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ABSTRACT: Researchers have attempted to identify and deffieeconstruct of anxiety in
foreign language classrooms for many years sincglifim as foreign language (EFL)
students are often apprehensive about their abibtysuccessfully communicate in written
form. The purpose of this study was to investigfagepossible relationships between foreign
language writing anxiety, gender, year of writingperience, writing self-efficacy, and actual
writing competence by conducting a chi-square tastywo-way ANOVA, and MANOVA. A
total of 146 juniors majoring in English at a prieauniversity in Taiwan voluntarily
participated in the research. The results show #tatlents generally appear to be anxious
when writing in English; anxiety is quite pervasimweEFL writing classrooms no matter how
many years students have learned English writinthenpast. Male students who feel more
anxious score higher on the writing test than fematudents. Low anxious students
self-estimate to have higher writing efficacy anctual writing competence than high
apprehensive students. Pedagogical implicationstéachers to recognize the existence of
students’ writing anxiety are presented so as t&erawriting class less stressful
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INTRODUCTION

A high command of English writing ability and skillis critical to enhance university
students’ writing performance and academic sucdasspite its importance, a large number
of students in Taiwan consider English writing asluaus, challenging, and frustrating
because their writing is generally poor in termscoftent, organization, vocabulary, and
language use (Liao & Wong, 2008). Taiwanese stisdeften write only for exams. Such a
link between writing and exams may make them faghfened when it comes to writing.
Writing in a foreign language is an acknowledgeffiadilty for a majority of EFL students
because writing is an affective as well as cogaitetivity (Cheng, 2002; Lee, 2005). With
more cognitive psychologists (Bandura, 1977; Hay®896; Hayes & Flower, 1980) in the
field of writing research recognizes the importanfaffect and self-efficacy in the writing
process, writers’ affective responses, particulartiting anxiety, have been receiving much
attention (Cheng, 2002). The effects of anxiety foreign language learning have been
explored since the 1970s (Liu, 2006), and resesaschave attempted to identify and define
the construct of anxiety in foreign language clagsrs for many years since students are
often apprehensive about their ability to succdlysiwmmunicate in written form (Schmidt,
2004).Horwitz et al. (1986) and Macintyre and Gardrf1991a) claimed that foreign
language anxiety is a unique type of anxiety spe&if foreign language learning. Students
with high levels of foreign language anxiety magage in negative self-talk or even have a
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mental block, which affects their ability to prosasformation in foreign language contexts
(Liu, 2006; MacIntyre & Gardner, 1991a). High arnsdearners score lower on standardized
tests of writing (Daly, 1985) and write essays tteakive lower evaluations (Lee & Krashen,
2002). Numerous studies also show the negativeaethip and effects of facilitative anxiety
on writing performance. For example, Horwitz et @986) stated that three sources of
foreign language anxiety -- communication anxiggst anxiety, and fear of negative
evaluation — may adversely influence FL writingé@kent et al.(1994) and Tsai (2008) further
reported that self-confidence leads to achievenmeriEnglish writing. However, affective
factors may bias the self-assessment of languagfeeipncy (Macintyre et al, 1997). Several
psychological models of motivation suggest thaf-astessment mediates between actual
competence and eventual achievement. Bandura (I288¢mphasized that self-perceptions
of competence determine the amount of effort expdmd pursuing a goal. If expectations are
high, then one will expend greater effort, withaer likelihood of success. On the other hand,
if expectations are low, one expends less effath l@ss success.

Though researchers have attempted to investigateethtionship and effect between anxiety
and foreign language achievement, a great deasafarches have focused on anxiety in the
fields of speaking, listening, and reading skilofwitz et al., 1986; Lee & Krashen, 2002;
Liu, 2006; Macintyre et al, 1997; Mattern & Shav@1®; Mills, Pajares, & Herron, 2006;
Yashima, 2002), prediction in regression analysas anxiety and writing achievement
(Cheng, 2002; Jones, 2008; Lee & Krashen, 2002tevta& Shaw, 2010; Matsuda & Gobel,
2004), as well as scale development and validatiexploratory factor analyses for anxiety
and writing performance (Cheng, 2004; Lee, 20051n8dt, 2004). Despite studies on EFL
writing anxiety have revealed equivocal resultsardig the relationships of writing anxiety
to EFL writing performance (Wu, 1992), concern fevels of anxiety, gender difference,
years of writing experience, writing self-efficacgnd actual writing competence is still
underdeveloped in the Taiwanese learning contexfjsch work is needed to achieve a better
understanding of EFL writing anxiet$ince evidence of how those variables that would
possibly link between levels of anxiety and writio@gmpetence has been scarce, the purpose
of this exploratory study investigates the reladitip between years of English writing
experience and different levels of writing anxi€kfe interaction effect between gender and
anxiety levels on writing capacity is also examinEdrthermore, students’ writing anxiety
levels and the variables of writing preference,timg self-efficacy, and actual writing
competence are sought to explore whether themgyisignificant difference among them.

LITERATURE REVIEW

One of the earliest and most prominent scholarsnvestigate second/foreign language
anxiety is Horwitz who claimed that language-ansicstudents often study more than
low-anxious students; however, their level of acbaent does not reflect that effort (Horwitz
et al., 1986). Horwitz et al. stated that therethree components of foreign language anxiety:
communication anxiety, test anxiety, and fear ofgatiwe evaluation. Students feel
apprehensive about writing, especially when writéssignments contribute substantially to
the course final grade (Schmidt, 2004). Those witling anxiety may experience higher
anxiety when asked to write, and this anxiety iglent in their behaviors, attitudes, and
written work. In terms of written work, those witdriting anxiety tend to have more difficulty
in creating ideas for writing, produce shorter vwgrdand experience difficulty with
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grammatical usage and mechanics (Reeves, 1997¢gSk@12). Undoubtedly, writing anxiety
can be a deterrent to learning. To test this thedoywitz et al conducted a study with 75
English learners of Spanish at an American unitieiisi their regular language class. The
study revealed that significant foreign languaggriety was experienced by many students
which adversely affected their performance in tlaaguage. This finding is supported by
Aida’s (1994) and Kitano’s (2001) studies, indiogtithat a fair amount of anxiety existed in
the Japanese classroom and that foreign languagetyamwere inversely correlated with
language performance. Kitano further concluded tkaidents’ anxiety levels were
significantly and positively correlated with theiecreased perception of their own ability in
the target language.

Although EFL learners often assess their own |egrrability, considerable research has
suggested that errors in self-assessment do oE€ir;students sometimes underestimate or
overestimate their language ability (Macintyre bt 4997). Part of the reason is that the
affective factor of language anxiety may particiylaibias the self-perceptions of
second/foreign language competence (Dornyei, 1PRgIntyre et al., 1997; Ready-Morfitt,
1991). As mentioned earlier by Bandura (1988), g@tions of self-efficacy determine the
amount of effort expended in pursuing a goal. Iheotwords, students’ beliefs in their
capabilities play a crucial role in their ability kearn how to write (Jones, 2008). When EFL
learners have low self-efficacy of writing competenthey expend less effort, with less
success.

Apparently, self-efficacy not only indicates stutieractual proficiency, but also probably
assesses some affective construct, such as langoagty (Macintyre et al., 1997). Previous
research has shown strong relationships betweayudgye anxiety and both subjective and
objective indices of proficiency. For example, Magte (1994) found a stronger relationship
between language anxiety and subjective self-p&orep of proficiency than between
language anxiety and objective proficiency measutdéément et al (1994) has also shown
that perceived competence and anxiety are moreelglaglated than are self-ratings of
competence and objective achievement. These findinggest that the mismatch between the
subjective perception of competence and the aatoaipetence results from “error” in
predicting one’s language ability. This error magrencommonly happen to highly anxious
learners who have little faith in the ability tohamce their performance (Macintyre et al.,
1997). Shang (2012) examined 146 Taiwanese EFlemsritia multiple comparisons among
the three anxiety levels on writing self-efficaBesults showed a negative correlation which
is consistent with the previous research findinpsit is, the more anxiety in writing the
students are, the less writing proficiency theycpate (Clément et al., 1994; Liu, 2006; Tsali,
2008). Students at a higher anxiety level are ttebg confident when writing in class. Many
students’ anxiety levels increase when they pdertu receive negative evaluations from
teachers. As discussed earlier, more anxious stsidend to demonstrate low self-efficacy
and show less confidence in writing so as to peecéhemselves a lower English writing
proficiency (Jones, 2008; Shang, 2012).

Accumulating evidence has also indicated that apxeads to lower writing performance.

For example, Lee (2002) and Lee and Krashen (128i)g Taiwanese university students as

subjects, found a modest but consistent relatipnsbtween writing anxiety and actual EFL

writing performance. Daly’s (1985) research hasashthat high apprehensives scored lower

on standardized tests of writing and wrote esdagfsreceived lower evaluations. Cheng et al.
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(1999) conducted a study with university-level Eslglmajors in Taiwan to complete a
version of Daly and Miller’s (1975)Vriting Anxiety ScaleThe researchers reported that fear
of evaluation was modestly associated with gradeSniglish writing class. Shang’s (2012)
study also revealed that students became nervoes agked to write an English composition
in class because they feared for making mistakelnguage forms (e.g., grammar and
vocabulary). While a large body of research (Aid@94; Macintyre & Gardner, 1991a)
shows a negative relationship between anxiety ahdhbproficiency, Fowler and Kroll (1980)
found no relationship between writing anxiety amddgs in a college writing class.

Except the inconsistent results regarding the ioglahip between anxiety and actual
achievement, gender-related anxiety research hedeyi conflicting results. For example,
Mejias et al. (1991) found higher anxiety amongpdisc males than females. Spielberger
(1983) investigated anxiety in different conditioasd discovered that “females are more
emotionally stable than males in their reactionkighly stressful or relaxing circumstances”
(p .19). Kitano (2001) examined the anxiety of eg# learners of Japanese and reported a
relationship between anxiety and self-efficacy ialenstudents; however, such a correlation
was not observed among female students. Machidil j20vestigated FL Japanese language
class anxiety based on gender and her study fdwatdfémale learners were more anxious
than male learners. In Aida’s (1994) study, fenslelents were found to score on the anxiety
scale higher than did males.

As found in previous studies (Horwitz et al., 1986), 2006; Shang, 2012), many students
appear to be anxious when writing in class; anxistyquite pervasive in EFL writing
classrooms and can affect learners’ writing achiex@. By studying the relationship
between anxiety factor and students’ actual achmeve, Sparts, Ganschow, and Javorsky
(2000) nevertheless argued that it is learnergulistic deficit that results in poor performance,
which in turn provokes their anxiety. Anxiety, aftall, “is not a unitary, unidimensional
phenomenon but involves various response dimerisi@iseng, 2004, p. 318). Although
previous studies show consistently negative butlssoarelations between writing anxiety on
perceived proficiency and actual writing competernice essential to further investigate the
above-mentioned factors and the other possiblefmavhich may be associated with EFL
university students’ writing anxiety. In light die factors discussed above, the purpose of this
study was to investigate the possible relationshgtsveen foreign language writing anxiety,
gender, years of writing experience, writing sdffeacy, and actual writing competence.

METHODOLOGY

Subjects
A total of 146 juniors (42 males and 104 femaleg)anng in English at a private university
in Taiwan voluntarily participated in the researthe subjects’ proficiency in English ranged
from intermediate to high intermediate. A demogrepjuestionnaire was administered to
gather information about the subjects’ backgroumissults from the questionnaires showed
that subjects of this study ranged in ages frontal85 years old, with an average of 20.4
years old. One hundred and twelve (76.7%) studeat® received at least seven years of
formal English writing instruction at school. Thauthe majority of students (88.4%) like or
somewhat like writing in English, they considerrtislves fair to poor writers (90.4%). More
detailed demographic characteristics of the sudjait provided in Table 1.
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Table 1Sample Characteristics (N = 146)

Characteristic N %

Years of learning English

writing
1-3 years 12 8.22
4-6 years 22 15.07
7-10 years 78 53.42
More than 10 years 34 23.29

Self-evaluate English writing

ability
Excellent 0 0
Good 14 9.59
Fair 79 54.11
Not good 44 30.14
Poor 9 6.16

Instrumentation

Three instruments were used in this study: Wriangiety scales, writing self-efficacy, and a
composition test. The instruments were designedlitit subjects’ self-ratings in terms of
writing anxiety, perceived writing competence, aatual writing proficiency.

Writing anxiety. A writing anxiety scale, which was developed earin a pilot run, was
adapted 13 items from Tsai's (2008) English writiagxiety questionnaire. Internal
consistency coefficientuf of this scale was .844. The anxiety scale coedisf four major
sources of English writing anxiety: fear of writinigsts (items 1-3), anxiety about making
mistakes (items 4-5), fear of negative evaluatiten(s 6-9), and low confidence in English
writing (items 10-13). Subjects were asked to caeain statements on a 5-point Likert scale
ranging from 1 (strongly disagree) to 5 (strongtyye®). All negatively worded items were
reverse scored, so that high scores on any ofdbe dnxiety constructs represented high
levels of anxiety.

The descriptive statistics regarding the means staddard deviations of the four anxiety
sources show that students felt anxious about rgakiistakes in writing (M = 3.49, SD =
1.10), followed by receiving negative evaluatioonfr teachers (M = 3.48, SD = 1.08),
followed by having writing tests (M = 3.35, SD =29), and then followed by having low
confidence in English writing (M = 3.19, SD = 1.43he overall mean score of the four
anxiety sources was 3.38. These findings indicht¢ students generally felt anxious in
English writing; they were particularly apprehemsof making mistakes in language forms.

Writing self-efficacy. Self-perceptions of English writing competence avexdopted to
evaluate subjects’ beliefs about EFL writing outeonResearchers have argued that
evaluating self-perceptions of competence is awiefft mechanism for placing students at
appropriate levels, saving both the time and thgeege of formal testing (Macintyre et al.,
1997; Ready-Morfitt, 1991). Writing self-efficacyg ialso useful for informally assessing
mastery of particular skills (Yli-Renko, 1988). this study, subjects evaluated their own
writing proficiency on a 5-point scale, from (5)oedent, (4) good, (3) fair, (2) not good, and
(1) poor.
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A composition testin order to classify the subjects’ actual writipgpficiency levels, each
subject was asked to write an English compositiothe spring semester of 2011. The topic
of the composition is What are the Factors to Affect Your Writing Perfamoe.” The
duration of the writing task was 30 minutes in kotath the request of 300 words at least. A
pilot test was done by the first three subjectsoteefconducting this research in order to
ensure that all of the subjects would not haveidiffies in finishing the test under time
pressure. Subjects then sent their writing to tbeearcher via e-mail after finishing the
composition, and the researcher copied each sishjedting and pasted it to a software
calledCorrectEnglishfor scoring and categorizing.

The softwareCorrectEnglish (Summit IntelliMetric, 2008)was used as an instrument to
classify the subjects’ writing proficiency into #& discriminative levels based on the
Flesch-Kincaid Grade LevelFlesch-Kincaid grade level is a valid and rekaldnguage
readability formula to test the readability of weit texts. The Flesch-Kincaid grade level is
calculated by using the formula: (0.39 x averaggesee length) + (11.8 xaverage number of
syllables per word) - 15.59 (Darus, Ismail, & Ism&008). According to previous studies
(Cleaveland & Larkins, 2004; Darus et al., 2008rirPet al., 2003; Shang, 2007), lower
scores characterize text that is more difficultead and roughly corresponds to lower writing
ability, lower literacy level, as well as poor vimg quality. The writing score interface of
CorrectEnglishis shown in Figure 1.
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vocabilaries more efficiertly (Richards & Rodgers, 20C1). Deng (2006) obeerved 45 further
graders and carred outa 4-month ezperiment by teaching subjscts ina taditional way during
the first two months and then teazhing stucents via games in the last two montts. “hen the
teacher picked up 10 words and taught five of them in a regular way and the other half ina
game way. The esults of the experiment between game teaching and nou-game teaching
indicae that  is benef.cial touse games to promote language prcriciency and vocsbilary
accuistion. Besides, Alake (2003) mads the siatement in her research that “students are
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Figure 1 The Writing Score Interface @orrect English

Data Collection Procedure

The subjects were all taking an English writing rseuat the time of participating in this
investigation in the spring semester of 2011. Upaival at the classroom, students read a
consent form, indicating that they did not havepamticipate and could choose not to answer
any question if they wished. Then the questionnaomrsisting of subjects’ self-evaluated
writing competence and writing anxiety measures #iagibuted to the subjects who agreed
to participate in the study and they completed theestionnaire within 10 minutes
immediately after finishing their compositions. Theestionnaire was then collected by the
researcher for further data analysis.

Data Analysis
The results of the questionnaire survey were coatpusing SPSS (17.0 version) in terms of
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descriptive statistics to investigate the subjeatsliety levels. A chi-square test was used to
estimate the relationship between years of learinglish and anxiety levels. A two-way
ANOVA was further conducted to explore the intei@cteffect between gender difference
and anxiety levels on students’ actual writing cetepce. Significant differences between
variables of anxiety levels on students’ perceiwedting capability and actual writing
competence and their interactions were exploredgusiANOVA. An a level of .05 was set
for all statistical procedures. Based on the pugpos the present study, three research
guestions were explored in the following:

1.What is the relationship between year of Englishtimg experience and writing
anxiety levels?

2.What effect does gender and anxiety levels have stdents’ actual writing
competence?

3.What is the difference existing between anxietyelsvon the variables of writing
self-efficacy and actual writing competence?

RESULTS

The Relationship between Year of English Writingdtience and Anxietiyevels

The chi-squarel( ) test measures the alignment between two setegfiéncy measures. In
other words, the chi-square test provides a mefibiotésting the association between the row
and column variables in a two-way table. As showiiiable 2, no significant relationship was
observed between years of learning writing and l¢ewé anxiety (contingency coefficient
=.272). Itis, nevertheless, obvious to notice tha high anxious learners outnumber the low
anxious learners no matter how many years they lkeaveed English writing in the past. It s,
therefore, concluded that students generally apfedae anxious when writing in English;
anxiety is quite pervasive in EFL writing classraomegardless of how long students learn to
write.

Table 2Results of Chi Square Analysis for Year of Learwiging and Level of Anxiety

Year of learning writing Level of Anxiety Total
High Moderate Low

1-3 years Observed 1 5 6 12
Expected 3.70 4.93 3.37

4-6 years Observed 8 11 3 22
Expected 6.78 9.04 6.18

7-10 years  Observed 26 32 20 -8
Expected 24.04 32.05 21.90

More than  Observed 10 12 12 34

10 years Expected 10.48 13.97 9.55

Total 45 60 41 146

Note: Expected data = (row total * col total)/overaliab

The Effect of Gender and Anxiety Levels on Actudingy Competence

A two-way ANOVA was conducted to explore the intdran effect between gender and
anxiety levels on students’ writing score. As shawitable 3, male students (M = 6.40, SD =
2.12) were found to score on the anxiety scaledrigfian did females (M = 6.13, SD = 2.08),
and male students’ writing score (M = 6.46, SD 2) ®as higher than the female’s (M = 6.14,
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SD = .21). Nevertheless, no significant interacedfiect was foundp(= .061) between gender
and level of anxiety on students’ writing scoreisltclear to find out that male students who
felt more anxious scored higher on the writing teah female students.

Table 3Results of Two-Way ANOVA Analysis betw&ender and Anxiety Level on Writing
Score

Gender Anxiety Mean SD N
level

Male High 7.43 3.09 12
Moderate 6.11 1.50 17
Low 5.85 1.45 13
Total 6.40 2.12 40

Female High 5.79 1.66 33
Moderate 6.20 2.51 43
Low 6.43 1.75 28
Total 6.13 2.08 104

Total High 6.22 2.22 45
Moderate 6.18 2.26 60
Low 6.24 1.67 41
Total 6.21 2.09 146

The Difference between Anxiety Levels on Selfaeifiand Actual Writing Competence

A multiple analysis of variance (MANOVA) was penfioed to investigate if there was any
significant effect for the independent variable avixiety level on the dependent variables
which are writing self-efficacy and actual writicgmpetence. Results in Table 4 demonstrate
that low anxiety group self-estimated to have higheiting efficacy and actual writing
competence than high anxiety group; however, tha®no statistically significant difference
among those two dependent variables (Wilks’ lambd®18,F = 2.046,p = .06). After
making a post hoc test analysis, a significantediiice was found between the anxiety level
and perceived writing efficacy (= .004). This may be explained by the fact that &mxiety
group (M = 2.76, SD = .92) perceived to have adpefttiting ability than high anxiety group
(M =2.38, SD = .58).

Table 4Results of a MANOVA Analydietween Anxiety Level on self-efficacy and Actual
Writing Competence

Anxiety Mean SD N
level
Writing High 2.38 .58 45
Self-efficacy Moderate 2.83 .64 60
Low 2.76 .92 41
Total 2.67 73 146
Actual High 6.22 2.22 45
competence  Moderate 6.18 2.26 60
Low 6.24 1.67 41
Total 6.21 2.09 146
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DISCUSSION AND CONCLUSION

The purpose of this study was to investigate thesibpte relationships between foreign
language writing anxiety, gender, years of writexgperience, writing self-efficacy, and actual
writing competence. Several key findings emergednfithis research. First of all, students
become nervous when asked to write an English ceitipo in class, partially because they
fear for making mistakes in writing, receiving néga evaluation from teachers, having
writing tests, and having low confidence in Enghegliting regardless of how long one learns
to write. This finding is consistent with previostudies (Horwitz et al., 1986; Liu, 2006;
Schmidt, 2004; Shang, 2012), indicating that matudents appear to be anxious when
writing in class; anxiety is quite pervasive in ERlkiting classrooms no matter how many
years students have learned English writing inpghst. It is, therefore, essential, to create a
writing context which is anxiety-free to encourajadents’ willingness and self-efficacy in
writing.

As for the relationship between gender and levelawokiety on students’ actual writing
competence, the finding shows a conflicting restiiat is, male students who feel more
apprehensive score higher on the writing test tleamale students. Although there is no
statistically significant interaction effect betwe¢he two variables on students’ writing
achievement, it seems to make sense that once snalents feel high anxiety in English
writing, they will probably spend more effort in itung to lead to better achievement. Such a
result is partially consistent with Spielbergeri®983) finding, discovering that females are
more emotionally stable than males in their reastito highly stressful circumstances; yet
this result is inconsistent with previous reseaftlorwitz et al., 1986), showing that
language-anxious students often study more tharalmvious students; however, their level
of achievement does not reflect that effort.

With regard to the relationship between anxietyelswn the variables of writing self-efficacy
and actual writing competence, the results inditlaée low anxious students express higher
self-perception of writing competence and betteitimg achievement than high anxious
students, although only a significant differencefasind between the anxiety level and
perceived writing efficacy. This may be explaineg the fact that low anxious students
perceive to have a better writing ability than hagixious students; the less anxious students
seem to be, the more proficient in English writiSgudents at a lower anxiety level are to be
more confident when writing in class. As discusseadlier, less anxious students tend to
demonstrate high self-efficacy and show more cemfog@ in writing so as to perceive
themselves a higher English writing proficiencyn@ds, 2008). In this context, one can best
view the link between writing anxiety and writinglisefficacy as reciprocal (Macintyre,
1994).

Since the existence of anxiety plays an importatg for self-assessment, giving students a
sense of self-confidence should become a primajgctibe in the writing classroom. By
encouraging students to assess their performaneentore positive light, teachers should
encourage students to concentrate on their aldditgccomplish the writing tasks at hand, a
strategy effective in reducing test anxiety (Sanasif80). A look at the questions in the
writing anxiety questionnaire reveals studentsr fefaevaluation when writing in academic
situations. This suggests that students’ anxietgléemay increase when they particularly
receive negative evaluations from teachers. Toedeser students’ fear of evaluation, teachers
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should use various activities such as pair revisioth small group work to make students feel
more comfortable in writing. When students are ilow apprehensive and less threatening
environment, they may have high self-efficacy, whiteads to feelings of writing
achievement (Cheng, 2002). Instructors may neexffés more encouragement and positive
feedback, and even from time to time allow writiwggthout evaluation. In short, as EFL
writing teachers, it is essential to recognize eékistence of students’ writing anxiety, know
the sources of anxiety, and then present effestinaegies to reduce anxiety so as to enhance
university students’ English writing competence.
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