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Abstract
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[bookmark: OLE_LINK316][bookmark: OLE_LINK317]Writing anxiety (WA) issue has been generally recognised as a major challenge among international students, impacting their academic journeys. However, limited research has explored the specific WA experiences of Chinese doctoral students in English-speaking contexts. Based on this research gap, this study investigates the experiences of WA among first-year Chinese doctoral students studying in Wales, investigating the contributing factors to WA and the coping strategies. Through interviews and cohort questionnaires, the research highlights the intricate interplay of cultural, educational, and personal influences on students’ WA. To manage WA, students employ a range of coping strategies, including academic strategies, social support, and emotional management, to navigate the academic writing challenges. Based on the findings, recommendations for teachers and international universities are proposed, in a wish to provide insights into the broader understanding of WA in cross-cultural contexts and help alleviate the WA experiences by international doctoral students.
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Chapter 1 Introduction 
1.1 Research background and rationale
[bookmark: OLE_LINK15][bookmark: OLE_LINK16][bookmark: OLE_LINK318][bookmark: OLE_LINK304][bookmark: OLE_LINK305][bookmark: OLE_LINK17][bookmark: OLE_LINK18]In the evolving landscape of higher education, empirical evidence indicates a growing prevalence of mental health issues among university students worldwide (Gao, Ping and Liu, 2020; Jenkins et al., 2021). For instance, American College Health Association’s studies indicate that in the past 6 years, student anxiety in higher education institutions has increased from 17% to 31% (Martinez and Nguyen, 2020). Abulfaraj et al.’s systematic review highlights a shift in educational policies from focusing solely on academic achievements to concernig students’ well-being, referring to a general state of being comfortable, healthy, and happy (Hascher, 2007). In the UK, initiatives such as the “Healthier Wales” under the Well-being of Future Generations Act (2023) emphasise improving physical and mental health in the educational community (Welsh Government, 2023).

[bookmark: OLE_LINK19][bookmark: OLE_LINK20][bookmark: OLE_LINK36][bookmark: OLE_LINK37]However, despite these policy efforts, anxiety has remained notably prevalent among college students over the last decade (Gao, Ping and Liu, 2020). This is further supported by Jenkins et al. (2021), who finds that 38% of university students displayed clinical levels of anxiety. As an important indicator of mental health, anxiety manifests through tension, worrying thoughts, and physical discomfort in response to perceived threats (Regehr, Glancy and Pitts, 2013). Subsequently, these anxious feelings and behaviours could profoundly influence students’ attitudes towards their academic experiences, which may influence their academic performance and perceptions of academic competence (Beiter et al., 2015). 

International doctoral students face unique academic and social stresses during their transition from prior educational experiences to the unfamiliar environments (Gregory, 2003). The intense academic pressure of doctoral studies, marked by time constraints and work demands, places these students in a crucial phase filled with additional uncertainty about future prospects (Hunter and Devine, 2016). Academic writing, a central aspect of doctoral work, could be overwhelming due to its demands for organization, logical structure, coherence, and critical analysis (Martinez, Kock and Cass, 2011). Hence, it is natural to feel anxious or stressed about writing tasks, a concern that Huerta et al. (2017) specifically highlight as a pressing issue related to WA among doctoral populations. For international students, cultural differences, language barriers, and distinct learning challenges can further increase anxiety and depression (Singh and Choudhary, 2015). These students' cultural and educational backgrounds shape their academic experiences (Jindal-Snape and Rienties, 2016), and as one of the largest international student groups in the UK (Yu, 2023), Chinese doctoral students in Wales may face unique challenges that exacerbate their writing anxiety.

1.2 Research objectives, questions, and settings
Based on what has been discussed above, the WA phenomenon should raise concerns among educators and policymakers at doctorate degree. Given the complex interplay of various factors that shape WA among Chinese doctoral students in Wales, this research intends to provide a deep and nuanced understanding of their experiences. In this sense, the study aims to explore how these students perceive and cope with WA, in an attempt to identify strategies that could mitigate its impact on their academic and personal well-being.

The in-depth research is situated in a university in Swansea, Wales where Chinese students represent the largest international group. The doctoral program in this university comprises a one-year compulsory course followed by a minimum of two-year thesis phase. The first-year academic journey mandates the completion of five compulsory modules which involves the fundamental aspects of academic research such as research methodology and data analysis. Each module requires extensive academic essay writing (approximately 5000 words), thus, academic writing forms a core component of the doctoral studies at this institution. Hence, it is chosen as the sampling base for understanding doctoral students’ experiences of academic writing. Specifically, the Research Questions (RQs) are formulated as follows:

	•  RQ1: What factors do Chinese first-year doctoral students perceive as contributing          to their writing anxiety during academic writing tasks?
	•  RQ2: How do Chinese international first-year doctoral students cope with their writing anxiety?

By adopting a qualitative approach, this study aims to uncover detailed insights of students’ experiences of writing anxiety, which may contribute to the broader academic discourse on WA, particularly within the context of cross-cultural experiences. Besides, the findings and implications from the research might provide references for improvements in educational materials and support systems tailored to the needs of international students. For educational practitioners, it is hoped that better educational practices and strategies could be developed to alleviate doctoral students’ WA and enhance their personal development in the future.

1.3 Structure
Divided into 6 sections, this essay begins with the Chapter 1 detailing the research background, purpose, and the local context. Chapter 2 delves into definitions, theories, and empirical studies concerning anxiety, WA, and coping strategies, followed by a particular focus on the cross-cultural dimensions. Consequently, the Research Design and Methodology Chapter outlines the underlying philosophical perspectives, data collection methods, and then discusses the ethical considerations and the researcher’s reflexivity. Subsequently, the Findings Chapter presents and analyses data from questionnaires and interviews, exploring the factors contributing to writing anxiety and the coping mechanisms employed by students. Then the essay progresses to the Discussion Chapter, which integrates the findings with the literature to discuss broader implications. Finally, Chapter 6 evaluates the study’s limitations and offers recommendations for educators and institutions.



Chapter 2 Literature Review 

2.1 Definitions
2.1.1 Anxiety
[bookmark: OLE_LINK134][bookmark: OLE_LINK135][bookmark: OLE_LINK136][bookmark: OLE_LINK137]Anxiety, as a concept in psychology, involves cognitive (e.g., trouble concentrating or remembering), affective (e.g. worry or feeling of tension), and behavioural (e.g., avoidance or procrastination) reactions to perceived threats (Campbell, 2018; Sullivan, 2013). Freud’s work (1941) initially defines anxiety as a universal response marked by nervousness and tension in the face of potential danger. Although later criticised for its focus on unconscious processes, Freud’s theory still imposes pervasive influence on further investigations (Sarason, 1980; Sullivan, 2013). Sarason (1980) expands on this by connecting anxiety to feelings of inadequacy and fear of failure in challenging situations. Similarly, Campbell (2018) also highlights the role of social environments in shaping anxiety, who further links anxiety to self-identity, suggesting that it reflects the dynamic process of self-construction and a person’s relationship with the world. Correspondingly, in academic contexts, students’ confidence and beliefs about achievement could also either worsen or relieve their anxious feelings towards academic tasks. 

There has been much division between the theorisation of anxiety with different academic emphasis (MacIntyre and Gardner, 1991; Spielberger, 1983; Zeidner, 2014). Spielberger (1983) distinguishes between two types of anxiety: state anxiety, which is a temporary response to specific situations, and trait anxiety, a more stable characteristic that persists across different contexts. To measure these two forms of anxiety, Spielberger develops the seminal State-Trait Anxiety Inventory, which has since become widely used in both psychological and educational research. Furthermore, MacIntyre and Gardner (1991) introduces a third type, situation-specific anxiety, which occurs in response to particular situations or contexts.

[bookmark: OLE_LINK140][bookmark: OLE_LINK141]There exist abundant studies exploring anxiety’s negative impact on behaviour and performance (Yanti and Hidayati, 2021). McCullough and Mann (1985) emphasise that anxiety can impair expression, comprehension, and lead to frustration in difficult situations (Bourne, 2011). Nevertheless, Alpert and Haber (1960) recognise a dual aspect to anxiety: while it can hinder performance, it can also drive students to work harder in preparation for academic tasks. This is echoed by Cheng (2004) who notes that anxiety, despite motivating effort to academic investments, can also cause discomfort, self-doubt, and lead to procrastination or avoidance. Nevertheless, despite the dual influences of anxiety, Horwitz (2017) highlights the great caution in dealing with anxiety in the educational contexts for its profound influence on students.

In summary, anxiety can be understood as a complex construct within both educational and psychological frameworks, involving cognitive, physiological, and behavioural reactions to anticipated challenges. Differentiated from its medical interpretation, where anxiety pertains to clinical symptoms, this essay conceptualises it as the subjective feeling of nervousness, stress, and discomfort, particularly in situations involving evaluation. Drawing on the theories of Alpert and Haber (1960) and Spielberger (1983), this research will explore both the negative and positive impacts of anxiety, while distinguishing between state and trait anxiety to offer a thorough examination of its effects.

2.1.2 Writing anxiety
[bookmark: OLE_LINK13][bookmark: OLE_LINK14][bookmark: OLE_LINK21][bookmark: OLE_LINK22]Academic anxiety, particularly in writing and exams, refers to the nervousness experienced in educational settings (Liebert and Morris, 1967). Zeidner (2014) categorises it into forms such as test anxiety, writing anxiety, and speaking anxiety. Academic writing, indispensable at the university level, requires a range of cognitive skills such as comprehension, argumentation, analysis, and evaluation (Alameddine and Mirza, 2016; Martinez, Kock and Cass, 2011). Wingate (2012) emphasises that academic writing involves multiple stages, from preparation to working on to completion with multiple sources input. Furthermore, Lillis and Scott (2007) highlight that linguistic and cultural norms in academic writing may pose barriers for some students, contributing to anxiety and feelings of intimidation (Alameddine and Mirza, 2016).
[bookmark: OLE_LINK23][bookmark: OLE_LINK24][bookmark: OLE_LINK25][bookmark: OLE_LINK26][bookmark: OLE_LINK27][bookmark: OLE_LINK158][bookmark: OLE_LINK159]Writing Anxiety (WA), a specific form of academic anxiety, involves emotional, cognitive, and behavioural responses to academic writing tasks (Pajares, 2003). Daly and Miller (1975) first introduce the concept of "writing apprehension," referring to students' positive or negative reactions to situations requiring writing. In this sense, writing anxiety may hinder students from engaging fully in writing tasks, leading to procrastination, avoidance, or even academic underperformance (Hunter and Devine, 2016). To measure the level of apprehension, Daly and Miller develop the Writing Apprehension Test (WAT), which evaluates individuals' attitudes to writing situations, as well as their self-perceptions of writing competence. While widely adopted, this quantitative approach has been criticised for being overly simplistic and focusing only on a unidimensional aspect of WA (Pimsarn, 2013).
It has shown the tendency to include multidimensional aspects of WA in further studies. For example, Bloom (1985) highlights WA as encompassing a range of negative emotions, beliefs, and behaviours that hinder individuals from engaging in writing tasks. Similarly, research consistently highlights the cognitive dimension of WA, which manifests as self-doubt, worry, and fear of negative evaluation (Iqbal and Nasir, 2015). Cheng (2004) further expands on this by categorising WA into three components: cognitive anxiety (negative thoughts about writing abilities), somatic anxiety (physical symptoms like sweating or shaking), and avoidance behaviour (such as procrastination). Recognising the limitations of the Writing Apprehension Test (WAT), which is developed for learners in host countries, Cheng (2004) introduces the Second Language Writing Anxiety Inventory (SLWAI) to assess WA in a second language. This tool addresses the shortcomings of the WAT and has become central to subsequent research and theoretical frameworks on WA (Amanda, 2018).

Based on the above discussion, it is evident that WA is a multidimensional construct influenced by various factors. Therefore, to gain a clearer understanding of the levels of WA among doctoral students SLWAI is selected to identify different types of anxiety experienced by non-native speakers, which is described in a more depth in Chapter 3.3.1.

2.1.3 Influences
[bookmark: OLE_LINK160][bookmark: OLE_LINK161][bookmark: OLE_LINK164][bookmark: OLE_LINK165][bookmark: OLE_LINK166][bookmark: OLE_LINK167]A substantial body of research highlights a negative correlation between increased WA and poorer academic writing performance, affecting various tasks such as essays, reports, and standardised writing tests (Cheng, 2004; Fitrinada, Loeneto, and Fiftinova, 2018). Cheng, Horwitz, and Schallert (1999) identify five areas negatively impacted by WA: writing quality, writing behaviour, performance, willingness to write, and even career choices. Cheng (2004) further explains that high WA is strongly associated with writer’s block and reduced productivity. Similarly, Bloom (1985) and Fitrinada, Loeneto, and Fiftinova (2018) find that elevated levels of writing anxiety impair university students' ability to effectively convey ideas in an academic tone. From a qualitative perspective, Cameron, Nairn, and Higgins (2009) suggest that WA diminishes concentration and leads to procrastination, ultimately lowering assignment quality. In terms of behaviour, students often adopt avoidance strategies, such as procrastination or even withdrawing from courses, to avoid the challenges posed by writing tasks (Wynne, Guo, and Wang, 2014).

[bookmark: OLE_LINK162][bookmark: OLE_LINK163]Despite the well-documented negative effects of WA, positive influences have also been identified in existing studies. For instance, when students exhibit greater writing confidence, they are more likely to succeed in academic writing tasks (Huerta et al., 2017). This increased confidence enables them to adjust their writing strategies, manage anxious feelings, and actively prepare for improved writing outcomes (Bruning et al., 2013). This aligns with Alpert and Haber’s (1960) theory, which distinguishes between the facilitating and debilitating effects of anxiety.

2.1.4 Writing self-efficacy

[bookmark: OLE_LINK3][bookmark: OLE_LINK4]According to Bandura (2006), self-efficacy is context-dependent and closely linked to the immediate environment, often shaped by the individual’s personal experiences. In the academic context, it reflects a student’s confidence and beliefs in achieving academic goals and handling difficulties (Green, 2022). Hence, writing self-efficacy refers to a writer’s belief in his competence to write, encompassing various writing-related skills and knowledge (Huerta et al., 2017). Studies consistently demonstrate the importance of self-efficacy in fostering active engagement and adaptability in learning environments. For example, Green (2002) found that students with higher self-efficacy participate more actively in academic tasks and are better equipped to adjust to diverse learning challenges. This aligns with Iqbal and Nasir (2015), who argue that students who expect strong academic performance put in greater effort to manage anxiety-inducing tasks, such as exams or complex writing assignments.

Moreover, research suggests that self-efficacy not only motivates students to invest more effort but also enhances their resilience against learning anxiety (Pajares, 2003). Students with high self-efficacy approach academic challenges with greater determination, which helps mitigate anxiety. On the other hand, Perera and DiGiacomo (2013) observe that those with lower self-efficacy are more likely to adopt passive coping strategies, such as procrastination and avoidance, which exacerbates writing anxiety (WA) and often results in poorer academic outcomes. Thus, cultivating self-efficacy is crucial for reducing anxiety and improving academic performance.

2.2 Theory of writing anxiety
2.2.1 Factors contributing to writing anxiety 
Given the debilitating effects of WA, numerous studies have sought to identify the factors associated with it. Larson (1985) historically links situational factors to WA, suggesting that students’ anxiety about writing is often shaped by previous writing experiences, particularly when they fail to set realistic writing goals. Cheng (2002) expands on this by identifying self-confidence, language proficiency, gender, and the relationship between writing anxiety and other forms of language anxiety as key factors in second language WA. In a subsequent study, Cheng (2004) identifies four main sources of writing anxiety among ESL students: instructional practices, personal beliefs about writing and learning to write, self-perception, and interpersonal threats.

[bookmark: OLE_LINK168][bookmark: OLE_LINK169]Wynn, Guo, and Wang (2014) further highlight that WA levels fluctuate across different educational stages. For example, first-year undergraduates tend to experience higher anxiety levels compared to second-year students, likely due to the need to adapt to new academic systems, module structures, and unfamiliar learning environments (Heller and Cassady, 2017). Houp (2009) similarly points out that early academic experiences play a pivotal role in shaping students’ approaches to writing tasks, with past successes or failures influencing their attitudes. Interestingly, French (2018) argues that academic failures should not be viewed solely as deficits; instead, these challenging experiences can encourage students to actively engage with feedback, ultimately facilitating progress in their writing.

Research indicates that classroom environments can significantly affect students' writing anxiety (Chaliawala, Vidourek and King, 2024). For instance, Zhang (2019) highlights that writing anxiety is shaped not only by individual capabilities but also by factors such as teaching methods, assessment strategies, and the overall classroom atmosphere. Beyond the classroom, Cameron, Nairn and Higgins (2009) emphasise the importance of individual differences in how students manage writing-related challenges, focusing on the writing process itself, which involves interactions with peers and evolving academic identities. In this context, students’ perceptions of academic tasks, including fears of negative feedback from teachers and judgement from peers, play a role in shaping their beliefs about writing and their writing self-efficacy (Bandura, 2006).

Furthermore, as demonstrated by Von der Embse et al.'s (2018) systematic review of academic writing, students' academic anxiety is deeply affected by social and cultural factors. These influences include family economic circumstances, attitudes towards academic writing, and dynamics within the learning community (Xie and Leong, 2008). For example, Chaliawala, Vidourek and King's (2024) study of Asian university students suggests that the high academic expectations prevalent in Asian cultures may exacerbate students' anxiety as they strive to meet demanding academic goals. Additionally, Lo et al. (2020) observe that university students are often faced with the dual pressures of coping with academic stress while making critical decisions about their future education or career. Li et al. (2022) further support this, noting that students' academic performance is pivotal in shaping their future prospects, which can intensify their anxiety within these socio-educational contexts.

2.2.2 Coping strategies

[bookmark: OLE_LINK259][bookmark: OLE_LINK260][bookmark: OLE_LINK191][bookmark: OLE_LINK192][bookmark: OLE_LINK193][bookmark: OLE_LINK194]Given the debilitating impact of writing anxiety (WA) on learners' academic performance and self-efficacy, researchers have explored various strategies to mitigate its effects (Kondo and Ying-Ling, 2004). According to Cheng’s (2004) three dimensions of SLWAI, coping strategies could also be classified into three main categories: cognitive, affective, and behavioural. Cognitive strategies, such as positive thinking and peer support, aim to alter negative thought patterns associated with academic writing (Iqbal and Nasir, 2015). Affective strategies, as proposed by Oxford (2001), involve recognising emotional responses, documenting feelings through diaries, and using self-talk or self-reinforcement to build confidence (Heller and Cassady, 2017; Zimmerman, 2002). Behavioural strategies focus on planning and preparation, helping students improve their performance through structured practices (Hsu and Goldsmith, 2021).

Further research has looked into a combination of multiple strategies in various cultural settings. For example, Kondo and Ying-Ling (2004) classified 70 strategies used by Japanese students into five main categories: preparation, relaxation, positive thinking, seeking peer support, and resignation. These categories correspond to the cognitive, affective, and behavioural dimensions proposed by Cheng (2004). Similarly, Nuranifar (2014) identified 80 coping strategies employed by Iranian students, including seeking clarification, collaborating with peers, and utilising feedback, which also align with Kondo and Ying-Ling’s (2004) categories, with a focus on students' active engagement. To address avoidance behaviours such as procrastination, Oxford (2001) recommends using routines and checklists to create a more structured and focused learning environment. Additionally, specific relaxation techniques like deep breathing, meditation, and progressive relaxation have been found effective in managing the emotional arousal associated with writing anxiety (Iqbal and Nasir, 2015). Taking cross-cultural differences into account, Dacwang (2014) noted that Filipino students often depend on group work and support from peers or mentors, highlighting the need for culturally tailored approaches to tackle writing anxiety. This suggests that educators in contexts like the Philippines could benefit from incorporating more collaborative learning activities to alleviate anxiety.

[bookmark: OLE_LINK9][bookmark: OLE_LINK10]2.3 Writing Anxiety across countries

The cultural challenges may add to complexity to writing anxiety for Chinese doctoral students when adjusting to the new systems. High levels of anxiety and depression have been observed among Chinese international students due to cultural differences, language barriers, and the demands of adapting to new learning environments (Dacwang, 2014). Rooted in a Confucian-inspired educational heritage, Chinese students often view hard work as a means of achieving personal and familial success (Chen, Xiao and Zhao, 2021). This cultural expectation places additional pressure on academic achievements, linking them to familial validation and success (Stankov, 2013). Consequently, many Chinese students face heightened stress and self-doubt in the extant research, often more so than their Western counterparts (Xie and Leong, 2008). China's exam-driven education system, characterised by high-stakes testing and intense competition, further ingrains a high-pressure environment (Kirkpatrick and Zang, 2011).

The differences in educational systems also contribute to the writing anxiety experienced by Chinese students in the UK. In China, higher education is heavily centred on standardised exams and rankings (Meng, Tang and Wu, 2021). Despite the importance of academic writing at the graduate level, there is often a lack of clear standards for what constitutes competent academic writing (Jia and Jing, 2020). This leaves many students uncertain about expectations, leading them to rely heavily on teachers' guidance, often seen as authoritative figures in determining writing quality (Pajares, 2003). The Confucian-influenced emphasis on respect for authority and conformity in Chinese education (King and Aono, 2017) can further complicate the development of critical thinking skills, heightening anxiety in evaluative writing tasks (Li and Du, 2013). Nevertheless, despite these challenges, recent research, such as French (2018), highlights how "failing" academic writing practices can be reframed as valuable learning experiences. Struggles in academic writing can encourage students to engage more deeply with feedback, enabling growth and progression in their writing practices.

[bookmark: OLE_LINK201][bookmark: OLE_LINK202][bookmark: OLE_LINK203][bookmark: OLE_LINK204][bookmark: OLE_LINK205][bookmark: OLE_LINK206][bookmark: OLE_LINK207]In China, higher education is heavily centred on standardised exams and rankings (Meng, Tang and Wu, 2021). Despite the importance of academic writing at the graduate level, there is often a lack of clear standards for what constitutes competent academic writing (Jia and Jing, 2020). This leaves many students uncertain about expectations, leading them to rely heavily on teachers' guidance, often seen as authoritative figures in determining writing quality (Pajares, 2003). The Confucian-influenced emphasis on respect for authority and conformity in Chinese education (King and Aono, 2017) can further complicate the development of critical thinking skills, heightening anxiety in evaluative writing tasks (Li and Du, 2013). Nevertheless, despite these challenges, recent research, such as French (2018), highlights how "failing" academic writing practices can be reframed as valuable learning experiences. Struggles in academic writing can encourage students to engage more deeply with feedback, enabling growth and progression in their writing practices.

[bookmark: OLE_LINK199][bookmark: OLE_LINK200]However, it is essential to recognise that these cultural generalisations do not apply universally to all Chinese students. Studies, such as Clark and Gieve (2006), argue that portraying Chinese students as uniformly affected by their cultural backgrounds oversimplifies their experiences. Recent research acknowledges the diversity of identities and coping strategies among Chinese students, challenging stereotypes and promoting a more nuanced understanding of their academic challenges (Gao et al., 2020; Xie and Leong, 2008).

Furthermore, situating in the global context, WA is not unique to specific cultural or educational backgrounds, which is instead a common phenomenon across various contexts
 (Al-Shboul and Huwari, 2015). In European countries like Germany and Sweden, WA is pervasive among doctoral students, who often face pressure to meet high academic standards while navigating complex research requirements (Zhou, 2020). Similarly, research conducted in Australia highlights how cultural differences and educational expectations contribute to WA among international students, especially those from Asian backgrounds (Heng, 2018). These studies indicate that WA is influenced by a combination of academic pressures, cultural adaptation, and language proficiency, with international students in various countries may face shares challenges as those experienced by Chinese doctoral students in Wales.

[bookmark: OLE_LINK57][bookmark: OLE_LINK58][bookmark: OLE_LINK59]2.4 Summary and research gap
This section underscores the complex nature of writing anxiety (WA) in academic settings. As a form of academic anxiety, WA involves cognitive, affective, and behavioural reactions to perceived challenges and can negatively impact students' performance and well-being. Influenced by factors such as language proficiency, academic background, and self-efficacy, WA is shaped by the interplay of social, educational, and cultural contexts. For international doctoral students, the demands of academic writing, future uncertainties, and adjusting to cultural and educational differences can intensify WA, especially when working in a foreign language. Therefore, examining WA among international doctoral students is crucial.

[bookmark: OLE_LINK60][bookmark: OLE_LINK61]Despite the expanding research on anxiety and writing anxiety (WA), several gaps persist. While various coping strategies have been explored, little attention has been given to skill-specific anxieties, such as those related to writing (Zhang, 2019). Most studies on coping strategies for WA focus on learners in their home countries rather than in foreign language contexts (Liang and Turner, 2021). Additionally, research on international students tends to treat them as a homogeneous group, often neglecting the role of cultural and linguistic diversity in shaping their experiences (Huerta et al., 2017). Specifically, there is a notable lack of studies examining how Chinese doctoral students in English-speaking countries experience and cope with WA, despite their growing numbers in these academic environments.

Based on the literature review, it can be concluded that writing anxiety (WA) is shaped by a complex interplay of academic, social, and cultural factors, affecting students' attitudes and academic experiences. However, in the field of educational psychology, much of the research relies on quantitative methods to measure anxiety levels and related factors (Yanti and Hidayati, 2021), which often fails to capture the nuanced experiences of students (Regehr et al., 2013; Hooda and Saini, 2017). Although anxiety among Chinese university students has been recognised, the focus has mainly been on test anxiety, with writing anxiety receiving limited attention (Yanxia, 2017). Therefore, there is a need for more qualitative or mixed-method studies to gain a deeper understanding of the factors contributing to writing anxiety among Chinese students.

Chapter 3 Methodology and methods
[bookmark: OLE_LINK88][bookmark: OLE_LINK89]3.1 Ontology and epistemology
[bookmark: OLE_LINK269][bookmark: OLE_LINK270]
Ontology concerns the philosophical study of existence, questioning whether external realities exist independently of human perception (Merriam and Tisdell, 2015). In this research, writing anxiety and coping strategies are explored through the lens of Chinese doctoral students’ perceptions of academic writing in Wales. As such, the study adopts a relativist ontological perspective, recognising the existence of multiple, context-dependent realities influenced by various cultures, individuals, and circumstances (Crotty, 1998).

Epistemology relates to the process of generating and acquiring knowledge, offering a framework for how research is conducted, understood, and evaluated (Creswell and Poth, 2018). In examining the personal and contextual factors that contribute to writing anxiety and self-efficacy, the study constructs meanings through interactions between the researcher and international doctoral students, which aligns with a constructivist epistemology, where knowledge is co-created and interpreted through collaborative dialogue (Bryman, 2016).

A paradigm represents a distinct framework encompassing researchers' epistemology, ontology, and methodology (Merriam and Tisdell, 2015). Aligned with relativism and constructivism, the interpretivist paradigm focuses on understanding human behaviour through individuals' perceptions and the social contexts they inhabit (Kuhn, 2012). This research aims to explore the experiences of Chinese doctoral students in Wales as they face the challenges of writing anxiety, recognising the complex and subjective interpretations shaped by their cultural and social backgrounds (Creswell and Poth, 2016). As such, a qualitative methodology is employed to provide insight into the students' experiences of writing anxiety. Through qualitative research, rich data is gathered and analysed via the negotiation of meaning between the researcher and participants (Creswell, 2014). The phenomenological approach is particularly suited to this study as it allows for the exploration of both the internal emotions and external academic behaviours of doctoral students under their lived experiences (Van-Manen, 2017).

3.2 Sampling
Previous research suggests that different stages of learning can trigger varying levels of WA. For example, Heller and Cassady (2017) find that students often experience increased anxiety when adapting to new academic environments. This study, therefore, focuses on first-year doctoral students in Wales to explore how they adjust to the new academic setting and how their perceptions of academic writing develop over their first year. To facilitate an in-depth investigation, purposive sampling is used to target participants with relevant experiences (Palinkas et al., 2015), while convenience sampling is employed to collect data in a more efficient way due to time constraints (Etikan, Musa and Alkassim, 2016). An email detailing the research project and its objectives was sent to participants via their university email prior to the interviews, ensuring they were fully informed before taking part.

[bookmark: OLE_LINK274][bookmark: OLE_LINK275]Eventually, as shown in Table 3.2.1, 6 female doctoral students from three programs with varying English proficiency were purposively selected. Most (4/6) had overseas study experience, while two had none. Their TOEFL and IELTS scores range from moderate to high, yet some, despite strong scores like IELTS 7, rating their writing skills as "bad," highlighting a disconnect between proficiency and self-confidence, reflecting the complexity of writing anxiety among international students.

Table 3.2.1: Demographic information
	Participants
	Gender
	Age
	Previous overseas studying experiences
	English proficiency test
	Self-report on academic writing
	Program

	Ava
	Female
	28
	2 years in Australia
	TOEFL 96
	Medium
	Business administration

	Bella
	Female
	37
	No
	Pass most standardized English tests
	Good
	Education

	Chloe
	Female
	25
	No
	IELTS 6

	Bad
	Arts and design

	Daisy
	Female
	30
	Half a year in France
	IELTS 6 
	IELTS 6-6.5
	Education

	Ella
	Female
	28
	1 year in the UK
	IELTS 7
	Good
	Business administration

	Fiona
	Female
	28
	2 years in the UK
	IELTS 7
	Bad
	Arts and design



3.3 Data collection methods
[bookmark: OLE_LINK276][bookmark: OLE_LINK277]In this study, data collection combines quantitative and qualitative approaches to provide a comprehensive understanding of participants' WA. It is noteworthy that although questionnaires are used, they also serve as a tool to gather background information about the participants’ overall writing anxiety, which helps inform the subsequent interview questions. Therefore, this study is fundamentally rooted in a qualitative methodology.

3.3.1 Questionnaires  
The main purpose of administering the cohort-wide questionnaire is to establish a baseline understanding of participants' overall WA levels. Consistently, as mentioned in Chapter 2.2, 
Cheng’s (2004) SLWAI scale is chosen for the specifically focus on second-language learners. Specifically, SLWAI looks into three types of writing anxiety and has been widely validated, showing reliability and validity in numerous extant studies (Botes, Dewaele, and Greiff, 2020; Woodrow, 2011). It consists of 22 items rated on a 5-point Likert scale, from "Strongly disagree" to "Strongly agree," and is divided into three dimensions: somatic anxiety, cognitive anxiety, and avoidance behaviour (see Appendix 1).

As Cheng (2004) explains, the somatic anxiety dimension assesses physical symptoms of writing anxiety, like nervousness and tension, with items such as, "I feel my heart pounding when I write in English." The cognitive anxiety dimension captures negative thoughts and self-doubt about writing, exemplified by the item, "I am afraid that my ideas will be judged by others." The avoidance behaviour dimension measures how much participants procrastinate or avoid writing due to anxiety, with items like, "I tend to avoid situations where I have to write in English." For this study's doctoral sample, some language in the questionnaire was adjusted, replacing “writing English compositions” with “writing English essays” to better suit the target group. Based on Cheng’s (2004) classification criteria, the overall SLWAI scores could be classified into three writing anxiety levels: high, moderate, and low WA (see table 3.4.1). 

Table 3.3.1 SLWAI scoring criteria
	SLWAI Scores
	Writing anxiety level

	≥ 65 
	High writing anxiety

	50-64
	Moderate writing anxiety

	≤ 49
	Low writing anxiety



[bookmark: OLE_LINK282][bookmark: OLE_LINK283]In this study, the questionnaires were distributed to the participants in digital form and completed prior to the interviews to help the researcher prepare for the subsequent discussions. Consequently, the initial quantitative data informs the subsequent qualitative inquiry by highlighting specific areas of concern and guiding the development of interview questions. 

3.3.2 Semi-structured interviews
Interviews are a valuable research method for obtaining rich, detailed insights (Fossey et al., 2002). In this study, semi-structured interviews are conducted following the questionnaires to explore participants' experiences and perceptions of writing anxiety. This flexible method allows the researcher to delve deeper into responses and adapt questions based on emerging insights (Chenail, 2011). Semi-structured interviews, with pre-determined but open-ended questions, provide the freedom to probe participants' evolving perceptions (Creswell, 2014), offering more depth than structured interviews (DiCicc-Bloom and Crabtree, 2006). The interview guide is informed by the questionnaire results and included open-ended questions aimed at uncovering the causes of writing anxiety and participants' attitudes toward writing tasks and abilities (Husain et al., 2012).

[bookmark: OLE_LINK286][bookmark: OLE_LINK287]Hence, the interview guide (see Appendix 2) focuses on participants’ perceptions of their writing abilities, specific factors contributing to their writing anxiety, coping strategies they employ to manage their anxiety, and the influence of cultural and educational backgrounds on their writing experiences. Example questions include:
• “Can you describe a time when you felt particularly anxious about a writing task?”
• “How do you usually cope with the stress associated with academic writing?”

After the initial responses, follow-up questions are used to explore participants' thoughts, attitudes, and deeper experiences (Creswell, 2014). To ensure consistency throughout the research, the researcher takes detailed notes during the interviews. These notes not only document the progress and emerging themes but also identify areas that require further exploration (Seitz, 2016). This comprehensive description helps thoroughly examine both the positive and challenging aspects of participants' writing experiences, leading to a deeper understanding of the underlying dynamics.

3.3.3 Pilot study
A pilot study fosters the refinements of the main research procedure, helping identify and address potential issues (Majid et al., 2017). Additionally, recording the time spent on each questionnaire and interview aids in future time management for both the researcher and participants (In, 2017). Through the pilot study, adjustments in question order, terminology, and other key elements can be made to improve the overall quality of data collection (Polit and Beck, 2020). It also provides the researcher with an opportunity to improve interviewing skills and become familiar with the process. In this research, the clarity and understandability of the wording are tested through a pilot study involving two participants. For the questionnaire, participants were asked to identify any unclear or ambiguous statements, and both found the questions concise, easy to understand, and quick to complete. In the pilot interviews, participants provided feedback on the relevance and clarity of each question and suggested additional topics. Minor revisions were made to improve the wording and flow of the interview questions, making them more conversational and accessible, such as enhancing warm-up communication for the sensitive topics and changing the questions order. These adjustments are aimed at ensuring smoother interviews in the main study.

3.4 Data analysis
[bookmark: OLE_LINK294][bookmark: OLE_LINK295]Thematic analysis, a widely used method in qualitative research, allows researchers to categorise coded data into distinct themes, helping to capture the complexity and depth of the findings (Braun and Clarke, 2006). In this study, interviews with six participants were conducted in Mandarin and audio recorded. The interviews were transcribed into Mandarin, and then manually coded to address the two RQs, focusing on potential factors contributing to WA and associated coping strategies. The themes and transcript excerpts would be later translated into English for data presentation and analysis. While the process involves translation into English, which presents potential risks of losing nuanced meanings. As discussed by Temple and Young (2004), cultural praised and concept would not have direct equivalents in other languages, the researcher gives careful consideration and reading relevant articles to better navigate the translation difficulties. As further emphasised by Braun and Clarke (2012), thematic analysis should be viewed as an iterative, flexible process rather than a fixed rule, including careful reflection and evolving insights as the study progresses. Correspondingly, throughout the study, codes are continuously developed, organised, and grouped into broader themes using thematic analysis (see Appendix 3). For instance, the initial codes related to contributing factors to WA emerge in response to RQ1. The final analysis is organised based on the two RQs: factors contributing to WA and strategies for coping with it, both of which are discussed in depth in Chapter 4 and 5. 


3.5 Research positionality and reflexivity

[bookmark: OLE_LINK296][bookmark: OLE_LINK297]The researcher, a Chinese doctoral student studying in Wales, brings an insider perspective to the WA study among international students. With experiences of meeting cultural and linguistic challenges in writing experiences, the researcher’s background may share the similar views and feelings with participants. While this commonality helps build rapport and trust, it may have also caused participants to assume a shared understanding of their experiences, potentially limiting the depth of their responses (Klamer, Bakker, and Gruis, 2017). To address these biases, the researcher employs reflexive journaling and maintains an open approach to data collection, encouraging participants to elaborate on their experiences. Besides, the regular checking is used to foster more accurate interpretation of participants’ perspectives.

3.6 Ethical considerations
This research follows the ethical guidelines set by the British Educational Research Association (BERA, 2024) and has received approval from the University of Wales Trinity Saint David Ethics Committee (see Appendix 6). Given the sensitive topics of writing anxiety experiences, measures are taken to protect participants' rights and well-being. Participants were fully informed about the study’s aims and procedures before giving consent (see Appendix 4), with the consent form (see Appendix 5) highlighting the voluntary nature of participation and the right to withdraw at any time.
Recognising that discussing WA may evoke negative emotions, the questionnaire and interview questions are designed with care and empathy. Participants were informed about the emotional nature of some topics and were free to skip questions, pause, or stop interviews as needed. Mental health resources were provided after interviews for additional support. To ensure confidentiality, personal data was anonymised with pseudonyms and securely stored on encrypted, password-protected devices in the university cloud system.




























Chapter 4 Findings 
This chapter presents the findings from the questionnaire and interviews of the research. It begins with the descriptive data and participants’ overall writing anxiety from the questionnaire, subsequently moving to the key findings from the interviews. This section specifically presents the findings relating to the two research questions, which aims to explore the contributing factors and coping strategies of writing anxiety. 

4.1 Questionnaire findings
Based on the quantitative data collected from the questionnaire, the scores are summed below to provide an overview of the participants’ levels of writing anxiety:

Table 4.1.1 Participants’ overall writing anxiety scores
	[bookmark: OLE_LINK100][bookmark: OLE_LINK101]Participant

	Somatic Anxiety
	Cognitive Anxiety
	Avoidance Behavior
	Total Score and Writing Anxiety Level


	Ava
	19
	19
	21
	59 (Moderate)

	[bookmark: OLE_LINK1][bookmark: OLE_LINK2]Bella
	18
	23
	24
	65 (High)

	Chloe
	33 
	21 
	26 
	80 (High)

	Daisy
	25
	18
	21
	64 (Moderate)

	Ella
	16
	21
	22
	59 (Moderate)

	Fiona
	23
	19
	18
	60 (Moderate)



[bookmark: OLE_LINK102][bookmark: OLE_LINK103][bookmark: OLE_LINK94][bookmark: OLE_LINK95]Table 4.1.1 presents each participant’s scores for somatic anxiety, cognitive anxiety, and avoidance behaviour, along with their overall WA level. These scores reflect various aspects of their writing-related stress, as measured by the adapted version of the SLWAI. The results indicate that participants’ WA level ranges from moderate to high, with 63% (4/6) experiencing moderate WA level and 33% (2/6) displaying high WA level. Based on these results, the researcher provided information on university well-being and academic support services to each participant at the end of the interview. Based on the data, a histogram illustrating the distribution of total WA scores among the participants is created below:

Figure 4.1.2 Histogram of total anxiety score

[image: ]
According to Figure 4.1.2, the x-axis represents the total anxiety scores, while the y-axis indicates the frequency of these scores. The table indicates that the majority of participants score between 60 and 65, indicating a moderate WA level. As indicated by the dashed red line, the mean anxiety score is 64.5, and the median score is 62, marked by the green dashed line. This distribution highlights that the anxiety levels vary among different participants, with a concentration around the moderate range. Furthermore, the descriptive statistics for the three components of WA is presented below:

[bookmark: OLE_LINK300][bookmark: OLE_LINK301]Table 4.1.3 Mean, median and level of each anxiety dimension
	[bookmark: _Hlk177417056][bookmark: OLE_LINK104][bookmark: OLE_LINK105]Components
	Mean
	Median
	Level

	Somatic anxiety
	22.33
	21
	Moderate

	Cognitive anxiety
	20.17
	20
	Moderate

	Avoidance behaviour
	22.3
	21.5
	Moderate

	WA Overall score
	63.75
	62
	Moderate



[bookmark: OLE_LINK5][bookmark: OLE_LINK6]From the table 4.1.3, all three dimensions of writing anxiety—somatic, cognitive, and avoidance behaviour—are consistently at a moderate level. This suggests that while participants do experience anxiety related to writing, it is not extreme but still present enough to affect their academic experiences. The overall moderate WA score suggests a balanced level of concern, but also highlights the importance of addressing WA in this group to improve both their confidence and writing performance.

[bookmark: OLE_LINK302][bookmark: OLE_LINK303]4.2 Interview findings
The questionnaire provides an overall profile of the participants’ WA experiences, offering a broad understanding of their anxiety levels across different dimensions, while the interviews provide a deeper exploration of their WA experiences. This section presents the qualitative findings in response to two RQs: the factors contributing to WA and the coping strategies used by participants.

4.2.1 Factors contributing to WA (Response to RQ1)
In response to RQ1, the potential contributing factors to writing anxiety are explored through participants’ own anxious experiences. The emerging themes depict a complex picture of Chinese doctoral students’ WA that is both directly and indirectly entangled with contextual and personal factors. Overall, there are 11 codes emerging from the interview transcripts, which are classified into three themes regarding language proficiency, cultural differences, and emotional factors. Considering the space limitations, the less dominant codes would not be the focus in this study, while it invites for exploration in further studies.

Table 4.2.1: Contributing factors to WA
	[bookmark: _Hlk177995292]Themes
	Codes
	Frequency

	[bookmark: OLE_LINK96][bookmark: OLE_LINK97]Language proficiency
	Perceptions of linguistic ability
	4/6

	
	Perceptions of English writing
	5/6

	[bookmark: _Hlk178087061]Cultural differences
	[bookmark: OLE_LINK98][bookmark: OLE_LINK99]Different writing styles

	6/6 

	
	Different educational systems

	6/6

	
	Different teacher-student relationship

	4/6 

	
	Difficulty in methodology and paradigm

	6/6 


	
	Different environments
	2/6 

	[bookmark: _Hlk178112728]Emotional factors
	Peer comparison


	4/6

	
	Self-doubt

	5/6

	
	Uncertainty about future

	3/6

	
	Worry about negative evaluation
	3/6



[bookmark: OLE_LINK66][bookmark: OLE_LINK67]4.2.1.1 Linguistic challenges
[bookmark: OLE_LINK64][bookmark: OLE_LINK65]All participants have met the linguistic requirements for admission to the doctorate program, demonstrating above-average English proficiency as evidenced by thier IELTS (International English Language Testing System) and TOFEL (The Test of English as a Foreign Language) scores (see in Chapter 3.2). However, language proficiency, particularly in English, still emerges as a dominant factor contributing to WA among participants. The majority (5/6) of participants expresses concerns about their English proficiency, which they feel are inadequate for the demands of doctoral-level students in the UK. Specifically, as shown below, participants often perceive the imbalance in English proficiency, differentiating between their “overall ability”, “writing ability”, or “oral ability”.

Looking into writing-related English ability, data from the recruitment interviews indicates that students’ WA is triggered by specific aspects of linguistic difficulty, from lexical concerns to difficulties in presenting logic arguments. 50% (3/6) of the participants point out the lexical and grammatical concerns. In this sense, they feel difficult to “choose the right words” and often “make grammatical errors” in English writing. Consequently, Bella and Fiona share frankly that they still rely on translation tools due to their perceived inadequacies in English. As Fiona further explains, “I would write in a mix of Chinese and English, and then translate the entire paragraph into English”. Nevertheless, Bella also notices the limitations of translation tools, stating that they “cannot literally translate all of the stuff that I want to express in Chinese”. 

All participants point out that they feel confused about English writing structure, especially when they just arrive in the UK. Specifically, they highlight the stark differences between English and Chinese academic writing format including structure, logic, writing style, etc., which will be discussed in the more depth in the next section regarding cultural differences.  
          (Daisy): In the first 3 months, I felt so painful. What I produced often lacked any   
                        logical structure-I just wrote whatever came to mind. Even forming a  
                        complete sentence can be difficult. 

Most participants (5/6) talk about the challenges in logic English writing, and they attribute this difficulty to the unfamiliarity with English writing structure. Interestingly, Daisy shares a different view of English logic. She comments, “Many people struggle with English logic, just because their mother tongue is not strong either”. She is aware of this situation accidentally during her writing a project proposal for a Chinese university-level grant, which is related to her doctoral research and needed to be written in Chinese. She found that using her mother tongue to write this proposal helps her develop “a much clearer thought” and “have more inspirational ideas”, which indicates a deeper issue of academic preparation and cognitive structuring. 

[bookmark: OLE_LINK68][bookmark: OLE_LINK69][bookmark: OLE_LINK74][bookmark: OLE_LINK75] 4.2.1.2 Cultural differences
As noted earlier, despite having overseas studying experiences in Australia, France, and the UK, all participants received their education in China until their postgraduate studies. This strong foundation in Chinese cultural and educational backgrounds deeply influences their current writing experiences and perceptions, making “cultural differences” a prevalent theme in their interviews and contributing to their WA.

[bookmark: OLE_LINK76][bookmark: OLE_LINK77]Different writing styles
Participants emphasize the contrast between English and Chinese academic writing styles. 5 participants report experiencing a shift from a more verbose style in Chinese to a more straightforward and structured style in English. Ella, for example, describes academic writing in the UK as “more rationalized and logical”, further explaining that it involves “laying out thoughts in a simple and straightforward way, step by step.” Consistently, Bella notes the importance of using “lots of transitional words” to show logical progression. In contrast, Chole characterizes Chinese academic writing as “circuitous, with many embellishing words”, which is echoed by Daisy and Fiona, who observe that “a lot of high-level and not understandable words are cramming to make the audience feel out of reach”.
           (Chole): “They (Chinese literature) have so many decorative words, and it   
                           doesn't state the research question directly in a concise manner but instead 
                           uses lengthy explanations. However, the experience of writing papers here is 
                           that everything needs to be very straightforward."

Additionally, Ava and Daisy discuss the challenges transitioning from a divergent writing style in China, where they often “cram a lot of thoughts into one big paragraph” (Ava), to a focused and concise style in the UK, where “each argument is listed separately with a narrow focus” (Daisy). These contrasts pose challenges for respondents, as they have to adapt to a new set of academic expectations of clarity, conciseness, and logical flow. 

Different educational system
All participants discuss the different educational systems across different countries. Reflecting on their time in the Chinese educational system, 5 respondents express confusion about academic norms. As Ella notes, “No one tell you what academic writing is and what makes a good piece of work”. In contrast, all participants argue that the Wales’s educational system is more systematic, structured, and rigorous, particularly regarding research methodology and paradigm, referencing requirement, ethics, and deadlines.  

4 participants find the research methodologies and academic paradigms expected at the doctorate level challenging. Ava comments that: 
              “It is challenging because it involves a large number of English academic terms. 
                For us Chinese students, it takes a lot of time just to memorize those English 
                terms, let alone understand them.”

Consequently, they often find their prior training does not adequately prepare them for the nuanced and rigorous research methods. Notwithstanding 2 years of postgraduate study in Australia, Ava finds the Australian business program more exam-oriented, with less involvement of academic writing. Despite the educational systems across countries, program differences should also be taken into account. Even finishing a 2-year art and design program in England, Fiona still struggles with understanding the standards and frameworks of academic writing, who argues that her previous learning experience is practice-based.

Other differences in the educational system also contribute to difficulties in academic writing. Ella adds that the referencing requirement is much more rigorous than that in China. “You have to find evidence for every argument, which means you have to read extensively. And I feel really anxious when I cannot find the relevant articles”. In the similar vein, Bella shares a painful experience, where unfamiliarity with the UK’s ethical standards led to her failing a module, making her feel “sad and a little annoyed.” Besides, Daisy and Chole discuss the stricter deadlines for essay submission. In China, deadlines are often “more flexible”, allowing for multiple revisions based on supervisors’ feedback without the pressure of an immediate grade. In the UK, however, deadlines are strict, and assignments are graded upon submission. This shift makes Daisy “feels super intense” with “trembling hands”, with the feeling of “everything screwed up”. Interestingly, Chole finds the stricter deadlines motivating and alleviating her procrastination:
            (Chloe): “I feel more motivated to study in the UK and no longer submitting at the 
                            last minute, like what I did in China.” 
In Chloe’s perception, the unfamiliarity and stricter rules push her to submit a polished final version of her work well before the deadline, which even “brings better feedback” than she received back in China. 

[bookmark: OLE_LINK72][bookmark: OLE_LINK73]4.2.1.3 Emotional factors
Peer Comparison
Half of the participants tend to evaluate their English skills and writing competence through comparison with their peers, which contributes to their WA. Chloe admits to comparing herself with others, even though she tries to keep her expectations realistic (above-medium academic scores). She shares the fear of “being worse than others”, which would make her feel “lose face”. Ava and Ella share that students may feel pressured to measure up to the perceived proficiency and achievements of their classmates, particularly those who seem more adept at navigating the academic environment. 
         (Ava): “At first, I noticed that many of my classmates had completed their     
                      undergraduate and master’s degrees in the UK. I just thought that their English 
                      skills were excellent, and their writing and academic abilities were very strong,   
                      which made me feel that my own level was quite low, in comparison. 
Ava further notes that this internal comparison creates “unnecessary anxiety”, which is mitigated when she communicates with peers and realizes that they share similar struggles. 
This tendency to compare themselves to others, on the one hand, could motivate participants to invest more in their academic practices for reluctance to being the worst. Nevertheless, it may create a continuous cycle of stress and perceived inadequacy, hindering their academic performance and writing self-efficacy, particularly when students perceive their peers are performing better.

Self-doubt
During the doctoral-level study, the intensive writing, the high amount of writing and high self-requirements make participants frequently fall into self-doubt. Consistently, self-doubt emerges as a pervasive issue among participants (5/6), particularly when faced with unfamiliar academic tasks or negative feedback. “I am so fearful, fearing that I cannot write well”, that is what Chloe feels when she approached the first essay writing. Similar to Chole’s thought, many participants struggle to believe in their own abilities and often question the quality of their work, even after receiving positive feedback. For instance, Fiona shares that she still feels her writing skills are bad despite the good academic scores. “Everyone get high marks, and I think it is too high.” Echoed in Fiona’s response, peer comparison could also cause participants’ self-doubt when they perceive other classmates tend to be confident. “I felt more anxious after I found my classmates are so clear about what they are gonna do, and consequently I start to doubt myself”. Participants share their self-doubt about the “whether the research direction is meaningful” (Ella), “whether it is plausible” (Fiona), “whether it could be useful in the future” (Ava), and even “whether it could help me find a good job” (Daisy). In this sense, their self-doubt originates from the uncertainty about future. In contrast, as the only participant stating that she does not self-doubt, Bella argues that she pursues doctoral degree only for personal promotion. “I have achieved wealth freedom, so the studying stuff is just for me”. The persistent self-doubt influences students’ writing self-efficacy and may lead to a reluctance or procrastination behaviour to engage in academic writing since they perceive the task is really difficult. In turn, procrastination causes later higher anxiety, and may bring worse academic performance, forming a vicious circle.

Uncertainty About the Future
Uncertainty about their academic and professional future also exacerbates participants’ WA. They express concerns about whether their academic efforts will lead to successful outcomes, such as publication or career advancement. For instance, Ella reflects on the time and energy invested in her studies, often questioning if her work will be sufficient to meet academic and professional expectations. This uncertainty creates a sense of vulnerability, where participants feel overwhelmed by the pressure to achieve specific milestones and unsure about their long-term prospects.

Worry About Negative Evaluation
The fear of negative evaluation affects participants’ willingness to engage in academic writing and submit their work. Many are apprehensive about receiving criticism from supervisors or peers, which often results in procrastination and avoidance behaviors. Fiona, for example, admits to worrying about receiving negative feedback on her work, which makes her hesitant to submit anything she is not fully satisfied with. This fear not only delays the writing process but also intensifies their anxiety, creating a barrier to effective academic communication and progress. Similarly, Bella initially feels anxious about negative feedback during her first few months in the UK, as she is unaccustomed to the critical approach of Western academia. However, over time, she learns to view such feedback as a constructive part of the academic process, helping her develop a more resilient attitude towards criticism. She now perceives negative feedback as an opportunity to improve her work and strengthen her arguments.

Overall, emotional factors such as peer comparison, self-doubt, uncertainty about the future, and worry about negative evaluation play a crucial role in shaping the writing experiences of Chinese doctoral students. These factors contribute to their writing anxiety and impact their overall academic performance and well-being. All this reflects the uncertainties in the new context, including the uncertainties of self-efficacy, peers, universities, which interrelates with each other.
[bookmark: OLE_LINK80][bookmark: OLE_LINK81] 
4.2.2 Coping strategies for WA (Response to RQ2)
[bookmark: OLE_LINK82][bookmark: OLE_LINK83] 4.2.2.1 Academic strategies
Participants report that they employ the structured writing plans to cope with their WA. Many of them (5/6) indicate that breaking down larger tasks into manageable sections help alleviate their anxiety. For instance, some respondents mention “creating detailed outlines” for their essays, which provide a clear roadmap for their writing process. Ava explains that his planning not only reduces the “overwhelming feeling associated with large assignments” but also instills “a sense of control over their academic workload”. Through setting smaller, achievable goals, participants are able to maintain a steady writing pace, and focus on one section at a time, which helps mitigate overall writing pressure. 

4.2.2.2 Social support
Another key academic strategy that emerges from the interviews is the proactive seeking of feedback from supervisors and peers. Many participants report that discussing their work with others, particularly with fellow students and academic advisors, plays a crucial role in reducing their WA. The feedback not only helps clarify their understanding of academic expectations but also offers reassurance and guidance, which bolsters their confidence in their writing abilities.

For instance, Chloe highlights the importance of peer support, noting that talking through her ideas with classmates often save her from unnecessary research dead ends. This collaborative approach, as explained by Ella, helps her gain a clearer direction for her projects, thereby alleviating the uncertainty and anxiety that stemmed from not knowing if she is on the right track. Furthermore, Bella and Daisy emphasise the value of receiving constructive feedback from her supervisor. Initially, both of them felt anxious about the critical nature of the feedback, but over time, they came to view it as an opportunity to improve writing work. This shift in perspective help develop a more resilient attitude toward criticism, transforming it from a source of stress into a learning experience.

[bookmark: OLE_LINK84][bookmark: OLE_LINK85]4.2.2.3 Self-regulation
Stress Management Techniques
Participants in the study report using various stress management techniques to alleviate the physical and psychological responses to anxiety that arise during academic writing tasks. Common techniques include regular physical exercise, mindfulness practices, and scheduling regular breaks during writing sessions. For example, Bella mentioned that engaging in regular exercise helps her manage stress and maintain a positive mindset. Similarly, Fiona finds that taking short breaks to engage in activities like cooking or spending time with friends allows her to reset mentally and return to her writing with renewed energy and clarity. These activities not only serve as a form of emotional release but also help in reducing the physical responses of stress, such as tension and fatigue, which are commonly associated with high levels of WA.

Emotional Regulation
Emotional regulation strategies are also prevalent among the participants as they navigate the emotional ups and downs of their academic journey. Techniques such as positive self-talk, reframing negative thoughts, and setting realistic expectations are frequently mentioned as effective ways to cope with the fear of failure and self-doubt. For instance, Daisy describes how she learns to shift her perspective by viewing mistakes as opportunities for growth rather than as failures. This approach helps her reduce the fear of judgment and the negative emotions associated with receiving critical feedback on her writing. Likewise, Bella emphasizes the importance of maintaining a growth mindset, recognizing that initial struggles are part of the learning process and do not define her overall academic abilities. This mindset shift enables her to approach writing tasks with less anxiety and more resilience.

Self-Monitoring and Adaptation
Self-monitoring, which involves regularly assessing one’s own progress and adjusting strategies as needed, was another important aspect of self-regulation among the participants. Several students discussed how they actively monitored their emotional states and writing progress, making adjustments to their study routines and strategies when they noticed signs of increasing anxiety or decreased productivity. For example, Ella explained that she kept a journal to track her writing progress and emotional responses to various tasks. This practice allowed her to identify patterns of procrastination or negative self-talk and implement changes, such as adjusting her writing schedule or seeking additional support from peers. By being attuned to their own emotional and cognitive states, these students were able to proactively manage their anxiety, prevent burnout, and maintain a balanced approach to their academic work.

In summary, self-regulation plays a critical role in helping Chinese doctoral students manage the complex emotional and cognitive demands of academic writing. Through the use of stress management techniques, emotional regulation, and self-monitoring, they are able to navigate the challenges of WA more effectively, fostering both academic success and personal well-being.
[bookmark: OLE_LINK220][bookmark: OLE_LINK221][bookmark: OLE_LINK218][bookmark: OLE_LINK219]4.3 Summary
[bookmark: OLE_LINK7][bookmark: OLE_LINK8]In summary, all six interview participants openly admit to experiencing WA during their doctoral studies. Given the significant amount of writing and the high expectations during the first year of doctoral study, feelings of pressure and fear are not uncommon. Besides, participants’ own expectations for the quality of their work or personal performance create additional pressure. Correspondingly, a recurring theme among the participants is self-doubt, which is prevalent throughout their academic journey. 

External factors, such as future career prospects, relationships, and family situations, also affect students’ mental states, influencing both their WA levels and academic performance. International students, in particular, face challenges relating to cultural differences and adaptation to the new academic environment. Initially, WA is more prominent, but it tends to decrease over time as students become more familiar with UK academic expectations, gain experience, and receive positive feedback from peers and supervisors. 

A variety of strategies are applied to cope with their WA, aiming to achieve emotional balance. Moderate anxiety motivates early preparation and leads to better-quality work, while excessive anxiety can result in procrastination, inability to focus, sleep problems, and, in extreme cases, withdrawal from studies.






Chapter 5 Discussion
Drawn upon the above findings, this chapter provides a detailed exploration of the key themes surrounding WA among Chinese doctoral students in Wales. The findings of the present study not only align with existing literature but also contribute new insights to doctoral students’ WA experiences. By considering the unique cultural backgrounds of Chinese students, the study reveals both similarities and differences compared to previous research on WA. This chapter integrates these findings with existing literature, investigating how cultural, linguistic, and educational factors influence WA and how students’ coping strategies align with the broader academic discourse. 

5.1 A multifaceted phenomenon: cognitive, somatic and bahavioural dimensions
Writing anxiety has been widely recognised as a multifaceted construct that affects students on multiple levels, impacting their thoughts, emotions, and behaviours (Cheng, 2004; Spielberger, 1983; Zeidner, 2014). This study confirms the presence of these diverse dimensions among Chinese doctoral students, demonstrating how cognitive, somatic, and avoidance behaviours contribute to the overall experience of WA. Understanding these dimensions as interconnected components rather than isolated factors is crucial for comprehending the full impact of writing anxiety on academic performance and well-being.

5.1.1 Cognitive anxiety
[bookmark: OLE_LINK224][bookmark: OLE_LINK225][bookmark: OLE_LINK222][bookmark: OLE_LINK223]Cognitive anxiety, characterised by negative beliefs and excessive worry about one’s writing abilities, emerges as a significant theme in this research. Previous studies have shown that international students often experience heightened cognitive anxiety due to unfamiliar academic expectations and perceived inadequacies in their writing skills (McClure, 2007; Huang, 2018). Participants in this study reported similar cognitive concerns, relating to the themes of self-doubt and worry about negative evaluation. In this sense, they frequently express doubts about their capacity to meet the rigorous standards of UK academia, such as the uncertainty of performing well and the anxiety over the perceived quality of work. These findings relate to participants’ lower writing self-efficacy, echoing Pajares’ (2003) notion that cognitive anxiety is a response to the perceived gap between one’s current abilities and the expectations of the academic community.

This study also highlights that cognitive anxiety is shaped by participants’ previous educational experiences. Participants who had struggled with academic writing in the past are more likely to doubt their abilities and experience higher levels of cognitive anxiety. This aligns with Bandura’s (1997) theory of self-efficacy, which suggests that individuals’ beliefs about their capabilities deeply influence their emotional responses to challenging tasks. The current research extends this understanding by showing that these beliefs are not static but evolve with exposure to new academic environments and challenges, reflecting the dynamic nature of cognitive anxiety in international students. Similarly, this is also explained by Shirvan et al. (2021) that the growth writing mindsets could change learners’ writing self-efficacy.

5.1.2 Somatic anxiety
[bookmark: OLE_LINK226][bookmark: OLE_LINK227][bookmark: OLE_LINK228][bookmark: OLE_LINK229]Somatic anxiety, involving physical symptoms such as restlessness, difficulty concentrating, and feeling overwhelmed, is also prevalent among the participants. According to Horwitz (2001), somatic anxiety arises when individuals perceive a threat to their well-being, triggering physiological responses that can hinder performance. Participants in this study frequently report experiencing such symptoms, particularly when they first receive a writing task or in the final moments before a deadline. These findings are consistent with the literature, which suggests that somatic symptoms can significantly disrupt cognitive processes, making it difficult for students to engage effectively with their academic tasks (Lee and Hsieh, 2019).
	
[bookmark: OLE_LINK230][bookmark: OLE_LINK231]Moreover, this study reveals that somatic anxiety fluctuates over time, influenced by factors such as workload, time pressure, and personal circumstances. This dynamic aspect of somatic anxiety aligns with the transactional model of stress (Lazarus and Folkman, 1984), which posits that individuals’ stress responses are contingent upon their appraisal of the demands they face (Zeidner, 2014). Participants report varying levels of somatic anxiety throughout their academic journey, with peaks occurring at critical moments such as the submission of major assignments or during interactions with supervisors. Most participants mentioned feeling pressure and nervousness when facing assignments, particularly in their early studies, as they struggled to adapt to the UK academic system. This finding underscores the importance of recognising the temporal variability of somatic anxiety and suggests that interventions should be responsive to these changing needs. 

5.1.3 Avoidance behaviour
[bookmark: OLE_LINK232][bookmark: OLE_LINK233][bookmark: OLE_LINK234][bookmark: OLE_LINK235]As shown in the SLWAI, avoidance behaviour, such as procrastination or withdrawal from writing tasks, emerges as another scomponent of WA in this study. Onwuegbuzie (2004) describes avoidance behaviour as a common coping strategy among students experiencing high levels of writing anxiety. This study confirms this view, with several participants admitting to postponing their writing tasks due to imagined difficulty or fear of negative evaluation. This behaviour, as Wang et al., (2021) explains, could bring temporary ease at the beginning, while may cause stronger WA eventually if without further effective coping strategies. Schraw, Wadkins and Olafson (2007) note that this behaviour reflects a maladaptive coping mechanism that, rather than alleviating anxiety, perpetuates a cycle of procrastination and self-doubt.

However, the findings also suggest that avoidance behaviour can serve adaptive functions under certain conditions. Some participants indicate that taking breaks and temporarily distancing themselves from their writing helps them manage their anxiety and avoid burnout. It could help return with a clearer mind and renewed focus. This nuanced understanding of avoidance behaviour challenges the traditional view of avoidance as purely detrimental and highlights the need for a more differentiated approach in addressing this aspect of WA. Recognising when avoidance is being used adaptively versus maladaptively is essential for developing effective support strategies that encourage healthy engagement with writing tasks.
      
5.1.4 Contributions to a Deeper Understanding of Writing Anxiety

[bookmark: OLE_LINK236][bookmark: OLE_LINK237]One of the contributions of this study is its exploration of the fluctuating nature of WA. Unlike previous research that often depicts writing anxiety as a fixed trait (Li, 2022), this study shows that anxiety levels can change over time, influenced by factors such as academic progress, evolving self-efficacy, and changing personal circumstances. Participants report experiencing lower anxiety levels after completing their first year of study, as they become more familiar with the UK academic environment and develop a better understanding of academic expectations. This finding aligns with the theory of writing self-efficacy (Pajares, 2003), which posits that confidence in one’s writing abilities can increase with experience and positive feedback.

Furthermore, this study reveals how socio-economic factors, such as concerns about future employment and financial stability, intersect with WA. Several participants express anxiety about their career prospects, particularly the fear of returning to low-paying jobs in their home country after investing heavily in their education abroad. This broader form of anxiety extends beyond academic performance, encompassing fears about social and economic outcomes. These findings suggest that writing anxiety among international students cannot be fully understood without considering the broader socio-economic context in which they are situated.

The study also highlights the role of prior educational experiences in shaping students’ beliefs about their writing competence. It seems that participants who had previously encountered negative feedback or struggled with academic writing are more likely to experience high levels of WA in the UK context. This is consistent with Pajares’s (2003) research on self-efficacy, which suggests that past experiences influence one’s confidence and approach to future tasks. The current study contributes to the literature by demonstrating how these pre-existing beliefs and experiences can persist and evolve in response to new academic challenges.

5.2 Discussion of the causes to WA
As shown above, the contributing causes to WA among Chinese doctoral students are complex and often arise from a mix of cultural, educational, and personal factors. 
These different elements, as Shirvan et al. (2021) suggest, pervasively influence students' experiences with WA, which may subsequently affect students' confidence and self-perceptions of writing. 

[bookmark: OLE_LINK118][bookmark: OLE_LINK119]Cultural and educational backgrounds
[bookmark: OLE_LINK239][bookmark: OLE_LINK240][bookmark: OLE_LINK241]The results indicate that some Chinese students' WA may be linked to the prevalence of social comparisons with their peers. As noted by Diener and Fujita (2013), while upward social comparisons (comparing oneself to individuals who are perceived more successful) can foster self-improvement, they may also harm participants’ self-efficacy and overall well-being through evaluating personal academic achievement with comparisons to their peers. Consistently, White and Lehman's (2005) empirical study suggest that Chinese individuals are more inclined to engage in upward social comparisons and are more sensitive to others' opinions and judgments than other Asian groups. Zhang and Mi (2009) further analyse these social comparisons among Chinese students on a deeper level, discussing that the cultural emphasis on academic excellence and societal expectations might be informed by Confucian educational tradition, which values academic achievement as a marker of personal and familial success. According to Liang and Turner (2021), this cultural backdrop might foster a fear of being judged as inadequate and an overwhelming pressure to perform well, which might account for the deeper causes of the tendency to compare with peers.

[bookmark: OLE_LINK116][bookmark: OLE_LINK117]Additionally, educational backgrounds also play a crucial role. Most participants indicate that their prior education did not adequately prepare them for the academic writing standards expected in the UK, such as critical thinking, argumentative skills, and philosophical perspectives. Consistently, as Kirkpatrick and Zang (2011) comment, this academic pressure might be compounded by the competitive and exam-driven nature of the Chinese educational system, where rote memorisation and conformity to supervisors’ requirements are attached great importance, while less focuses are placed on critical thinking, creativity, and learners’ self-awareness. These educational differences may leave students feeling ill-prepared for the demands of academic writing in the UK, where originality and independent analysis are valued (Chen et al., 2021). Subsequently, students’ unfamiliarity with the new environment could bring uncertainty about their writing abilities and increase WA (Jindal-Snape and Rienties, 2016). Nevertheless, it should be acknowledged that while social comparison and educational pressure are particularly pronounced in Chinese students’ experiences, they are not unique to this cultural group. For example, students in the UK and the US also struggle with imposter syndrome or fear of inadequacy when comparing themselves to high-achieving peers, especially in competitive environments like elite universities (Garcia, Tor and Schiff, 2013).

Linguistic challenges
[bookmark: OLE_LINK242][bookmark: OLE_LINK243]In addition to cultural influences, the English language itself is a source of anxiety, which has also been identified in a great number of previous research on ESL learners (Yanti and Hidayati, 2021). Research by Huerta et al. (2016) supports this view, demonstrating that non-native English speakers often struggle with writing apprehension, fearing that their language proficiency may not adequately convey their complex thoughts. This study finds that this linguistic WA is more pronounced among participants who perceive themselves with lower language ability (Horwitz, 2001). Al-Shboul and Huwari (2015) further analyse that the lack of confidence in students’ writing skills could lead to a fixed mindset where students perceive their abilities as static and unchangeable, thus reinforcing their WA and influencing the motivation to study.


Personal factors
[bookmark: OLE_LINK120][bookmark: OLE_LINK121][bookmark: OLE_LINK244][bookmark: OLE_LINK245][bookmark: OLE_LINK246]In this study, personal factors, such as socio-economic concerns and future career uncertainties, further exacerbate WA. Some participants express anxiety about their future job prospects, academic publication, the financial burden of studying abroad. As described by Singh and Choudhary (2015), this anxiety is particularly pronounced when students feel that their academic performance directly influences their career opportunities and the return on their educational investment. In other words, as Smith and Khawaja (2011) summarise in their review, international students’ academic WA is intertwined with concerns about their long-term economic stability and career success. This convergence of cultural, educational, and personal factors creates a complex and often overwhelming experience of WA for Chinese doctoral students, making it a pervasive issue that affects multiple aspects of their academic and personal lives (Jindal-Snape and Rienties, 2016).

5.3 Discussion of the relationships between WA causes and coping strategies
[bookmark: OLE_LINK124][bookmark: OLE_LINK125]In response to the multifaceted causes, Chinese doctoral students employ a range of coping strategies to manage their WA. These strategies can be broadly categorised into academic strategies, social support, and self-regulation, which shows a reciprocal relationship in the collected dada (Jindal-Snape and Rienties, 2016). For example, participants share that greater efforts to invest in academic writing should combine with social supports from friends and classmates, which enhances their self-regulation of emotions, perceptions, and behaviours. 

[bookmark: OLE_LINK126][bookmark: OLE_LINK127][bookmark: OLE_LINK249][bookmark: OLE_LINK250][bookmark: OLE_LINK251][bookmark: OLE_LINK252]Seeking social support is a vital strategy for navigating academic challenges, incorporating the engagement with supervisors, peers, and academic writing centres (Amanda, 2018). More specifically, mutual communication with these groups could provide much-needed guidance and emotional reassurance (Bailey, 2019). As noted, formal academic feedback, whether direct or indirect, is crucial in shaping students’ academic writing development (Hunter and Devine, 2016). Consistently, Cotterall (2011) finds that students who regularly meet with their supervisors to discuss progress and clarify academic expectations tend to experience lower levels of WA. This academic feedback also enables participants to develop personalised academic strategies for managing the demanding academic work (Huerta et al., 2017). Moreover, participants also benefit from peer review and communication, which helps foster a sense of belonging and mutual support, easing the feelings of isolation often felt by international students (Smith and Khawaja, 2011). In this way, self-doubt, and the imaginative fear that other students are adjusting better could be alleviated, fostering emotional self-regulation during the doctorate journey.

[bookmark: OLE_LINK130][bookmark: OLE_LINK131][bookmark: OLE_LINK253][bookmark: OLE_LINK254]In this study, emotional self-regulation emerges as a key strategy employed by most participants to manage their anxious emotions at the doctorate level. In line with previous studies, emotional self-regulation points to gain more control over students’ confidence and beliefs in writing abilities (Zimmerman, 2002). The data shows that through stress management, positive thinking, and changing mindset, students could positively regulate their emotions and beliefs relating to demanding situations (Smith and Khawaja, 2011), which points to higher writing-efficacy. Pekrun et al. (2007) specifically report that students use positive self-talk to combat negative thoughts, reminding themselves that perfection is not always attainable and that making mistakes is part of the learning process. This reframing of their internal dialogue helps reduce the pressure to produce flawless work, thereby lowering cognitive anxiety (Regehr, Glancy and Pitts, 2013). Additionally, the regular breaks and physical activities could also help learners feel refreshed during production of large writing tasks (Dawson et al., 2021). Nevertheless, as Liang and Turner (2021) point out, if students focus solely on regulating anxious emotions without the investments to improve their writing competence, the emotion-regulating strategies would still be ineffective for the anxiety-inducing issues persist. Correspondingly, academic strategies could be paired with emotional breaks and social support to produce better outcomes. 

[bookmark: OLE_LINK128][bookmark: OLE_LINK129]Adopting academic strategies reveal students’ behavioural adjustments in addressing avoidance behaviour and gaps in task-related knowledge. To combat procrastination when faced with overwhelming and challenging writing tasks, participants describe breaking their work into smaller, more manageable components, setting specific goals for each session, and adhering to a structured writing schedule. This behavioural adjustment, as noted by Onwuegbuzie (2004), helps establish a consistent routine reported as beneficial for maintaining focus and productivity. Besides, participants tailor their writing efforts to their individual needs by seeking out writing criteria, sample models, and relevant reading materials. These strategies align with what Schraw et al. (2007) refer to as competence-related regulation, intending to bridge the knowledge gap in academic writing requirements. 

Despite these efforts, many students still struggle with negotiating their WA, indicating the need for more comprehensive institutional support. Previous research has discussed more tailored interventions by universities and teachers, such as workshops on stress management and academic writing, alongside access to mental health services, which would be discussed in a more depth in Chapter 6.3.






[bookmark: OLE_LINK108][bookmark: OLE_LINK109]Chapter 6 Conclusion, limitations, and recommendations 

[bookmark: OLE_LINK110][bookmark: OLE_LINK111]6.1 Summary of the study
Each participant had to navigate a new academic environment, where expectations about structure, methodology, and language proficiency were more rigorous than in their previous experiences. The shift from the Chinese academic context to the UK system posed initial challenges, but through peer support, incremental planning, and increased familiarity with academic requirements, participants gradually reduced their anxiety. Despite these improvements, concerns about future career prospects and self-expectation remain significant drivers of anxiety for many.

6.2 Limitations
While this study provides deep insights into the multifaceted nature of WA among Chinese doctoral students, several limitations should be acknowledged. One of the primary limitations of this research is the sample size and demographic scope. The study focused on a small group of Chinese doctoral students studying in the UK, which may not fully represent the diversity of experiences among Chinese students in different regions or academic disciplines. Although the qualitative methodology allowed for an in-depth exploration of participants’ experiences, the findings may not be applicable to all Chinese doctoral students or those from other cultural backgrounds. Future research should consider a larger and more diverse sample to enhance the generalisability of the findings.

Another limitation is the reliance on self-reported data through interviews, which, while providing rich narratives, are subjective and may be affected by participants’ willingness to share. Responses could be influenced by social desirability bias or discomfort, potentially leading to underreporting or exaggeration of anxiety levels. The questionnaire, though helpful in giving an overview of anxiety, lacks the depth to fully capture how cultural, linguistic, and personal factors intersect in writing anxiety. However, combining qualitative interviews with quantitative questionnaires offsets this limitation by offering a more comprehensive understanding. Additionally, the interviews were conducted at a single point in time, limiting insight into the evolving nature of writing anxiety. Longitudinal studies could better track changes in anxiety levels and coping strategies over time.

Furthermore, the study’s focus on Chinese doctoral students limits its applicability to other international student populations. The specific cultural and educational backgrounds of Chinese students play a significant role in shaping their experiences of writing anxiety. However, students from other countries may face different challenges and stressors related to academic writing. Future research should explore writing anxiety among diverse international student groups to develop a more inclusive understanding of this issue.

6.3 Implications 
6.3.1 Implications for teachers
[bookmark: OLE_LINK255][bookmark: OLE_LINK256]Teachers play a crucial role in supporting students with writing anxiety. One key implication is the need for culturally responsive pedagogy (Gay, 2010). Educators should be aware of the cultural and educational backgrounds of their students and how these factors influence their writing experiences and anxieties. For example, as proposed by Hollins (2013), incorporating culturally sensitive teaching practices, such as providing examples of successful academic writing from diverse cultural perspectives, can help students feel more included and valued.

Another important strategy is the use of formative feedback. Hattie and Timperley (2007) demonstrate that timely and constructive feedback could impose powerful influences on learning and achievement. Therefore, instead of overwhelming students with extensive corrective comments, teachers could also provide constructive feedback that highlights both strengths and areas for improvement. Feedback should be framed in a way that promotes a growth mindset, encouraging students to view their writing as a skill that can be developed through effort and practice (Shirvan et al., 2021). Teachers should also provide opportunities for students to revise and resubmit their work, which can help reduce anxiety by shifting the focus from achieving perfection to improving competence. 

Writing workshops and peer review sessions can be valuable tools in reducing writing anxiety. Teachers should consider incorporating these activities into their courses to provide students with a structured, low-stakes environment where they can practice their writing skills and receive feedback from peers. Such activities not only improve writing proficiency but also build a sense of community and mutual support among students, which can alleviate feelings of isolation and anxiety.

[bookmark: OLE_LINK122][bookmark: OLE_LINK123]6.3.2 Implications for international universities
International universities have a responsibility to create an inclusive and supportive environment for all students, particularly those facing unique challenges related to cultural and linguistic differences. Tailored writing support programs are hence crucial for addressing both the linguistic and psychological aspects of writing anxiety. Cheng (2004) points out that writing anxiety is particularly prevalent among second-language learners due to the added pressure of writing in a foreign language. Workshops that address both language skills and stress management can help students develop coping strategies.

Universities should also consider implementing early intervention strategies to identify and support students who may be struggling with writing anxiety (Bennett, 2013). Regular assessments of students’ well-being and academic progress can help detect issues early and provide timely support. Additionally, training faculty and staff to recognise signs of anxiety and to refer students to appropriate resources can create a more responsive and supportive academic environment (Beiter et al., 2015). 

Finally, promoting a welcoming campus culture is key. Universities should focus on fostering cross-cultural understanding and inclusivity, as suggested by Deardorff (2006). Events and workshops that celebrate diversity encourage mutual respect and empathy among students from different backgrounds, helping to create an environment where all students feel valued and supported.



References
Abulfaraj, G.G., Upsher, R., Zavos, H.M. and Dommett, E.J. (2024) ‘The Impact of Resilience Interventions on University Students’ Mental Health and Well-Being: A Systematic Review’, Education Sciences, 14(5), p.510.
Al-Shboul, Y. and Huwari, I.F. (2015) ‘The Causes of Writing Apprehension through Students' Perspective’, Journal of Language Teaching and Research, 6(3).
Alameddine, M.M. and Mirza, H.S. (2016) ‘Teaching academic writing for advanced level grade 10 English’, Procedia-Social and Behavioral Sciences, 232, pp.209-216.
Alpert, R. and Haber, R. (1960) ‘Anxiety in academic achievement situations’, Journal of Abnormal and Social Psychology, 61, pp.207-215.
Amanda, F. (2018) ‘Academic writing: Anxiety, confusion, and the affective domain: Why should subject lecturers acknowledge the social and emotional aspects of writing development processes?’, Journal of Academic Writing, 8(2), pp.202-211.
Bailey, R., Mahoney, P., Boud, D., Phillips, M. and Ryan, T. (2019) ‘Effective feedback: Staff and student perspectives’, Assessment & Evaluation in Higher Education, 44(1), 25-36.
Bandura, A. (2006) ‘Guide for constructing self-efficacy scales’, Self-efficacy beliefs of adolescents, 5(1), pp.307-337.
Beiter, R., Nash, R., McCrady, M., Rhoades, D., Linscomb, M., Clarahan, M. and Sammut, S. (2015) ‘The prevalence and correlates of depression, anxiety, and stress in a sample of college students’, Journal of affective disorders, 173, pp.90-96.
Bennett, C. (2013) ‘International student support in higher education: Understanding the dynamics of cross-cultural transition’, Educational Review, 65(4), 412-427.
Bloom, L. (1985) ‘Anxious writers in context: Graduate school and beyond’, In M. Ross (Ed.), When a writer can’t write. New York: Guilford, pp.119–133.
Botes, E., Dewaele, J.M. and Greiff, S. (2020) ‘The foreign language classroom anxiety scale and academic achievement: An overview of the prevailing literature and a meta-analysis’, Journal for the Psychology of Language Learning, 2(1), pp.26-56.
Bourne, E.J. (2011) The anxiety and phobia workbook. New Harbinger Publications.
Braun, V. and Clarke, V. (2006) ‘Using thematic analysis in psychology’, Qualitative research in psychology, 3(2), pp.77-101.
[bookmark: OLE_LINK216][bookmark: OLE_LINK217]British Educational Research Association (BERA) (2024) Ethical Guidelines for Educational Research. 5th edn. London.
Bruning, R., Dempsey, M., Kauffman, D.F., McKim, C. and Zumbrunn, S. (2013) ‘Examining dimensions of self-efficacy for writing’, Journal of educational psychology, 105(1), pp.25.
Cameron, J., Nairn, K. and Higgins, J. (2009) ‘Demystifying academic writing: Reflections on emotions, know-how and academic identity’, Journal of Geography in Higher Education, 33(2), pp.269-284.
Campbell, F., Blank, L., Cantrell, A., Baxter, S., Blackmore, C., Dixon, J. and Goyder, E. (2022) ‘Factors that influence mental health of university and college students in the UK: a systematic review’, BMC Public Health, 22(1), pp.1778.
Chaliawala, K.S., Vidourek, R.A. and King, K.A. (2024) ‘Anxiety among Asian international college students in the US: a systematic literature review’, Journal of American College Health, pp.1-8.
Chen, M., Xiao, J.Z. and Zhao, Y. (2021) ‘Confucianism, successor choice, and firm performance in family firms: Evidence from China’, Journal of Corporate Finance, 69, pp.102023.
Chenail, R.J. (2011) ‘Interviewing the investigator: Strategies for addressing instrumentation and researcher bias concerns in qualitative research’, Qualitative report, 16(1), pp. 255-262.
Cheng, Y.S. (2002) ‘Factors associated with foreign language writing anxiety’, Foreign language annals, 35(6), pp.647-656.
Cheng, Y.S. (2004) ‘A measure of second language writing anxiety: Scale development and preliminary validation’, Journal of second language writing, 13(4), pp.313-335.
Freud, S. (1941) ‘Inhibitions, symptoms and anxiety’, The Psychoanalytic Review (1913-1957), 28, pp.544.
Cheng, Y.S., Horwitz, E.K. and Schallert, D.L. (1999) ‘Language anxiety: Differentiating writing and speaking components’, Language learning, 49(3), pp.417-446.
Clark, R. and Gieve, S.N. (2006) ‘On the discursive construction of ‘the Chinese learner’, Language, culture and curriculum, 19(1), pp.54-73.
Cohen, L., Manion, L. and Morrison, K. (2002) Research methods in education. Routledge.
Cotterall, S. (2011) ‘Doctoral students writing: Where’s the pedagogy?’, Teaching in Higher Education, 16(4), 413-425.\
Creswell, J.W. (2014). Research Design: Qualitative, quantitative, and Mixed Methods Approaches. London: Sage.
Creswell, J.W. and Poth, C.N. (2016) Qualitative inquiry and research design: Choosing among five approaches. Sage.
Crotty, M. (1998) The foundations of social research: Meaning and perspective in the research process. London: Sage.
Dacwang, L. K. C. (2014) ‘Coping strategies in response to language anxiety in the academic writing tasks of Philippine university students’, Journal of Language Teaching and Research, 5(2), 350-356.
Dacwang, L. K. C. (2014). *Coping strategies in response to language anxiety in the academic writing tasks of Philippine university students*. Journal of Language Teaching and Research, 5(2), 350-356.
Daly, J.A. and Miller, M.D. (1975) ‘The empirical development of an instrument to measure writing apprehension’, Research in the Teaching of English, 9(3), pp.242-249.
Dawson, P., Henderson, M., Mahoney, P., Phillips, M., Ryan, T., Boud, D. and Molloy, E. (2021) ‘What makes for effective feedback: Staff and student perspectives’, Assessment & Evaluation in Higher Education, 46(1), 25-36.
Deardorff, D. K. (2006) ‘The identification and assessment of intercultural competence as a student outcome of internationalization’, Journal of Studies in International Education, 10(3), 241-266.
Denzin, N.K. and Lincoln, Y. (2007) The landscape of qualitative research. London: Sage.
DiCicco‐Bloom, B. and Crabtree, B.F. (2006) ‘The qualitative research interview’, Medical education, 40(4), pp.314-321.
Diener, E. and Fujita, F. (2013) ‘Social Comparisons and Subjective Weil-Being’, In Health, coping, and well-being. Psychology Press, pp. 329-357.
Elton, L. (2010) ‘Academic writing and tacit knowledge’, Teaching in Higher Education, 15(2), pp.151-160.
Etikan, I., Musa, S.A. and Alkassim, R.S. (2016) ‘Comparison of convenience sampling and purposive sampling’, American journal of theoretical and applied statistics, 5(1), pp.1-4.
Fitrinada, D.M., Loeneto, B.A. and Fiftinova, F. (2018) ‘Students’ writing anxiety and its correlation with writing performance’, Journal of English Literacy Education: The Teaching and Learning of English as a Foreign Language, 5(2), pp.194-207.
Fossey, E., Harvey, C., McDermott, F. and Davidson, L. (2002) ‘Understanding and evaluating qualitative research’, Australian & New Zealand journal of psychiatry, 36(6), pp. 717-732.
French, A. (2018) ‘Fail better’: Reconsidering the role of struggle and failure in academic writing development in higher education’, Innovations in Education and Teaching International, 55(4), pp.408-416.
Gao, W., Ping, S. and Liu, X. (2020) ‘Gender differences in depression, anxiety, and stress among college students: a longitudinal study from China’, Journal of affective disorders, 263, pp.292-300.
Garcia, S.M., Tor, A. and Schiff, T.M. (2013) ‘The psychology of competition: A social comparison perspective’, Perspectives on psychological science, 8(6), pp.634-650.
Gay, G. (2010) Culturally responsive teaching: Theory, research, and practice. Teachers College Press.
Golde, C.M. (2005) ‘The role of the department and discipline in doctoral student attrition: Lessons from four departments’, The Journal of Higher Education, 76(6), pp.669-700.
Green, Z.A. (2022) ‘Generalized self-efficacy shields on the negative effect of academic anxiety on academic self-efficacy during COVID-19 over time: A mixed-method study’, Journal of School and Educational Psychology, 2(1), pp.44-59.
[bookmark: OLE_LINK38][bookmark: OLE_LINK39]Gregory, D.G. (2003) ‘Leaving the ivory tower: The causes and consequences of departure from doctoral study’, Contemporary Sociology, 32(2), pp.247.
Hascher, T. (2007) ‘Exploring students’ well-being by taking a variety of looks into the classroom’, Hellenic Journal of Psychology, 4(3), pp.331-349.
Hattie, J. and Timperley, H. (2007) ‘The power of feedback’, Review of Educational Research, 77(1), 81-112.
Heller, M.L. and Cassady, J.C. (2017) ‘The impact of perceived barriers, academic anxiety, and resource management strategies on achievement in first-year community college students’, Journal of The First-Year Experience & Students in Transition, 29(1), pp.9-32.
Hollins, E.R. (2013) Transforming curriculum for a culturally diverse society. Routledge.
Hooda, M. and Saini, A. (2017) ‘Academic anxiety: An overview’, Educational Quest, 8(3), pp.807-810.
Horwitz, E. (2001) ‘Language anxiety and achievement’, Annual review of applied linguistics, 21, pp.112-126.
Horwitz, E.K. (2017) ‘On the misreading of Horwitz, Horwitz, and Cope (1986) and the need to balance anxiety research and the experiences of anxious language learners’, New insights into language anxiety: Theory, research and educational implications, 31, pp.47.
Houp, G.W. (2009) ‘Lana’s story: Re-storying literacy education’, Journal of Adolescent and Adult Literacy, 52(8), pp.698–707.
Hsu, J.L. and Goldsmith, G.R. (2021) ‘Instructor strategies to alleviate stress and anxiety among college and university STEM students’, Life Sciences Education, 20(1), pp.1.
Huerta, M., Goodson, P., Beigi, M. and Chlup, D. (2017) ‘Graduate students as academic writers: Writing anxiety, self-efficacy and emotional intelligence’, Higher Education Research & Development, 36(4), pp.716-729.

Hunter, K.H. and Devine, K. (2016) ‘Doctoral students’ emotional exhaustion and intentions to leave academia’, International Journal of doctoral studies, 11(2), pp.35-61.
Husain, H., Bais, B., Hussain, A. and Samad, S.A. (2012) ‘How to construct open ended questions’, Procedia-Social and Behavioral Sciences, 60, pp. 456-462.
In, J. (2017)’ Introduction of a pilot study’, Korean journal of anesthesiology, 70(6), p.601.
Iqbal, S. and Nasir, M. (2015) ‘Strategies of University Students to Cope with Academic Anxiety’, Journal of Arts and Social Sciences, 2(2), pp.13-20.
Jenkins, P. E., Ducker, I., Gooding, R., James, M. and Rutter-Eley, E. (2021) ‘Anxiety and depression in a sample of UK college students: a study of prevalence, comorbidity, and quality of life’, Journal of American college health, 69(8), pp.813-819.
Jia, H. and Jing, Y. (2020) ‘Study on the Bilingual Teaching of International Economics—Based on the Model of Outcome-Based Education’, Creative Education, 11(8), pp.1407-1417.
Jindal-Snape, D. and Rienties, B. (2016) ‘Understanding multiple and multi-dimensional transitions of international higher education students: Setting the scene’, In Multi-dimensional transitions of international students to higher education Routledge, pp.1-17.
King, J. and Aono, A. (2017) ‘Talk, silence and anxiety during one-to-one tutorials: A cross-cultural comparative study of Japan and UK undergraduates’ tolerance of silence’, Asia Pacific Education Review, 18, pp.489-499.
Kirkpatrick, R. and Zang, Y. (2011) ‘The negative influences of exam-oriented education on Chinese high school students: Backwash from classroom to child’, Language testing in Asia, 1(3), pp.36.
Klamer, P., Bakker, C. and Gruis, V. (2017) ‘Research bias in judgement bias studies–a systematic review of valuation judgement literature’, Journal of Property Research, 34(4), pp.285-304.
Kondo, D.S. and Ying-Ling, Y. (2004) ‘Strategies for coping with language anxiety: The case of students of English in Japan’, Elt Journal, 58(3), pp.258-265.
Kuhn, T.S. (2012) The structure of scientific revolutions. University of Chicago press.
Larson, R. (1985) ‘Emotional scenarios in the writing process: An examination of young writers’ affective experiences’, In Rose, M. (eds) When a writer can’t write: Studies in writer’s block and other composing-process problems. New York: Guilford, pp.19–42.
Lazarus, R.S (1984) Stress, appraisal, and coping (Vol. 464). Springer.
Lee, J. S. and Hsieh, J. C. (2019) ‘Affective variables and willingness to communicate of EFL learners in in-class, out-of-class, and digital contexts’, System, 82, 63-73.
Li, B. (2022) ‘Research on correlation between English writing self-efficacy and psychological anxiety of college students’, Frontiers in psychology, 13, p.957664.
Li, H. and Du, X.Y. (2013) ‘Confronting cultural challenges when reconstructing the teacher-student relationship in a Chinese context’, In Teaching and learning culture, pp.79-94.
Li, W., Zhao, Z., Chen, D., Peng, Y. and Lu, Z. (2022) ‘Prevalence and associated factors of depression and anxiety symptoms among college students: a systematic review and meta‐analysis’, Journal of Child Psychology and Psychiatry, 63(11), pp.1222-1230.
Liang, F. and Turner, J.E. (2021) ‘Writing Anxiety among Chinese Graduate Students in an American Educational Setting’, Journal of Ethnographic and Qualitative Research, 16(2).
Lo, S.M., Wong, H.C., Lam, C.Y. and Shek, D.T. (2020) ‘Common mental health challenges in a university context in Hong Kong: A study based on a review of medical records’, Applied Research in Quality of Life, 15, pp.207-2.
MacIntyre, P. D. and Gardner, R. C. (1991) ‘Methods and results in the study of anxiety and language learning: A review of the literature’, Language Learning, 41(1), pp.85-117.
Majid, M.A.A., Othman, M., Mohamad, S.F., Lim, S.A.H. and Yusof, A. (2017) ‘Piloting for interviews in qualitative research: Operationalization and lessons learnt’, International Journal of Academic Research in Business and Social Sciences, 7(4), pp. 1073-1080.
Martinez, A. and Nguyen, S. (2020) ‘The impact of COVID-19 on college student well-being.
Martinez, C.T., Kock, N. and Cass, J. (2011) ‘Pain and pleasure in short essay writing: Factors predicting university students’ writing anxiety and writing self‐efficacy’, Journal of Adolescent and Adult Literacy, 54(5), pp.351-360.
McClure, J.W. (2007) ‘International graduates’ cross-cultural adjustment: Experiences, coping strategies, and suggested programmatic responses’, Teaching in Higher Education, 12(2), pp.199-217.
McCullough, C. J. and Mann, R. W. (1985) Managing your anxiety. New York: The Putnam Publishing Company.
Meng, H., Tang, M. and Wu, M. (2021) ‘Current situation on exam-oriented education in China and the outlook for quality-oriented education’, In 2021 3rd International Conference on Literature, Art and Human Development (ICLAHD 2021). Atlantis Press, pp.325-331.
Merriam, S.B. and Tisdell, E.J. (2015) Qualitative research: A guide to design and implementation. 4th edn. John Wiley and Sons.
Nuranifar, Y. (2014) ‘Strategies to cope with second language learning Anxiety: The case of Iranian pre–university students’, Journal of Novel Applied Sciences, 3, pp.1493-1502.
Onwuegbuzie, A.J. (2004) ‘Academic procrastination and statistics anxiety’, Assessment & Evaluation in Higher Education, 29(1), pp.3-19.
Oxford, R. L. (2001) ‘Language learning strategies’, In D. Nunan & R. Carter (Eds.), The Cambridge Guide to Teaching English to Speakers of Other Languages. Cambridge University Press, pp. 166-172.
Pajares, F. (2003) ‘Self-efficacy beliefs, motivation, and achievement in writing: A review of the literature’, Reading and Writing Quarterly, 19(2), pp.139-158.
Palinkas, L.A., Horwitz, S.M., Green, C.A., Wisdom, J.P., Duan, N. and Hoagwood, K. (2015) ‘Purposeful sampling for qualitative data collection and analysis in mixed method implementation research’, Administration and policy in mental health and mental health services research, 42, pp.533-544.
Perera, H.N. and DiGiacomo, M. (2013) ‘The relationship of trait emotional intelligence with academic performance: A meta-analytic review’, Learning and individual differences, 28, pp.20-33.
Pimsarn, P. (2013) ‘EFL students’ writing apprehension’, International Journal of Arts and Sciences, 6(4), pp. 99.
Polit, D. and Beck, C. (2020) Essentials of nursing research: Appraising evidence for nursing practice. Philadelphia: Lippincott Williams and Wilkins.
Regehr, C., Glancy, D. and Pitts, A. (2013) ‘Interventions to reduce stress in university students: A review and meta-analysis’, Journal of affective disorders, 148(1), pp.1-11.
Schraw, G., Wadkins, T. and Olafson, L. (2007) ‘Doing the things we do: a grounded theory of academic procrastination’, Journal of Educational psychology, 99(1), p.12.
Seitz, S. (2016) ‘Pixilated partnerships, overcoming obstacles in qualitative interviews via Skype: A research note’, Qualitative research, 16(2), pp. 229-235.
Shirvan, M.E., Lou, N.M. and Taherian, T. (2021) ‘Where do language mindsets come from? An ecological perspective on EFL students’ mindsets about L2 writing’, Journal of Psycholinguistic Research, 50(5), pp.1065-1086.
Singh, P. and Choudhary, G. (2015) ‘Impact of socio-economic status on academic achievement of school students: An investigation’, International Journal of Applied Research, 1(4), pp.266-272.
Smith, R.A. and Khawaja, N.G. (2011) ‘A review of the acculturation experiences of international students’, International Journal of intercultural relations, 35(6), pp.699-713.
Spielberger, C.D. (1983) Manual for the State-Trait Anxiety Inventory. Palo Alto, CA: Consulting Psychologists Press.
Stankov, L. (2013) ‘Depression and life satisfaction among European and Confucian adolescents’, Psychological Assessment, 25(4), pp.1220.
Temple, B. and Young, A. (2004) ‘Qualitative research and translation dilemmas’, Qualitative research, 4(2), pp.161-178
Van-Manen, M. (2017) ‘But is it phenomenology?’, Qualitative health research, 27(6), pp.775-779.
Von der Embse, N., Jester, D., Roy, D. and Post, J. (2018) ‘Test anxiety effects, predictors, and correlates: A 30-year meta-analytic review’, Journal of affective disorders, 227, pp.483-493.
Wang, Y., Gao, H., Liu, J. and Fan, X.L. (2021) ‘Academic procrastination in college students: The role of self-leadership’, Personality and Individual Differences, 178, p.110866.
Welsh Government (2023) Healthier Wales: long-term plan for health and social care. Available at: https://www.gov.wales/healthier-wales-long-term-plan-health-and-social-care/ (Accessed: 18 September 2024).
White, K. and Lehman, D.R. (2005) ‘Culture and social comparison seeking: The role of self-motives’, Personality and Social Psychology Bulletin, 31(2), pp.232-242.
Woodrow, L. (2011) ‘College English writing affect: Self-efficacy and anxiety’, System, 39(4), pp.510-522.
Wynne, C., Guo, Y.J. and Wang, S.C. (2014) ‘Writing anxiety groups: A creative approach for graduate students’, Journal of Creativity in Mental Health, 9(3), pp.366-379.
Xie, D. and Leong, F. T. (2008) ‘A Cross‐Cultural Study of Anxiety Among Chinese and Caucasian American University Students’, Journal of Multicultural Counseling and Development, 36(1), pp.52-63.
Yanti, G.S. and Hidayati, N. (2021) ‘Students’ Writing Anxiety and Its Implication to Local Context’, Scientific Journal of Linguistics, Literature and Language Education, 10(2), pp.62-68.
Yanxia, Y. (2017) ‘Test anxiety analysis of Chinese college students in computer-based spoken English test’, Journal of Educational Technology and Society, 20(2), pp.63-73.
Yu, C. (2023) ‘What factors will keep Chinese students coming to the UK?’, University World News, 17 June. Available at: https://www.universityworldnews.com/post-mobile.php?story=20230614130314244 (Accessed: 18 September 2024).
Zeidner, M. (2014) ‘Anxiety in education’, in International handbook of emotions in education. Routledge, pp.265-288.
Zhang, X. (2019) ‘Exploring the relationship between college students’ writing anxiety and the pedagogical use of online resources’, International Journal of Educational Technology in Higher Education, 16(1), pp.18.
Zhang, Y. and Mi, Y. (2010) ‘Another look at the language difficulties of international students’, Journal of Studies in international Education, 14(4), pp.371-388.
Zimmerman, B.J. (2002) ‘Becoming a self-regulated learner: An overview’, Theory into practice, 41(2), pp.64-70.





image1.jpeg
Frequency

4.0r

3.5

3.0

»
&

.N
=3

1L0[

0.5 -

0.0

65 70 75
Total Writing Anxiety Score

Histogram of Total Wri_ting Anxiety Scores





