scientific measurable realities as they only

use numerical and statistical methods. Proponents of qualitative methods (e.g., Lincoln & Guba,
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1985; Schwandt, 2000) accuse their counterparts of obscuring the reality of the social and

psychological phenomena because they underestimate non-measurable factors.

FL anxiety in general has been investigated, for the most part, quantitatively through correlation
studies (e.g., Daud et al, 2005; Hassan, 2001). However, these studies have not been able to draw
a complete picture of the specific causes of language anxiety and their influence on students’
achievement. Investigating L2 anxiety through empirical studies only yields limited results as it is
dynamic and correlated with context bound factors. In this respect, Horwitz (2001) points out that
clear understanding of the impact of language anxiety on learners’ achievement is still unresolved
since anxiety is a complex multi-faceted construct. So, using additional qualitative in-depth
methods and analysis will help in understanding and exploring the participants’ experience and
views about FL anxiety in terms of its effects and sources. Price (1991) suggests that the
qualitative approach is needed in investigating FL anxiety to gain deeper insight into the research
topic by obtaining qualitative information on variables not easily explored through empirical

studies.

Importantly, the integral qualitative part (interviews and focus groups) of this study is in
alignment with descriptive phenomenological approach where participants’ lived experiences are
explored to gain fresh rich descriptions of the investigated phenomenon as it is concretely lived
(Wertz, 2005). Applying the philosophical insights of phenomenology to psychology, Giorgi
(1985) describes phenomenological psychology as a rigorous study of the phenomenon that
produces lived experiences which are typical for groups of people. It is noteworthy that the focus
of phenomenological psychology is descriptions of people’s experiences and the meanings

attached to them rather than interpretations (Osborne, 1990).
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To gain richer understanding of L2 anxiety research results, the more recent tendency among
educators and researchers (e.g., Latif, 2007; Worde, 1998) is to use eclectic approaches. In other
words, quantitative methods might be used to complement qualitative ideas and qualitative
methods could be used to understand the meanings and indications of the numbers produced by
quantitative studies. In social and psychological studies, some quantitative and qualitative
researchers have acknowledged the value of using mixed methods in deepening understanding
and enhancing validity of the research results. For example, Campbell and Fiske (1959) as
quantitative researchers recommend multiple methods to ensure validity and reliability in
quantitative studies. On the other hand, qualitative theorists like Denzin (1989) and Patton (2002)
claim that intrinsic bias coming from single methods can be overcome by combining multiple

methods and data sources.

Language anxiety has measurable levels and effects on learners of L2. These aspects can be
demonstrated by using quantitative measurement scales and questionnaires. However,
understanding the experience of language anxiety requires qualitative methods. Pappamihiel
(2002) found that there was a difference in levels and sources of language anxiety among
Mexican high school students. She could not fully understand those differences until she used
qualitative methods of focus groups and open questionnaires to identify the participants’

experiences for why and when such anxiety existed.

In recent years, the mixed methods approach (MMA) has received much interest and attention
from many researchers (e.g., Creswell, 2008; Patton, 2002) and there is a consensus on
characterizing it as a research design containing elements of both quantitative and qualitative

methods. The general rationale behind using mixed methods is to overcome the drawbacks and
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weaknesses of a single method. In this regard Greene et al (1989) suggest the following
functions and justification for using the mixed methods in research studies: Compensation
(enriching the study by using the strengths of each method to compensate the weaknesses of the
other); expansion (using multi methods to get a clearer picture about a researched phenomenon),
and triangulation (studying the same phenomenon by using multi-methods to gain convergence,

validity, and deeper understanding).

Based on the purpose of this study and due to the complexity of language anxiety as a
psychological construct, a sequential explanatory mixed methods design (Creswell, 2003) has
been used where the quantitative data is collected in the first phase to help in collecting
qualitative data in the second phase. Undoubtedly, quantitative studies have revealed much about
FL anxiety, but there is still much to be explored qualitatively since deeper and more
comprehensive understanding of anxiety cannot be captured numerically. Therefore, qualitative
interviews and focus groups were used in this study to supplement and elaborate the data
collected from the questionnaires. In this regard, Weir (2005) points out that qualitative
interviews act as a complementary instrument to elaborate and explain quantitative findings.
Importantly, the way in which the researcher can get what he/she wants or knows is determined
by the research methodology which is defined by Wellington (1996, p.16) as “the activity of
choosing and justifying research methods.” Choosing a research methodology is strongly dictated
by the research purpose and it can be adopted to suit the topic under investigation. With this
respect, research methodology should fit the research purposes:

Though researchers might advocate and adhere to a specific research tradition, it is sensibly wise to
consider 'fitness for purpose' as the 'guiding principle' because different research paradigms are

suitable for different research purposes and questions. (Cohen et al, 2000, p.1).
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To conclude, adopting the “complementary position” (utilizing multiple research methods to
address the research problem) and integrating both methods stem from the multifaceted nature of
the study topic and its main objective which is about investigating WA sources and exploring
strategies for alleviation. In other words, the process of measuring anxiety levels and identifying
its sources among the participants of this study lends itself to quantitative scales and
questionnaires, while deeply understanding, elaborating and complementing the quantitative

results mandate utilizing phenomenological interviews and focus groups.

3.3. Research Methods

Considering the nature of WA as a complex multifaceted concept and the purpose of this study, a
sequential explanatory design of a mixed methods approach is used to address the research
questions. According to this approach, the quantitative data was collected in the first phase to
give general trends about the investigated phenomenon and pave the way for collecting the
qualitative data that integrates and complements the quantitative findings in the second phase. In
this study, the quantitative survey questionnaires were used in the first phase to measure the level
of students” WA and identify its potential sources. Students’ final writing course grades were
used to examine the correlation between level of anxiety and writing performance. In addition,
data obtained from the first questionnaire was used to help in the selection of interviewees
(student participants) in the second phase. Phenomenological interviews and a focus group
discussion were conducted in the second phase to complement the quantitative findings and gain

a much deeper understanding of students’ anxiety.

In the mixed methods approach (MMA), the priority in emphasizing quantitative or qualitative

data or giving emphasis on both is determined by the nature of the study under investigation
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(Bryman, 2008; Creswell et al, 2003). In this study quantitative and qualitative components have
been emphasized equally. The rationale behind this stems from the idea that integrating data
obtained from using questionnaires with data obtained from phenomenological interviews and
focus group can triangulate the research data and give in-depth insight to the findings. In the
pages to follow, research participants, data collection instruments, procedures and data analysis

are addressed respectively.

3.3.1. Participants
One hundred and ten Emirati students (males and females) from three different universities in the

UAE participated in the quantitative phase of this study. Ages of students ranged from 19 to
21and all of them studied EFL at schools from grade one to grade twelve. The three universities
are located in three different emirates and the majority of their students are from the UAE. The
first language of all the student participants is Arabic. All of them were enrolled in intensive
English programmes which are designed to improve students’ English language competence and
communication to cope up with their future majors in which English is the language of
instruction. As each programme consists of different levels, students have to pass level 1 by
scoring 60% and more to transfer to the following level and so on. After passing level 1, students
are entitled to sit for the TOEFL or IELTS exams and they are requested to score more than 500
or 5 respectively to join their majors. In each level, students study the four language skills for
four months with an average of twenty five hours a week. In the writing classes and in the related
tests students are required to write different types of letters, short paragraphs, and essays. The
study participants were chosen randomly (from levels 2, 3 and 4) to complete the questionnaires.
Students who were still in the general English course or in level one were not recruited in this

study as students in such levels might not have enough writing experience to provide detailed
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information about their WA experiences. In the second phase of the study, ten highly-anxious
students and ten low-anxious ones were interviewed individually by the researcher. Those
students had been identified after analyzing the results of the Second Language Writing
Apprehension Inventory (SLWAI), which was administered in the first phase of the study. In
addition to the students, six EFL instructors who have been teaching writing for tertiary level
participated in the focus group sessions to investigate their experiences in how they try to
alleviate their students’ WA. Ages of the instructors’ ranged from 36 to57 and all of them have
been teaching English in the UAE universities for more than eight years. They come from Jordan,
Tunisia, Syria, Palestine and Canada. Interviewing individuals with different characteristics and
levels present multiple perspectives which in turn “represents the complexity of our world”
(Creswell, 2003, p.194). Correlations between some variables like age, gender or length of
courses spent in the university and the participants’ choices for the possible sources of writing
anxiety were beyond the scope of this study. However, the effect of gender and place (university)
on the level of writing anxiety among the participants was tested. Table 3.1 presents the

demographic characteristics of the study’s student participants.

Table 3.1: Number of subjects by university and gender.

University Female Male Total
A 25 7 32
B 15 22 37
C 31 10 41
Total 71 (64.5%) 39 (35.5%) 110

As shown in the above table, the majority of participants are females (n=71) while (n= 39)

participants are males. The uneven female-male ratio is consistent to some extent with the actual
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student population which is dominated by female students in the UAE universities (MoHE,
2009).

3.3.2. Data Collection Methods
As this study adopts the MMA to answer the aforementioned research questions which aim to

investigate the students’ English writing anxiety in UAE universities, three quantitative and two
qualitative data collection tools were used to investigate and explore the factors contributing to
the participants’ anxiety and the strategies for alleviating it as shown in( Table 3.2). The detailed
description of these tools is presented in the next section.

Table 3.2: Summary of data collection instruments

Collection Tool Purpose #Participants

Second Language Writing Apprehension To measure the levels of students” writing anxiety.
Inventory (SLWAI) 110

Final writing grades To investigate the effect of WA on performance. 62

To identify the factors associated with students’ writing
Sources of Writing Anxiety Questionnaire | anxiety and the possible strategies for alleviating it. 110
(SWAQ)

To explore the possible sources of writing anxiety from
Interviews # 1 highly-anxious students’ point of views and 10

complement the data emerging from the questionnaires.

To explore strategies used by the low-anxious students

Interviews # 2 for alleviating writing anxiety. 10

To explore teachers’ suggestions and strategies used for

Focus group reducing their students’ writing anxiety. 6

3.3.3. Data Collection Tools
SLWAI, SWAQ, students’ final writing grades, interviews and focus group discussion were used

to collect the study’s data. Kalaja (1995) mentions that questionnaires can measure affective

factors in theory but actual behavior particularly in writing cannot be measured only by
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questionnaires. Therefore, incorporating qualitative research tools such as interviews, observation
or focus groups allows researchers to probe deeply into the quantitative data and enables the

participants to interact with the researcher and other participants.

3.3.3.1. Second Language Writing Apprehension Inventory (SLWAI)
The SLWAI (see Appendix A) which was developed by Cheng (2004) was used in this study to

measure the degree to which students feel anxious when writing in English. Cheng takes into
account the multidimensional nature of L2 writing anxiety and based the scale on Lang’s (1971)
tripartite framework. In that framework, anxiety consists of three different components: Somatic
(physiological), cognitive, and behavioral. Accordingly, L2 writing anxiety is defined by Cheng
(2004, p.319) “as a relatively stable anxiety disposition associated with L2 writing, which
involves a variety of dysfunctional thoughts, increased physiological arousal, and maladaptive
behaviors”. The twenty two items of SLWAI are answered on a five Likert scale ranging from
strongly disagree (1) to strongly agree (5). Table 3.3 shows how the scale items are classified into
three groups reflecting three types of anxiety with their manifestation symptoms.

Table 3.3: The classification of SLWAI three types of writing anxiety and their symptoms

Type of anxiety Items Symptoms
Somatic 2, 6, 8, 11, 13, | Physiological arousal such as nervousness, heart pounding, and
19, 15 sweaty palms.
Cognitive 1,3,7, 9, 14, 17, | Cognitive aspects of anxiety such as negative expectations,
20, 21 perception of arousal, and fear of negative evaluation
behavioral avoidance | 4, 5, 10, 12, 16, | Avoiding writing situations and withdrawal.
18, 22

The effectiveness of WA measures which were dominant before developing SLWAI has been
criticized by many L2 writing anxiety researchers as stated in [2.5] (e.g., Cheng, 2004; Shaver,

1990) because they were originally used to investigate writing anxiety of first language learners.
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In contrast, SLWAI which has respectable internal consistency with Cronbach coefficient alpha
(.92) is distinct from writing self-esteem scales (Cheng, 2004). The fact that SLWAI has been
originally utilized to investigate WA for college students studying English as a foreign language
makes it an appropriate scale for measuring the levels of writing anxiety among the participants

of this study.

3.3.3.2. Sources of Writing Anxiety Questionnaire (SWAQ)
The second research instrument is SWAQ (see Appendix B) which has been developed by the

researcher based on his long experience as an EFL instructor as well as on the results of related
studies (e.g., Abu Shawish and Atea, 2010; Clark, 2005; Daly and Miller, 1975; Daud et al, 2005;
Horwitz et al, 1986; Latif, 2007; Rankin, 2006; Lin, 2009). The main purpose of this
questionnaire is to investigate the possible sources, factors, and aspects of the participants’
(students) English writing anxiety. Its items are answered on a five point Likert scale ranging
from (5=strongly agree; 4=agree; 3=undecided; 2=disagree; 1=strongly disagree). The
questionnaire’s thirty five items are distributed over the following seven domains (categories):
affective, cognitive, linguistic, teaching practices, feedback, evaluation, and tests. For the
affective domain, items 1-5 address the learners’ self-confidence, motivation, nervousness and
self-evaluation. The affective domain items are based on Bandura’s theory of self-efficacy which
clarifies the negative effects of low self-efficacy and confidence on learner’s anxiety. The results
of related studies (e.g., Cheng et al, 1999; Rankin, 2006) show the negative effects of such
affective factors on FL anxiety. Concerning the cognitive domain, items 6-12 handle learners’
cognitive ability and skills to write English compositions. These domain items are based on the
“skills deficit hypothesis” (Schlenker and Leary, 1982) which implies that individuals’ anxiety

develops when they feel that they lack the cognitive skills and competencies for performance and
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interaction. Toth (2010, p. 10) applies this hypothesis to language learning when he claims that
“language learners may feel anxious about using the L2 in and outside the classroom because
they lack the skills and various competencies...necessary for smooth and pleasant interaction.”
Items 13-17 handle linguistic aspects like weakness in grammar, spelling, vocabulary and
conjunctions. According to “linguistic coding deficit hypothesis” (Spark and Ganschow, 1993),
language anxiety could be developed as a result of language deficiency. Many related studies
have attributed a part of language anxiety to linguistic deficiency (e.g., Abu Shawish and Atea,
2010; Daud et al, 2005; Latif, 2007). On the other hand, items 18-28 deal with teaching practices
and feedback. In this regard, most of studies about FL anxiety have shown that the feedback
which is usually given about students’ writings in addition to some teaching practices in these
classes are sources for learners’ anxiety (e.g., Daly, 1979, Latif, 2007; Rankin, 2006; Young,
1992). Evaluation and test domains (items 29-35) are based on Horwitz et al’s (1986) ‘foreign
language anxiety model’. In addition to the seven domains, two open-ended questions were
incorporated to give respondents (students) an opportunity to add other possible causes of WA or

any remedial strategy which might not be elicited through the questionnaire items.

3.3.3.3. Students’ Grades

Another source of quantitative data is the participants’ final writing grades which have been used
to investigate the correlation between the students’ levels of anxiety and writing achievement. In
two of the participating universities, students’ final writing exams are graded within a committee
by two different instructors. In case of discrepancy by more than 10% between the two
instructors’ ratings, a third marker interferes and the average of the three marks is adopted.
Concerning the grading system in the third participating university, writing final exams are

graded and calculated in a different formative way. As such, final writing grades of sixty two

68



student participants from the two universities that follow the same grading system were used in
this study as reliable indicators for writing performance. Importantly, the final course grade has
been considered an effective indicator to overall performance and adopted as an assessment tool
of foreign language proficiency in many studies about language anxiety (e.g. Aida, 1994; Cheng

et al 1999, Worde, 1998).

3.3.3.4. Interviews

Semi-structured phenomenological interviews are an important data collection technique in this
study. They have been used in many qualitative studies as an elicitation interviewing technique to
capture tacit knowledge of the interviewees and maintain the consistency of the interview process
(Johnson and Wellers, 2002; Wengraf, 2001). Face to face individual interviews have been
chosen since they are expected to be proper tools for exploring the specific participants’
perspectives about the contributing factors to WA in addition to being complementary tools for
verifying findings from the survey questionnaires (Weir, 2005). In this regard, it has been
claimed by Locke et al (2000) and Merriam (1998) that semi-structured interviews allow the
researcher to gain deeper insight into the participants’ experiences and bring their voice to the
issue being investigated through contacting them directly in natural contexts. In addition,
interviewing is described as a deliberate way to learn and know about people’s thinking, feelings
and experiences in their life (Rubin and Rubin, 1995). In this study, after identifying the level of
WA among the participants (on the basis of the first questionnaire), ten highly-anxious
participants were interviewed individually to explore and elaborate the factors standing behind
their high anxiety whereas ten low-anxious students were also recruited for interviews to explore
the individual strategies they are using to alleviate anxiety. The flexibility in the interview

format, open ended questions, and additional follow up questions enabled the interviewees to
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share and give a clear picture about the relevant thoughts and experience. The precise wording or
order of interview questions in this study were not outlined or determined in advance since some
questions were directed according to the questionnaire results and by the new concepts/ideas
emerging from the participants during the interview sessions. Nevertheless, the biggest portion of
the questions (see Appendix C) focused on the possible sources of WA and the coping strategies
to get a wealth of data from the participants and deeply capture the individuals’ experiences and
perceptions. All the interviews, which were conducted by the researcher, were held in the
students’ native language (Arabic) to assure their understanding and let them feel comfortable
when expressing their perspectives and thoughts. The interviews contained questions about the
interviewees’ experiences in terms of the factors contributing to their WA and the strategies they
use to cope up with. Interviews with students were audio-taped, transcribed and translated to be

analyzed.

3.3.3.5. Teachers’ Data

The second exploratory qualitative research tool is a focus group discussion. Young (1992)
emphasizes that L2 anxiety should be investigated from a variety of perspectives since it is a
complex phenomenon influenced by multiple factors. In this study, six EFL teachers’
perspectives about the alleviating strategies were explored through focus group discussions. The
focus group discussion was directed by pre-prepared questions on how to reduce students” WA
and follow up questions emerging from the participants’ responses (see Appendix C). The
rationale behind utilizing focus group as a data collection tool stems from the ability of this tool
in stimulating thoughts that cannot be easily captured through individual interviews (Gillham,
2005). Furthermore, Barbour and Kitzinger (1999) mention that focus group discussion is a

powerful research tool to identify shared and common knowledge since data can be generated
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through interaction and the participants to ask questions and comment on each other’s views. As
a result of potential dynamic interactions among the focus group participants, individuals have a
chance to evaluate and compare their practices and experiences to those of others. Morgan (1997,
p. 20) calls for the use of focus group discussions as a research data collection tool since “they
reveal aspects of experiences and perspectives that would not be as accessible without group
interaction.” In addition, unanticipated ideas and perspectives might emerge and be triggered.
When investigating language anxiety, the importance of employing focus group discussion is
highly recommended because of its ability in aiding participants to articulate their feelings and
reactions (Osbo, 2007; Pappamihiel, 2002). However, attention is drawn to the drawbacks of the
technique of focus groups. For example, the small sample size and the non-random selection of
participants might prevent the findings from being generalized to a wider population. Another
disadvantage of focus group discussions is the possibility of not expressing the thoughts opposing
the view of other participants (Freitas et al, 1998). Schurink et al (1998, p.13) points to other
drawbacks when he claims that “respondents could be reserved on sensitive issues which require
a tactical approach by the facilitator...and other respondents may tend to monopolize the

interview and try to intimidate other respondents.”

Importantly, the appropriateness of utilizing teachers’ focus group interviews in this study has
stemmed from their ability to formulate general trends about the alleviating techniques used to
overcome WA that might not be easy to detect through other tools. Furthermore, they have
enabled the researcher to tap into different forms of day to day communication such as arguing,
teasing or inquiring. Exploring what people know and experience requires such forms of

communication since their attitudes and views are not only understood through encapsulated
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responses to direct questions. To vitalize the role of this powerful data gathering tool, the group
participants were selected according to Krueger (1998) who recommends that the participants
should be as homogeneous as possible and share common experiences about the investigated
issue. To keep the discussion focused on the topic of alleviating students’ WA, the researcher
provided the participating teachers with questions that were assumed to be designed according to
the interview and questionnaires results. Additionally, the discussion was moderated by the
researcher to encourage the hesitant participants to share their ideas and ensure an even

participation. A sample of teachers’ responses during the discussion can be seen in Appendix I.

3.4. Data Collection Procedures

Prior to the formal data collection, a pilot study was conducted in October, 2011 to check the
administration of the questionnaires and the time needed to complete them, ensure the clarity of
the two questionnaires, and examine their validity/reliability. Having given some guidelines, the
researcher administered questionnaires to 30 students at the University of Sharjah. The
participants’ ages ranged from 19 to 24. All of them were registered in levels 2 and 3 which
require them to study the four language skills. The participants read the consent form and
finished the two questionnaires in 35 minutes. After the thirty participants had completed the
questionnaires, they were asked by the researcher if there were any ambiguous items or any
correction needed. The participants answered that the questionnaires’ items were easy to read and
there was no ambiguity. Meanwhile, some participants suggested providing their emails instead
of their mobile numbers. Based upon the results of the pilot study, a few translated words in the
two questionnaires were modified to eliminate any ambiguity or misunderstanding. Additionally,
the item in the background information asking students to provide their mobile numbers if they

volunteer to be interviewed was changed into email address.
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After getting a preliminary approval from the directors of English language centers in the three
concerned universities, the directors were visited and given a more detailed idea about the study’s
objectives, data collection tools, participants’ numbers/levels, and significance for teaching
writing. Admittedly, the idea of researching WA was highly appreciated by the directors since
they were eager to find out how they could improve their students’ writing performance. It was
suggested to select the participants per sections to facilitate the data collection process. A few
days later, the researcher was informed about the selected sections, timing, and the teachers who
were designated to help in some logistic arrangements. For the formal study, data was collected
during the fall semester, 2011 in three UAE universities with the exception of the data elicited
from the focus group discussion which was collected in February 2012. As stated earlier, data
was collected in two phases. The quantitative data was collected first to form a basis for the
collection of qualitative data in the second phase. During English classes, the two questionnaires
were administered (on three different days) by the researcher himself, who assured the
respondents’ confidentiality and anonymity. The participants from each of the three universities
were informed about the purpose of the study and its importance in uncovering the causes of EFL
learners’ writing anxiety. They were asked to read and sign the consent forms, and then to
provide their background information (gender, age, level, emails) and complete the entire items
of the two questionnaires as well. The time needed to complete the two questionnaires was 30-40
minutes. After collecting the completed questionnaires, the researcher coded them before starting

the computerization process.

Two weeks after tabulating the information collected from the two questionnaires, ten highly-

anxious students (six females and four males) from the three universities were interviewed
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individually to explore their experiences about their high levels of WA and ten low-anxious
students (seven females and three males) were also interviewed to explore the strategies they use
to alleviate their anxiety. Place and time were pre-arranged to be convenient for all interviewees.
During the interviewees, students were allowed to use Arabic. The length of time spent with each
interviewee ranged from 15-25 minutes. After grading the final exams in December 2011, the
researcher received the final writing grades of sixty two participants from the universities A and
B. Later on, an invitation was sent to eight EFL instructors from the three participating
universities to participate in a focus group discussion. Only six of them were able to participate in
the discussion which aimed to identify and explore the strategies they use or suggest to mitigate

their students’ WA.

3.5. Data Analysis

The quantitative data was coded and entered in the SPSS program which was flexibly used to
generate charts, tabulated reports, descriptive statistics and more complex statistical tests such as
the Scheffe test. The SLWAI data was analyzed by summing up the respondents’ scores of the
questionnaire items. For the negatively worded items, reverse scoring was done before summing
up the scores. As there are 22 items in SLWAI, the possible range of score is from 22-110.
Therefore, lower total scores indicate lower level of anxiety and higher scores imply high level of
anxiety. The related Analysis of Variance (ANOVA) was carried out to determine if there are
statistically significant differences between the mean scores of the three participating universities
in terms of writing anxiety levels. To test gender effect with regard to writing anxiety levels, the
independent sample t-test was also used. Additionally, The Pearson correlation test was applied
to measure the correlation between students’ level of anxiety and the writing grades. For the

“sources of writing anxiety questionnaire”, frequencies, means, and standard deviations were
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used to show the frequency of different variables. Besides, ANOVA was carried out to determine
if there is a statistically significant difference among the mean scores of the seven categories. The
Scheffe test was also conducted to identify the most effective (significant) contributing factors to

students’ WA and the directionality of significant differences.

Qualitatively, several steps were taken to analyze the large amount of information that emerged
from the phenomenological interviews and focus group sessions since analyzing qualitative data
requires “working with data, organizing it, breaking it into manageable units, synthesizing it,
searching for patterns, discovering what is important and what is to be learned, and deciding what
you will tell others” (Bogdan and Biklen, 1982, p.145). The emerging data was analyzed through
the following stages:

Stage 1: The taped interviews and focus group sessions were transcribed by the researcher.
Powers (2005) asserts that the type of transcription (verbatim or non-verbatim) is determined by
the purpose of the research. In this study, interjections (e.g., uh, hmm, ah etc), and some repeated
filler phrases like “you know”, “I mean” were left out during transcription since the main interest
is in the content of what has been said rather than the mechanics of speech and the researcher is
more engaged in understanding the ideas expressed by the interviewees than in conversation
analysis. This method is justified for increasing the readability and manageability of transcripts
(Bennstam et al, 2004). It could also be used particularly in hybrid studies that have disparate
aims from the pure qualitative ones. In other words, qualitative data in mixed method research is
frequently integrated with quantitative data to provide senses of ‘completeness’ and
‘confirmation’ of the obtained data (Halcomb & Andrew, 2005; Tashakkori &Teddlie, 2003).

All the transcription was done on paper. To review and check the hardcopies of transcripts,
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audiotapes were listened to again and slight corrections were made. After transcribing the taped
interview and focus group sessions, the transcripts were read to elicit the general sense of the
information and reflect on the units of general meanings. During the preliminary review process,
the researcher used memos, notes, and highlighters to identify interesting, important and relevant
items to the research questions (open codes).

Stage 2: In this stage, The Constant Comparison Method (Merriam, 1998) was adopted to
categorize the meaning units and find relationships among them. One privilege of this analysis
method is its capability to “be undertaken deductively (e.g., codes are identified prior to analysis
and then looked for in the data), inductively (e.g., codes emerge from the data), or abductively
(i.e., codes emerge iteratively)” (Leech & Onwuegbuzie, 2007, p. 565). The deductive analysis
method was used as a means for corroborating themes to analyze the data related to the third
research guestion which aims to explore the possible sources of WA. According to this method,
the existing data to be analyzed based on a pre-prepared framework (Patton, 2002). Specifically,
data emerging from the highly-anxious interviewees’ responses was chunked, compared and
placed under the seven categories which represent the possible sources of WA (affective,
cognitive, linguistic, evaluation, pedagogical, feedback, and test factors).

Stage 3: To analyze the data emerging from the interviews with low-anxious students and focus
group sessions, the inductive analysis method was used. This analysis was carried out to reveal
themes in the students’ and teachers’ perceptions about the strategies they adopt to alleviate WA.
To explore the participants’ lived experience without imposing pre-prepared ideas or a
framework, related data was analyzed inductively with open codes to keep the researcher more

attentive to what had been said by the interviewees. In this regard, Strauss and Corbin (1998)

76



clarify that open coding is a process for analyzing data through the emerging themes and
dimensions.

Stage 4: Open codes that go together were grouped to construct categories and subcategories
about the different sources of writing anxiety and the emerging strategies for alleviating it. The
processes of selecting, synthesizing, comparing and interpreting the interview and focus group
data were done to give explanation to the research questions (McMillan & Schumacher, 2001).
Additionally, each category or subcategory was represented by interviewees’ quotes. The quotes
extracted from the individual interviews with students were translated from Arabic to English.
The selected quotes were translated literally in meaning to reflect and convey the participants’
direct speech (more details about the translation issue in this study could be seen in the following
section [3.6]. Later, constant reviews and revisions were also conducted to identify relationships
between both qualitative and quantitative data. A summary of data analysis process including
data sources and analysis tools for each of the research questions is provided in Table 3.4.

Table 3.4: A Summary of research gquestions, data sources and analysis tools

Research questions Data sources Analysis tools

To what extent do students in the UAE universities

experience anxiety in English writing classes?

Scores from SLWAI survey.

Descriptive statistics (frequencies,
standard deviation, mean, minimum
and maximum.

Is there a significant negative correlation between high

levels of anxiety and writing performance?

Students’ final writing grades and scores

from SLWAL.

Pearson Product- Moment/
correlational analysis

What are the factors that associated with WA for
English language learners in UAE universities?

Scores from SWAQ and highly-anxious

interviewees’ responses.

Descriptive statistics in addition to
constant comparison method

(deductive analysis).

Which strategies are perceived by student and teacher
participants to be the most effective for reducing

writing anxiety?

Low-anxious interviewees’ responses

and instructors’ focus groups.

Constant comparison method
(inductive analysis).

Is the use of computer perceived to be an effective

strategy for reducing writing anxiety?

Two open ended questions in SWAQ

and interviewees’ responses.

Frequencies and deductive constant

comparison method.
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3.6. Translation

Despite the researcher’s bilingualism and competence in Arabic and English, the translation
process throughout the conduct of this research became one of the most important issues related
to methodology and validity. Translating interview data from the source language (Arabic) into
the target language (English) required solid preparation. This is due to the necessity of translating
the meaning from one language to another rather than doing it from word to word. In addition,
both Arabic and English have different word order, grammar and contextual based meaning. In
this respect, it has been pointed out that “communication across languages involves more than
just a literal transfer of information [and]... translators must constantly make decisions about the

cultural meanings which language carries” (Temple and Edward, 2002, p. 2-3).

For the sake of providing reliable translated data, the back translation method was employed to
translate the two questionnaires while the collaborative translation was adopted to translate the
excerpts taken from interviewees’ responses. TO prevent the loss of meaning or any possible
language ambiguity when implementing the survey questionnaires, the back translation method,
which is the most commonly used method in cross culture research (Brislin, 1980), was used to
translate the items of the two questionnaires and make sure that the translated versions were
equivalent to the original. The first questionnaire (SLWAI) and the second one (SWAQ) were
translated into Arabic by the researcher himself and then an instructor of translation from the
English department at the researcher’s university translated the Arabic versions into English. The
received back translation was compared to the original versions of the questionnaires (see
Appendices A&B). As a result, slight modifications were made on the Arabic versions which
were sent to an Arabic language instructor to check their accuracy and correctness. To eliminate

any potential translation-related problem or misinterpretation, the researcher asked the
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participants during the pilot study to express their perspectives about the clarity of the items’

meaning.

For the qualitative data that was collected through the individual interviews with student
participants, the researcher translated the Arabic transcripts into English before the analysis
process. The researcher’s bilingualism and considerable teaching experience in the UAE context
enabled him to capture the intended sense of the interviewees’ responses and provide the
translated transcripts which were needed for data analysis. However, a dilemma emerged when it
was decided to use direct quotes from the interviewees’ responses to support and clarify the
findings coming from the qualitative data. As Arabic and English languages have different word
order and grammar, the meaning rather than wording of those quotes had to be literally translated.
To ensure translation validity and provide readers with reliable translated quotes, the researcher
decided to employ collaborative translation method which combines together disciplinary
expertise and cultural knowledge when translating quotes (Douglas and Craig, 2007). As such,
the selected quotes which were intended to be used in reporting the interview results were
separately translated from Arabic to English by the researcher and a bilingual EFL colleague who
holds a PhD in linguistics. Later on, a meeting was held between the researcher and that
colleague to review and discuss the differences of wordings between the two translated English
versions. The review process involved discussion about translating the words that identified as
problematic in terms of finding proper equivalence for them. The refined English version of the
quotes along with the original Arabic one were sent to an Emirati (national) translator to ensure
the appropriate equivalence of some words that are greatly related to the local dialect and culture.

The aforementioned translation steps were taken to verify the quotes accuracy and check if they
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reflect and maintain the original meaning. All the extracts which were used in [4.3.1-4 and
4.4.1.2] reflect the final amended English version of the quotes while the original Arabic one is

shown in Appendix H.

3.7. Validity and Reliability

As the quality of research conclusion is assessed by the level of how valid and reliable the results
are, this section reviews the steps taken in this study to ensure the validity and reliability of its
findings. These issues are so important that they can help the readers determine the significance
of the findings (Lincoln and Guba, 1985). The SWAQ content validity was determined when two
educators who have a long experience in researching affective factors such as motivation and
attitudes were asked by the researcher to express their views on whether they consider the 35
items of the SWAQ representative for the potential sources of WA or if some additional items
need to be added. The two expert educators suggested adding item 27 (teacher’s red color
comments make me anxious) to the feedback category and item 18 (I have not got adequate
teaching of different writing genres) to the teaching practices category. In addition, face validity
was tested through the pilot study when the participants were asked to inform the researcher
whether the questions were understandable and clear. Based on some participants’ remarks, three
Arabic words in item 19 and 24 were replaced with clearer ones. The factor analysis has not been
used in this study due to the small sample size of the respondents who participated in the pilot
study. To get reliable factor analysis, the sample size should not be less than two hundred
respondents (Comrey and Lee, 1992). In this regard, Field (2010, p. 559) states that “a sample of
300 or more will probably provide a stable factor solution.” As stated earlier in [3.4], the pilot
study was conducted one month prior to the main study data collection to examine the two

questionnaires validity, reliability and clarity. Due to the importance of reliability in any survey
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research, internal consistency was measured to check the questionnaires reliability and show the
homogeneity of the items which make up the questionnaire. In this regard, Dornyei (2003)
emphasizes the significance of internal consistency for that internal consistency for any scientific
survey measurement. With a sample of 30 participants in the pilot study, the Cronbach coefficient
alpha, by which internal consistency is usually measured, was .86 for the SLWAI and .91 for the
SWAQ. To determine the accuracy of the formal study findings and to assess further the quality
of the research instruments from the point view of the participants, the reliability of the two
questionnaires was also examined through the internal consistency. With one hundred ten
students, the formal study yielded an internal consistency coefficient of .88 for SLWAI and .93
for SWAQ using Cronbach alpha. So, it could be claimed that the two gquestionnaires were shown
as reliable tools for investigating the levels and sources of WA of the EFL students in the UAE

universities.

To validate the findings of the qualitative research tools, the questions of the interviews were
carefully selected to triangulate and clarify the quantitative data. The focus of the interview
questions was directed towards the research questions. In addition, two students who participated
in the pilot study were interviewed after they completed the questionnaires to indicate the validity
of the interview questions which gave satisfactory answers. Another source of validity for the
qualitative data in this study came from the researcher’s being the primary instrument in data
collection. In this regard, Patton (2002) points out that a researcher’s educational background and
experiences add credibility to the research. For this study, the researcher’s familiarity with this
research context and tertiary students has enabled him to form a deep understanding of the

investigated phenomenon. In the same vein, Strauss and Corbin (1998) assert that significant
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issues in the data could be sensitized by the researcher’s experience and knowledge which enable
him/her to explain the findings or theorize emerging concepts. To externally check the research
findings (Creswell, 2003), a peer examiner who conducted his own doctoral thesis using
qualitative research methods, read through the findings and brought the researcher’s attention to

some cases of bias when reporting the results.

3.8. Ethical Issues

Clarifying the ethical issues that are considered when conducting researches plays a vital role in
making the findings more trustworthy. Doing what is legally and morally acceptable when
making research projects assists the researcher to be sure that the outcomes are free of harmful
negatives. Minimizing the chances of misleading results requires the researcher to meet the
ethical standards during planning and conducting the study. Researchers are cautioned to be
aware of some ethical guidelines before, during, and after conducting the research (Miles and
Huberman, 1994). These guidelines and issues involve informing the participants of what is being
involved by providing informed consent forms, preventing participants from danger or any
physical discomfort, protecting the participants’ dignity, and promoting the principles of

confidentiality and privacy.

In this study, before distributing the survey questionnaires and starting interviews, participants
were given the letter of information and consent (Appendix D). Before reading and signing the
consent letter, the researcher gave an informal briefing in Arabic to assure the participating
students’ understanding of the nature and purpose of the study. During the interviews, the focus
group discussion, and the completion of the questionnaires, the participants were informed that

they could inquire about any issue/item related to the study or withdraw even after starting
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completing the questionnaires or commencing the interviews. Additionally, the participants were
informed and assured that their questionnaire and interview responses would be used for research
purposes only and no one even their teachers or university authorities would be allowed to look at
them without their prior consent. As the issue of confidentiality and participants’ anonymity are
taken seriously by the ethical guidelines at the British University, none of the participating
students, teachers and universities was identified directly in the final report. In general, it could
be claimed that no ethical concerns or any kind of risk were identified or foreseen throughout the

research process since the questions in the research tools were not personally sensitive.
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CHAPTER FOUR
RESEARCH FINDINGS

This chapter presents a broader comprehensive picture about writing anxiety as a complex
multidimensional phenomenon by combining different quantitative and qualitative data sources.
Addressing the study objective stated in the first chapter has required analysis of the collected
data by making use of frequencies, mean, standard deviation, percentages and the Pearson Product
Correlation Test to analyze the quantitative data in addition to transcribing, coding, categorizing
and comparing to analyze the qualitative data that has emerged from the interviews and focus
group discussion. As stated earlier, the study has been guided by the following research

questions:

1- To what extent do students in the UAE universities experience anxiety in English
writing classes?

2- Is there a significant negative correlation between high levels of writing anxiety
and writing performance?

3- What are the factors associated with writing anxiety for English language learners
in the UAE universities?

4- Which strategies are perceived by student and teacher participants to be the most
effective for reducing writing anxiety?

5- Is the use of computer perceived by the students to be an effective strategy for

reducing writing anxiety?

In this study, 110 students from three universities completed the two questionnaires (Appendices

A&B) which were designed to measure the WA levels among EFL learners in writing classes and
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identify the sources of such anxiety. Based on the quantitative findings, 20 students were also
interviewed to explore their lived experiences about the investigated phenomenon. To triangulate
the results, six EFL instructors participated in a focus group session to talk about their

experiences in how they are alleviating their students’ WA.

4.1. Research Question One

To what extent do the students in the UAE universities experience anxiety in English writing
classes?

The first research question in this study has been designed to check the existence of WA and
measure its level among the English learners in three UAE universities. As mentioned in [3.3.2],
SLWALI has been used to answer this question and identify the extent to which WA has been a
problem for students in the UAE EFL context. Among the twenty two items of the SLWAI (see
Appendix A), seven items (1, 4, 7, 17, 18, 21, and 22) were negatively worded and as a result
their ratings were reversely scored before summing up the total scores of all the questionnaire
items. Hence, in all instances, a high score indicated a high level of writing anxiety. Specifically,
the respondents whose total scores of the twenty two items were equal to or smaller than 50 were
judged to be low-anxious while those whose scores were equal to or higher than 65 were
considered to be highly-anxious. The total scores in-between indicated average (moderate) levels

of anxiety (Cheng, 2004; Zhang, 2011).

The possible scores of the questionnaire items range from 22 to 110. The distribution of SLWAI
scores has been examined through a histogram which reflects the normal distribution of the
scores (see Appendix E). As seen in (Table 4.1), the participants’ scores in this study range from

30 to 103. A high level of WA among the participants is reflected (mean= 67.33, > 65) and (SD=
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15.02). Additionally, the descriptive statistics reveal that 62 students (56%) have high levels of
WA (mean= 78.14); 16 students (15%) have low levels of WA (mean= 43.12); and 32 students
(29%) are found to be moderately anxious (mean= 58.50). The high number of highly-anxious
students might lead to the assumption that learners in UAE universities encounter high levels of

WA when writing English compositions.

Table 4.1: Descriptive statistics of the SLWAI scores

Number | Minimum | Maximum | Range Mean | St. Deviation
Total 110 30 103 73 67.33 15.02
Highly-anxious 62 65 103 38 78.14 8.57
Low-anxious 16 30 50 20 43.12 6.00
Moderate Anxious 32 51 64 13 58.50 3.84

As mentioned in [3.3.3.1], the twenty two items of the SLWAI are divided into three types of
WA: Somatic anxiety which refers to physiological aspects and effects of anxiety experience
such as tension, nervousness and unpleasant feelings; cognitive anxiety which refers to the
cognitive aspects relating to negative expectations, concern about others’ evaluation or test
results; and avoidance behavior which refers to behavioral aspects resulted from anxiety
experience such as avoiding writing situations and finding excuses for not practicing writing
compositions (Cheng, 2004). A close examination of the frequencies and mean scores related to
each anxiety type shows that the participants have high levels of English WA in the three types.
Specifically, Figure 4.1 shows that the cognitive anxiety is the most common type of WA
encountered by the participants (mean= 25.39). The mean scores of somatic and avoidance
behavior are (21.78) and (20.16) respectively. As such, it could be claimed that severe concerns

about others’ expectations and fear of negative evaluation mainly contribute to the participants’
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WA. The cognitive component of WA might lead to writing test anxiety when learners extremely
worry about the results and fear evaluation (Cheng, 2004).

Figure 4.1: The three types of writing anxiety

Types of Writing Anxiety
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Going back to the individual SLWAI statements, items 2, 3, 9 and 11 receive the highest scores
from the participants. The second item of the questionnaire is about heart pounding when writing
compositions under time constraint; the third item is about learner’s nervousness and unpleasant
feelings resulted from evaluating their writings by teachers; the ninth item handles learner’s
worries when getting poor grades in evaluated English compositions and the eleventh item is
about getting jumbled thoughts when writing under time pressure. Table 4.2 shows that item 9
receives the highest (mean=3.68) and 73 participants agree/strongly agree that they become
worried about scoring poor grades if they know that their English compositions are to be
evaluated. It is also observed that 72 participants agree/strongly agree (mean=3.61) that their
thoughts become jumbled when writing English composition under time constraints. In addition,

73 participants agree/strongly agree (mean=3.60) that they feel stressed during writing
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judgmental compositions while 62 participants agree/strongly agree (mean=3.39) that they feel
their hearts pounding during writing English composition under time pressure.

Table 4.2: Descriptive statistics for the scores of the highest four items on SLWAI

Item SD D U A SA Total Mean
item 2 7 25 16 42 20 110 3.39
item 3 7 18 12 48 25 110 3.60
item 9 4 23 10 40 33 110 3.68
item11 |9 14 15 45 27 110 3.61

SD-= strongly disagree, D= disagree, U= uncertain, A= agree, SA= strongly agree

Taken together and analyzing the mean scores of both the three types of WA and individual items
of the questionnaire demonstrate that the participants” WA is largely attributed to the fear and
nervousness that resulted from evaluation and taking writing tests under time constraint and
pressure. This result is in line with the FL anxiety model (Horwitz et al, 1986) which indicates

that test anxiety is one of the main sources causing L2 anxiety.

Concerning the differences between the three participating universities in terms of writing
anxiety levels, the related ANOVA in Table 4.3 shows that there is no a statistically significant

difference in the mean scores of anxiety levels between the universities, (F (50)=1.051, p=.424).

Table 4.3: ANOVA results for the three participating universities in terms of anxiety levels.
Sum of Squares df Mean Square F Sig.

Between Groups 34.047 50 .681 1.051 424

Within Groups 38.217 59 .648

Total 72.264 109
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For the gender effect on writing anxiety levels, the independent sample t-test reveals that gender
has no statistically significant effect on the study participants’ writing anxiety levels t (1.023)=

108, p=.308, two tailed).

4.2. Research Question Two

Is there a significant negative correlation between high levels of anxiety and writing
performance?

This research question aims to determine the extent of correlation between the participants’ WA
levels and their writing performance which is represented in this study by final writing scores. To
utilize reliable writing grades as a quantitative data collection tool, final writing grades for sixty
two students from the universities A and B have been used in this study to answer the second
research question. As previously mentioned, the writing rubrics in the two universities (A and B)
were unified and the marking process was consistent since each writing topic was marked by two
markers and a third marker is involved in case of discrepancies. The criteria for getting students’
final grades in university C were different and they did not match the marking standards which
are followed in the other two universities. For reliability considerations, writing grades of

students from university C were not used by the researcher.

To answer this research question and identify the relationship between English writing anxiety
levels and writing performance, the Pearson Product correlation test was calculated. Before
calculating the correlation, the normal distribution of the writing scores was examined through
the histogram (Figure 4.2) to clarify how frequently the students’ scores occurred and to

determine if the scores contained outliers.

89



Figure 4.2: Histogram of the participants’ writing scores.
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The histogram illustrates the normal distribution of the writing scores with a slight skewness to
the right with the coefficient of -0.998. Due to the outlier on the left of the histogram, the records
were rechecked to make sure that there were no errors during calculation or data input. The
outlier case had a writing score of 20 and no errors were found. Additionally, the descriptive
statistics of the writing scores are shown in Table 4.4 with a mean of 66.34 (SD=15.28). The

highest score is 88 whereas the lowest score is 20.

Table 4.4: Descriptive statistics of the writing performance scores.

Writing performance scores
Mean 66.34
Std. deviation 15.28
Maximum 88
Minimum 20
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The Pearson correlation test (Table 4.5) indicates that there is a statistically significant negative
moderate correlation between the level of writing anxiety and students’ writing scores (r=-0.406,
n=62, p=0.001, two-tailed). In other words, the higher the anxiety level, the lower the writing
score is. This also means that 16.5% of the variation is shared between the two variables. This
result is unsurprising since the negative detrimental effects of anxiety on L2 writing performance
and learning have been demonstrated in a plethora of studies (e.g., Faigley et al, 1981, Hassan,

2001; Zhang, 2011).

Table 4.5: Correlation between writing anxiety scores and writing performance scores

anxiety level writing scores
anxiety level Pearson Correlation | 1 -.406"
Sig. (2-tailed) .001
N |62 62
writing scores  Pearson Correlation | -.406~ 1
Sig. (2-tailed) | .001
N |62 62

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

Determining the correlation between English writing anxiety levels and English writing
performance (scores) through answering the second research question reveals a negative effect of
anxiety on writing scores. That is to say, students with lower writing anxiety levels have higher
writing performance and vice versa. It should be realized that correlation does not imply linear
causation between the students’ grades and their writing anxiety levels. This correlation can be a
hint that needs more investigation as students’ low grades might also stem from poor language
abilities.

4.3. Research Question Three

What are the factors associated with writing anxiety for English language learners in the UAE

universities?
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After determining the level of WA amongst the participants and its effect on writing
performance, the next essential step is to identify and explore the possible factors contributing to
the participants’ anxiety and fears. The third research question has been designed to meet this
necessity. As this study mainly aims to investigate the factors associated with the participants’
English WA, quantitative and qualitative data has been collected and analyzed to answer the third
research question and identify the contributing factors. The quantitative data has been collected
through administering SWAQ to 110 participants. The frequencies, means, percentages, related
ANOVA and the Scheffe test of the seven SWAQ categories (affective, cognitive, linguistic,
teaching practices, feedback, evaluation and tests) have been calculated and applied to the results.
To further explore the participants’ experiences and provide in-depth information about the
quantitative findings, 10 highly-anxious participants have been interviewed. The answers of a

related open ended question have also been utilized.

The extensive descriptive statistics for the seven categories of the SWAQ are illustrated in
Appendix F. Meanwhile, the mean scores of the seven categories (factors) which represent the

thirty five items on SWAQ are shown in Figure 4.3.

92



Figure 4.3: Mean scores of the SWAQ seven key factors
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The above figure illustrates the mean scores of the seven key factors associated with participants’
English WA. A close look at the mean scores indicates that the seven categories which comprise
the questionnaire 35 items are considered possible WA sources with different levels of effect.
The first three places in terms of anxiety sources are occupied by test related factors which get
the highest score (mean= 3.5) whereas the second and third places are occupied by cognitive
(mean=3.2) and linguistic (mean=3.1) factors respectively. Based on the mean scores of the
participants’ responses, the other four factors are still considered effective contributing sources to
writing anxiety but with different rates (teaching practices (mean=3.0), evaluation (mean=3.0),

affective factors (mean=2.9), and feedback (mean=2.7).

As shown in Table 4.6, further statistical analysis using the related (ANOVA) test reveals that
there is a statistically significant difference between the mean scores of the seven SWAQ

categories, (F (6) =9.388, p< .001).
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Table 4.6: ANOVA results for the seven SWAQ categories

Sum of Squares df Mean Square F Sig.
[Between Groups 44.256 6 7.376 9.388 .000
\Within Groups 599.458 763 .786
Total 643.714 769

To identify the most effective contributing factors to WA and determine if there are statistically
significant differences among them, the Scheffe post hoc test has been conducted. As seen in
Table 4.7, the test identifies the statistically significant differences among the seven factors of the
SWAQ by clustering them into three different groups: the least effective contributing factors, the
moderate effective factors, and the most effective ones. The weak and moderate contributing
factors include affective, teaching practices, evaluation and feedback factors. The most effective
contributing factors to students’ writing anxiety include tests, cognitive and linguistic factors.
Importantly, the Scheffe test does not reveal a statistically significant difference among the group
of the most three effective contributing factors (p =.155). This indicates that students’ WA is
largely attributed not only to one factor but to the aforementioned three most effective ones (test-
related, cognitive and linguistic factors). Based on the analysis of descriptive statistics,
particularly the mean scores of the seven SWAQ categories, in addition to the Scheffe post hoc
test, it could be detected that the participants’ writing anxiety is strongly associated with tests,

cognitive and linguistic factors.
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Table 4. 7: The Scheffe test results of SWAQ seven categories

Subset for alpha = 0.05
Domain N 1 2 3
5- Feedback 110 2.696364
1-Affective Factors 110 2.854545 2.854545
6- Evaluation 110 2.954545 2.954545
4-Teaching practices 110 3.022727 3.022727
3- Linguistic Factors 110 3.130909 3.130909
2- cognitive Factors 110 3.201299 3.201299
7-Testing Factors 110 3.496970
Sig. .282 211 .155

Concerning the first open ended question on the SWAQ ‘what are the other causes of WA that

apply to you?” which allows students to include additional factors or aspects associated with their

WA, responses to that question support the quantitative results by adding more clarifications and

subcategories. Of 110 participants, 82 responded to the first open ended question. The emerging

categories, as well as some related aspects, and sub categories are reported in Table 4.8.

Table 4.8: Categories emerging from the responses to the first open ended question on the SWAQ

Categories Sub Categories and Related Aspects
- reminding students of remaining time during tests
Tests -test limited allocated time and a big word count in writing tests

-confusing and difficult prompts

-negative consequences of getting low scores.

Vocabulary/

-Inadequate mastery of English vocabulary

-improper use of some words

grammar -enormous spelling mistakes and misuse of linking words
-arbitrariness and difficulty of some grammatical points.
-Teacher’s extreme seriousness, nervousness and harsh comments
Teacher -evaluating techniques (correcting errors in front of peers, announcing results in public)

-gaps between teacher expectations and students’ writing levels.

Cogpnitive factors

-Inability to organize ideas and coherent essays- -lack of exposure to writing outside

classrooms- -poor basic mechanics of writing
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As seen, the participants reveal how the tests, teachers and other sources affect their writing stress
and anxiety. The open ended question enriches the quantitative data when the respondents clarify
how some aspects of teachers and tests increase their anxiety. To get a clearer picture, the results
that are related to the individual items of the SWAQ seven categories are presented below in

detail, particularly the items which make up the three aforementioned most effective factors.

4.3.1. Test-related Factors
Items 33, 34, and 35 from the SWAQ are categorized as test-related factors (see Appendix B).

Table 4.9 shows the frequency percentages and mean scores of the test-related items that

contribute to the participants’ English WA.

Table 4.9: Frequency percentages and mean scores of test related items on SWAQ

Item# on Test- related items of SWAQ Percent (%)
SWAQ sb[ D] U] A] SA|M
33 | fear the negative consequences of failing writing tests. 118 | 227 | 82 |33.6| 236 |3.35
34 I get upset when | do not understand the prompts in the | 45| 7.3 | 82| 445 | 355 | 3.99

writing tests.

35 | feel my heart pounding when 1 sit for writing tests. 11.8 | 28.2 | 136 | 255 | 20.9 | 3.15

SD=Strongly Disagree, D=Disagree, U=Undecided, A=Agree, SA=Strongly Agree, M= mean

A large number of respondents express their fear and anxiety resulting from writing tests.
Inability to understand the prompts in writing tests seems to be a primary possible source of WA
since 80% of the students (mean= 3.99) agree/strongly agree with the item 34 that states ‘I get
upset when | do not understand the prompts in the writing tests’. In this respect, Mickan et al
(2000) found that writing performance and test takers’ behavior were greatly influenced by the

clarity and lexico-grammatical structures of the prompt. Fears and concerns about the negative
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consequences of failing writing tests are rated the second highest mean (3.55) and 57.2% of the
students agree/strongly agree with item 33 which indicates such concerns. The results also show
the negative effects of writing tests when 46.4% of the students (mean=3.15) agree/strongly agree

with item 35 that reads ‘I feel my heart pounding when 1 sit for writing tests .

Aiming to elaborate the afore-presented quantitative results and explore students’ experiences
and feelings about how tests contribute to WA and heighten its levels, ten highly-anxious
interviewees were asked about their perspectives in this regard. When the researcher asked about
how the tests could be a contributing factor to WA, fear and stress developing from the
possibility of not understanding the prompts in English writing tests were referred to by all of the

interviewees as main anxiety provoking factors as seen below in Extracts 4.1 and 4.2:

Extract 4.1: the first thing | am usually worried about during taking writing tests is the prompt. | get
confused and anxious if I do not understand the meaning of some words in the question.... | did not do
well in the last IELTS writing question since | did not know the meaning of ‘historic ruins’.... In

contrast, | feel comfortable when | am asked to write about understandable topics like ‘sport’.

Extract 4.2: the high level of fear | encounter in writing tests is caused by the difficult prompts which
impede the flow of ideas. Imagine how anxious | am when | spend a long time thinking of the difficult
words in the prompt... | personally start writing quickly if | easily understand the wording of the

guestion.

Some interviewees go further by revealing that they get anxious during any writing test
regardless of its difficulty or simplicity. In addition, they claim that test anxiety is responsible for
making them confused and unable to organize their ideas when writing judgmental English
compositions. Another highly-anxious interviewee expresses his fears and uneasiness from taking

formal writing tests and being formally evaluated. In Extracts 4.3 and 4.4, it seems that relating
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students’ academic future to the IELTS or any other standardized test scores escalates students’

tension and worry:

Extract 4.3: | do not like any writing test since it makes me very anxious and determine my
academic future....In ordinary writing classes, | am able to write well organized compositions,
but in tests | feel so confused that my teacher once told me that I usually write good essays while
in the exam my writings are totally different.

Extract 4.4: ... taking formal writing tests like IELTS makes me lose concentration and change my
ideas many times. The impact of test results on my academic future makes me nervous. Once |
failed to write well in an IELTS test...7 do not know why. When | returned home, | wrote about the
same topic and my writing teacher on the next day praised my writing.... | wish they could save us

from scary tests and substitute them with other evaluation means.

Insufficient testing time and time limits in writing tests seems to take up much of students’
thinking and concerns. Most of the interviewees express their anxiety and worries about the so
called “speeded tests” in which testing time is so limited and insufficient that most of the
examinees cannot complete them. The high level of WA attributed to short and limited testing

times is indicated in Extracts 4.5 and 4.6.

Extract 4.5: In spite of my preparedness for taking the writing tests, | feel upset and stressed about
the short time allocated for us to accomplish two writing tasks in one hour... | wonder how we can

write, check and review four hundred words in two writing tasks in IELTS.

Extract 4.6: | feel anxious when | realize that | write under time pressure. | feel as if I am in a
running race. | am sure that most of students will score better grades and be less anxious if they

are given extra testing time.

Other highly-anxious interviewees’ responses show that anxiety during writing tests stems from
some proctors’/teachers’ actions and behaviors. Drawing examinees’ attention to the remaining

time frequently is referred to as a major anxiety provoking act. Other students talk about the
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impact of time constraint and frequent reminding of remaining times on writing performance.
The following three Extracts (4.7, 4.8 and 4.9) show the negative feelings emerging from

distracting students’ attention particularly through writing under strict time pressure:

Extract 4.7: the most stressful moment in writing test is when a teacher interrupts the flow of my
ideas by announcing the remaining times for more than three times.... when the teacher says you
have ten minutes more or so, | feel so anxious that | cannot concentrate and stop writing well....
Everyone knows the allotted time for IELTS or TOEFL so, there is no need to frighten students
and make them feel as if they are in a contest.

Extract 4.8: whenever | write essays or any English composition without time limit in the
classroom, | get a good score and feel comfortable. In contrast, writing under time pressure

makes my heart pounding and jumbles my ideas.

Extract 4.9 ... | keep thinking about time. | feel | need more time to organize my ideas and meet the
word count which is required in English compositions. What worsens the situation and increases
Students’ nervousness is mentioning the remaining time every now and then. I am sure my

writing scores will be better if I am given enough time.

As seen, the above interview results support the quantitative results and elaborate how some test
aspects and related situations contribute to students’ anxiety and fears. It clearly appears that
writing tests and evaluative situations are main sources of writing anxiety. Integrating the
SWAQ results which show writing tests as main sources of the participants’ anxiety with the
interviewees’ responses could provide a clearer picture on how some test aspects like time

pressure and prompts contribute to writing anxiety and fears.

4.3.2. Cognitive Factors
Cognitive domain refers to the mental processes used by an individual to acquire knowledge as it

includes problem solving, thinking and perception (Brown, 2000). Items 6 to 12 from the SWAQ
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are categorized as cognitive WA factors. Mean scores and percentages of students’ responses to

cognitive factors which occupy the second place in terms of being possible WA sources are

shown in Table 4.10.

Table 4.10: Frequency percentages and mean scores of cognitive items on SWAQ

Item# on Cognitive items of SWAQ Percent (%)
SWAQ sb] D[] U] A] SA|Mm
6 I lack the ability to generate and organize ideas. 109 | 32.7 | 13.6 | 27.3 | 155 | 34
7 I find it hard to write what | mean. 45| 227|109 | 445 | 173 | 3.47
8 I find it hard to start writing English composition. 73]273| 118|364 | 173 | 3.29
9 It is difficult for me to write good compositions. 8.2|236|164 |309| 209 | 3.33
10 I know little about the features of good writing. 55| 264|264 | 355 6.4 | 3.11
11 I lack the habit of writing in English. 18.2 | 33.6 | 155 | 23.6 91| 272
12 I find it difficult to handle the topic within the required 8.2|16.4 | 16.4 | 40.0 | 19.1 | 3.45

length.

The results in Table 4.10 reveal that 61.8% of students (mean=3.47) agree/strongly agree with

item 7 that states ‘I find it hard to write what | mean.” A large proportion of students 59.1%

(mean=3.45) find it difficult and anxiety provoking to write the topic within the required length.

Lack of writing skills and knowledge about the features of good writing seems to be another

source of anxiety. 53.7% of the students (mean=3.29) agree/strongly agree with item 8 which

reads ‘I find it hard to start writing English composition.” In the same vein, 51.8% of the

respondents (mean=3.33) agree/strongly agree with the ninth item that states ‘It is difficult for me

to write good compositions’ Whereas 41.9% of the respondents (mean=3.11) express their

agreement/strongly agreement with item 10 that states ‘I know little about the features of good

writing.” Additionally, 42.8% of respondents agree/strongly agree with the sixth item ‘I lack the
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ability to generate and organize ideas’ and 32.7% agree/strongly agree with item 11 that states ‘I

lack the habit of writing in English.’

In an attempt to explore the cognitive aspects and factors associated with students” WA,
interviewees have been asked questions to clarify and reveal their perceptions about writing and
composing skills. Poor organizing ability seems to be a big concern for students in writing classes
and tests. Inability to generate ideas is referred to by five highly-anxious participants as a big
concern. This is attributed by students to little knowledge about the features and components of
coherent essays. In addition, little exposure to the different types of writing genres exacerbates

students’ cognitive incompetence as indicated in Extracts 4.10 and 4.11 below:

Extract 4.10: a big proportion of my anxiety is due to my inability to generate ideas which
hinders me from expressing my thoughts and ideas clearly. | feel very stressed when | write

[argumentative] essays since writing in English is totally different from writing in Arabic.

Extract 4.11: writing good English compositions is very difficult for me since my writing
teacher always tells me that the way you should use to write an essay is different from the way
you use when writing a letter or describing a graph....what constitutes a good English
composition is not an easy task as | feel that every kind of English composition requires a

certain way of format and organization.

The unfamiliar topic seems to be another source of students” WA particularly when there is a big
discrepancy between the individuals’ existing knowledge or background and the new knowledge.
When students fail to relate the writing topic to their schemata, it is natural that students feel
anxious and apprehensive. As indicated in Extracts 4.12 and 4.13, topic unfamiliarity hinders the
flow of ideas during writing due to the lack of background knowledge which is necessary for

generating ideas and thoughts.
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Extract 4.12: it is easy for me to generate ideas and write about the topics | have background

knowledge about. But, | feel nervous when | am asked to write about unfamiliar topics.

Extract 4.13: | feel anxious when | am asked to write about topics of which | hear about for the

first time. Difficult topics hinder me from generating ideas and finding proper vocabulary to use.

Another student attributes her poor writing ability to the little exposure to English writing outside
the classrooms. In other words, writing in English is not a common habit among most of the
students. It could be indicated through Extract 4.14 that limiting writing to the classrooms only

prevents writing from being a habit practiced frequently outside classes.

Extract 4.14: | am not writing in English outside the classroom. Writing in English outside the
formal classes is not a habit in my life. | think the more one practices writing in her free time the

less anxious she will be.

Apparently, the students’ responses and clarifications of quantitative results related to the
cognitive factors show that high levels of anxiety are also associated with lack of skills that are
necessary for writing English compositions and lack of topical schemata and experience about

the features of good compositions.

4.3.3. Linguistic Factors

Linguistic factors which are rated as the third possible source of WA are based on Sparks and
Ganschow’s model (1993) which indicates that language anxiety is a reflection of linguistic
deficiency when processing language input. Items 13 to 17 of the SWAQ are categorized as
linguistic WA factors. Table 4.11 illustrates the percentages and mean scores of students’

responses to the linguistic items.
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Table 4.11: Frequency percentages and mean scores of linguistic items on SWAQ

Item# on Linguistic items of SWAQ Percent (%)
SWAQ sb] D[ U] A[ sA|Mm
13 My constant grammatical mistakes make me upset when 6.4 | 345|182 | 273 | 136 | 3.7

writing English compositions.

14 My inadequate vocabulary knowledge makes me stressed. | 10.9 | 33.6 | 2.7 | 41.8 | 10.9 | 3.8

15 I lack the skills of writing coherent essays with complex 9.1 | 255|136 (409 | 109 | 3.19
sentences.

16 I do not know how to use conjunctions properly. 82 |355|10.0|31.8| 145 | 3.9

17 My spelling mistakes frustrate me. 136 | 264 | 55 | 33.6 | 20.9 | 3.22

Frustration and fear resulting from the spelling mistakes score the highest mean (3.22) and 54.5%
of students express their agreement/strong agreement with item 17 which handles spelling
mistakes as a WA provoking factor. Lacking the skills of writing coherent English essays with
complex sentences is rated the second highest mean (3.19) and 51.8% of students agree/strongly
agree that they lack such skills. It is also shown that 52.7% (mean=3.8) and 40.9% (mean=3.7) of
students agree/strongly agree with item 14 ‘poor vocabulary knowledge’ and item 13 ‘constant
grammatical mistakes’ respectively. In terms of conjunctions, 46.3% of students (mean=3.9)

reveal that they do not know how to use conjunctions properly.

When asking interviewees about how the linguistic factors contribute to WA, most of them refer
to their poor English proficiency as a major anxiety provoking factor. In other words, it is
indicated that students’ WA are also attributed to the big number of spelling mistakes they make
when writing English compositions, the limited number of vocabulary they are able to use, and
the difficulty they encounter in writing grammatically correct sentences. Extracts 4.15 and 4.16
from the interviewees’ responses illustrate how linguistic anxiety factors may have affected

students’ self- esteem which in turn, leads to anxiety:
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Extract 4.15: ...as English is a foreign language for me, the vocabulary | know is limited and
not enough to express ideas and thoughts in writing particularly in formal tests. | dislike

writing essays due to the difficulty I face in finding the proper words.

Extract 4.16: what makes me frustrated in writing tests and classes is the numerous number of
spelling mistakes. Much thinking about spelling mistakes interrupts the flow of ideas and

makes me write less than the required word count.

One highly-anxious participant goes further and points to the possibility of failing a writing test
because of her poor vocabulary knowledge. The little vocabulary knowledge not only prevents
student writers from expressing their thoughts and write meaningful sentences, but also increases
their fear and concerns of not understanding the writing prompts, which is considered the most

anxiety provoking aspect as seen in Extract 4.17.

Extract 4.17: sometimes | spend a long time attempting to understand or guess the meaning of
some words in writing prompts in standard proficiency tests.... The possibility of failing to write
anything in some writing tests might happen as a result of not understanding the meaning of

some words or expressions in the writing prompt itself.

Four participants illustrate that their grammatical weakness and mistakes are partially responsible
for their writing fears and anxiety. They point to the fact that frustrations happen when they do
not master the use of some grammatical points such as verb tenses, prepositions and articles.

Extract 4.18 reflects the frustration resulted from grammatical incompetence.

Extract 4.18: the difficulty of some English grammatical rules frustrates me. | feel it is impossible
for me to master the use of some linking words, prepositions and what is called present perfect

and continuous.... I usually get low scores in my writing tests because of grammatical mistakes.

Based on the above, it can be argued that linguistic anxiety factors seem to have contributed with

other factors to students’ writing anxiety and the feeling of being unable to write English
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compositions without countless spelling and grammatical mistakes might heighten students’ de-
motivation and anxiety. The poor language ability as source of L2 writing anxiety has been

referred to in other related studies (e.g., Daud et al 2005; Latif, 2007).

4.3.4. Teaching practices, Evaluation, Affective and Feedback Factors

As illustrated in the previous Figure (4.3), the overall mean of each of teaching practices,
evaluation, affective and feedback factors is three or less. The extensive descriptive statistics of
the individual items which make up these four categories shows that some items strongly
contribute to students” WA (see Appendix G). Concerning teaching practices, a considerable
number of students (40.9%, mean=3.26) agree/strongly agree with item 19 which points to the
teachers’ focus on theoretical concepts of writing more than the practical aspects. 47.3% of the
respondents (mean=3.18) feel anxious as they do not get adequate teaching of different writing
genres whereas 39% of respondents (mean=3.17) agree/strongly agree with item 23 that indicates
their teachers’ focus on accuracy more than fluency. Additionally, 40.9% of students
(mean=3.06) agree/strongly agree with item 20 that reads ‘teachers only concentrate on my
writing as a final product.” On the other hand, items 21 and 23 score the lowest means (2.57,
2.88) and the number of students who disagree with them is higher than the agreeing ones. This
suggests that students might feel comfortable that their writing teachers give enough instructions
about writing conventions and deal with writing as a teachable skill rather than as an unattainable

art.

Quialitatively, out of ten highly-anxious interviewees, seven expressed their satisfactions about
teaching practices and techniques in writing classes. Students mentioned that their teachers

usually encourage them to be trained on different writing genres. Additionally, they feel
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comfortable when their teachers correct their mistakes and give feedback. On the other hand,
three participants felt anxious about some teachers’ practices when evaluating and correcting

mistakes. Extracts 4.19 and 4.20 illustrate this:

Extract 4.19: the excessive strictness of the teachers frightens me, particularly when they evaluate
my writing and underline all the mistakes with red ink without discussing my mistakes..... The big
amount of correction symbols and the teacher’s negative attitude towards my mark make me dislike

writing compositions.

Extract 4.20: | get embarrassed and stressed when some teachers evaluate me or announce my
results in public. | do realize that we learn from mistakes, but | dislike to be criticized in front of
others.

With regard to evaluation factors, only item 29 scored the highest mean (3.32) and 56.4% of
students agree/strongly agree that they get anxious when they know that their writing would be
evaluated by teachers. Item 30 that states ‘discussing my writings with my peers makes me
anxious’ scores a mean of less than three (2.85) and 53.7% disagree/strongly disagree with it.
Similarly, items 31 I get anxious if my friends read what | write in English, and 32 ‘I fear of
losing my face when committing many mistakes in my compositions’ score mean scores of less
than three (2.81, 2.85) while 53.7% and 50.9% of students disagree/strongly disagree with both
items respectively. In addition to the quantitative results, interviews with highly-anxious students
indicate that most of them feel uneasiness from the process of evaluation in general. Again, fear
of formal evaluation seems to be a major source of WA. This fear as mentioned in chapter two is
one of the main constituents of the Horwitz et al (1986) FL anxiety model. Meantime, students
call for substituting the traditional ways of evaluation and formal tests as seen in Extract 4.21.

Extract 4.21: | get stressed when | know that my compositions are going to be formally

evaluated. Whenever | write an essay at home, | easily generate and organize the ideas. I find out
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big differences between my writings in formal tests and my writings which are not going to be

evaluated.

With regard to peer evaluation, all the interviewees except one do not feel any kind of anxiety or
embarrassment when working and discussing their writings or mistakes with their peers. In terms
of affective factors, competitiveness appears to be an anxiety provoking element since 62.8% of
the students (mean= 3.55) agreed/strongly agreed with item 3 that reads ‘I feel that other students
in the class can write better than me.” Meantime, a considerable number of students (44.5%,
mean= 2.97) feel stressed when they write English compositions. On the other hand, students
have the lowest mean with items 1 and 5 which are related to self-confidence and motivation. To
be more specific, 60.9% of students (mean= 2.49) disagree/strongly disagree with item 1 that
states ‘I have no self-confidence in my writing abilities’, and 59.1% of them (mean=2.55)
disagreed/strongly disagreed with item 5 that states ‘I have no motivation to write English
compositions.” This result might indicate that most students are motivated/self confident and
other situational factors such as tests and linguistic incompetence contribute more to their anxiety
The results about the affective factors have also been reflected in the interviews when all the
participants express their eagerness to learn how to write English compositions and awareness of
the importance of writing in their future majors and studies. However, when students were asked
about how competitiveness contributes to their writing anxiety, two interviewees clarify how it is

frustrating to them as illustrated in Extracts 4.22 and 4.23.

Extract 4.22: | get angry when I see my colleagues writing while | stare at a blank paper and | do

not know how to start or what to write.

Extract 4.23: when | see others handing in their assignments or compositions within a short time, |

think I am different from others and feel nervous.
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Concerning the category which scores the least overall mean (2.7) among the seven main
categories of the SWAQ, the related descriptive statistics and the Scheffe test reveal that
feedback factors are the least effective contributing WA factors. Among the five individual items
which make up the feedback category, only item 25 ‘the feedback I get on my writing is almost
unclear’ scores the mean of (3.00) and 43.7% of students agree/strongly agree with it. On the
other hand, 53.7% of students (mean=2.55) disagree/strongly disagree with item 28 that states ‘I
get anxious if my colleagues say that my writing is poor.” 54.6% of students disagree/strongly
disagree (mean=2.54) with item 24 which reads ‘writing teachers do not give individual
feedback’. Furthermore, 55.4% (mean=2.65) and 48.2% (mean=2.78) of students
disagree/strongly disagree with items 27 ‘teacher’s red color comments make me anxious’ and 26

‘the feedback I get is often negative’ respectively.

After knowing that English language writing anxiety exists and identifying the possible roots of
such a complex psychological phenomenon, the next step is to look for alleviating strategies that

might mitigate students’ concerns and nervousness in writing classes.

4.4. Research Question Four

Which strategies are perceived to be the most effective for reducing writing anxiety?
The fourth research question has been designed to explore the strategies which could be adopted

to reduce the levels of WA among the EFL students in the UAE universities. This question has
been answered through three qualitative data collection tools. The first tool is the second open
ended question on the SWAQ which has elicited the participants’ suggestions on how WA levels
could be reduced. The second tool is conducting interviews with ten low-anxious students to

explore the strategies they use to reduce WA levels and identify the strategies which enable them
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to reduce the levels of WA and feel comfortable in writing classes. The third data collection tool
is conducting a teachers’ focus group session with six EFL instructors to investigate their
perspectives about the tactics and strategies they use or suggest to help students feel comfortable
and less anxious when writing English compositions. Exploring both student and teacher
perspectives about alleviating strategies and possible solutions is based on the belief that
overcoming foreign language anxiety in general is a shared responsibility between learners and
their teachers. Before presenting the results of the individual interviews with low-anxious
students which represent the learning strategies used to cope with WA and focus group sessions
with teachers which represent the teaching strategies, the participants’ written responses to the
open ended question have been analyzed and categorized as demonstrated in the next section

44.1.

4.4.1 Coping with English Writing Anxiety from the Students’ Perspectives

The students’ perspectives towards alleviating strategies and suggestions have been explored
through an open ended question and individual interviews. The following two subsections

illustrate the results.

4.4.1.1 The Open Ended Question Results
The second open ended question on the SWAQ which asks the student participants to state their

opinion on what should be done to reduce WA allows students to express their suggestions and
perspectives about the strategies and activities which might reduce the levels of WA. Of 110
participants, 85 responded to the second open ended question. Categories emerging after
analyzing and comparing the written responses include various suggestions related to learners,

teachers, tests and other elements. Those suggestions can be clearly seen in Table 4.12.
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Table 4.12: Categories emerging from the responses to the second open ended question on the SWAQ

Categories Suggestions and alleviating strategies

Tests -allocating more time for writing tests

-modifying writing test formats especially in IELTS

-focusing on familiar topics-simplifying the writing test prompts
-exposing students to regular mock exams

-allowing students to use dictionaries in some writing tests.

Teacher -focusing on content and quality rather than form and quantity

-giving more individual feedback and tackling different writing genres
-stopping distracting students by reminding them of remaining time during tests
-tolerating students’ minor spelling and grammatical mistakes

-avoiding scorning students when committing mistakes

-considering students’ learning styles and abilities

- giving regular training on certain grammatical rules.

Others -Increasing background knowledge through reading more English books and stories
-getting much training on the basics of writing
-memorizing topical vocabulary- recognizing spelling common mistakes

-writing non judgmental assignments

A thorough examination of the above students’ suggestions shows the learners’ awareness of the
ideas and tactics which can be implemented to overcome their writing fears and anxiety. The
students’ ideas involve different concerned parties such as teachers, test makers and students
themselves. After getting a general idea about the participants’ views on reducing the levels of
WA, the low-anxious interviewees’ perspectives about the alleviating strategies are presented in a
more detail in the next subsection.

4.4.1.2 Interview Results

Data resulted from the individual interviews reveals the low-anxious student participants’

viewpoints and experiences which mainly focus on how they cope with WA and mitigate its
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effects on writing performance and abilities. The following concrete suggestions and strategies
emanating from the interviewees’ responses and perspectives are classified into three categories

ranging from affective, cognitive to testing related strategies.

With regard to the affective strategies used by the low-anxious interviewees, it appears that
students are aware of the connection between the writing anxiety and affective strategies. It is
indicated by the interviewees’ responses that getting self-confidence in EFL classes in general
and in writing classes in particular is essential and a basic strategy for reducing anxiety and fear.
Extracts 4.24 and 4.25 from students’ responses clarify how self-confidence plays an effective
role in this regard:

Extract 4.24: | always try to confide in my learning abilities since | realize the effect of
nervousness and fear on my writings. Reciting certain prayers before | start writing in formal
tests helps me to be relaxed and confident.... I put in my mind, if | fail the test, nothing will
happen. It is not the end of the world.

Extract 4.25: | view English writing as an easy task. | enjoy writing in English and in my native

language as writing is a good means for us to express thoughts and ideas.

Similarly, a positive view towards committing mistakes and error corrections by their teachers or
peers seems to play a role in reducing WA. Several low-anxious interviewees emphasize that their
self-confidence is not negatively affected by the mistakes they commit when writing or by the way
they are corrected. So, dealing with committing mistakes when learning in a positive way and
considering them a part of the learning process helps the low-anxious participants to promote their
self-confidence and consequently reduce the levels of anxiety as indicated in Extracts 4.26 and
4.27:

Extract 4.26: ... [ convince myself not to fear from teachers’ remarks and corrections since I know

that I learn from their feedback and corrections.... My teacher once told us that people learn from
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suffering. Personally, I don’t mind if my peers know about my mistakes as all of us inevitably learn

from them.

Extract 4.27: | do not fear mistakes. | sometimes discuss my errors with my teacher in front of all
the class. As a result, one of my English teachers commented on my courage and said that | have to

be a journalist.

To flexibly cope with English writing anxiety, some interviewees resort to some specific
affective strategies such as relaxation exercises particularly when taking tests or being in

evaluative situations. Extracts 4.28 and 4.29 illustrate these strategies:

Extract 4.28: before | start writing or thinking about the test questions, | take a deep breath and
close my eyes for few seconds. Getting used to relaxation exercises in stressful situations lets me

focus on the test material.

Extract 4.29: ... | still follow my school teacher’s advice by making some relaxation exercises
before tests such as closing eyes and imagining a quite place I love. This slows down my heart
rate and lowers my anxiety.
For the cognitive coping strategies, interviewees reveal that they use many types of strategies which
generally involve interactions with writing compositions or genres to be learned or tested in writing

courses and classes. In Extracts 4.30 and 4.31, some students mention practice and much training on

writing English essays and compositions outside classroom as major steps for minimizing anxiety:

Extract 4.30: In my free time | specify some time for practicing different types of English
compositions like essays and letters. The more one practices English writing outside classroom,

the less stress she feels in writing tests and classes.

Extract 4.31: | use certain teaching websites to learn about the features of good writing. Before
taking an IELTS exam, | trained much on how to write an [argumentative] essay and describe

graphs as if | am taking a formal test.
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Imitating writing model samples, rehearsing writing essays/paragraphs, and practicing writing
through establishing friendship through blogs and some social networks are also referred to by other

students as cognitive alleviating strategies:

Extract 4.32: | usually read stories and some English articles not only for the sake of reading but to
imitate the way of organization.... | imitate the model essays and letters which are posted on some
websites to learn how ideas are organized and developed.

Other interviewees talk about the strategies they use to reduce writing anxiety caused by linguistic
difficulties such as inadequate mastery of vocabulary and incorrect use of some grammatical rules.
Extracts 4.33, 4.34, and 4.35 show that low-anxious participants’ awareness about vocabulary
learning methods such as using writing notebooks or journals in addition to frequent use of the new
words enable them to overcome the fears resulting from poor vocabulary knowledge. Besides,
identifying one’s grammatical and spelling weak points and looking for remedial solutions contribute

to WA reduction:

Extract 4.33: since | was a school student, | have been using a writing journal and a notebook to jot
down any new English word | come across.... In my free time | made it a habit to use the new

words in meaningful sentences. So, | feel | have enough words to express myself through writing.

Extract 4.34: to reduce the number of the grammatical mistakes which frighten us when learning
English, | agreed with my writing teacher to make me understand my grammatical mistakes

particularly the ones resulted from misuse of verb tenses and [articles].

Extract 4.35: getting a list of common English spelling mistakes has reduced the spelling mistakes

I am used to committing when writing English compositions.

In terms of test related alleviating strategies used by low-anxious students, the interviewees’

responses in this regard indicate that students (in addition to the relaxation exercises which are
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mentioned above) use other mitigating strategies pre and during English writing tests. Some of
the pre-test strategies such as well preparedness, practice, and the use of checklists to review their

writings with peers are reflected in Extracts 4.36 and 4.37:

Extract 4.36: to get rid of writing test anxiety, after understanding the format of the test, | start
preparing and training on writing paragraphs, letters and essays several days before the formal
test. With peers or sometimes with my teacher, | use a certain [checklist] and review the
compositions. | think the more a student trains on tests, the less anxious he will be.

Extract 4.37: before taking formal tests like IELTS, | used to answer two or three mock exams under

time constraints as if | am in test halls.

Other comments include the strategies taken during writing tests. Some responses demonstrate
how low-anxious students start writing essays, deal with difficult prompts and view a good
writing composition. Extracts 4.38, 4.39, and 4.40 show that using some tactics such as outlining,
prompt division, guessing the meaning when taking writing tests is a practical coping strategy.
Importantly, realizing that fluency is more important than accuracy also helps students get rid of
the fears resulting from the numerous grammatical and spelling mistakes committed when
writing.

Extract 4.38: the easiest way | found to start writing and save time is to make an outline on the

paperback. Following a certain pattern and outline save my time and make me more focused.

Extract 4.39: .... | read the prompt and divide it into three parts. In case of difficult words, I try to
guess the meaning through the other words. In some writing prompts, | understand the prompt

through the helping ideas which come along with the writing prompt.

Extract 4.40: | do not let fear from grammatical and spelling mistakes prevent me from writing.
My teacher always says that the fluency and flow of ideas are more important than wasting time

thinking of grammar correctness.
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The above mentioned strategies and suggestions low-anxious students use to reduce the levels of
WA indicate that these students are aware of the negative effect of such phenomenon on their
writing performance. Furthermore, it could be understood that the different alleviating affective,
cognitive and test related strategies are not far away from teachers’ encouragement and
interference. In other words, most interviewees acknowledge their teachers’ assistance and roles
in helping them mitigate writing fears and anxiety. In the next subsection, WA reduction

techniques and strategies from the teachers’ perceptions are presented and analyzed.

4.4.2 Coping with English Writing Anxiety from Teachers’ Perspectives

As previously mentioned in [3.3.3.5], the focus group discussion has been designed in this study
to elicit EFL instructors’ opinions, attitudes and perceptions about the coping strategies and
techniques they use or suggest to reduce the levels of WA among their EFL tertiary learners. Six
instructors participated in the focus group discussion which was moderated by the researcher
himself. Interestingly, the focus group participants have been teaching English for the foundation
year students in different UAE universities and their experience ranges from seven to thirteen
years. It should be noted that the findings resulting from the focus group discussions are not
intended to be generalizable due to their qualitative nature and the small number of the
participants. Nevertheless; the reported results provide rich insight and general trends which
might help learners and teachers understand how to act when they encounter similar situations.
The focus group teacher participants interacted with the points and questions raised during the
discussion and provided a great deal of rich information about the alleviating strategies they use
when experiencing fears and anxiety among their students in English writing classes and tests.

The coping strategies suggested by the participating teachers are addressed below under these
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five subcategories: writing tests, process writing approach, affective strategies, error correction,

and vocabulary knowledge.

4.4.2.1 Writing Tests

One of the most important coping strategies used by the focus group participants is related to
writing tests. There is a consensus among the participants about the existence of stress in their
English classes particularly during tests and evaluative assignments. Concerning the students’
fears that resulted from the possibility of not understanding the meaning of some words in the
writing prompts particularly in standardized proficiency tests, a variety of affective and cognitive
coping strategies are suggested. These strategies include focusing on fluency and the
development of ideas rather than accuracy. In addition, teachers resort to training students on
how to guess the meaning of difficult words in the prompt through context and neighboring
words. Extracts 4.41 and 4.42 exemplify what is being clarified and said by the writing teachers
to students who fear the difficulty of some writing prompt words:

Extract 4.4 1: the most important step in this regard is to build self-confidence by informing students
that there is no right-wrong answer in writing tests. For example, | always tell my students if you
fail to know the exact meaning of some prompt words, do not give up since the examiners are not
after testing your vocabulary......whatever you write about the related topic or the main idea will

be considered and you will score something.

Extract 4.42:.... whenever you have a topic and you are unable to understand the meaning of some
words, just guess the meaning through the other neighboring words or expressions in the prompt
and write something related to the whole context. Even if you fail to exactly write about the topic,
you are not going to be penalized for the whole test. You will get some marks on vocabulary,

grammar etc.
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In addition to the above strategies being used, a suggestion was raised by one of the participants
to use translation as a helping tool to make students understand the writing prompt. That
suggestion is rationalized by claiming that in writing tests the main objective is testing writing
abilities rather than testing vocabulary. That suggestion was very controversial since most of the
participants did not support the idea of using Arabic translation in English writing tests.
However, it was agreed to consider that suggestion as one of the possible coping strategies but in

a different mechanism. Extract 4.43 summarizes the suggested mechanism:

Extract 4.43... facilitating students’ understanding of the writing prompts in all writing tests
sounds interesting. One of the possible practical ways is limiting the key words in writing prompts
to the list of one thousand most common English words which all students should be familiar
with... In case of having any key word from outside the list, explanation or synonyms should be
provided in the footnotes but not in Arabic.

To help students who feel anxious about taking tests under time constraints, most of the
participants assure the importance of exposing students to test-like situations and getting them

accustomed to writing compositions within a time limit:

Extract 4.44. ....several times during the writing course when | ask my students to write an English
essay or any composition in the classroom, | make them write within a time limit. | know that it
makes some of them anxious in the writing class. But in the long term, getting them accustomed to
write under time pressure and in situations similar to those in formal tests will lead to low levels

of test anxiety.

It could be easily detected that most of the teachers’ suggestions and strategies for alleviating test
fear and stress are in line with low-anxious students’ strategies in this regard as reported in the

previous section.
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4.4.2.2 Process Writing Approach

The process approach to writing as an alleviating strategy is evidenced in the comments made by
the focus group participants. According to this approach, writing is looked at as a creative act
requiring planning, editing, drafting, working in groups, and getting feedback rather than setting
students a writing topic and receiving it as a product for correction without any feedback or
discussion during the writing process itself. Many activities related to this approach such as group
work, planning, chunking, and peer correction are referred to in Extracts 4.45 and 4.46 as coping

strategies for reducing WA.

Extract 4.45... instead of asking students to sit in front of a blank page and start writing
individually from the beginning to the end, | encourage them to work in pairs or in groups to
produce ideas or related words, making plans, and asking questions. | have found out that these

strategies help students get started and feel more comfortable when writing English compositions.

Extract 4.46: in my writing classes, | train my students not to start writing without planning and
outlining. 1 usually tell them that the first step which should be done is to outline what you are
going to discuss or write about. Regardless of the level, every writer needs to outline and map

his/her writing especially under exam conditions.

The above suggestions which include training students on how to start and end English essays,
outline the ideas before starting writing, work in pairs and ask questions could help the students
who lack writing cognitive competence. So, engaging students in such skills could contribute to
building self regulatory abilities and the ability to practice and direct one’s composing process IS

a basic skill in writing (Flower & Hayes, 1980).

4.4.2.3 Affective Strategies

Among the coping strategies used by the focus group participants, affective activities take a

considerable part of the discussion. The vitality of providing a less fear-inducing environment in
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writing classes and tests, practicing some relaxation exercises, setting achievable realistic goals,
and instilling self-confidence are assured and stressed by all the participant teachers as it appears

in Extracts 4.47 and 4.48:

Extract 4.47: to minimize anxiety levels when writing under time pressures, | taught my students to
do some relaxation exercises. | showed them how to put hands on knees, breathe deeply and keep
air in for seconds before blowing it off. At the beginning they thought | was crazy and most of
them were reluctant to do that. Gradually, such relaxation exercises have been noticed to be
utilized by most students.

Extract 4.48: ....promoting the spirit of self-confidence among anxious students is a basic coping
strategy in L2 classes particularly when speaking and writing. To reduce the anxiety resulting
from perfectionism among high advanced students, | always tell them to set achievable goals and
be more realistic since being a perfect bilingual takes a long time.... In my classes, | have noticed
how some too ambitious students become confused and stressed when they are unable to score a

full mark.

The affective strategies suggested by teachers could positively change the students’ attitudes in
writing classes since inculcating self-confidence and encouragement among students have been
referred to by low-anxious interviewees as practical coping strategies. Promoting self-confidence
and positive beliefs develops learners’ self-efficacy. Importantly, self-confidence can also be
inculcated in learners through teachers’ supportive feedback. In this respect Pajares & Johnson
(1994, p. 327) assert “that one important source of students' self-confidence lies in the feedback

that students receive from their teachers.”

4.4.2.4 Error Correction

Changing the negative perception (mentality) towards committing mistakes and error corrections
received much interest and emphasis as relieving strategies for WA. The focus group participants

point out that they are battling the negative students’ thinking and looks when committing
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mistakes or when their writing is being evaluated or corrected. Some teachers clarify that they are
trying to reduce the fear of committing mistakes when learning languages by creating positive
attitudes and convincing students that learning through mistakes is a major part of improving
writing skills and abilities. Extracts 4.49, 4.50, and 4.51 clarify how other participants go a step
further and suggest innovative tactics (creating mistake happy zones, celebrating grammatical
mistakes, and reviewing common mistakes regularly before taking tests) to reduce anxieties

emerging from grammatical and spelling mistake concerns:

Extract 4.49: personally, | suggest teachers to create the so called mistake happy zone which
enables students to write non judgmental compositions at least once a week. This lets ideas flow
without being hindered by the fear of spelling or grammatical mistakes. In this way, students get
used to paying more attention to the content.

Extract 4.50: ....tension develops from the concern about numerous numbers of spelling and
grammatical mistakes could be decreased by making students celebrate their mistakes. To activate
this suggestion, once | asked my students to record the spelling and grammatical mistakes they
committed during the writing course. Eventually, students were asked voluntarily to display the
common mistakes in the class and present how they benefitted from them. By doing so, | am trying

to make learning from errors a sign of pride instead of a source of embarrassment.

Extract 4.51:.... to minimize the number of grammatical mistakes committed when writing English
essays and in turn, reduce the fears that resulted from that, I identify my students’ common
grammatical mistakes in the first few weeks of the course and keep a list of them with examples.

Before any formal writing test, | ask them to review that list. ”

Within the discussions about students’ writing mistakes, the participants acknowledge that
tracking the very slight spelling mistakes and the severe strictness during the marking sessions
exacerbate students’ worries and anxiety. Consequently, there is a consensus among the

participants on tolerating spelling and grammatical slight mistakes which do not alter the
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meaning of words or largely affect the sentence structures and to allocate the biggest portion of

the grade for the content rather than form.

4.4.2.5 Vocabulary Knowledge

As previously mentioned by the highly-anxious interviewees that the very limited number of
vocabulary contributes to their writing stress and anxiety, the focus group respondents are
generally in agreement that inability to master and use a reasonable number of words will
inevitably lead to anxiety. Consequently, the importance of encouraging and directing students to
read more to acquire new words has been a common suggestion across the focus group
discussions. Some suggest that students should be provided with lists of the most common
English words and certain words/expressions which are designed to accommodate the two

writing tasks (essay and report) in the IELTS. Extracts 4.52 and 4.53 illustrate these suggestions.

Extract 4.52: to overcome worries coming from the shortage of vocabulary which is necessary to
make up any English compositions, | asked my students at the very beginning of the course to
memorize and use at least the five hundred most common English words. To motivate them, |
exposed them to certain writing samples and asked them to count and estimate the percentages of
words which are taken from the lists of common English words..... | think this thing builds up self-

confidence and lower the anxiety levels.

Extract 4.53: ... when | teach IELTS task one which is about describing graphs, | usually teach
them[students] certain words that are used to serve writing this task and provide them with the

sources where they can find the right vocabulary for each writing task.

The insights gleaned from the focus group sessions reflect the affective, cognitive, pedagogical
coping strategies and tactics which might contribute to lowering writing anxiety levels from the

teachers’ point of view. A critical comparison between the alleviating strategies used by the low-
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anxious students in the previous subsection and the ones suggested or used by teachers reveals
the significance and practicality of the teachers’ suggested strategies since most of the low-
anxious interviewees attributed their success and low levels of writing anxiety to adopting such
strategies mentioned by the focus group participants. Furthermore, it could be noted that teachers
have been trying to interact with students writing concerns and find out proper solutions to the
contributing factors which are mentioned by the anxious students as main sources for their

writing anxiety and fears.

4.5. Research Question Five

Is the use of computer perceived to be an effective strategy for reducing writing anxiety?

This research question aims to investigate and determine to what extent the students perceive the
use of computer to alleviate their WA when writing English compositions. The use of computer
as a possible alleviating strategy has been explored through the second open ended question on
the SWAQ which elicits the participants’ suggestions on how WA levels could be reduced, the
interviews with low-anxious students and the focus group discussion which one of their aims is

understanding more about the efficiency of computer use in lowering WA levels.

As mentioned earlier in [4.4.1.1], eighty five respondents gave suggestions through answering the
second open ended question. The use of computers in writing English compositions was
mentioned only by one respondent as an alleviating strategy. In an attempt to explore the low-
anxious interviewees’ perceptions about this issue, a direct question was asked for each to deeply
understand if they consider the use of computer when writing compositions a practical alleviating

strategy. The ten interviewees’ answers indicate that they are aware of the role played by
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technology in learning languages, but there is a consensus that the use of computer in writing
compositions particularly during formal tests might increase writing stress and anxiety. Extracts

4.55, 4.56, and 4.57 illustrate students’ perceptions in this regard:

Extract 4.55. | feel more comfortable when | write on paper since | can review, edit and manage

time without being engaged with looking at the screen and scrolling up and down.

Extract 4.56: it has been a rooted habit for me to write on paper using a pencil and eraser. ...1

cannot stand taking computer based writing tests as | think it is so stressful.

Extract 4.57: | did not use to write formal English compositions on computer. Underlining spelling
and grammatical mistakes automatically on computer distracts one’s attention and wastes her

time, which in turn heightens stress and worries.

To triangulate the findings related to the use of computer in writing classes, the issue was raised
in the focus group discussion. None of the focus group participant teachers mentions that he/she
asks students to use computer when writing English compositions for the sake of writing anxiety
reduction. Instead, some teachers claim that asking students to take computer-based tests might
increase their WA since they are not familiar with this skill during their school days and most of
them are not skillful enough to use computers (word processor) properly. Others relate the
preference of paper-based composition by students to the intimate traditional relation between

paper and students as appears Extract 4.58:

Extract 4.58. sometime | [teacher] do not feel at ease when taking computer based tests. | think that
there is an intimate acquired relation between papers and a student which makes them feel more
comfortable... Possibly, it is a matter of skillfulness and familiarity with the use of computers to

write compositions under time constraints.
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Meanwhile, one participant emphasizes the importance of computer in reducing at least the
anxiety that resulted from committing spelling mistakes when writing. He suggests creating a
positive attitude towards using computer in writing classes by directing students to write

nonjudgmental computer-based extra-curricular writing activities.

4.6. Summary of the Findings
As a mixed methods research study, a large amount of data has emerged through the use of
different quantitative and qualitative research instruments. In this section, the major findings are

summarized with respect to the study’s five research questions.

The first research question has been designed to determine the existence of WA among the
participants and measure its levels. The findings indicate that WA strongly exists among the
participants as more than half of them (56%) had high levels of anxiety while only 16% show low
WA levels. It has also been revealed that the cognitive anxiety is the most common WA type
encountered by the participants (mean=25.93) followed by somatic anxiety (21.78) and
behavioral avoidance (20.16). Examining the overall results developing from analyzing the
SLWAI twenty two items and the mean scores of the anxiety types indicates that fear of negative
evaluation and taking tests under time pressure contribute to students’ high levels of anxiety in

writing classes.

The second research question has aimed to determine if there is a statistically significant
correlation between students’ writing performance and levels of WA. The results of Pearson

correlation test shows that there is a significant negative moderate correlation (r=-0.406, n=62,

124



p=0.001, two-tailed) between the levels of WA and students’ writing grades. That is to say,

highly-anxious students have lower writing performance and vice versa.

Regarding the possible factors associated with WA, the third research question has been designed
to identify and explore those sources. Analysis of the SWAQ results and the interviews with
highly-anxious students reveal several sources and causes of WA. The most three effective
contributing factors are tests, cognitive and linguistic factors. Test related aspects include test
difficulties, unfamiliar topics, unclear prompts, word count, time constraints and limits, and
negative consequences of failing writing tests. Cognitive factors include inability to organize
ideas, poor basic mechanics of writing, different writing genres, and little knowledge about the
features of good writing. In addition, linguistic factors which are rated as the third possible source
of WA include weakness in grammar, lack of vocabulary, and numerous spelling mistakes. The
results also reveal other sources of students’ WA such as some teaching practices (excessive
focus on accuracy, nervousness, and following the product writing approach), evaluation related

factors and competitiveness with peers.

The fourth research question has aimed to explore strategies that are perceived (by teachers and
low-anxious students) to be most effective for reducing WA levels. Diversified coping strategies
arise from the interviews with low-anxious students and focus group sessions with EFL
instructors. From the students’ perspectives, different tactics and strategies are suggested and
mentioned particularly by the low-anxious interviewees. The strategies include promoting self-
confidence, enhancing background knowledge, creating positive attitudes toward committing
mistakes, peer correction and relaxation exercises. Cognitively, other strategies are suggested

such as good preparation, more practice and training on writing essays, and imitating some
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writing model samples. In terms of test related strategies, rehearsing some tests, taking mock
exams, learning the task of outlining and guessing the prompt difficult words, and using
dictionaries in writing tests are among the suggested strategies. From teachers’ perspectives,
affective alleviating strategies are reported such as building up self-confidence among students,
encouraging students to accept positive criticism and view mistakes as an important part of the
learning process. For the writing tests, they suggest to limit the keywords in writing prompts to
familiar English words, training students on taking tests under time pressure, and making more
non-judgmental tests. Other strategies include adopting process writing approach, tolerating
slight grammatical and spelling mistakes, providing students with lists of most common English

words.

To conclude, the fifth research question has been designed to explore the participants’
perceptions about the role of computer in reducing anxiety in writing classes and tests. The
findings resulting from both interviews with low-anxious students and focus group sessions with
instructors do not lend support to the idea of using computer as an alleviating strategy for
students” WA. Despite the consensus among the participants on the importance of technology
particularly the computer in EFL teaching and learning, the participants emphasize that computer
based tests and writing assignments might increase anxiety and they have attributed this to the
little exposure to computer based writings during school years. In the next chapter, these findings

are discussed thematically with reference to the tertiary UAE EFL context.
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CHAPTER FIVE
DISCUSSION

As writing is one of the most significant factors for L2 learners to succeed in social and
academic life, Grabe and Kaplan (1996) point to the need for all learners to get some proficiency
in writing and for the teachers to be skillful in teaching writing. However, writing as a productive
skill that comprises cognitive and emotional activities is influenced by different affective factors
like motivation and anxiety (Al-Ahmad, 2003; Cheng et al, 1999; McLeod, 1987; Zhang, 2011).
Despite the increasing number of studies about writing anxiety in different L2 contexts, it has
been rarely explored among ELLs in the Arab contexts (Hassan, 2001; Latif, 2007). As such, the
present study aims to fill in this gap by investigating the target issue in a specific Arab EFL
context and by using a hybrid research design that combines five diversified quantitative and
qualitative data collection tools to deeply explore the writing anxiety aspects. Specifically, the
study has mainly aimed to investigate and explore the possible sources associated with English
writing anxiety among the EFL students in UAE universities. Alleviating strategies which might
lower those anxiety levels have also been explored by integrating the perspectives of learners and

teachers as two major stakeholders in the educational process.

The study’s findings could provide contribution to creating a low-anxiety writing environment as
they draw attention to the existence of high levels of WA, identify some of its roots potential, and
suggest practical coping strategies. In the next sections, a thematic discussion of the major
findings in relation to previous studies and the reviewed literature are organized according to the

research questions.
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5.1. A Thematic Discussion of the Major Findings
A detailed discussion of the overall findings is conducted under the following four main

categories which reflect the ideas indicated in the research questions: levels of writing anxiety
and its effects on writing achievement, the contributing factors standing behind high levels of
writing anxiety, alleviating strategies, and the participants’ perceptions about the role of the

computer use in anxiety reduction.

5.1.1. Levels of Writing Anxiety and Its Effects
The findings gained from answering the first research question point to the existence of high

levels of English writing anxiety among the student participants from UAE university EFL
contexts. The results show that 56% of the participants (mean=78.14) have high levels of anxiety
while only 15% have low levels of anxiety (mean=43.12). The number of highly-anxious
participants reflects the fear and stress taking place in English writing classes and tests. This
finding demonstrates that English WA exists as a phenomenon in a UAE EFL context where the
study has been carried out. The significance of this result lies in its being a call for the
stakeholders to pay more attention to the existence of anxiety in writing classes and in the
indication that students’ unresponsiveness in writing classes might be attributed to anxiety rather
than cognitive incompetence for example. These findings are consistent with those of other
researchers in EFL contexts which point to the existence of WA as a specific type of anxiety
(e.g., Al-Ahmad, 2003; Atay and Kurt, 2006; Latif, 2007; Lin, 2009; Rankin, 2006, Sawalha et al,
2012; Zhang, 2011). This result also lends support to Tsui’s (1996) argument when she claims
that writing in L2 is stressful and it provokes much anxiety since students are deprived of help
and support during writing. The apparent existence of WA in the study’s context is not in line

with the assumption stating that writing is not an anxiety provoking skill. Importantly, the
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findings related to the WA levels in this study agree with those of the most recent similar studies
(e.g., Abu Shawish, 2010; Huwari and Aziz, 2011; Sawalha et al, 2012) investigating English
WA among Arab university learners. These three recent studies reveal the high levels of English
WA experienced by EFL Palestinian students in Gaza universities, Arab university students in a
Malaysian university, and by Jordanian students at Yarmouk University in Jordan respectively.
So, it could be claimed that English WA is existed among Arab learners in different contexts, but

with different rates.

The large proportion of students in this study who acknowledge themselves as highly-anxious
suggests that English WA is a major prevailing problem that needs to be seriously addressed.
Regardless of the specific sources (which will be discussed in [5.1.2]) contributing to the high
levels of anxiety, there might be other imperceptible reasons responsible for these alarming levels
such as current educational practices and culture related issues. For the educational practices in
the field of L2 teaching, the UAE Ministry of Education, educational policy makers and syllabus
designers endorse the principles of reducing anxiety approaches by adopting the communicative
approach for example. Unfortunately, little has been done to facilitate its implementation
particularly in the UAE high schools (Qashoa, 2006). Commenting on the real situation in the
UAE school English writing classes, Alhosani (2008, p.12), as a UAE postgraduate student,

attributes her struggling with English writing to traditional teaching techniques:

When | came to the U.S.in August 1999 to study for my master’s degree, I found myself struggling
with the English language and with writing, in particular, which was the most difficult skill for me
to master. Whatever the writing task that |1 had to accomplish in English homework, research
papers, stories, or letters, | always felt uncomfortable and nervous because, as | was taught before,

my main concern was with grammar and surface structure errors, not with composition itself.
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In this regard, Nunan (2002, p.11) evaluates the language teaching practices in most Asian
countries and concludes that “rhetoric rather than reality is the order of the day.” Claiming that
traditional teaching methods are still the norm in most EFL contexts, Rinvolucri (1999, p.197)
reports that much discussion has taken place about the positive role of communicative language
teaching, “but meanwhile the grammar-translation teachers just quietly do their work and do not
feel the need to enter into debates.” This could be applicable to some teaching situations in the
UAE context when product writing approach and focus on accuracy prevail in the writing classes

(Alhosani, 2008).

From a cultural viewpoint, the loss of face and shyness from committing mistakes or failing
exams is noticeable among the Asian students who are sensitive to ‘saving face’ issue (Jones,
2004; Wang & Donald, 2002). Like most of the Asian students, one possible source of FL
anxiety among Arab learners might be a culture based syndrome. Being extremely cautious and
sensitive to low proficiency and committing numerous mistakes in front of other peers or a social
group is a part of such syndrome. In speaking and writing as productive language skills, the issue
of face loss heightens the anxiety levels and inhibits interaction particularly among the L2 low
proficiency learners. During the researcher’s teaching experience in Arab contexts, anecdotal
evidence suggests that the culture of classroom plays a big role in the issue of language anxiety.
For instance, it is common to encounter students who usually remain silent in the classroom and

speak fluently with the teacher outside it as they are extremely sensitive to be corrected publicly.

The nexus between high levels of WA and the fear of others’ expectations and consequences of
getting low scores in writing tests has been clearly reflected in the results chapter. Apparently,

one of the main reasons escalating the participants’ high levels of WA is largely attributed to the
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big concern about the writing part in standardized proficiency tests. For instance, the decisive
roles of IELTS and TOEFL in students’ academic and social future make them feel more anxious
than usual. As previously illustrated in Figure 4.1, the cognitive WA is the most common type
encountered by the participants of this study. This supports Cheng’s conclusion (2004) when she
warns that extreme fears of others’ evaluation and concerns about test results lead to negative
cognitive interference and less focus on writing tasks at hand. Based on the findings, it could be
understood that WA is a central construct rather than an add-on element in the study’s context. Its
existence implies that teachers should incorporate anxiety issues in their plans when they attempt

to improve students’ writing skills.

Concerning the effects of writing anxiety on students’ writing achievement, the correlation
between the scores on SLWAI which represent the levels of WA among the participants and their
final writing grades is used to determine to what extent WA affects achievement. The statistically
significant negative correlation shown in Table 4.4 indicates that highly-anxious students tend to
achieve lower grades in writing courses. The evidence provided in this study about the negative
detrimental effect of anxiety on students’ writing performance is in agreement with the results of
related studies which find that highly-anxious students achieve lower grades in writing tests (e.g.,
Zhang, 2011) and indirectly with (Erkan& Saban’s, 2011; Book’s, 1976; Hassan’s, 2001) which
conclude that highly anxious learners write undeveloped or less quality essays compared to their

low-anxious counterparts.

The poor writing grades scored by highly-anxious participants in the current study reflect the
negative influence of anxiety on their writing quality. This result is so important that it indicates

that high levels of WA might impede writing performance and achievement. This might happen

131



as high levels of stress hampers the capacity of the working memory and make learners more
distractible (Eysenck, 1979). Consequently, teachers in the UAE context are called to pay more
attention to the learners’ affective state which appears to greatly affect their writing abilities.
Among the empirical studies conducted to find out why the apprehensive students’ writings get
poor grades, Book (1976) investigated the general differences between the writings of high and
low-anxious students in terms of the use of certain grammar features and encoding patterns. The
study revealed that anxious students write fewer words and in case of writing more they divulge
less information. At the same time, the poor quality of their writing showed how negatively

anxiety affects writing tasks:

The content analysis showed that the high apprehensive students had 3 times more misspelled words
than the low apprehensive ones. Also, the high apprehensive, as a group, had more non sentences and
elliptical structures than low apprehensive ones. These occurrences may again reflect underdeveloped
writing skills, a possible result of avoidance of writing tasks and lack of experience (p. 20).

Referring to the results of SLWAI, a considerable percentage of students report the negative
effects of WA on their behavior in writing classes or in situations requiring English writing.
Figure 4.1 in the previous chapter shows that avoidance behavior is also a common type of WA
encountered by the participants under study. Given the fact that writing is a productive skill
requiring more training and practice to be effectively learned and mastered (Richards and
Renandya, 2002), it could be inferred that avoiding writing situations would inevitably lead to

poor writing competence which in turn, cause higher levels of anxiety.

To be realistic and give a reliable picture, it could not be claimed that writing grades are only
correlated with, or affected by levels of anxiety. Several individual characteristics such as

motivation, self-efficacy, expectations, language proficiency, test taking strategies, and
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preparedness contribute to writing performance and language achievement in general. Comparing
the results emerging from the writing anxiety scores on SLWAI to students’ final grades supports
this claim since they reveal that some highly-anxious students scored high writing grades. This
suggests that these students in spite of their fears and anxiety might possess a sufficient amount
of persistence or other positive characteristics to battle anxiety and be successful language
learners. This is consistent with Calvo and Carreiras (1993) who claim that high test anxious
learners tend to devote more time and effort to compensate for the negative effect caused by
anxiety. Much work is still needed to understand the exact relatedness between writing
performance and anxiety. Nevertheless; it can be gleaned from the overall results of this study
that writing anxiety mostly plays a negative role in writing performance and is a negative
predictor of writing competence. Consequently, teachers and the stakeholders are called to find

out the underlying anxiety sources and do their best to dry out its roots.

5.1.2. Possible Sources of Writing Anxiety

The results of the SWAQ and interviews with highly-anxious students uncover a wide range of
contributing factors and aspects which make English writing classes unpleasant and unwanted
learning situation. In this study, the most frequently mentioned reasons scoring the highest means
are related to tests, cognitive, linguistic factors in addition to some pedagogical practices and
competitiveness. These results imply that writing underperformance might not only be caused by
cognitive incompetence but also by deeply rooted anxieties resulted from other sources. In
addition, the identified sources of WA in the current study seem to be largely interrelated with
contextual surroundings. For example, fear of tests occupies the first place in terms of WA

sources in the study’s context due to the decisive role of such tests in learners’ academic future. It
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is therefore very important that English teachers make L2 writing assignments as different from

testing situations as possible. The most effective contributing factors are discussed below.

5.1.2.1 Test Related Factors

Based on the findings reported in Chapter Four, the most common source of students’ fear and
anxiety is related to test related factors and aspects, namely, fear of IELTS and TOEFL writing
tests. Based on the results, it seems that the participants are extremely concerned about writing
tests in terms of their prompts, time limit, and consequences of failing such tests. The
participants’ concerns about time pressure and topic unfamiliarity agree with Hawkey’s (2004)
findings. In that study, IELTS international candidates participated in a study that aimed to
investigate the impact of IELTS on candidates and teachers. It has been reported in Hawkey’s
study that time pressure and topic unfamiliarity were the most factors affecting the candidates’
performance. In the same study, 71% of the respondents (n=190) were ‘very much’ or ‘quite a

lot” anxious and worried about the test.

Exploring students’ perceptions about the writing test related aspects gives an impression that test
anxiety has become the most influential possible source of WA in the study context. The

following quotation is a clear indicative example:

Extract 5.1: | do not like any writing test since they make me very anxious and determine my
academic future... In ordinary writing classes, | am able to write well organized compositions,
but in tests | feel so confused that my teacher once told me that | usually write good essays while

in the exam my writings are totally different.

This result partially agrees with the findings of similar studies which conclude that fear of writing

tests is one of the sources causing WA (e.g., Atay and Kurt, 2006; Latif, 2007; Zhang, 2011).
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Compared to the sources of WA reported in these studies, the present study has been able to rank
and explore the major and most effective WA sources encountered by the study participants. In
this regard, Atay and Kurt (2006, p. 111) observe that “a review of literature has shown that
sources of anxiety are closely intertwined, creating a difficulty in teasing out a discrete factor or
source”. The fear emerging from the possibility of not understanding the prompts in writing tests
has not been referred to in any of the aforementioned related studies whereas 80% of the current
study participants express their fears and concerns about this writing test aspect. The interviews
also reveal that ambiguous/unclear prompts particularly when they are accompanied with
unfamiliar topics greatly escalate students’ anxiety. This finding is consistent with Tobias’s
(1994) claim which states that poor performance is a consequence, at least in part, of working on
unclear topics or uninteresting tasks which in turn, lead to less imaginary and a lack of
engagement in the task. In other words, the difficulty of prompts impedes the flow of ideas and
thinking during writing compositions, which in turn, escalates stress particularly in high stake

tests.

The low-anxious participants in this study suggest that having knowledge about the topic and
understanding the test writing prompts increase the learners’ interest, promote writing quality,
and lower the stress levels. However, it could be claimed that facing writing test takers with
writing prompts outside the realm of their experiences and proficiency levels may generate more
test anxiety. Instead, effective writing prompts should be within the general experience of all
examinees, provoke writer’s thinking, and allow some freedom for individual expressions (Miller
and Crocker, 1990). This finding demonstrates why the participants feel anxious about writing

tests. Inability to understand the writing prompts indicates that students lack sufficient linguistic
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competence and effective vocabulary learning strategies that might help them guess the meaning
of words through context. It could be claimed that finding a way to sort out the issue of writing
prompts particularly in proficiency tests could make test takers feel more comfortable and
confident. For instance, limiting the prompt wording to words from lists of common English

words or provide synonyms for difficult words might lower test takers’ fears.

Another aspect related to the participants’ test anxiety is the consequences of failing writing tests.
Fifty seven percent of the student participants fear failure in tests and the interview results show
that students who excessively think about grades likely develop test anxiety. Worries about the
consequences of failing tests might result from the high stake tests which greatly impact students’
academic and occupational future (Black, 2005). High levels of test anxiety can be easily noticed
among English learners in the UAE context since students’ academic future and their admission
to universities largely depend on the scores of some language proficiency tests like TOEFL or
IELTS. Recently, large numbers of students are rejected yearly by the universities due to their
low scores in proficiency tests like IELTS (Khaleej Times, 2009). As such, being competent in
English and passing some standardized tests have become the magic key for tertiary level

students in the UAE for graduation and getting prestigious jobs.

Based on the interviews with highly-anxious participants, time limit and insufficient testing
times, particularly in standardized tests, seem to be other test anxiety provoking aspects which
take up much of students’ thinking and concerns. This finding is congruent with Madsen’s claim
(1984) which is that strict timed tests are a major source of students’ distress and nervousness. In
the UAE context, feeling anxious about test limited times could be attributed to the lack of

exposure to such timed tests before joining the local universities. Based on some anecdotal
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evidences, the potential leniency of some school administrations and teachers in this respect
might make students accustomed to have extra given time to complete tests. Culturally, it is
beneficial to keep in mind differences when addressing L2 test anxiety. Cultural influences such
as parental expectations (Bodas & Ollendick, 2005), teacher authority, emphasis on rote

memorization, text book centeredness contribute to test anxiety.

5.1.2.2 Cognitive and Linguistic Factors

For the cognitive factors, the results indicate that they occupy the second place in terms of WA
sources. Among cognitive related factors and aspects reported in the current study results are
encountering difficulties in writing what one means, writing a topic within the required length,
lacking knowledge about the features of good writing, and lacking the ability of generating ideas
particularly about unfamiliar topics. As seen in the related interviewees’ responses, lacking the
habit of writing in English might be caused by lack of topical schemata and little exposure to
English writing outside classrooms. Some of these findings are in agreement with the results of
other studies in different EFL contexts. For example, lacking writing practices and inability to
organize ideas when writing English compositions are also reported as cognitive WA
contributing factors in a similar Egyptian study (Latif, 2007), in the Turkish context (Atay and
Kurt, 2006), and in China (Zhang, 2011). These cognitive factors and aspects reflect learner-
induced anxiety since they emerge from self-perceived incompetence, poor cognitive abilities,
and some unrealistic learners’ beliefs about the difficulty of writing English compositions
particularly essays. For example, showing concerns about being unable to write good
compositions or the little knowledge about good writing constituents makes students tend to view
writing English essays as an unattainable task. Beliefs such these may lead to low self-efficacy

and frustration. It has been concluded in related studies that anxiety levels increase when L2
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learners underestimate their competency in language production and when the perceptions of less
proficient language learning abilities prevail (e.g., Latif, 2007; Price, 1991). On the other hand,
students who believe that good composition should meet ideal standards and be free of errors
might become anxious when there is a clash between their outcomes in reality and the high

expected standards.

For the present study, an inability to generate and organize ideas is repeatedly mentioned by the
interviewees as a major source of worries and anxiety. This might be attributed to different
reasons. Firstly, lack of topical schemata (background knowledge) that is caused by little
extensive reading, which has been easily observed among the students in the UAE pre-university
educational system, is partially responsible for the difficulty in generating ideas. Sufficient
background knowledge is considered a pre condition for good comprehension and composition
and it has been demonstrated by Heller (1999) as a predictor of success in different writing tasks.
Pointing to the importance of reading and listening in developing writing skills, Abdullah Zahed
(2010) contends that passive listening and lack of reading as a habit negatively impact learning in
general and writing in particular. Secondly, lack of vocabulary and poor linguistic competence
that these study participants suffer from could contribute to such cognitive deficiencies. Thirdly,
reinforcing rote learning and memorizing writing topics rather than promoting critical and
creative thinking in most of UAE government school educational practices might also contribute
to that inability (Qashoa, 2006). Anecdotal evidence also indicates that school students indirectly
become rote learners due to the exams which usually ask them to recall what they have
memorized and the excessive emphasis on scoring high grades at the expense of developing true

creative learners. Finally, the huge differences between Arabic and English writing styles make

138



English essay organization uneasy task for some learners. In this regard, several factors resulted
from different writing styles make Arab university students’ English writings disorganized and

incoherent:

It was indicated that Arab university students tend to follow certain techniques in their written
English that make their writing incoherent such as including a broad statement in the opening
sections of their essays before introducing the topic sentence” ( Atari, 1983, cited in Ahmad, 2010,
p.213).

Pointing to the reasons causing incoherence in Arab student English writings, EIKhatib (1983)
attributes incoherence and poor quality of Arab students’ English writing to the overuse of
coordinating sentences and inability to state topic sentences properly. Based on the overall results
related to cognitive factors, it seems that writing English essays, particularly in standardized
proficiency tests is more laborious and demanding than other writing tasks such as writing letters
or short paragraphs. The students’ cognitive writing incompetence might be linked to the
traditional teaching methods that have been adopted when teaching Arabic composition in most
of the UAE schools. Aljomhoor (1996) found that teaching Arabic composition in the UAE
schools is based on the product approach to writing and it is limited to how to write short stories
and summaries. Pointing to the traditional rhetoric pedagogy when teaching Arabic writing
Alhosani (2008, p.9 &11) claims that “Writing instruction in Arabic that is utilized in schools in
the U.A.E. in all grades merely focuses on grammar and vocabulary... Writing in Arabic in the U.A.E.
and most Arab schools appears to be an isolated act.” Writing in Arabic in UAE schools has been a
big challenge facing the students as the Arabic language curriculum is still built about literature and
grammar. In addition, some traditional teaching techniques in Arabic writing classes are still
prevailing. For example, working in pairs or getting peer feedback is considered cheating practices

(Alhosani, 2008).
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In terms of linguistic factors as possible sources of students” WA, it has been reported [4.3.3] that
some of students’ WA levels resulted from linguistic factors and aspects such as a big number of
spelling mistakes committed during writing English compositions, inability to write complex
coherent sentences, limited number of vocabulary, weakness in grammar and difficulties in using
conjunctions properly. At the broad level, these results contribute to the controversy and debate
taking place among educators (e.g., Maclintyre, 1995; Sparks et al, 2000) about whether L2
anxiety is a cause or effect of poor language skills and linguistic deficiency. The negative
correlation between language proficiency and FL anxiety has been confirmed in several studies
(e.g., Cheng et al, 1999). That says, low proficient L2 learners have more anxiety than high
proficient ones since their self-esteem is more threatened by the frustration and problems they
encounter when using L2. In light of the related results and interviewees’ responses, it can be
argued that the participants’ low linguistic competence has contributed to their anxiety and
frustration levels. These results seem to be consistent with Daud et al’s (2005) which is guided by
LCDH and states that deficient linguistic knowledge and skills lead to poor performance which in
turn, cause L2 anxiety. Specifically, the present study results support the findings of Latif’s
(2007), Abu Shawish and Atea’s (2010) and Zhang’s (2011), which point to linguistic factors as
possible sources of L2 learners” WA. Due to the different data collection tools used in the current
study, its findings particularly the students’ responses in the interviews explain why and how
linguistic incompetence contribute to students’ WA. Hence, it becomes apparent that WA

escalates among the participants if their linguistic incompetence is not met or improved.

It seems that the current study participants would be too concerned about the linguistic

incompetence when writing English compositions and their perceived poor linguistic abilities
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have a great impact on their affective responses to writing tasks. The excessive thinking and
worries in this regard might spring from the overemphasis on accuracy rather than fluency and
communication. Additionally, the poor Arabic linguistic abilities from which most of the UAE
students suffer (Al-Najjar, 2005) might be closely linked to English linguistic deficiency. This
matches the claim stating that highly anxious foreign language learners may also have poor
native language skills which in turn, reduce performance and leads to anxiety (Sparks and
Ganschow, 2007).

5.1.2.3 Teaching Practices, Evaluation Factors and Competitiveness

As for teaching practices as possible sources of students’ WA, the survey and interview results in
section [4.3.4] indicate moderate effects of them on students’ anxiety. This result is different
from the findings of other related studies (e.g., Abu Shawish, 2010; Atay and Kurt, 2006; Latif,
2007) which point to pedagogical practices as strong effective sources of WA. Compared to
Latif’s, the current study participants rarely complain about some negative teachers’ practices
such as severe criticism, harshness, unsympathetic treatment, and discouragement. This might be
attributed to the rigid university bylaws which prioritize students’ satisfaction and comfort in
addition to the recruitment contracts which oblige teachers to greatly meet the students’ learning
needs and provide constant feedback by very tactful and motivating techniques. Nevertheless,
some pedagogical practices seem to be anxiety producing acts for the study participants. For
instance, excessive focus on accuracy and theoretical concepts of writing rather than fluency and
practice, dealing with writing as a final product, and some improper error correction techniques
are referred to by a considerable number of participants as stress and anxiety sources. In light of
these results, it could be argued that exposing students to more writing theoretical aspects and

terminologies such as cohesion, coherence, and fragmentation at the expense of practical ones
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accounts for high levels of WA. This indicates that practicing writing compositions especially
essays and receiving constructive feedback can trigger more motivation and less anxiety. In a
similar vein, the findings of this study show that excessive concentration on writing accurate and
correct grammatical sentences heightens students’ anxiety since it might impede fluency and flow
of ideas when writing. Importantly, the writing teachers need to understand that Arab EFL
learners view mastering English grammar as tedious and an uneasy task. The frequent outcries
about the difficulty of English structures among Arab learners are reported in different studies
(e.g., Kambal, 1980; Khuweilah and Shomali, 2000). Some persistent grammatical errors such as
deletion of verb to be, misuse of verb tenses and articles reached the state of fossilization among
the Arab learners and Mukkatesh (1986) goes further when he asserts that even explicit
grammatical explanation had a very little effect on these errors. Thus, much focus on accuracy
when correcting student writings might frustrate learners and reduce their desire to learn English.
Based on these findings, it could be understood that some teaching/pedagogical procedures in

the study’s EFL context have anxiety provoking nature for students in writing classes.

With regard to evaluation factors as possible sources of WA, the study results uncovered that
56.4% feel anxious when they know that their writings will be evaluated by teachers. This is
congruent with the FL anxiety model (Horwitz et al, 1986) which considers test anxiety as an
important component of L2 learners’ anxieties and with Gregersen’s (2003) study which
concludes that anxious language learners tend to have much fear over negative evaluation and
errors. The fear of teachers’ negative evaluation may be due to the fear of losing face that has
been found as a common feeling among language learners (Ohata, 2005). It could be said that this

kind of fear is true for the learners who are very sensitive to criticism and have a low level of
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self-confidence. Importantly, the interview responses in this study reveal that students feel that
error correction, evaluation, and feedback are necessary, but the dilemma lies in the manner of
evaluation and error correction. In relation to this, Koch and Terrell (1991) claim that students are
more worried and anxious about ‘how’, ‘when’, ‘where’, ‘how often’ they are evaluated and how
their mistakes are dealt with rather than whether evaluation should take place in the class. So, it
could be argued that the social context set up by the instructors can have tremendous
consequences and implications for the learners. In this regard, Young (1991, p. 428) mentions
that “instructors who believe their role is to correct students constantly when they make any
error,...and who think their role is more like a drill sergeant’s than a facilitator's may be

contributing to learner language anxiety.”

For affective factors, the study results show that students seem to be motivated to learn writing
English compositions and have a moderate amount of self-confidence in their writing abilities.
Only competiveness seems to be an anxiety provoking affective element. Sixty three percent of
the respondents think that the other students in the class can write better English compositions
than them. In addition, highly-anxious interviewees express their frustration when they compare
their writing abilities with those of the more proficient ones. Very often, L2 learners feel anxious
when they compare their performances in a self-derogatory bias with those of their peers.
Competitiveness as a major learner induced anxiety has been referred to by several educators
(e.g., 1986; Price, 1991; Young, 1991). The over-thinking about grades, the traditional evaluation
and testing systems in addition to some social considerations like parental intervention and

expectations might be responsible for negative competitiveness among the UAE learners.
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Generally speaking, a critical look at the potential sources of WA discussed above demonstrates
how the current study participants refer their anxiety to a wide variety of factors. This emphasizes
the nature of WA as a complex multifaceted psychological phenomenon caused by different
learner, teacher, classroom and society related factors. Identifying the most effective factors
‘testing, cognitive, and linguistic related factors’ that seem to account more than others for
students’ WA distinguishes the results of the current study from those of the related ones as
stated earlier. Interestingly, the mixed method approach adopted in this study has enabled the
researcher to explicate the WA sources, deeply explore how they contribute to students’ stress,
and rank them according to their effect and significance. The sources of anxiety discussed above
are so interrelated and intertwined that it is difficult to claim that WA completely stems from one
source only. Importantly, the discussion has revealed that the study participants experience most
likely situational anxiety rather than trait one. This suggests that the trouble is not so much in the
learners themselves but rather in other factors such as evaluation system and cognitive factors
caused by stressful teaching and learning practices/circumstances. These findings would be a
cornerstone and a first step to identify the factors that make some learners in the UAE
universities feel anxious when writing English compositions and draw stakeholders’ attention to
act accordingly. After recognizing and discussing the possible roots of students’ WA, the next
section will focus on a discussion of coping strategies adopted by learners and teachers to lower

WA levels and mitigate its detrimental effects.

5.1.3. Alleviating Strategies for Reducing Writing Anxiety Levels
After the in-depth analysis of the possible causes of students” WA, the coping and alleviating

strategies were explored by engaging both low-anxious students and experienced English

language instructors in phenomenological interviews and a focus group discussion. Compared to
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the alleviating strategies which have been suggested by most of the researchers in the form of
recommendations [2.5.1], the strategies discussed in this study could be distinguished since they
reflect the participants’ real lived experiences and perspectives in this regard. Research (e.g.,
Funkhouser & Gonzales, 1997) suggests that learners’ perseverance and success in learning to a
large extent is a shared responsibility between teachers and learners in particular. In other words,
motivation and success take place if the teachers are able to mitigate and minimize the
detrimental effects of anxiety and the learners are able to cope with the anxiety that cannot be
prevented (Oxford, 1999; Young, 1991). In this study, most of the coping strategies from the
learners’ and teachers’ perspectives lend support to other scholars’ suggested coping strategies in
[2.5.2]. For example, they are in agreement with affective strategies (O Malley and Chamot,
1990), cognitive strategies (Oxford, 2001, Salim, 2007), and pedagogical strategies (Cheng,
2002; Hassan, 2001) which have been suggested or used to reduce WA in L2 classes.
Importantly, the suggested strategies in the current study go beyond the existing related literature

when the participants have suggested and added test related and linguistic alleviating strategies.

In terms of affective coping strategies, the study results show that low-anxious students are
aware of the significance of being self-confident in English classes. The affective component is
considered by a large body of research (e.g., Gardner, 1985; Spolsky, 1989) as a major player in
language learning. Emphasizing the integration between cognition and emotion, LeDoux (1996,
p. 25) claims that “minds without emotions are not really minds at all.” The low-anxious students
in this study promote self-confidence by convincing themselves that writing tests are not the end
of the world and committing mistakes during writing English compositions is a part of a learning

process. Teachers also suggest inculcating self-confidence by tolerating students’ slight spelling
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and grammatical mistakes. As indicated in the focus group results, some instructors try to create
‘a mistake happy zone’ which helps to change the negative attitudes towards committing
mistakes and error correction. This suggestion would be very practical as lack of self-confidence
and fear of committing mistakes have been referred to in many studies (e.g., Maclintyre et
al,1998; Zhang, 2011) as main WA sources. Increasing students’ confidence in their writing
abilities is largely correlated with the types of the corrected errors and the amount of feedback
given in writing classes. To let students generate ideas and thoughts fearlessly, writing teachers
should minimize their focus on accuracy particularly at the early stages of the writing courses and
tolerate slight grammatical and spelling mistakes. This might create a non threatening writing
environment. Based on anecdotal evidence from teaching experience in Arab EFL contexts, it has
been observed that students are more confident in their writing abilities when grammatical
accuracy is not the main concern when correcting errors. In this regard, it has been reported (e.g.,
Casanave, 2004; Hyland, 1998) that student confidence is the most noticeable among the
affective consequences when fluency is emphasized before accuracy in L2 writing classes since it
enables students to explore more in their writing without being worried about grammar errors.
Meanwhile, it has been revealed that L2 learners feel more comfortable when they receive both
form and content focused feedback as they are different from L1 learners in their linguistic and
pragmatic knowledge (Ferris, 1995; Hedgecock and Lefkowitz, 1996). To sort out this dilemma
in the UAE context, teachers had better weigh and tailor their choice of comments or corrected
errors to meet the student needs which in turn increase confidence and reduce the levels of

worries and frustrations.
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Concerning test-related coping strategies, great awareness has been shown by the low anxious
interviewees of the roles of test anxiety and its effects on their writing performance. Nowadays,
assessment and evaluation tools are unavoidable parts in our life since classroom tests,
proficiency and entrance tests are considered as determinant factors in our schools and post
school period. Given that tests are inescapable, the only way for alleviating test anxiety is to
‘sugar the pill’ by finding strategies to reduce the negative effects of test anxiety. The suggested
strategies in this study include pre test tactics such as training on test formats, answering IELTS
mock exams and being well prepared. During the writing test, the low anxious interviewees
divide the prompts, guess the meaning of the difficult words, make outlines and focus on fluency
rather than accuracy. In addition, some relaxation exercises and self-encouragement are also used
to cope with test fear and stress. In addition, the focus group results demonstrate that teachers
mitigate writing test anxiety by clarifying the marking system which considers the flow of ideas
more than grammatical accuracy, training students to write English compositions within a time
limit, and reviewing some common grammatical mistakes with students before any formal

writing test.

To reduce the anxiety emerging from difficult writing prompts during tests, the participant
teachers suggest limiting the key words in the prompt to the list of one thousand common English
words and provide synonyms to the words which are not included in the list. These suggestions
are of great significance since they comprise cognitive, affective, and pedagogical coping
strategies to deal with test anxiety in addition of being suggested by both low-anxious students
and experienced teachers. Admittedly, it cannot be claimed that the suggested strategies will

totally eliminate anxiety from one’s academic and evaluative situations. However, if these
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strategies are adopted to increase students’ and teachers’ awareness towards writing test anxiety,
the severe fears resulting from writing tests could be lowered. Pointing to the necessity of
reducing test anxiety, some educational institutions like the College of Lake Country (Ross,
1992) offer anxiety reduction programs as credit hour classes. In such programs, students are
taught about the possible causes and symptoms of test apprehension. They are also trained on

relaxation skills, effective time management, and test taking strategies.

Importantly, the strategies used for reducing test anxiety should take on different forms
depending on whether anxious learners are low or high achievers. Based on the rule ‘one size
doesn’t fit all’, Birnbaun and Nasser (1994) state that training in how to deal with different test
formats would benefit high achieving anxious students more than low achieving highly-anxious
students who should be trained on learning and test taking strategies. Therefore, sources of
support and suggested strategies should fit each anxiety situation since test anxious individuals
are affected differently by many factors such as motivation level, intellectual giftedness, and

parental effects and so on.

Concerning the fears resulting from IELTS writing tasks particularly topic or prompt
unfamiliarity, it might be a difficult task for IELTS designers to account for a common
knowledge base of all students from diverse cultural background (Kroll and Reid, 1994).
Nevertheless, several educators (e.g., Kachru, 1997; Taylor, 2002) call IELTS, as an international
test, to raise awareness of cultural differences and consider ‘World Englishes’ and rhetorical
conventions rather than imposing a single norm of writing on all international English learners
when constructing writing tasks or determining rating criteria. So, considering learners’ cultural

differences and their rhetorical styles when teaching them how to write argumentative essays,
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which is a basic part in IELTS or TOEFL writing tests, might lower the anxiety resulting from
essay writing. Emphasizing the cultural dimension in IELTS writing tasks, Uysal (2010, p. 318)
points out that “published literature presents evidence that genre is not universal, but culture
specific; and people in different parts of the world differ in terms of their argument styles and

logical reasoning,... and rhetorical norms and perceptions of good writing.”

The suggested strategies and efforts for reducing test anxiety can be enriched and activated by
cooperation of administrators, parents, students, teachers, counselors and educational policy
makers in combating the deleterious cognitive and physiological effect of test anxiety. To be
realistic, it cannot be claimed that the proposed strategies are a magic prescription for totally
eliminating students’ test fears and concerns. Nevertheless, they will be more beneficial if they

are incorporated into student study plans and university programmes.

On the other hand, different cognitive strategies are also used and suggested by the study
participants (low-anxious students and teachers) to facilitate the learners’ English writing
development and reduce their WA. Most of the suggested cognitive strategies are in line with
Oxford’s (2001) and Hyland’s (2003) strategies for reducing FL anxiety. It could be understood
that the current study low-anxious learners are, to some extent, cognitively mature since their
suggested strategies range from the very general, such as practicing much English writing and
imitating models, to the very specific, such as increasing the number of vocabulary needed to
write English compositions and reviewing a list of common spelling mistakes. Importantly,
students mention that the use of these and other coping strategies enable them either to reduce the

levels of anxiety or channel them productively.
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Adequate preparation, practice and training could create an optimistic attitude about writing in
L2. When students train themselves on writing English compositions at their convenience, the
amount of certainty and confidence might be increased. One of the easiest ways to practice
writing is imitating writing models which is an effective strategy for unlocking the writer’s block
since imitators notice how other writers start or end their compositions, choose their
vocabulary/cohesive words, organize and shape their writings (Gorrell, 1987). As a basic type of
imitation, controlled composition enables unskilled student writers to practice writing
confidentially. In this type of imitation, students should be taught how to change their copied
passages syntactically and semantically to internalize the written language and overcome some
grammatical and spelling deficiencies. Generally, reading to improve writing skills and imitating
others’ writing models might allow L2 learners to relieve themselves from striving for
appropriate writing styles and correct forms, help in generating new ideas, increase the number of

vocabulary and lessen the potential spelling mistakes.

Cognitively, teachers also suggest various strategies and techniques to help students develop their
writing abilities and reduce fear and stress when writing English compositions. Their suggested
strategies include applying the process approach to writing, teaching students how to write in
chunks, providing lists of common English words, encouraging reading, and providing set
phrases to certain writing tasks. The process approach is suggested as a good pedagogical
practice that leads to writing development which in turn reduces the widespread fear of writing
English compositions in the UAE universities. Traditionally, the product approach to writing
prioritizes linguistic accuracy, style, and well structured product and does not view writers as

persons with emotional interests in what they write (Ramies, 1985). However, the efficiency of
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the process approach in reducing WA and developing students’ writing abilities stems from the
fact that it is a stage-based view of writing. According to this principle, writing is viewed as a
non linear activity carried out through stages. Going from a prewriting stage to the final editing
one enables writers to focus on communication and expression without fear of accuracy and style
(Holmes, 2001). So, the authentic engagement in writing, which could be achieved through
planning, generating ideas, drafting, reviewing and editing, could change the negative attitudes
towards writing English compositions and enable them to break their writing into manageable
chunks. From personal experience and observation, it has been observed that the prewriting
activities which engage students in writing without much concern about grammar/spelling
correctness or the final product help them write without excessive hesitation and stress.

Concerning the students’ fears and anxiety resulting from the lack of vocabulary needed to
produce well written English compositions, teachers suggest two different ways to increase the
students’ vocabulary knowledge which is a major component in writing skills. Firstly, they
propose that students read English articles, stories and newspapers to improve their vocabulary
knowledge and help in generating new ideas. This suggested method is of great importance as it
exposes students to the real usage of the sophisticated English vocabulary and how they are
collocated with other words. It could be claimed that reading is a very effective way to help L2
learners acquire new vocabulary unconsciously (Krashen, 1989). The teachers’ suggestion in this
regard is in agreement with Willis (1996, p. 8) when he points to the importance of extensive
reading in enabling successful learners to extend vocabulary, learn new phrases, and “provide
rich exposure to language in use.” Secondly, they suggest providing students with lists of most
common English words. Memorizing such lists might help students understand the writing

prompts and get basic words which are needed to start writing English compositions. However,
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just memorizing the lists of common English words is not enough to overcome the students’
weakness in vocabulary knowledge. Instead, students should be encouraged to use these lists of
words in meaningful sentences, practice dictations to memorize spelling and use them in daily
conversations. In the same vein, other participant teachers suggest reducing WA through
providing certain words/expressions that suit certain writing tasks. Over the years of teaching, it
has been noticed how comfortable the students are when they are provided with set phrases to
describe the graph in IELTS writing task one or the expressions which are used to write an
introduction or a conclusion in the argumentative essay which is a main writing task in

standardized proficiency tests.

To sum up, it could be understood from the above discussion that teachers suggest eclectic
cognitive coping strategies to alleviate students’ fears and stress in writing classes. They adopt
the process writing approach to relieve students from the accuracy concern and they improve
vocabulary knowledge indirectly by encouraging extensive reading and directly by providing lists
of common words. The above discussed strategies would help language teachers in the study
context to create a low if not a free anxiety English writing classes. Importantly, teachers need to
understand the nature of their students’ anxieties as they vary from one to another. As such, they
could prepare activities, design lessons and adopt teaching techniques which best fit in with the
strategies utilized by their learners. In the next section, students’ and teachers’ perceptions about

the role of computer use in reducing WA in English classes are discussed.

5.1.4. Perceptions about the Role of Computer in Writing Anxiety Reduction
The role of computer use in alleviating WA among the study student participants has been

investigated through the open ended question on the SWAQ, the interviews with low-anxious
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students, and the focus group discussion. The results in section [4.5] indicate that the participants
are aware of the role of computer and technology in learning languages, but they do not prefer to
use computer in writing English compositions particularly in evaluative tests and situations. As
this result emerged only from self-reported data, inferences and conclusions should be interpreted
cautiously and more investigation is needed to find out the reasons standing behind such attitudes
towards the computer use in writing tests and classes. Here, it is highly recommended to further
investigate the role of computer use in writing classes through other data collection tools such as
observing the effect of computer use on controlled and experimental groups. However, the
interviewees and teachers mention that obliging students to take computer based writing tests
increases WA and reduces motivation in writing classes. These findings contradict Davis et al’s
(2009) and Shen’s (1999) which point to the positive role of computer use in reducing students’
WA and increasing their written output. However, they are in harmony with Logan (1988) and
Zaid (2011) who have observed that their students exhibited less positive attitudes and greater
WA when they used computers in their writing classes. In those studies, it was also observed that
when students had an option to choose between writing by hand or on the computer they selected
the traditional way. In addition, Phinny & Khouri (1993) and Zaid (2011) claim that computer-
based writing might trigger some negative writing behaviors among EFL writers such as
excessive focus on form and editing rather than content particularly at the early stages of writing

compositions.

The current study findings in this regard might be attributed to different factors. For instance, the
government schools in the UAE might rarely train their students on writing computer based

English compositions. As such, students feel that they are relatively slow word processor users.
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In spite of the big number of computers in the UAE schools and universities, application of them
in English writing classes is still in its embryonic stages Ismail et al (2010). In this study, Ismail
et al investigated language teachers’ perceptions about the utilization of technology in UAE’s K-
12 school classes and revealed that integration of technology (computers) in Arabic and English
language classes is still below expectations. In addition, students who are used to writing English
compositions by hand for a long time might face difficulties in mastering the word processor and
acquiring the keyboarding skills. So, adjusting to the computer use takes a considerable amount
of energy from students which could influence the writing quality, increase the cognitive load of
L2 writers, and heighten the dread of writing instead of facilitating it (Crafton, 1996). The
attitudes towards computerized writing classes and compositions could also be formed and
affected by the previous experiences of some learners with computer use, the intimate habitual
relation between paper and students in writing classes, and by the level of typing accuracy (Kahn
& Freyd, 1990). Pennington (1993) concludes that the outcomes of computer use in writing are
largely affected by quality, quantity, type of instruction offered to learners. Based on these
findings related to computer use in writing classes, teachers in the study context should respond
appropriately and tactfully to the students who have strong negative feelings about the use of
computers when writing English compositions. Additionally, it is necessary for the teachers to
think of other supportive ways and ice breaking activities for changing the negative perceptions
about computer based compositions. For instance, they could assign non-judgmental
compositions to be written only on computer, cooperate with information technology teachers,
and explain the merits of word processor. Pedagogical implications and suggestions that are
hopefully expected to help students cope and deal with their anxieties while writing in English

are presented in the next sections.
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5.2. Pedagogical Implications

Based on the study findings and the above discussions, the following pedagogical implications

for mitigating students’ WA and developing their writing abilities have been derived:

Existence of English writing anxiety: As the results indicate that ELLSs in the three UAE
universities encounter high levels of anxiety when writing English compositions, English
instructors should acknowledge the existence of anxiety as an intricate aspect of the
learning process among their students. This requires them to pay more attention to the
affective factors when teaching English in the UAE L2 context. The first critical step is to
raise awareness about the detrimental effects of anxiety on writing performance and
learners’ motivation. This awareness could lead teachers to develop proper writing lesson
plans and classroom activities to meet students’ emotive needs, reduce anxiety levels, and
confront some students’ erroneous beliefs about the characteristics of a good English
composition. In addition, teachers can address the issue of anxiety with students directly
and explicitly (Crookall and Oxford, 1991) by asking them to talk about their concerns
and insecurities when writing English compositions or by designing questionnaires to
gather more detailed information about the difficulties students encounter. When teachers
set up a ‘personal link’ with their students from the beginning of the writing course, they
feel that there are people on earth care about their concerns and fears. As such, potentially
relaxing conversation between teachers and students enables teachers to discuss the
anxiety impact and show students how to work out practical ways for confronting it. It
should not be forgotten that teachers’ respect, warmth and other positive characteristics
are major keys in promoting success in language learning and alleviating L2 anxiety. In

this regard, Abu Rabia (2004) concluded that the students' level of anxiety in L2 learning
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situations becomes lower when teachers are evaluated as being encouraging and

supportive by students.

Test anxiety: Writing test anxiety could be alleviated when the instructors realize that a
test is not a means of authority and punishment. Instead, students should be informed
about the test content, format, aim, and the number of questions. The situation would be
better if the students are exposed to a trial version of a test (mock exams) before its
official application for the sake of making students familiar with time limit and pressure.
For two IELTS writing tasks, teacher had better provide students with a variety of test
formats and let them imitate some essays that can be obtained from the websites of
internationally recognized proficiency tests. In addition, the big reliance on high stake
formal tests in evaluating students’ writing performance should be lessened and other
assessment tools could be considered. For instance, homework assignments and the use of
portfolio are considered less anxiety provoking assessment tools since they can be done
without pressure of time and at the students’ convenience. Fear of negative evaluation has
to be minimized by providing positive remarks and avoiding negative harsh comments.
Based on the related results, it could be claimed that some fears of test failure are easily
alleviated on the condition that teachers explain to the students the objective scoring and
marking systems which not only focus on grammar, spelling and form, but also on content
and the development of ideas. Concerning the prompt of the writing tests which is
considered one of the most effective factors increasing writing test anxiety, teachers could
minimize the fear that results from encountering difficult prompts by choosing topics

related to test takers’ background with familiar topics. Prompts should be accessible to all
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test takers and some variables such as proficiency level and linguistic competence should
be considered by teachers or test providers. Importantly, the prompt should be stated in
relatively simple and direct words with a very limited number of tasks to be completed by
the test takers since long prompts scatter their attention and overload them with extra

requirements (O’ Loughlin and Wigglesworth, 2007).

Importantly, educational institutions and designers of standardized tests can cooperate
with teachers and help students overcome test anxiety effects by teaching them effective
methods to address test anxiety. For instance, counselors can help students identify the
problem and determine the exact factors leading to the discrepancy between ability and
performance. It could be claimed that anxiety is one factor among many elements like
demotivation, frustration and social difficulties that contribute to the individual’s
underperformance. Students should be encouraged to focus on the material before taking
an exam by teaching them good study habits (e.g., time management, scheduling work,
taking breaks, seeking help from other experienced people) and training them on effective
study skills. Furthermore, test designers can diversify the ways students can take tests in
order to enable test takers to opt for the technique and format they prefer. For example,
the selection could take place between objective and subjective tests, individual and group
interviews, timed or untimed tests. Interestingly, TOEFL designers consider students’
desires and preferences when they give the test takers a choice to sit for computer-based

test or paper-based one.

Pre-writing activities: To mitigate the anxiety caused by poor cognitive writing abilities,

teachers could instill the habit of English writing in students by engaging them in
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prewriting activities and adopting the process approach to teach writing. Giving students a
chance to participate in prewriting activities such as brainstorming, outlining, selecting
the purpose for writing, revising, and drafting might help students overcome the writing
block and help them start writing fearlessly. Among these activities, brainstorming is the
initial step that enables reluctant writers to focus on the assignment and generate more
ideas. At this stage, it is helpful to train students on how to utilize graphic organizers or T-
charts to state main and supporting ideas (Farrell, 2006). In the revising stage, teachers
should promote ‘peer conferences’ in which students can read each others’ papers and
suggest corrections through checklists. This could be undertaken in a friendly atmosphere
without fear of teachers’ evaluation or criticism. In the same vein, it should not be
forgotten that the process writing approach is so effective for lowering students’ WA that
it makes students focus on the cognitive process of writing rather than thinking of
grammar and spelling correctness. In addition, engaging students in the prewriting
activities through the process approach makes students realize in a way or another that
writing is a process of discovering ideas and thoughts rather than just a finished product

(Farrell, 2006, Mara & Marra, 2000).

Linguistic enhancement: As lack of vocabulary and a fear of committing numerous
grammatical/spelling mistakes have been revealed as main sources of students concern
and anxiety, teachers could help in boosting students’ linguistic knowledge by
emphasizing the importance of memorizing lists of the most common English words,
integrating reading in writing classes, and reviewing repeatedly basic spelling rules and

some frequently committed grammatical mistakes. Teachers should not only provide

158



students with word lists but also ask them to use those words in meaningful sentences of
their own. To take giant steps forward, teachers could guide students to write these words
on vocabulary flash cards, dictate them, arrange timely repetitions of memorized words,
and practice them in daily conversations with friends. Respectively, students should be
encouraged to build a more advanced vocabulary repertoire by dividing the list of
common words into common verbs, adjectives or nouns. For instance, when students
memorize and learn a list of common adjective words, they can efficiently describe things
such as surroundings, feelings, and hobbies. Pointing to the importance of learning lists of
words consciously, Nation (1990) asserts that rote memorization of word lists helps

language learners develop their vocabularies effectively and in a short time.

For the average students, teachers should arm them with non-traditional vocabulary
learning strategies and a variety of techniques to word learning and development. One of
these effective ways is integrating reading in writing classes which presumably increases
incidental vocabulary learning and broadens students’ perspectives. The beneficial by-
product of reading, ‘improving vocabulary knowledge’ has been described as one of the
most vital ways that enables language learners to acquire new lexis (Krashen, 1989).
Furthermore, it has been suggested that teachers could profitably assign more reading
exercises in their writing classes and leisure reading outside classes to enhance
vocabulary learning and writing performance. Convincing evidence has been shown in
research that college students who read more have higher writing performance (Lee and
Krashen, 2002). To enhance spelling/grammatical correctness and reduce the fears

emerging from committing numerous spelling and grammatical mistakes, students could
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be provided with lists of common English spelling rules and explanations of grammatical
points which have been previously determined as frequent obstacles to students. These
rules and explanations could be reviewed with students in a timely manner before sitting

for formal writing tests.

Computer use: Due to the potential benefits of computer use on the quality and process
of writing, teachers could start working on changing the students’ negative stand towards
the use of computer in writing tests and classes. As the most frequently used writing tool,
the word processor offers its users a wide range of options such as addition, modifying,
insertion, and formatting, which in turn lead to increased levels of motivation and better
attitudes (Cumming & Li, 200). Teachers also should draw students’ attention to the
ability of computers in helping them revise their composition not only in the final editing
stage, but also anytime during the writing process. It has been concluded in some related
studies (Hyland, 1993; Knapp, 1986, p. 7) that students who use the word processor revise
and change what they write more than those who use paper and pen, so they are “more
willing to correct errors and attempt all levels of revisions.” Although the findings of this
study do not support this, instilling positive attitudes towards the importance of computer

in developing writing abilities should be emphasized.

It should be understood that the continuous exposure to computer based writing with
appropriate training could alter students’ negative thinking about composing on the
computer and make them feel how it ameliorates the writing process. However, it should
not be understood that obliging students to dramatically change their composing style and

use only word processor as a writing tool is always a good idea. Instead, the use of

160



Vi.

computer in writing English compositions particularly in standardized proficiency tests
should be presented as an option since most students even those with high levels of
computer literacy still prefer composing by hand as revealed in the study results.
However, as an escapable tool in the era of technology, incorporating the use of computer
into writing classes has become a necessity and a change in students’ negative attitudes
could be achieved through the teachers’ enthusiasm in creating a new culture towards
computerized writing. Teachers’ role is so vital in this regard that the word processor is

described by (Rubin and Bruce, 1986) as ‘teacher dependent software.’

Error correction: For anxiety stemming from the fear of negative evaluation and error
correction, teachers should understand that this is a widespread phenomenon among L2
learners especially those who have less self-confidence. Students become more
apprehensive when their mistakes are corrected in public or in a harsh manner. So, it is a
pressing necessity to carefully manage the instructor-learner interaction. In this regard,
Oxford (1999a, p. 65) states that “ridicule and uncomfortable handling of mistakes in
front of a class are among the most important instructor-learner interaction issues related
to language anxiety.” Despite the controversy about effectiveness of grammar error
correction in students’ writings, the positive role of such corrections in honing writing
skills and increasing writing accuracy cannot be denied. Teachers should not spend much
time thinking about correcting or not correcting grammatical errors in students’ writings.
Instead, the question which should be focused on is how grammar correction could be
applied without arousing much anxiety among students. In this respect, teachers need not

exhaust themselves and their students doing all sorts of grammar corrections. They should
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give organized feedback on selected or serious mistakes since intensive and detailed
grammar correction might frustrate students and make them lose confidence for future
writing. Additionally, it should be realized that the type and amount of grammar error
correction must be determined by the learners’ needs and levels of proficiency.

5.3. Limitations of the Study
Despite being one of the rare studies addressing the potential factors associated with writing

anxiety in the Arab EFL university context and the noteworthy results which had been yielded by
the use of different data collection tools, several cautions should be taken into account when
interpreting the results. Firstly, as in many self-reported questionnaires and interviews, the
validity of respondents’ answers might be affected by the possibility of unreliable answers, the
halo effect or a certain bias (Dornyei, 2003). In this study, some respondents might overstate or
understate their levels of WA for psychological motives. So, it could not be claimed that the
exact levels of anxiety among the participants are fully verified. In this respect, the validity of the
results could be verified more clearly in future studies by utilizing other data collection tools such
as observation and a think aloud protocol method. Given the nature of qualitative interviews with
twenty students from only three universities, the generalisability of results beyond the study
settings might carry little justification. Additionally, the interviewed female students might not
fully reveal their feelings and perspectives in front of a ‘stranger’ particularly the time for being
acquainted with the researcher was short. As such, a full picture of WA (its levels and sources)
could be achieved when the findings of this study are combined with future studies investigating

the same issue from different perspectives and considerations.

A third limitation stems from the statistical procedures and analysis in this study. Lack of

correlational and causal analysis between sources of WA with other variables like gender, years
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of studying English, learning strategies and self-rated proficiency may result in an incomplete
understanding of the investigated phenomenon. Another limitation is the reliability and validity
of students’ grades as a measurement of writing performance. The fact that the writing final
exams are marked by different teachers in addition to different exam formats and grading criteria
could also make the outcome far from certain. Future researches are recommended to use more
standardized writing tests which assess writing performance more accurately. The final limitation
stems from exploring the anxious students’ perspectives and experience concerning the sources
of their writing anxiety solely through interviews. Possibly, the data obtained would give a more
comprehensive picture and expressive thoughts if the researcher could have delved more deeply
into the participants’ feelings through the use of a think-aloud protocol. Specifically, this research
tool could be used while students are writing an English composition to get concurrent thoughts

and more authentic data (Hurd, 2008).

5.4. Suggestions for Further Studies

In addition to the extension of existing knowledge in the field of writing anxiety, the findings of
the current study indicate several issues waiting for further exploration. As the number of
participants is relatively small, the current study could be replicated with a larger number of
ELLs and EFL instructors. It would be beneficial and worthwhile to investigate and explore the
experiences of more participants from all the UAE universities and colleges. Furthermore, it
would be interesting to examine the impact of certain variables such as gender, age, and years of
studying English on students’ anxiety in writing classes. Through such a study, some major
research questions could be answered such as whether writing anxiety increase or decrease when
learners become advanced learners or gender and academic levels correlate significantly with

students” WA. It would also be interesting to find out if levels of anxiety higher among the

163



students in the public universities than those in the private ones. Further longitudinal studies and
investigations are needed to examine the impact of the coping strategies which have been
revealed in this study to deal with WA levels. It might also be interesting to investigate whether
or not lists of common English words provided for students were helpful in minimizing writing
anxiety stemming from the lack of vocabulary knowledge. It would be necessary to find out if
there is a significant correlation between the mode of grammar error correction and the level of
WA. In this respect, action researches could also be carried out to apply some of the coping
strategies and examine their effectiveness in improving writing performance and decreasing

anxiety.

As a matter of urgency, future research is also needed to investigate the effect of computer use on
English university students’ writing performance and anxiety. Moreover, the possible reasons
why students dislike using computer in their writing classes and tests need to be examined and
explored. As a relatively small number of the participants were interviewed in this study to get
their experiences and perspectives about the computerized compositions, it would be interesting
and beneficial to conduct a comprehensive study using controlled and experimental groups with

additional data collection tools.

Because of the dynamic nature of language anxiety, the exact reasons for students’ fears and
stress in English classes are still open questions requiring further exploration. It could not be
claimed that the questionnaires and interviews used in this study to identify the possible sources
of WA are able to completely cover the all aspects. So, it is recommended that further studies

should employ and incorporate additional data collection tools such as think-aloud protocols.
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Chapter Six
Conclusion

Over the last few decades, interest has been increasingly paid to the role of affective variables in
second language learning (e.g., Arnold & Brown, 1999; Gardner, 1985; Horwitz et al, 1986). As
it is one of the most reliable predictors of success in learning languages, anxiety has been
researched and investigated for the sake of creating a low anxiety learning environment.
Providing motivating and low-anxiety foreign language classes has been one of the greatest
challenges encountering L2 teachers. Later, the concern transferred to the language skill-specific
anxieties. In the context of writing, highly anxious student writers tend to avoid writing
situations, lose confidence in their writing abilities, abandon jobs requiring writing, and get lower
scores in standardized tests (Daly and Miller, 1975). However, reducing language anxiety and
alleviating its detrimental effects could be unattainable without fully understanding why and how
learners feel anxious in L2 classes (Spielman and Radnofsky, 2001). Thus, this study has mainly
explored and investigated the possible sources of writing anxiety and the strategies for alleviating
it among the ELLs in UAE universities. It has also investigated the levels of such anxiety and its

effects on writing performance.

The findings of this study provide evidence for the existence of high levels of writing anxiety
and fears among the study participants when writing English compositions. Also, it has been
revealed that the cognitive anxiety is the most common type of WA encountered by the
participants. Concerning the impact of anxiety on writing development, the findings point to a
negative correlation between levels of anxiety and students’ writing course grades. This
demonstrates to the detrimental negative effects of anxiety on language learning and writing

performance in particular. The results also indicate that WA is associated with different possible
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sources and factors. Test related factors are reported to be the most apparent effective sources of
anxiety among the participants. Other cognitive, linguistic, affective, and pedagogical factors
have also been found to be amongst the main possible sources of anxiety. In addition, the
findings obtained from analyzing the data collected from the interviews with low-anxious
participants and EFL instructors provide some learning and teaching strategies which could be

used to lessen the levels of anxiety and facilitate writing English compositions.

Researching issues related to language anxiety should be encouraged as recognizing the roots of
such phenomenon helps learners to be more responsive and “make language learning a much
more enjoyable experience” (Tsui, 1996, p. 165). Being more aware of the anxiety provoking
situations and factors would inevitably help students cope with such situations positively. It is
hoped that this study will contribute to the research about English writing anxiety in Arab EFL
context by drawing teachers’ and learners’ attention to the distinct role that it plays in foreign
language learning. Importantly, the findings of this study could help in guiding the policy in
relation to teaching and testing writing in the UAE EFL context. The detailed information about
the study’s context, participants, and methodology could help the readers and respective
stakeholders in terms of applicability or transferability. This has been clearly put by Stake (2006,
p. 90) “...because the reader knows the situation to which the assertions might apply, the
responsibility of making generalizations should be more the reader’s than the writer’s.” Teachers
are also expected to continue their attempts to find out the causes standing behind their students’
WA and experiment the coping strategies to help them turn the process of writing into an
enjoyable event. In addition, the study findings will be of special interest to test designers, and

curriculum developers as they have drawn their attention to the necessity of creating other
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assessment tools to make writing classes less stressful. The current study expands the literature
related to English writing anxiety in the Arab contexts and contributes to creating a low anxiety
learning environment since it has identified some of the causing factors and presented some
practical coping strategies. In this respect, Young (1991) mentions that creating an effective

learning environment is dependent on recognizing the sources of language anxiety.

Being a foreign English language learner, 1 myself have encountered many writing challenges
before completing this dissertation and saw a younger version of myself during the interviews
with the highly-anxious learners. Producing academically coherent writing which would be
accepted by the readers has been one of the main concerns. As a researcher, I acknowledge that
only the tip of the iceberg has been discovered during this long researching journey and research
on writing anxiety is still so underdeveloped that much investigation is needed to get a better
understanding of this complex psychological phenomenon. As a teacher, this long journey has
given me an impression that learners are not born anxious but the learning environment could
contribute to their stress and negative attitudes when learning foreign languages. Whatever the
level of students’ anxiety is, teachers’ appropriate teaching strategies, their tactful constructive
feedback that considers students’ levels and backgrounds would inevitably lessen anxiety
detrimental effects. Hopefully, the positive lessons and coping strategies | learned from
conducting this study will be applied to my writing classes to enable my students produce well
written English compositions in an enjoyable free anxiety environment. I am absolutely
convinced that the warm-hearted interaction with students and the real awareness of their
concerns in language classes will make them believe in the slogan ‘success comes in ‘cans’ not

‘cant’s’.
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APPENDICES

Appendix A- Second Language Writing Anxiety Inventory developed by Cheng (2004)
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Please read the below statements about writing in English and circle the most suitable choice for

you among the choices 1, 2, 3, 4, and 5. While answering the questions, you are kindly requested

to be honest as the findings are going to be used for research.
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| have no strong feelings either way — cuéhll (e Y Sl ¥

While writing in English, I am not nervous at all.

AL AU vie 3ULY) e bl jedl Y
4 Y

12345

| feel my heart pounding when | write English
compositions under time constraint.

g s ge AS die B 58 (3ddy B Ly e
COtre e Ul (A Sl AL

12345

While writing English compositions, | feel worried and
uneasy if | know they will be evaluated.

123 45

I often choose to write down my thoughts in English

Ao plasy) ARl (5 IS e lial Lo Lile

I usually do my best to avoid writing English
compositions.

S i (saea s bl Al Lesale
4 oY) AallL aaal sall

My mind often goes blank when 1 start to work on an
English composition

GRS s ) (e JSEY] il Lo Wle
A YV ARl & gaa sl

I don’t worry that my English compositions are a lot
worse than others.

AR LiST ) aal sl o 3 S8 8 55 Y
gl e S gl 8 3 Salasyl
L)

I tremble or perspire when | write English compositions
under time pressure.

gl sl (SIS e B je Cuail 5 ()
¢ ) a4y iy dallly

If my English composition is to be evaluated, | would
worry about getting a very poor grade.

Ll L An 2 e J el 388 (g0 30
AR LT ) aal sl of Caale 13)
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Neani a4 laiy)

10

I do my best to avoid situations in which | have to write
in English

S a8 ) uins (gaea (5 bl JA
A ey Al LN ) e el

11

My thoughts become jumbled when | write English
compositions under time constraint

G gl Gl | las iad 3 H\SaY) Labias
A ISy ARG wual sall AT (aiaddl)

12

Unless | have no choice, | would not use English to write
compositions.

o) sl A A Salay) Aall aasiad
i) ylaa¥) YA Y] Al

13

| often feel panic when I write English compositions
under time constraint.

el sall ST Laxie pe Ay yeidl La ) S
G gl Baa a4 Jalasy) ARl

14

| am afraid that the other students would deride my
English composition if they read it.

el sall (e 0 AV O Ay of caal
L 558 13) Ay udas)V1 ARl Lgash

15

| freeze up when unexpectedly asked to write English
compositions.

i e bl Lavie S ey denl
A Y Al o 5o S 1) B

16

| would do my best to excuse myself if asked to write
English compositions

e gue e Y (s3ea (5 )bl JAl (o g
oo M S le AUS o (S8 axe ) )
A ) Il aal 5

17

I don’t worry at all about what other people would think
of my English compositions

a8 (ga (OURY) Je BllL sl Y
Ao ) ARG ST 1 aal gl 53 Y)

18

I usually seek every possible chance to write English
compositions outside of class.

ARl ) gall LUK Al da i ol gt
Caall z a4 sy

19

I usually feel my whole body rigid and tense when |
write English compositions.

LS vie Casall (e ol 5 2 55 el
A ey Al sl 5

20

I am afraid of my English composition being chosen as a
sample for discussion in class

LeiS) ) apal gall aal sl iy of sl
Al 8 A8l AueS 4 Jlaiy) 23l

21

I am not afraid at all that my English compositions would
be rated as very poor.

e S L o e LY e calal Y
da 0 o dians 4 ) ARl auial 50

gl e

22

Whenever possible, I would use English to write
compositions.

LS 4 Sl Al aladial o i o)
Aua ) G LalS aal gall
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Appendix B. sources of Writing Anxiety Questionnaire

4 3ulay) ARl AUty 381 5 A (BNl g i gAd) jalaa Jolily oladied 1 LG

Please read the below questionnaire statements about writing English compositions and indicate the degree to which

each statement applies to you by ticking (V) whether you strongly agree, agree, undecided, disagree or strongly

disagree with the statement.
2Ll sl (V) Aadle g g clld g @lfiay Lo )3 LSV 5 4 Salai) 23l A0S & gum g s saai ) Glasiasl] (e olial i) 36 58 ela )
By (380l W (8 gl Y camy )58 253 A1 (38 gl By (38)

M
Q
[}
—+
o
=
(%2}

o
E
v
3

1:

=z
o

Items
Gaall Bala

(€158 Fpre

9940y
AlBuons

QLY

9940y

g Fr
pap1dspun

R (€1
aalbesig

R e

aalbesig
ABuons

1- I have no self-confidence in my writing abilities.
Ayl 08 3 @l Y
2- | feel stressed when | write English compositions.
A ey ARl 4 e Ll o ST Ladie 568 5 Gually e
. 3- | feel that other students in the class can write better
E ::’.} than | can.
%5 ) 50 Aelia s LU Caall 8 o A Y1 Sl ut_,)m\
4- Taking a writing course is a frightening experience.
Adie 4 ad (A AUST (Gluse (8 Q) ()
5- I have no motivation to write English compositions.
A oY) Gl el 9o LUST s adlag dae ) (ool (ud
3 6- I lack the ability to generate and organize ideas.
S OSSN ity a5 e 8 gl 53500 )
=
zg S [7- [1find it hard to write what | mean.
%’ el L dlS B4 ma Sl s
k 8- I find it hard to start writing English composition.
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A Bl gl 5o T el Bl s a5

9- It is difficult for me to write good compositions.
AS) ) Ganeay yal 58 e 13 Ve 5 apal 50 S )
10- | I know little about the features of good writing.
Al g puia gall il ga e JilB) e
11- | I lack the habit of writing in English.
Ay agle slief ol el ga 4y ulasy) sl AU ()
12- | I find it difficult to handle the topic within the
required length.
Aall Lmaa |yl i (e (003 Ul (B g gaim gl A4S
13- | My constant grammatical mistakes make me upset
when writing English compositions.
ol aual ga AU die 3 paiiall dyae ) gl JUad) Sae 3
Aoy
14- | My inadequate vocabulary knowledge makes me
stressed.
Jisie Alaay Sl g il jially SIS e ol
Nl - — _
% 3 15- | I lack the skills of writing coherent essays with
%.‘CE’. complex sentences.
¢ 2 LS8V Ayl yie VA A0S0 A 331l gl (o (S Lo llial Y
© A jedgae) 8 Jaa Jlexinly
16- | I do not know how to use conjunctions properly.
e U< oyl ol aladinl A Ca e Y
17- | My spelling mistakes frustrate me.
LlaYl i A3l Alaal 5 S ()
18- | I have not got adequate teaching of different writing
= genres. ‘
: § Al ol gall &) il ga LIS Laglas (351
=y
‘EB 19- | Writing teachers focus on theoretical concepts of
G 2 writing rather than practical aspects.
%8 O SS) AU A ) gl o el alee S L llle
o Alaall | glall
&
20- | Teachers only concentrate on my writing as a final
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product.
LT ) gl gall il JS e T agalaial () galaal) Crusy

21- | I have not been given instructions about writing
conventions.
AN ol el g ol Joa S il g ulal ) of (351 A
22- | Writing teachers focus on accuracy more than fluency
AU e SiSTAR e jueil) galaa S
23- | Writing teachers keep telling us that writing is an art;
writers are born.
e Y A gy sl o 5 b o 2SI ) i e ) saleall 20
24- | Writing teachers do not give individual feedback.
Al JSTA00 8 dnal ) dp0a5 ppail) gales any Y
25- | The feedback I get on my writings is almost unclear
Chaualy e Raal Ak e Jaal LiUWlle
+ T1 n -
E @ [26- | The feedback I get is often negative.
}% Y] e S Al daal 400 e Juas|
F 2
» N 27- | Teacher’s red color comments make me anxious.
LA alesy 4iladed LS 8 5] 05l aledd) alasiind )
28- | My colleagues say that my writings are poor.
6 sinall ddmaa oanal 9o L (I (S J s
29- | I get anxious when | know that my writings would be
evaluated by teachers.
ol () 5 s S22 Cppalaa O Cae Lovie ) (181 sy
graa se
30- Discussing my writings with my peers makes me
anxious.
m Ll e 0 ) ae LeaiST 3 pancal gl A8 ()
=
f c
}’f 2 ||31- | I getanxious if my friends read what | write in
S English.
Al ARl 4T Le (333 T8 13) GIL et
32- | I fear of losing my face when committing many

mistakes in my compositions.
el (e LS O Ladie g s ele (a8 (e (54
. al 5e
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33- | | fear the negative consequences of failing writing

tests.
@l sl Shial G L e 4 i) A gl () el (e oA

Al

34- | | get upset when I do not understand the prompts in

the writing tests.
LU @l HLa) e callay Le agdl Y Ledie zle 3L e

(RO
S1S9 |

35- | | feel my heart pounding when 1 sit for writing tests.
R JCA 5 PN P R SR TR

1- Inyour opinion, what are the other causes of writing anxiety that apply to you? (You can use
Arabic to express your ideas).

8 A pad) Aall aladia) GliSay) felle Galaiy oA ALK (pe GBI el s ) 5 A Gl o Le el ) ]
(b, o il

2- In your opinion, what should be done to reduce writing anxiety? (You can use Arabic to express
your ideas).

Ayl Al alasiin) @li€ay) 94 julay) Al LUK Caalial ) GBI jelie (el dlee iy 3 Lo el -2
(<) oo omadll
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Appendix C. Sample of Interview and Focus Group Questions

What worries you most when writing English compositions?
How do you usually feel during English writing tests? Why?
What exactly upsets you in writing tests?

How do you feel when teachers correct your mistakes?
Do you mind if your peers review your compositions and correct mistakes? Why?

You mentioned that some teaching practices upset you in writing classes, would you clarify how this
happens?

How do grammar and spelling mistakes make you more anxious when writing English compositions?
How do you feel when you encounter unknown words in the writing prompts?

How do you feel when you are tested under strict timed exams?

What is the most difficult type of writing for you (reports, letters, essays, etc)?

What frightens you most when writing English essays (organizing ideas, the topic, word count...)?

Your responses to the questionnaires show that you are not confident in your vocabulary competence,

how does this contribute to your writing anxiety?

Which is more comfortable for you, taking paper-based tests or computer based ones? Why?
What else would you like to add before we finish?

Could you suggest any ideas to make writing classes or tests less stressful? (in focus group)
What strategies do you use to reduce English writing anxiety? (in focus group)

What strategies do you use or suggest to make your students cope with stress resulted from difficult

prompts and poor vocabulary knowledge? (in focus group)

How do you perceive the computer use in writing tests and classes? (in focus group)
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Appendix D. Consent Form
An Investigation into the Factors That Cause Writing Anxiety for EFL Learners in the UAE

Universities.

Dear Participant,

You are invited to participate in an investigative exploratory research project. My name is Sulaiman
Hassan Hussein, and 1 am currently a doctoral student at the British University in Dubai in the faculty of
education (English Language Teaching). While a significant body of literature has been created
concerning English language writing anxiety, no related studies have been conducted in the UAE
universities. The purpose of this research is to investigate and explore the causes of writing anxiety and
the strategies for alleviating it among the Emirati university students when writing English compositions.
This research will occur in two stages: (1) During the first phase you will complete two questionnaires,
which are being used to gather information about your attitudes toward writing in English and about the
possible causes of writing anxiety (approximately 30 minutes). In addition, your writing final exam
grade will be collected from your instructor at the end of the course. During the first stage of the study
you will be asked if you are willing to participate in the second stage. (2) If you are selected to
participate in the second stage, you will be involved in a face-to-face audio taped interview

(approximately 20 minutes).

The data collected from the questionnaires and the interview will be compiled into a report and your
identity will not be revealed in the final report or in any conference presentations and articles. | will
replace your name with a pseudonym during coding and in the final report to ensure confidentiality. The
transcribed audio files will not be used for any other purpose without your written consent. Your
participation in this study will be confidential, and there are no foreseeable risks or discomforts. Your

real name will not be linked to any written or verbal responses in the research study.

Your contribution will be of great significance since finding out the roots of writing anxiety is not only
beneficial to the learners but also to the higher educational institutions which suffer from the small
number of students in English departments as a result of language anxiety. Additionally, your

contribution is expected to draw attention towards anxiety as an essential element which should be taken
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into consideration when teaching English writing in the UAE universities. If you have any questions

about this study you can contact me by e-mail,baga55@gmail.com or by mobile number 0506495689.

This research report will be submitted as a final project for my dissertation study at the British University
in Dubai. My director of study for this research project is Dr. Amanda Howard whom can be reached via

her email Amanda.howard@buid.ac.ae.

Your signature indicates that you have read the information in this letter and have decided to participate
in this study. You may withdraw from this study at any time. Please notify me verbally or in writing if
you decide to withdraw from this study. Please contact me via my email or mobile number in case of
any inquiry or a wish read your interview summaries or a copy of the report. If you are willing to

participate please write your name and date in the space provided.
Name of Participant: .................ccooiiiiiinin.n.

SIgNAtUNe: .. e
Date: ..
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Appendix E. A histogram of SLWAI scores

Histogram
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Appendix F. Descriptive statistics of SWAQ seven categories

Statistics
Affective | cognitive | linguistic | teaching practices | feedback | evaluation tests
N Valid 110 110 110 110 110 110 110
Missing 0 0 0 0 0 0 0
Mean 2.8545 3.2013 3.1309 3.0227 2.6964 2.9545 3.4970
Median 2.8000 3.3571 3.2000 3.0000 2.8000 3.0000 3.6667
Std. Deviation .86816 .85261 .97546 .69821 .63865 1.10107 .97966
Range 3.80 3.43 4.00 3.50 3.00 4.00 4.00
Minimum 1.00 1.43 1.00 1.33 1.00 1.00 1.00
Maximum 4.80 4.86 5.00 4.83 4.00 5.00 5.00
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Appendix G. Percentages and mean scores of affective, teaching practices, feedback and

evaluation factors of SWAQ.

= Percentages
- o
S Items
8 |—
» SD D U A SA M
1- I have no self-confidence in my writing abilities. 21.8 39.1 | 145 | 173 | 7.3 2.49
2- | feel stressed when | write English compositions. 11.8 33.6 | 10.0 | 345 | 10.0 2.97
> 3- | feel that other students in the class can write better 7.3 20.0 | 10.0 | 36.4 | 26.4 3.55
=R than I can.
S
s |4 Taking a writing course is a frightening experience. 20.9 30.0 | 164 | 22.7 | 10.0 2.71
5- I have no motivation to write English compositions. 20.9 382 | 118 | 227 | 6.4 2.55
18- | I have not got adequate teaching of different writing 10.0 30.0 | 12.7 | 26.4 | 20.9 3.18
genres.
19- | Writing teachers focus on theoretical concepts of 6.4 19.1 | 33.6 | 23.6 | 17.3 3.26
writing rather than practical aspects.
_|
@D
§ 20- | Teachers only concentrate on my writing as a final 8.2 29.1 | 21.8 | 30.0 | 10.9 3.06
5 product.
(@]
©
o [ 21- | I have not been given instructions about writing 11.8 50.0 | 145 | 164 | 7.3 2.57
2 conventions.
g
22- | Writing teachers focus on accuracy more than fluency 2.7 29.1 | 29.1 | 264 | 12.7 3.17
23- | Writing teachers keep telling us that writing is an art; 17.3 255 | 200 | 26.4 | 109 2.88
writers are born.
oo 24- | Writing teachers do not give individual feedback. 17.3 373|236 | 182 | 3.6 2.54
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mistakes in my compositions.

25- | The feedback I get on my writings is almost unclear. 10.0 318 | 155 | 336 | 9.1 3.00
26- | The feedback I get is often negative. 8.2 40.0 | 21.8 | 255 | 45 2.78
27- | Teacher’s red color comments make me anxious. 23.6 318 | 11.8 | 21.8 | 10.9 2.65
28- | My colleagues say that my writings are poor. 26.4 27.3 | 22.7 | 155 | 8.2 2.52
29- | | get anxious when | know that my writings would be 10.9 282 | 45 | 309 | 255 3.32
evaluated by teachers.
30- Discussing my writings with my peers makes me 16.4 373 | 45 | 291 | 127 2.85
o anxious.
=
c
= [31- | I getanxious if my friends read what | write in 16.4 373 | 9.1 | 236 | 13.6 2.81
S English.
32- | | fear of losing my face when committing many 17.3 33.6 | 10.9 | 23.6 | 145 2.85
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Appendix H: A sample of the quoted extracts (Arabic version).

(b DS (yany ina agdl ol 13 Tan 318 () ST ) puad) (i a3 il 8 il 5 5 sl bole o8 Jl 401
allay Loxie lan 3ali ya () 58T 40 el 35 59 SV AS ina agdl Al Y ail Al ) Gl Glaial (A1l

aS Jia3 g Sl adaty of Sy (A1 Ul sl i agd ade (e (B a0 585 LS cillaial & Casall cildaal jK74,2
Ao oy LS T Bale Wl o8 1 sad) i 8 Amal) LS lae & Sl 6 Jy sk < 5 aual Ladie i sia (S
e seia J) ) Ll i< 1)

il Ol yualae 6 L Adadi e daaladl 8 i) 50 0 14D T 53 sie ilaat LY A0S o jlasl caf Y 4.3
&) ok caily of (il Jaa Lo 128 e (5 S8 () 5S35 lilaial] 8 081 g B ) 0 LS e 50l () ST L))
Olaie¥! A Lalai ddlie () oS5 Laig dpiall by 51l IS 30 aanial 5o ST ol il

V) A 58 450 38 (5 IS 3 5 35 8 A5 ) e s il 3 ) 50 BS 4.4
Ge i Gl G o SV il e L el Glatial (8 0 ) QIS 8 La s e, (B g daalal) 8 i e

(8 (S s sa AUSD Ui daaall il € gl G 3 53 g )5 0 5ST ) W) AU CllaieY galasiad (e a2 ) 4.5
lY) laial b (e samgal) 3 A e gl s S a8 aal sl CaS S jle e Ui Aol

Gledle ¢ s DUl alana sl AT g ja Blas B ) Genl dana iy 8wl sall ) L Bl 5 Casay eal Laa 4,6
Al e By ) S g aa shae 13) S8l agl i 58 )5Sy 5 Cpan]

Lol | olaie¥) 8 ol ye DG (e ST Riall gl Uigay o U IS8T aday () jall Lad (laial) 8 dae e ddaal ST 4,7
Ja5ill dasall i gl o pay s S, Jae ST T ST a8 Le Al il el ol 82 10 GBiie J s Y]

QL yigi sy () Gldle e Juanl Conall (8 (are G5 3aa3 () g ganal o ) Ve ST i 5 61 4.8
DSEY) iy (5 8 15 daae G ek i AU

S & s sall (84 sladll LS dae (ST 81 5 (g SET adal saly ) < o) dalany S el gl 6 Sl Ll 4.9
g she sl Cual SN 8 dle of aSlie Ul 358 JS il < gl aa S g 52 30 DUl ) ) iy
NS

Bliy il 7 g s (5 S e ) () O (i Le 1305 JISE ae o (5538 a3l 3 gn (5 585 e ST ¢ 5al) 4,10
ol e RS 5 SV gl sl S Y A5l Y AU die S

LS 48 ph (e calias el LUS A8yl I J s S Lala oY (sl Lmaa (g 5alaiV s il 50 4US 4,11
i i ling il sall o g 53 IS O wad) g gaim gall il 50 48 jaa Jeos 5o . Al Cila guspl) Cia g 5l ALY
e Bl s

oo I e salla 13 gl el oS4 Leie (gaie A aual sall (e i€l S Cual ) Jo I Al 4,12
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Shanin) e Sinic dpmeall gaal sall 60 J5Y L pand gual g0 o ST e @ sallay Letie GBI (eal 4,13

& 3 sall il LS Al 5 lSaY)

Lo JS il aief gaie 33 g 50 La Bl Chuall 7 i AUSH il J 8 dnalad) 2 HA (g laiWL el 50 ST U (3000 4,14
Jile g el i ey A ST aal gl Gl

OY A ) Clilaiall & dala A0S A )l g S8 e pueill iS5 La g 53 sama Leb e | I il 4,15
LS o ST i 6 )\SE e puil] suliall ClalS) alag) 8 e 53 ) A peiall a8 I dsally 5 k)
Al eayladd)

ALY eUad¥) (8 2l g SE1 D) cUadY) (e 5l aaell LUSN Gavas g cililaial 8 s ulay 3 ST 4,16
ol sall (84 sladl) LIS JalS saadl ST Lo il 5 (g S8 adady 134

Al UaaY) 8 AU s 3 LS il iy (et 5 agdl Jslal Ul Jysha iy il Lilaf 4,17

b Ll Gany agh ade G () 585 (e Cllaial) A aal gall LUS e 5508l axe dllaial b Jill (Sl Gl
Loyl Gl any Jlanial agdl ) dawilly e i) el cdagme 3085 4 50lasV) 2l 2ol 8 s agd 43 500 4,18
Gy (55 UK llaial 8 AL Ll Sale " paioaall” 5 S0 0 i " 4 gan g sall G ga
Agac) @l Aaal

:—LL;S“L\;SJAAS“ u}ﬂhb#@ajjc_&w\)j\ @m‘y@@h&&a\é@&}u&u)&d\%\ﬁjou4_19
gl sal) L\:\SU}‘LA‘;X;}XAJ:;\_ILIS]\ e J8 (e Al SlaaSall 5 5 ga ) (e S 20all | LeilElia o 905 S

A oY)

OS) eUas¥ (e alets Ul e Ul oS alal lacia¥) dagis ey f SLUS S 438 Lavie )5 il 5 s 20 4,20
AT Ll Y] sl L

Sl (g g se o) Alhe ST 5 (gl ¢ el shan 5 s gy (i e gl 50 ST 1 e L Ias il 4.21
Mg oy ¥ A (AUUS G g Gladal) (& (SUUS G S (3,8 aal IS8V Jliasinl g it e e 05

T ol Tl aS G jle (e g de Hi A8 ) o JUal Ul 53 0 ) Caplil Lal jgilly Lun 4,22

el 2 g3 agilal g5 aganal s saln G AY) gl Ladie Jigiay (o AY) Ge ilide ) al 4,23

Al 8 Tl ) J8 Ao ) Goamy Bel i SUUS e gl g casadl 3 cael (Y ) jas 8 glal Ll 4,24
Ui Jdll i Jeand Lo glaia¥) (A G ) 13) (5 pand J 80 Laila | i e (3155 50 (3581 () iae L cililaiaY)

Al g

JSE e el Al 5 S Y Sl 5 (o bV 6 s ASIL il Jgas o8 B Sl S e 4,25
,9“)3”‘5

W JB il | aganaai s agillaadle (e aladl 53 au saall masaai s cildandle (e Al pany i 281 4,26
(A (e aleiy ST oY Jladl e e A0l 13 iegy Lo Ul Blleall UBA (e salaly Gl 5315 e

204



aoY JiEy Jelas e Gle e 2 13gd apaall alal 53T ae Aldad] L] Ulad eV e i ¥ 4.27
Adsa S

e Y ol e 2l Ao SV e Ble ) s G i 2aT Gl SE Tl g olaial) Jani L 8 4,28
oaieyl Al e K51 Alead Jl a1 sla

al (sola IS B85 e (3 Jie ate¥) (8 el 501 0 b ians Cany 5] Anpeat e Juel 4,29
sl ol By (e Chiny Vi

) gl Le ISl ) 5 V) Jie 4L pal gall (g dilida o) il e oy yaill 5 paladl ) il iy 54,30
AL Gacas g lilaiel) G o) 4 el 1 sl Cad b JS Caall s ST Gl

a5 Gl el a3 Le (8 ) aal sall Cilial o ool lile dipeal) dpadadll adl sall (any Jeinl 4,31
ey el 8 (S Gl e Gl s g 5l Caia g s 4palan) VR LS e o g

el Gany 1 ol jadl) 5 LUK agdais A8 yha alasY (K15 30 ) A ol (e Jalh Gl GV 5 panal | 31 Sale 4,32
OMSEYT (S5 ol (oS aledY al gall (amy e 53 g gall Jilis Hl1 5 oV

B sle i B Al (g e el llaadle 58 5l 5 jS8e Janin Ul g asall s A yae allds <€ () 36 4,33
a:u\uucﬁa:\ﬂ&_gksg:wstﬁm,s\u‘;idlﬂ@md@@uwﬁ\u@em\smém)Lm‘";'c\)éaﬁ}
AU A e

iagdy sl AU Al e i) 4y 3udatV) Aall s die Uasaty ) ae ) i) pUadl iany (e 5 e )l Glile 4,34
MThe" 5"a" Jleaivd s JdYL dalaial) Lald cUadfY) any

ARl gaial o (3 Lelaof i a3 ) oladY) (e bt 3 5lai¥) RN Al Adley) Uad YL Aaild Jac 4,35
A )

Jils N 5 <l yaal) S e e pail) gl laial) 3 ga agd sy 5 AU Cliladial 53 6il) (e (ali) I dal (00 4,36
JS ST calldall ()il Le S aiie ]| SUUS Gra) el @l il (amy SULaT Qasitasl ¢ can )l laia¥) U ol 300 VA
sl Qi U e sl L

Cleld & A8 5 aaae € gy il ad B Sl Cpilaial coglad s gl Gl Jie cllilaial) Jaoi L U8 4,37
Satiay)
)

Oira zasai 5l padle dee 48 ) 5l Cals e "Gadle! Jal () By g il ) O\A‘m‘masgkd@_ﬂi 4.38
D) S e Salaay B e

JM‘QAM\ &5l Jlal @muﬁiu@mquxsg\ji Ladie ol jal 233 ) aecdl g JIsud) (il 8 4.39
Slidae L sacluall HSEVI JMA (e (il agdy TSI cililaial b ALY (e seal G b AN Gl il
el e

Ay Y e 3l g s Laily o3l SN (e niay 2o i) 5 DY) sUadl (e i Al Jeal Y Ul 4,40
o) @ elaal (50 Jan LUS S 8 Las K80 Ul 5 8 gl oy (g aa] 40
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Appendix I: A sample of teachers’ responses during the focus group discussion.

Researcher: Most of the interviewees expressed their fear of numerous spelling and grammatical
mistakes they commit when writing in English. As teachers, what are you doing to minimize anxiety

emerging from this?

Teacher A: | think that many students fear making mistakes, especially grammatical mistakes. | often tell
them even if you make whatever spelling or grammatical mistakes you will get scores on the other parts
of your composition. | let them know that they are only penalized for language part but not the whole
writing. | sometimes ask students in pairs to pick out some spelling or grammatical mistakes and discuss

them in public to make them believe that making mistakes is a natural part of the learning process.

Teacher B: In addition to what has been mentioned, | always secure students that slight spelling
mistakes are tolerated unless they change the meaning or make the word unrecognizable. For grammar,
if a sentence is written without a subject or verb, | do not tolerate that and | deduct marks for this...but if
the adverb is misplaced, I let them learn the correct use without penalizing them for this.

Teacher C: personally, | suggest teachers to create the so called mistake happy zone which enables
students to write non judgmental compositions at least once a week. This lets ideas flow without being
hindered by the fear of spelling or grammatical mistakes. In this way, students get used to paying more

attention to the content.

Researcher: Would you like to add something more in respect of students’ mistakes?

Teacher E: Yes. I think that ....tension develops from the concern about numerous numbers of spelling
and grammatical mistakes could be decreased by making students celebrate their mistakes. To activate
this suggestion, once | asked my students to record the spelling and grammatical mistakes they

committed during the writing course. Eventually, students were asked voluntarily to display the common
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mistakes in the class and present how they benefitted from them. By doing so, | am trying to make

learning from errors a sign of pride instead of a source of embarrassment.
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