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Abstract

The study investigated students’ perceptions of teachers writing instructional
and motivational strategies in a pre-tertiary institution in Ghana. Using a
mixed method approach, 60 third-year students drawn from three subject
areas: General Arts, Science and Home Economics, were selected from a
Senior High School within the Krowor Municipality of the Greater Accra
Region of Ghana. Structured questionnaires consisting of four sections
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and a focus group discussion guide were used as the main data collection
instruments. The data were subjected to a simple descriptive analysis for the
quantitative part using Statistical Package for Social Sciences (SPSS) version
22 and thematic analysis for the qualitative section. The findings indicated that
teachers use eclectic strategies from the three major approaches to writing:
product, process, and genre; however, strategies of the product approach
dominated. Second, in teaching writing, teachers often casually employ a
few motivational strategies that are often devoid of the needed intentionality
and consciousness that could cause a change in learner behaviour. Again, the
study found that students perceive their teachers’ writing instructional and
motivational strategies as boring, less challenging, and less innovative. The
participants, however, perceive teachers’ use of model texts and field specific
words in teaching writing as a good practice. Finally, it is recommended that
writing instructions in senior high schools should consider learners from
varied backgrounds with different capabilities and teachers should adapt
strategies that suit the local contexts and address the individual learner’s
needs.

Keywords: writing instruction, motivational strategies, students’
perceptions

1. Introduction

Secondary school learners are confronted with numerous English
language problems, from organising their ideas to spelling
difficulties and incorrect use of grammar (Arslan & Kizil, 2010).
To address these language problems of learners, teachers have
advanced varied instructional and motivational strategies in
teaching writing and other language skills. In addition, the field
of English language teaching is equally notable for its tradition
of methodological approaches such as the Grammar Translation
Method, Direct Method, Suggestopedia, Communicative
Language Teaching and Learning Method, among other proven
methods and strategies (Mantry, 2020). All these efforts have
aimed at supporting both teachers and learners to grasp the
concepts of the subject and to use the language effectively.
Amongthe fourlanguage skills (reading, writing, listening
and speaking), writing has been described as distinctively
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challenging (Farooqui, 2023) and therefore requires extra
attention. Indeed, over the course of time, and judging from the
numerous teaching and learning resources available on effective
writing skills across several platforms and regions, including
Ghana, writing seems to have received the needed attention,
in comparison with the other language skills. However, these
efforts do not seem to be yielding the needed success, across
board (Shafiee Rad & Alipour, 2024).

There have been studies on writing instructional strategies
generally and their effect on students’ performance (Adusei-
Bonsu et al., 2021; Agustrianita et al., 2019; Zaim et al., 2020;)
as well as students’ writing deficiencies (Peprah & Antibia,
2019; Avomah, 2017; Troia & Graham, 2016; Dorsey, 2014). A
cross section of studies has also looked at students’ perceptions
of their teachers’ instructional strategies across varied subject
areas (Dunn et al., 2009) as well as teachers’ perceptions of the
efficacy of their own instructional strategies (Fajardo, 2020) and
students’ learning styles (Tran & Ngo, 2024). Incidentally, most
of these studies were conducted in the universities and in other
tertiary institutions.

In the Ghanaian context, the situation is not significantly
different. Studies by Adusei-Bonsu et al. (2021), Peprah and
Antibia (2019), and Avomah (2017) have each examined the
effect of teachers’ instructional strategies on students’ academic
performance, and students’ writing deficiencies. However, the
perception of students as key recipients and decoders of teachers’
writing instructional and motivational strategies have received
less attention. The current study therefore aims at bridging this
scholarly gap by addressing the following research questions:

1.  What writing instructional strategies do teachers
commonly use in teaching writing?

ii. What motivational strategies do teachers employ in
their writing classes?

1ii. How do students perceive the writing instructional
and the motivational strategies of their teachers?
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2. Literature review

English as a Second Language (henceforth ESL) writing
instructional practices continue to receive keen attention in
educational research and policy contexts globally (Hyland &
Hyland, 2019). Such keen interest underscores the enormous
challenges writing poses to both teachers and students. Iskandar
(2020) argues that the substantial modification of ESL writing
pedagogies over the years has immensely contributed to a
paradigmatic shift from one method to another.

However, “despite a substantial breadth of research in
L2 writing, teachers continue to feel underprepared to teach
writing while others resort to ‘routine-de contextualised’ writing
activity and superficial mechanics of writing” (Curcic et al.,
2012, p.2). This assertion reaffirms the fact that ESL writing
pedagogies over the years have not provided the desired outcome
in many contexts, hence teachers are constantly shifting from
one approach to the other, in search of the best practices and
approaches. What is evident is an apparent missing link in
translating the ideals of the approaches into classroom context-
specific realities (Lamb, 2017).

2.1 Writing instructional approaches
Several writing approaches have emerged since the introduction
of ESL writing as a unique field of research in the 1980s
(Hyland, 2008). Each of these approaches provides layers of
complementary and overlapping perspectives in the field. The
studies emanating from these approaches cover a wide range
of themes, such as literacy development, L2 writing theories,
reading-writing connections, curriculum design, writing
assessments, technology-assisted writing, and material design
(Lee, 2022). Hyland (2008), and Archibald and Jeffery (2000)
have provided a more holistic attempt to classify the approaches
to writing as product, process, context-based and genre oriented.
The product approach to writing considers writing as an
outcome in its finished state. Anchored in the traditions of two
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linguistic theories: the Grammar Translation Method (GTM)
and Audiolingual Method, it prescribes conventions of writing
to guide writers and presents writing as a controlled task of
practices and drills (Btoosh & Taweel, 2011). Writing usually
follows four stages in the product approach: familiarisation,
controlled writing practice, guided writing, and free writing
(Hyland, 2008). Learners are required to first get familiar with
the characteristics of specific texts, then practise the skills
or infer the information they got until they can develop their
own texts. It relies primarily on accuracy (Belbase, 2012). The
product approach has been criticised for stifling novice writers’
creativity and innovation (Ghufron, 2016) by limiting writing to
a mechanical and isolated task devoid of social realities (Pasand
& Haghi, 2013).

In sharp contrast to the product approach is the process
approach. Process writing is a cyclical and multidirectional
approach to writing which departs from the linear order of
producing written texts (Yacon & Cruz, 2022; Graham &
Sandmel, 2011). This approach focuses on the activities the
writer undertakes to generate a written piece. It provides the how
element in writing by relating writers’ experience to reaching the
finished product (Yasmin & Haider, 2015). Brainstorming, free
writing, small-group discussion, teacher/student sessions, and
peer reviewing, are some activities process writers engage in.
The approach is writer focused and rooted in the cognitive theory
of learning. In so doing, it emphasises what writers think of in
the process of writing rather than the language to use (Hyland,
2008).

The process approach has been criticised for its reliance
on the psychological prowess of the individual and in so doing
isolating the text from its context of writing (Scoppetta, 2015).
In addition, the approach in its uniqueness as a self-discovery
method restricts teachers from providing input until the final
stage of the writing process (Shin etal., 2020). This is unhelpful to
learners because it deprives them of the needed comprehensible
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input and corrective feedback while writing. And finally, it
regards meaningful teacher intervention as stifling the self-
discovering process of the learner thereby disempowering the
teacher (Yacon & Cruz, 2022).

The genre-oriented writing, however, is a post-process
approach which places the reader at the centre of the writing
activity. It focuses on both the structure and language of specific
genres (de Oliveira & Smith, 2021; Nagao, 2019). A genre is a
classification of different text types based on their communicative
functions (Pham & Bui, 2021). Some examples of genres include
letters, essays, reports, narratives and debates (Ahmad, 2018).
The approach exposes learners and writers to different genres
and their specific structures instead of prescribing a generic
structure for all writing tasks (Kaplan, 2014). Due to its focus
on social dimensions and the relationship between context and
language (Tuan, 2011), the genre approach raises proactive,
engaged and confident language users (Belbase, 2012).

Comparatively, the product approach is linear and
predetermined by writers before the start of writing (Kaplan,
2014). In contrast, the process approach emphasises the
writing activity (process), investigates the writing styles of the
individual writers, and focuses on the stages of writing including
planning, drafting and reviewing (Pham & Bui, 2021). However,
the post-process or genre approach views writing as a more
specific class of texts and collaborative activity as opposed to
a specific technique or stage that can be codified and taught
to learners (Kaplan, 2014). Empirical evidence on the three
writing approaches suggests that the genre approach does not
significantly outweigh the process approach; however, both have
a significant advantage over the product approach (Kadmiry,
2021; Hashemnezhad & Hashemnezhad, 2012).

2.2 Teachers’ writing motivational strategies
Studies in education have highlighted the importance of
motivation for learning. For instance, students that are highly
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motivated exhibit independent and creative writing potentials
(Williams, Hakuta & Haertel, 2013). Despite this claim,
Mclnerney (2019) cautions that acquiring writing skills may
require different motivational strategies than acquiring any
other language skill because motivational strategies are not only
context bound but are also domain specific.

Hyland (2008:23) asserts that “[w]riting is learnt not
taught, and the teacher’srole is to be non-directive and facilitating,
providing writers with the space to make their own meaning
through an encouraging positive and co-operative environment
with minimal interference”. This assertion underscores the
relevance of motivational strategies in writing. The literature on
motivation in writing classrooms identifies challenge, real-life
significance, curiosity, autonomy, recognition, and evaluation
as the most relevant strategies that can be incorporated into
teaching the English language (MclInerney, 2019).

Evidently, students’ motivation and self-efficacy stems
partly from achievable challenging tasks that lend significance
to their general academic success (Abrar-ul-Hassan, 2018).
Likewise, knowing the actual reasons for writing is motivating
(Ferlazzo, 2015). Also, writing tasks that unearth the creative
mind of the learner such as allowing them to choose their own
topics, techniques, and styles of writing (Moore, 2016) empower
students (Cremin, 2015). Finally, providing constructive
feedback (Bryce & Lorenz, 2020) which recognises individual
effort over intelligence greatly motivates learners to excel.

2.3 Students’ perception of their teachers’ writing
instructional practices and its influence on their academic

performance

Many studies have underscored a positive correlation
betweenstudents’perception ofteachers’writingand motivational
strategies and their learning performance (Zaim et al., 2020;
Fayambo, 2015; Armstrong, 2013). However, a few studies
have reported no significant difference about the phenomenon
Legon Journal of the Humanities 37.1 (2026) Page | 41
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(Akdemir & Koszalka, 2008). Despite the conflicting findings,
evidence from literature suggests a correlation between learner
perceptions and teachers’ instructional strategies (Fajardo, 2020;
Dorsey, 2014).

For instance, Fajardo (2020) consents that students’
success or otherwise in writing is dependent on how they
perceive the strategies their teachers use in teaching writing.
Likewise, Dorsey (2014) reported that students perceived one-
on-one interaction with teachers coupled with clear writing
instructions as their preferred effective writing strategies.
Also, Lubis (2017) found that students perceive teachers’
motivational strategies such as providing challenging tasks, real
life significance, curiosity, autonomy, recognition of effort and
provision of feedback as highly effective tools for increased
writing performance.

Contrary evidence highlighting students’ negative
perceptions of teachers’ writing instructional and motivational
strategies indicate that students perceive writing as difficult,
uninteresting and mechanical. These negative perceptions largely
stem from teachers’ imposition of topics on learners which
learners describe as monotonous and unauthentic (Fayambo,
2015). This phenomenon reiterates the finding that students
prefer writing instructions that are task-based (Dorsey, 2014) and
reaffirming the earlier points made that students often perceive
writing instructions that are deductive and not instructor fronted as
highly effective in building their confidence and improving their
writing skills. Conclusively, the impact of students’ perception is
pervasive and unavoidable, and this has a lasting effect on their
writing performance (Fayambo, 2015).

3. Theoretical framework
The present study is guided by Bandura’s Socio-Cognitive
Theory (1986). This theory illustrates the close connection
between a person’s behaviour, environment and cognition.
The cognitive factors include the learner’s perception of what
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counts as success or failure (Rahmat, et al., 2017). In the
context of writing, learners demonstrate cognitive skills through
their thinking process that accompanies writing. Therefore,
writing instruction must explicitly teach self-regulation and
metacognitive strategies such as planning, drafting and revising,
if students are to develop independent writing skills. Therefore,
a purely product approach will not stimulate the cognition
of students because they are likely to find that writing style
disengaging.

Another premise of the Socio-Cognitive Theory is
that the learner’s behaviour is influenced by the environment
(Santrock, 2009). Therefore, a positive environment elicits a
positive behaviour; likewise, a negative environment results
in a negative behaviour. In the context of writing, learners can
engage in effective writing when the teacher creates an engaging
and motivating environment where the student can select
their own topics and express themselves freely. The result is
increased learner confidence and participation. Undoubtedly, the
behaviour of a learner is dependent on both their environmental
and cognitive factors. The socio-cognitive theory aligns well
with the focus of this study because it draws on the strengths of
both cognitive and social or environmental factors in defining
the desired writing behaviour of learners.

4. Methodology

This study adopts a mixed-method approach. The quantitative
part of the study employed a cross-sectional survey design to
provide a broader and objective scope of understanding the
data (Dangal, 2021). The qualitative part complements this by
revealing the hidden thoughts behind participants’ choices on
the questionnaire. Therefore, the mixed-method design provided
a rich contextual basis for interpreting and validating the study’s
findings while reducing biases by measuring the participants’
perceptions objectively using both numerical values and their
deep reflections (Creswell et al., 2018).
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The target population comprised students from a senior
high school within the Krowor Municipal District in the Greater
Accra region of Ghana. The selected school fulfilled the study’s
inclusion criteria as follows: (1) it is a public senior high school;
(2) it has been designated as a low performing school within
the Greater Accra region, particularly in relation to students’
performance in the English language component of the West
African Examination Council (WAEC); and (3) the participants
were final year students.

Using stratified random sampling, 60 third-year students
were drawn from three subject areas: General Arts, Science and
Home Economics. Six students (comprising a female and a male
from each class) were further drawn from the above pool for the
qualitative study. Table 1 shows the demographic information
and the distribution of participants.

Table 1: Participants’ demographic information

Demography Frequency Percentage

Age

14-18 20 333
19-22 34 56.7
23-25 6 10.0
Gender

Male 26 43.3
Female 34 56.7
Programme

General Arts 20 333
Science 20 333
Home 20 33.3
Economics
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A close ended questionnaire and a focus group discussion guide
were used for data collection. The questionnaire comprised four
main sections. Section one captured participants’ demographic
information while section two focussed on writing instructional
strategies, developed from the product, process and genre-
oriented approaches to teaching writing. Section three examined
teacher’s writing motivational strategies and included ten items
adapted from the Motivating Instructional Contexts Inventory
(MICI) developed by Lam, Pak and Ma (2002). The MICI
encompasses six subscales: challenge, real-life significance,
curiosity, autonomy, recognition, and evaluation. The final
section assessed students’ perception of their teachers’ writing
instructional and motivational strategies. To determine the
direction and intensity of respondents’ perceptions, a Likert-
type scale ranging from strongly agree to strongly disagree was
employed. A discussion guide comprising open-ended questions
was developed to facilitate the focus group discussion. The
discussion guide was kept flexible to allow for spontaneous
discussions on the topic.

Both the questionnaire and focus group discussion
were administered and conducted physically. Participants
were informed about the purpose of the study, their right to
confidentiality, anonymity and withdrawal from the study.
Informed consent was equally obtained. The quantitative
data were analysed using SPSS version 22 through a simple
descriptive analysis while the qualitative data were analysed
thematically. This involved transcribing and reading all
responses repeatedly, coding the data by identifying significant
narratives, and grouping the codes into meaningful themes.
Finally, pseudonyms were used to ensure participant anonymity.
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5. Findings and Discussion

5.1 Teachers’ writing instructional strategies

Table Two (2) presents the findings on respondents’ views on their teachers’
writing instructional strategies. The following abbreviations represent the
students’ responses: SD (Strongly Disagree), D (Disagree), N (Neutral), A
(Agree) and SA (Strongly agree).

Table 2: Teachers’ Writing Instructional Strategies

STATEMENT SD D N A SA

NO | % NO | % NO | % NO | % NO | %

Our teacher often 3 50 |7 11.7 |0 0 21 |35.0 |29 |483
presents a model text
and discusses the
organisation of the
idea and the content
with the class.

Our teacher often 1 1.7 |7 11.7 |4 6.7 |11 183 |37 |61.7
guides us to

practice the features
highlighted in a model
text.

Our teacher often 1 1.7 |1 1.7 |3 50 |14 1233 |34 56.7
allows us to read

a model text to
organizse our own
ideas in a similar way.

Our teacher often 1 1.7 |9 15.0 |4 6.7 |16 267 |30 |[50.0
guides us to write
similar texts using
parallel vocabulary
and features

discussed.
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STATEMENT SD D N A SA

NO | % NO | % NO | % NO | % NO | %

Our teacher often asks | 2 33 |12 120.0 |4 6.7 |19 |31.7 |23 38.3
us to write only one
draft as the final piece
of work for marking.

Our teacher guidesus |35 [583 |17 [283 |3 55 |4 6.7 1 1.7
to plan our essay first.

Our teacher guides 33 |55.0 |17 [283 |1 1.7 |6 10.0 |3 5.0
us to write our points
as the first draft and
think through them
before writing.

Our teacher lets us 34 |56.7 |15 [25.0 |3 50 |6 10.0 |2 33
share the first draft
with the class.

Our teacher guides 31 [51.7 |2 33 |2 33 |8 133 |1 1.7
us to write another
draft from the first
one by correcting the
grammatical errors,
adding new ideas to
enrich it and making
the meaning clear.

Our teacher assists 33 |55.0 |19 [31.7 |1 1.7 |5 8.3 2 33
us to polish the final
piece of work.

Our teacher often 28 |46.7 121 |35.0 |4 6.7 |4 6.7 |3 5.0
teaches the class using
a selected register or

specific vocabulary
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STATEMENT SD D N A SA

NO | % NO | % NO | % NO | % NO | %

Our teacher often 25 1417 |21 [355 |5 83 |7 11.7 |2 33
points out the

relationship between
using the selected
register mode of
writing in our
everyday life.

Our teacher often 2 333 |4 6.7 |3 50 120 333 |31 51.7
discusses the text

together with the
class and indicated
the social context for
writing such essays.
Our teacher often 3 50 |0 0.0 |10 [16.7 |20 [22.5 (27 |45
emphasises that

we should note the
language used within
a particular social
context. e.g. sports
Our teacher always 0 00 |5 83 |5 83 |15 ]25.0 |38 633
reminds us to consider

the social purpose for
which we write any

given essay

Items 1 to 5 of the questionnaire captured the features of writing instructional
practices associated with the product-oriented approach to writing. As shown
in Table 2, the majority of respondents (35.0% and 48.0%) reported that their
teacher presents a model text and engages the class in a discussion on the
organisation of ideas. However, 5% and 11.7% of students strongly disagreed
and agreed, respectively, with the statement. No student was undecided.
Similarly, 11 (18.3%) and 37 (61.7%) students agreed and strongly agreed,
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respectively, that as part of their writing instruction, their
teachers often guide them to practise the features highlighted in
the model text. However, a few of them (12 out of 60) disagreed
with this statement.

Concerning whether teachers allowed students to organise
their ideas in a manner similar to a model text and whether
teachers frequently guided them in using vocabulary drawn from
the model text, the majority of responses were affirmative. 80%
and 76.7% respondents agreed and strongly agreed, respectively,
to both statements while 3.4% strongly disagreed, 16.7%
disagreed and 11.7% were neutral. Interestingly, the majority of
respondents disagreed (31.7%) and strongly disagreed (38.3%)
with the statement that their teacher allows them to produce only
one draft for any given written assignment.

Items 6 to 10 of the questionnaire represent the
strategies that depict the process approach to writing. Many of
the respondents (86.6%) expressed a negative view regarding
whether their teachers often guided them in planning their
essays. Similarly, most of them (81.7%) indicated that their
teacher did not often allow them to share their first draft with
their colleagues in class and also were not given the opportunity
to write a second or multiple drafts on a given topic (83%).

Lastly, items 11-15 focused on teachers’ writing
instructional strategies inspired by the genre-oriented approach.
When asked whether their teacher often used a selected register
or specific vocabulary in teaching writing, the majority of
respondents (49 out of 60) disagreed or strongly disagreed.
Likewise, most of the respondents (76%) indicated that their
teacher did not explicitly highlight the relationship between the
use of a selected register in writing and its relevance to their
everyday life. However, 85% confirmed that their teacher often
discussed a given text with the class and indicated the social
context for writing such essays. Again, 78.3% affirmed that their
teacher often emphasised context and discipline specific use
of language in their writing tasks. Furthermore, 88.3% of the
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participants indicated that their teacher often encouraged them
to consider the social purpose of their writing.

The above data suggest that although the teachers
adapted an eclectic writing framework which mostly combined
strategies from the three writing approaches: product, process
and genre, comparatively, the teachers used strategies of the
product approach the most. The next dominant approach used is
the genre followed by the process approach. This is consistent
with findings from the literature (Yacon & Cruz, 2022; Shin et
al., 2020; Ghufron, 2016; Scoppetta, 2015). Also, Woodworth
(2023) mentioned that most teachers still use the product
approach to writing due to its numerous and time-tested benefits
such as the ease associated with conducting it, especially for
large classes and grading. The product approach is also useful
in minimising organisational challenges since students learn to
write in a controlled manner (British Council, 2021).

The qualitative accounts confirm the findings of the
quantitative findings. A female participant revealed that “some
teachers come and give us examples to follow. They say write
like this...sometimes if you don t take care, you will only copy”.
This account reveals the teachers use of model texts, a strategy
under the product approach. However, further qualitative reports
show the students’ preference for a combination of strategies
from the three approaches over a purely product approach to
writing. A male participant recounted: “For me the one I like
... Is when the teacher will bring the topic and we all talk about
it; he will show us pictures and some words then he will say do
the introduction like this, do the body like this then after that we
exchange books to see what your friend has also written”.

Studies have found that a combination of writing
approaches enhances the writing effectiveness of learners
(Palpanadan, 2014). However, to achieve optimal outcomes, the
teacher needs to develop proficiency in implementing strategies
from all three approaches in a well-coordinated manner, ensuring
that the strengths of each approach complement and address the

limitations of the others.
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5.2 Teachers’ writing motivational strategies

In accounting for the motivational strategies teachers employed in their writing
classes, ten questionnaire items were constructed to ascertain teachers’ use
of writing motivational strategies. The responses are represented in Table 3
below.

Table 3: Teachers’ Writing Motivational Strategies

STATEMENT SD D N A SA

NO | % NO | % NO | % |[NO|% |[NO |%

Our teacher often starts 41 |683 |4 6.7 |0 0 13 |21.7 ]2 33
with the easy concepts and
progressively guides us
through the difficult ones
when teaching how to
write essays.

Our teacher often gives 37 |61.3 |18 ]30.0 |1 1.7 |13 5.0 |1 1.7
us writing assignments at
the right level, neither too
difficult nor too easy.

Our teacher often points 5 8.3 5 8.3 1 1.7 |16 [26.7 |33 [55.0
out the advantages
of learning to write
effectively.

Our teacher often explains |35 |583 |16 [26.7 |2 33 |4 6.7 |2 3.3
the relationship between

writing and our everyday
life.

Our teacher often arouses | 6 10.0 |9 15.0 |2 3318 13.3 |35 |583
our curiosity and interest
before teaching us how to

write this essay.
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STATEMENT SD D N A SA

NO | % NO | % NO |% |NO|% |[NO |%

Our teacher often raises 6 100 |13 [21.7 |0 0.0 [12 [20.0 |29 |483
some difficult questions for
discussion and asks us to
think them over.

Our teacher often allows us | 4 6.7 13 121.7 |3 50|11 18.3 29 483
to write essays freely with
our own ideas

Our teacher often givesus |24 [40.0 |16 [26.7 |4 6.7 19 150 |7 11.7
the freedom to choose any
topic to write about.

Our teacher often gives 2 33 6 10.0 |3 5.0 |31 |51.7 |18 [30.0
recognition to students
who had made progress
despite the fact that they
were not the best.

Our teacher often makes 29 483 |14 |[233 |3 5019 150 |5 8.3
comments or suggestions
when marking my essay,

rather than merely giving
the grade.

On whether their teacher often introduced less difficult concepts and gradually
progressed to more difficult ones, 45 out of 60 respondents (strongly) disagreed
while 15 of them (strongly) agreed. There were no neutral responses. Also,
91.7 % of respondents reported that their teacher did not often give them level-
appropriate writing tasks while 8.4% thought otherwise. On the statement,
“Our teacher often points out the advantages of learning to write effectively”,
the majority of respondents (81.7%) were positive. When asked whether the
teacher often explains the relationship between writing and everyday life, 85%
of the responses was negative, 10 % was positive and 3.3% was neutral.

Again, while 71.6 % of the respondents (strongly) agreed that their teacher
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often aroused their curiosity and interest before giving them an
essay to write, a significant number (31%) disagreed (strongly)
that the teacher often engaged their critical minds through
questions prior to a written task. Likewise, a notable proportion
of the respondents (33.7%) did not agree with the statement
that “our teacher often allows us to write essays freely with
our own ideas”, similar to those who expressed dissatisfaction
(66.7%) for not often being given the opportunity to choose their
own writing topics. Many of the respondents (81.7%) found
their teacher’s praise and encouragement as a reward for their
little efforts useful; however, a considerable number (71.6%)
expressed dissatisfaction on teachers’ lack of comments and
suggestions on their written output.

In line with the quantitative findings, the qualitative
accounts highlighted limited feedback and inadequate motivation
in some regards as factors hindering writing progress. One
participant commented: “It looks like writing is for some people,
not everyone, because all the time I see low marks in my book...
my teacher doesn't really say what’s wrong”. While another
lamented: “I wish I can write more, but even if I do, my teacher
won t have time to go through all”.

Yet, a participant gave this vivid account:
One of my teachers used to encourage me personally to
try my best. She would always say your writing today is
better than what you did last week. Have you seen that
yourself? That encouraged me to always do better to
make her happy too. Some of them will only come and
insult you, that’s all.

The findings, generally, show that teachers often expended some
effort to motivate learners to write. This confirms Ferlazzo’s
(2015) finding that most teachers employ motivational strategies
in writing. However, the trend of responses from the study
suggests random and limited motivational actions engaged in by
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teachers, with less intentionality. In the current study, 31% of the
participants revealed that their teachers do not often raise difficult
writing questions and challenge them to critically evaluate such
questions. This finding contrasts with previous studies which
suggest that when teachers provide appropriate challenging
tasks — neither too difficult nor too easy — students’ interests in
writing is enhanced, thereby promoting greater proficiency in
the task (Lee et al., 2019; Karimi & Zade, 2018; Ghbari, 2016).

Again, it is evident that learners are not merely interested
in their writing scores but also in recognition of their efforts; this
aligns with previous studies such as Bryce and Lorenz (2020).
Thus, students feel more motivated to write when their writing
efforts are recognised in class in the form of praise and comments
on their marked writing tasks, which provide fair evaluation on
their progress (Walker, 2003).

5.3 Students’ perception of teachers’ writing instructional

and motivational strategies

Ten questionnaire items were used to elicit participants’ responses
on teachers’ writing instructional strategies and motivational
practices. The questions and responses are presented in Table 4.

Legon Journal of the Humanities 37.1 (2026) Page | 54



Anku, J. S. A. & Tsakpo, C. D./Legon Journal of the Humanities Vol. 37.1 (2026)

Table 4: Students’ perception of teachers’ writing instructional and
motivational strategies

STATEMENTS SD D N A SA

NO | % NO | % NO | % NO | % NO | %

My teachers’ guidance 2 33 17 11.7 1 1.7 |14 1233 |36 |60.0
makes writing easy for
me

I prefer the teacher

ti del text
presenting a modeltext o 1o 1o [15.0[3 |50 |19 |317 |29 483
because it makes writing

easy for me.

I prefer a model text
because it motivates me | 1 1 8 13.3|5 8.3 19 |31.7 |27 |45.0
to write better.

Using field-specified
ds for writi
words ot wiiting 2 (33 |7 |75 |83 |25 |4167|21 |350
motivates me to write

better.

Using field-specified
words makes writing 0 0.0 |8 13314 6.7 129 1483 |19 |[31.7
easy for me.

I wish my teacher would
. ‘ i,

gveUSMOTeTopractice 1 1y 7 15 |83 |2 |33 |12 [200 [40 |667
writing anytime he/she

comes to class.

1 ’t ite oft
don’t write often 36 160017 [283]0 oo |5 |s3 |2 |33
because writing is easy.

The writing lesson is

. 13 |21.718 |13.3]6 10.0 |4 6.7 (29 |483
often boring.

I prefer the teacher will
bring a topic to class and |25 |41.7]15 |25.0|15 |25.0 |3 |5.0 15 |25.0
ask us to write on.

I wish my teacher would
allow us to choose our 3 50 |4 6.7 |3 5.0 |14 1233 |36 |60.0
own topics to write on.
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The majority of respondents perceived teacher guidance
(83.3%), use of model texts (76.7%) and field specified words
(80%) as useful strategies to enhance their writing proficiency.
This shows their preference for an eclectic approach to writing
and confirms Peloghitis and Ferreira’s (2018) finding on learner
preference for multiple approaches in writing including the use
of field specified words.

Again, the responses revealed that many students (86.7%)
perceived the period for practicing writing inadequate while
40 out of 60 perceived teacher-imposed topics and concepts
in writing lessons negatively. Likewise, 55% of respondents
reported that they found writing lessons often boring with
another 88.3% perceiving writing as difficult. These findings
have negative implications on learner interest and autonomy.

Similarly, the qualitative data revealed that participants
expressed their reservations about writing, describing it as
uninteresting. A female participant affirmed: “7 won t say it is
too difficult but it’s not interesting too. If there is anything the
teacher can do to make it interesting aa, it will be good for us”.
Likewise, a male participant mentioned that “... all my writing
classes have been very boring. I am always praying for the
period to end fast”. These reports corroborate Zeleke’s (2018:53)
finding that most students “perceive the teaching and learning of
writing in their schools not stimulating and enjoyable”. This is
a major source of demotivation to students’ writing. The main
factors contributing to this phenomenon are lack of exposure to
more challenging writing tasks, teachers’ overreliance on model
texts, less autonomy and less creativity on the part of the learners
because of writing topics often provided by teachers.

Additionally, the findings revealed that students were
averse to teachers imposing topics on them. They would prefer
choosing the topics for writing tasks to enhance their creativity.
This finding contradicts Hailemariam (2012) whose study
reported that students feel more comfortable when their teachers
provide topics for their writing tasks. That notwithstanding,
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Hailemariam’s participants further described the teachers’ topics
as monotonous and lacking authenticity. It is also important to
note that Hailemariam’s (2012) study involved foreign language
learners of English.

Conclusively, both quantitative and qualitative findings
strongly align with Bandura’s Social-Cognitive Theory (1986)
which highlights how classroom practices shape students’ writing
behaviours through the interplay of cognitive, environmental, and
behavioural factors. The dominance of product-based strategies,
which limit creativity, reflects Bandura’s (1986) assertion that
rigid environments hinder positive outcomes, while meaningful
feedback fosters competence and self-efficacy. Additionally,
students’ desire for autonomy in choosing topics underscores the
motivational benefits of self-directed learning, as supported by
Lubis (2017). Participants’ criticism of the lack of constructive
feedback and recognition emphasises the importance of strategies
that validate effort, and this confirms Bryce and Lorenz’s (2020)
study on the benefits of providing effective feedback. By creating
supportive, flexible, and learner-centred environments, teachers
can bridge the gap between theory and practice and ultimately
improve upon writing outcomes.

While this study provides important insight into learners’
perceptions of the strategies that guide teachers’ writing
instruction, it is limited by the absence of teachers’ perspectives.
This is a limitation to the study as students could only describe
the writing instructional and motivational strategies that their
teachers use. That notwithstanding, given that participants
were final year students, their adequate exposure to the writing
instructional and motivational strategies of their teachers enabled
them to provide useful insights. Additionally, the descriptive
nature of the questionnaire items and discussion guide enabled
the students to provide the needed information on what they
experience during their writing instructional hours. Future
studies could examine teachers’ perceptions of their writing
instruction and motivational strategies or gather data through
lesson observation.
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6. Conclusions

This study does not only highlight the writing instructional
and motivational strategies that teachers use but also projects
students’ perceptions of those strategies. The study unravels the
perceptions of students about their teachers’ writing instructional
and motivational strategies in a Ghanaian senior high school,
and shows that teachers need to adopt learner friendly innovative
ways of teaching writing.

Teachers’ attempts to support students’ writing skills
with strategies from existing approaches do not seem to be
yielding the needed results which is an indication that very
often, the guidance teachers provide to students’ is not adequate
in improving their writing deficiencies. Several factors may be
responsible for this including curriculum demands, permissible
teaching hours and class size.

Further, it is clear from the current study that writing
instruction ought to be based on assessment of learner needs.
Such assessment provides room for learner autonomy as a
compelling factor for learners to own the writing process. To
this extent, if writing instruction is going to be effective, there
is a need to analyse learner needs to understand their writing
deficiencies. Ultimately, this analysis rejects a generic, one-size-
fits-all approach and instead advocates for an individualised and
differentiated framework. This represents the study’s primary
contribution to the existing body of knowledge.

Finally, teacher expertise and experience are essential
components to safeguard. This is because we share in the belief
that teachers play a central role in the development of students’
writing proficiency at all levels. As echoed in earlier studies
(Ansell et al., 2021), a general sense of unpreparedness for
teaching writing persists, including in Ghanaian classrooms,
due to the inadequacy of pre-service training programmes to
effectively equip teachers.. There has been more focus on the
‘what’ element of writing even at the pre-service training of
teachers than the ‘how’, which could enable teachers to teach
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the skills of writing in unconventional circumstances, taking
into consideration the context and individual needs of learners.

Legon Journal of the Humanities 37.1 (2026) Page | 59



Anku, J. S. A. & Tsakpo, C. D./Students' perceptions of teachers' writing instructional and motivational strategies

References

Abrar-Ul-Hassan, S. (2018). Motivational strategies. In J. I. Liontas & M.
DelliCarpini (Eds.), The TESOL encyclopedia of English language
teaching. Wiley. https://doi.org/10.1002/9781118784235.eelt0178

Adusei-Bonsu, F., Vanderpuye, 1., & Ntim, E. K. (2021). Teachers’
perception of the impact of instructional strategies on
children with reading difficulty in Ghana. International Journal of
Social Science and Human Research, 4(4),781-787.
https://doi.org/10.47191/ijsshr/v4-i4-31

Agustrianita, A., Suherdi, D., & Purnawarman, P. (2019). Teachers’
perception on students’ learning style and their teaching.
Indonesian Journal of Curriculum and Educational Technology
Studies, 7(1), 11-19.

Ahmad, I. (2018). Implementation of genre-based approach in improving
students’ descriptive writing abilities through Sydney Sheldon’s
novel of ‘Rage of Angels’ as a remodel. Social Sciences, 3(4),
372-382.

Akdemir, O., & Koszalka, T. A. (2008). Investigating the relationships
among instructional strategies and learning styles in online
environments. Computers & Education, 50(4), 1451-1461.
https://doi.org/10.1016/j.compedu.2007.01.004

Ansell, R. E., Morales, W. G., Kuras, A., Requa, C. M., & Mulvaney, T.
(2021). Leading transformational experiences for K-8 teachers:
How to build capacity to implement innovative practices. In L.
Roberts (Ed.), Redesigning teaching, leadership, and indigenous
education in the 21*' century (pp, 196-218).
https://doi.org/10.4018/978-1-7998-5557-6.ch010

Archibald, A., & Jeffery, G. (2000). Second language acquisition and
writing: A multidisciplinary approach. Journal of Learning and
Instruction, 10(1), 1-11.

Armstrong, S. (2013, January 18). The 10 most important teaching
strategies. Innovate My School http:/www.innovatemyschool.
com/ideas/the-10-most-powerful-teaching strategies

Arslan, R. S., & Sahin-Kizil, A. (2010) How can the use of blog software
facilitate the writing process of English language learners?
Computer Assisted Language Learning, 23(3), 183-197.

Avomah, O. M. A. (2017). Investigating the teaching of composition writing
in senior high schools in Ghana: A case study of form one students
of Bolgatanga Girls Senior High School. International Journal of
Innovative Research and Advanced Studies (1J1IRAS), 4(10), 79-91.

Bandura, A. (1986). Social foundations of thought and action: A social
cognitive theory. Prentice Hall.

Belbase, M. R. (2012, January 1). The process-genre approach: Some
ideas for teaching writing in Nepal. ELT CHOUTARI.
http://neltachoutari.wordpress.coms

Legon Journal of the Humanities 37.1 (2026) Page | 60




Anku, J. S. A. & Tsakpo, C. D./Legon Journal of the Humanities Vol. 37.1 (2026)

British Council. (2021). Product and process writing: A comparison. https://
www.teachingenglish.org.uk/professional-development/teachers/
knowing-subject/product-and-process-writing-comparison

Bryce, W., & Lorenz, K. (2020). Evaluating writing skills. English
Education: Tadris Bahasa Inggris Journal, 9 (1), 98—117.

Btoosh, M. A., & Taweel, A. (2011). Contrastive rhetoric: Inflation, verbal
voices and polyphonic visibility in learners and native speakers’
academic writing. The Asian EFL Journal Quarterly, 13(3),
205-228.

Cremin, T. (2015). Teaching English Creatively (2nd ed.). Routledge.

Creswell, J. W., & Creswell, J. D. (2022). Research design: Qualitative,
quantitative and mixed methods approaches (6th ed.). Sage
Publications Ltd.

Curcic, S., Wolbers, K. A., Juzwik, M. M., & Pu, J. (2012). Second
language writing: Theorizing in instructional research P-12.
TESOL Quarterly, 46(4), 820—831.
http://www.jstor.org/stable/43267891

Dangal, M. R. (2021, February). Research methodology: Survey design
[Conference presentation]. Kathmandu University.
https://www.researchgate.net/publication/349502367

de Oliveira, L. C., & Smith, S. L. (2021). A genre-based approach to writing
instruction in the content areas. In H. Mohebbi & C. Coombe
(Eds.) Research questions in language education and Applied
Linguistics (pp. 69—73). Springer. https://doi.org/10.1007/978-3-
030-79143-8 13

Dorsey, C. S. (2014). Students’ perceptions of effective teaching strategies
in a developmental writing course [Doctoral Dissertation,

Capella University]. ProQuest Dissertations and Theses Global
hitp://'www.proquest.com/en-US/products/dissertations/individuals.
shtml

Dunn, R., Honigsfeld, A., Doolan, L. S., Bostrom, L., Russo, K., Schiering,
M., & Tenedero, H. (2009). Impact of learning-style instructional
strategies on students’ achievement and attitudes: Perceptions of
educators in diverse institutions. Clearing House, 82(3), 135-140.

Fajardo, A. S. (2020). Perceptions of effective strategies for writing
instruction: Views from fourth-grade teachers [Doctoral
Dissertation, St. John Fisher College]. Fisher Digital Publications.
https:/fisherpub.sjf.edu/education etd/448

Farooqui, A. S. (2023). Writing assignments difficulties, factors, and
solutions: ESL teachers’ perspectives. Arab World English Journal,
14(4), 358-375. https://doi.org/10.24093/awej/vol14no4.22

Fayambo, G. (2015). Learning styles, teaching strategies, and academic
achievement among some Psychology undergraduates in Barbados.
Caribbean Educational Research Journal, 3(2), 46—61.

Legon Journal of the Humanities 37.1 (2026) Page | 61



Anku, J. S. A. & Tsakpo, C. D./Students' perceptions of teachers' writing instructional and motivational strategies

Ferlazzo, L. (2015, March 25). Strategies for helping students motivate
themselves. Edutopia. http://www.edutopia.org/blog/strategies-
helping-studentsmotivate-themselves-larry-ferlazzo

Ghufon, M. A. (2016). Process-genre approach, product approach and
students’ self-esteem in teaching writing. Journal of ELT,
Linguistic, and Literature, 2 (1), 37-54.

Ghbari, T. A. (2016). The effect of ARCS motivational model on
achievement motivation and academic achievement of tenth-grade
students. The New Educational Review, 43(1), 68-77.
https://doi.org/10.15804/tner.2016.43.1.05

Graham, S., & Sandmel, K. (2011). The process writing approach: A meta-
analysis. Journal of Educational Research, 104(6), 396—407.

Hailemariam, W. (2012). Problems students face in writing: Grade ten
students of higher 12 secondary school in focus [Unpublished
master’s thesis]. Addis Ababa University.

Hyland, K. (2008). Second language writing. Cambridge University Press.

Hyland, K., & Hyland, F. (2019). Contexts and issues in feedback on L2
writing. In K. Hyland & F. Hyland (Eds.), Feedback in
second language writing: Contexts and issues (2nd ed., pp. 1-22).
Cambridge University Press.

Hashemnezhad, H., & Hashemnezhad, N. (2012). A comparative study
of product, process, and post-process approach in Iranian EFL
students’ writing skill. Journal of Language Teaching and Research,
3(4), 722-729.

Iskandar, I. (2020). Pedagogical approaches to the teaching of ESL/EFL
writing: A literature review. International Journal of Humanities
and Innovation (IJHI), 3(1), 44-49.

Kadmiry, M. (2021). The comparison between the process-oriented
approach and the product-oriented approach in teaching writing:
The case of Moroccan EFL students in preparatory classes for the
Grandes Ecoles. Arab World English Journal, 12(1), 198-214.

Kaplan, A. (2014). A practice-oriented definition of post-process second
language writing theory. TESL Canada Journal, 32(1), 1-18.

Karimi, M. N., & Zade, S. S. H. (2018). Teachers’ use of motivational
strategies: Effects of a motivation-oriented professional
development course. Innovation in Language Learning and
Teaching, 13(2), 194-204. https://doi.org/10.1080/17501229.2017.
1422255

Lamb, M. (2017). The motivational dimension of language teaching.
Language teaching Journal, 50(3), 301-346.
https://doi.org/10.1017/S0261444817000088

Lam, S. F,, Pak, T. S., & Ma, W. Y. K. (2002, July). The motivating
instructional context inventory [Conference presentation].

25" International Congress of Applied psychology, Singapore.

Legon Journal of the Humanities 37.1 (2026) Page | 62



Anku, J. S. A. & Tsakpo, C. D./Legon Journal of the Humanities Vol. 37.1 (2026)

Lee, T. S. O., Gardner, D., & Lau, K. (2019). The effects of L2 motivational
strategies: Within and beyond the L2 classroom. Innovation in
Language Learning and Teaching, 14(5) 451-465.
https://doi.org/10.1080/17501229.2019.1620240

Lee, L. (2022). Developments in classroom-based research on L2 writing.
Studies in Second Language Learning and Teaching, 12(4),
551-574. https://doi.org/10.14746/ssl1t.2022.12.4.2

Lubis, Y. (2017). The effect of teaching strategy on students achievement in
learning phonology. VISION, 15(1), 1-16 http://jurnaltarbiyah.
uinsu.ac.id/index.php/vision/article/view/463

Mantry, S. (2020, June 28). Chapter: 05 teaching of composition.
Pedagogy of English https://mypedagogyofenglish1975.blogspot.

com/2020/06/chapter-05-teaching-of-composition.html
Mclnerney, D. M. (2019). Motivation. Educational Psychology, 39(4),

427-429. https://doi.org/10.1080/01443410.2019.1600774

Moore, 1. (2016). What is learner autonomy? Centre for promoting learner
autonomy. http://extra.shu.ac.uk/cetl/cpla/whatislearnerautonomy.
html

Nagao, A. (2019). The SFL genre-based approach to writing in EFL
contexts. Asian-Pacific Journal of Second and Foreign Language
Education, 4(6), 2—18. https://doi.org/10.1186/s40862-019-0069-3

Pasand, P. G., & Haghi, E. B. (2013). Process-product approach to writing:
The effect of model essays on EFL leaners’ writing accuracy.
International Journal of Applied Linguistics & English Literature,
2(1) 75-79.

Palpanadan, S. (2014). Comparative analysis of process versus product
approach of teaching writing in Malaysian schools: Review of
literature. Middle-East Journal of Scientific Research, 6(22),
789-795.

Peloghitis, J., & Ferreira, D. (2018). Examining the role of model texts in
writing instruction. Accents Asia, 10(1), 17-26.

Peprah, A., & Antibia, A. A. (2019). A research into writing difficulties
faced by basic pupils at St. Peter’s R/C Primary school in Ghana
European Journal of Research and Reflection in Educational
Sciences, 7(9), 109-120.

Rahmat, N. H., Arepin, M., & Yunos, D. R. M. (2017). Analysing perceived
writing difficulties through the Social Cognitive Theory. PEOPLE:
International Journal of Social Sciences, 6 (2), 1487-1499.
https://dx.doi.org/10.20319/pijss.2017.32.14871499

Scoppetta, J. A. (2015). Undergraduate students’ attempts to initiate
and maintain writing center-facilitated writing groups: A narrative
and self-reflexive study [Doctoral dissertation, Teachers College,
Columbia University]. ProQuest Dissertation & Theses Global.

Legon Journal of the Humanities 37.1 (2026) Page | 63



Anku, J. S. A. & Tsakpo, C. D./Students' perceptions of teachers' writing instructional and motivational strategies

Shafiee Rad, H., & Alipour, R. (2024). Unlocking writing success: Building
assessment literacy for students and teachers through effective
interventions. Assessing Writing, 59, 100804.
https://doi.org/10.1016/j.asw.2023.100804

Shin, S., Brush, T. A., & Glazewski, K. D. (2020). Patterns of peer
scaffolding in technology-enhanced inquiry classrooms:
Application of social network analysis. Education Tech Research
Dev, 68, 2321-2350. https://doi.org/10.1007/s11423-020-09779-0

Tran, T. P., & Ngo, N. P. Q. (2024). Challenges encountered by the first-year
students in English writing paragraphs. /ICTE Conference
Proceedings, 5, 64—74. https://doi.org/10.54855/ictep.2456

Troia, G., & Graham, S. (2016). Common core writing and language
standards and aligned state assessment: A national survey of teacher
beliefs and attitude. Reading & Writing, 29(9), 1719-1743.

Tuan, T. (2011). Teaching through genre-based approach. BELT Journal:
Porto Alegre, 2, 121-136.

Pham, V.P H., & Bui, T. K. L. (2021). Genre-based approach to writing in
EFL contexts. World Journal of English Language, 11(2), 95-106.
https://doi.org/10.5430/wjel.v11n2p95

Williams, K., Hakuta, E., & Haertel, E. (2013). Similar English learner
students, different results: Why do some schools do better?

A follow-up analysis based on a large-scale survey of California
elementary schools serving low-income and EL students (Report of
findings).Ed Source. https:/files.eric.ed.gov/fulltext/ED496646.pdf

Woodworth, J. (2023). Product to process: The efficacy of hybrid feedback
in Academic Writing classrooms for fostering process-oriented
writing. In S. W. Chong & H. Reinders (Eds.), Innovation in Learning-

Oriented Language Assessment (pp. 295-310). Palgrave Macmillan —
Cham. https://doi.org/10.1007/978-3-031-18950-0 17

Yacon, A. M., & Cruz, J. (2022). The process approach in teaching writing.
Iconic Research and Engineering Journals, 6(4), 135—-143.

Yasmin, A., & Haider, M. (2015). Significance of scaffolding and peer
tutoring in the light of Vygotsky’s theory of zone of
proximal development. International Journal of Languages,
Literature and Linguistics, 1(3), 170-173.

Zaim, M., Refnaldi, R., & Kholis, M. (2020). Students’ perceptions of
teachers’ beliefs and their effects on students’ achievement.
Konselor, 9(1), 9-14. https://10.24036/0202091106891-0-00

Zeleke, A. (2018). Students’ perceptions and teachers’ practices of teaching
and learning writing skills: The case of four selected secondary
schools in Hawassa City Administration, South Nations,
Nationalities and Peoples Regional State of Ethiopia. /OSR
Journal of Humanities and Social Science (IOSR-JHSS), 23(1),
44-54.

Legon Journal of the Humanities 37.1 (2026) Page | 64



