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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 fi ndings 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 fi eld specifi c 
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 diff erent 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 
diffi  culties and incorrect use of grammar  (Arslan & Kızıl, 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 fi eld 
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 eff orts have 
aimed at supporting both teachers and learners to grasp the 
concepts of the subject and to use the language eff ectively.
 Among the four language 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 eff ective 
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 
eff orts do not seem to be yielding the needed success, across 
board  (Shafi ee Rad & Alipour, 2024).
 There have been studies on writing instructional strategies 
generally and their eff ect on students’ performance ( Adusei-
Bonsu et al., 2021; Agustrianita et al., 2019; Zaim et al., 2020;) 
as well as students’ writing defi ciencies ( 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 
effi  cacy 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 signifi cantly 
diff erent. Studies by Adusei-Bonsu et al. (2021), Peprah and 
Antibia (2019), and Avomah (2017) have each examined the 
eff ect of teachers’ instructional strategies on students’ academic 
performance, and students’ writing defi ciencies. 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:

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

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

iii. 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 modifi cation 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 superfi cial mechanics of writing” (Curcic et al., 
2012, p.2).  This assertion reaffi  rms 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-
specifi c realities  (Lamb, 2017). 

2.1 Writing instructional approaches
Several writing approaches have emerged since the introduction 
of ESL writing as a unique fi eld of research in the 1980s 
(Hyland, 2008). Each of these approaches provides layers of 
complementary and overlapping perspectives in the fi eld. 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 Jeff ery (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 fi nished 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 fi rst get familiar with 
the characteristics of specifi c 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 stifl ing 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 
fi nished 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 fi nal 
stage of the writing process (Shin et al., 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 fi nally, it 
regards meaningful teacher intervention as stifl ing 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 specifi c 
genres (de Oliveira & Smith, 2021; Nagao, 2019). A genre is a 
classifi cation of diff erent 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 diff erent genres 
and their specifi c 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 confi dent 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 
specifi c class of texts and collaborative activity as opposed to 
a specifi c technique or stage that can be codifi ed and taught 
to learners (Kaplan, 2014). Empirical evidence on the three 
writing approaches suggests that the genre approach does not 
signifi cantly outweigh the process approach; however, both have 
a signifi cant 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, 
McInerney (2019) cautions that acquiring writing skills may 
require diff erent motivational strategies than acquiring any 
other language skill because motivational strategies are not only 
context bound but are also domain specifi c. 
 Hyland (2008:23) asserts that “[w]riting is learnt not 
taught, and the teacher’s role 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 identifi es challenge, real-life 
signifi cance, curiosity, autonomy, recognition, and evaluation 
as the most relevant strategies that can be incorporated into 
teaching the English language (  McInerney, 2019).  
 Evidently, students’ motivation and self-effi  cacy stems 
partly from achievable challenging tasks that lend signifi cance 
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 
eff ort over intelligence greatly motivates learners to excel. 

2.3 Students’ perception of their teachers’ writing 

instructional practices and its infl uence on their academic 

performance
  Many studies have underscored a positive correlation 
between students’ perception of teachers’ writing and motivational 
strategies and their learning performance (Zaim et al., 2020; 
 Fayambo, 2015; Armstrong, 2013). However, a few studies 
have reported no signifi cant diff erence about the phenomenon 
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(Akdemir & Koszalka, 2008). Despite the confl icting fi ndings, 
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 eff ective writing strategies. 
Also, Lubis (2017) found that students perceive teachers’ 
motivational strategies such as providing challenging tasks, real 
life signifi cance, curiosity, autonomy, recognition of eff ort and 
provision of feedback as highly eff ective tools for increased 
writing performance. 
 Contrary evidence highlighting students’ negative 
perceptions of teachers’ writing instructional and motivational 
strategies indicate that students perceive writing as diffi  cult, 
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 fi nding that students 
prefer writing instructions that are task-based (Dorsey, 2014) and 
reaffi  rming the earlier points made that students often perceive 
writing instructions that are deductive and not instructor fronted as 
highly eff ective in building their confi dence and improving their 
writing skills. Conclusively, the impact of students’ perception is 
pervasive and unavoidable, and this has a lasting eff ect 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 fi nd that writing style 
disengaging.
  Another premise of the Socio-Cognitive Theory is 
that the learner’s behaviour is infl uenced 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 eff ective 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 confi dence 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 defi ning 
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 
fi ndings while reducing biases by measuring the participants’ 
perceptions objectively using both numerical values and their 
deep refl ections (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 fulfi lled  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 fi nal year students.
 Using stratifi ed 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 33.3

19-22 34 56.7

 23-25 6 10.0

Gender 

Male 26 43.3

Female 34 56.7

Programme 

General Arts 20 33.3

Science 20 33.3

Home 
Economics

20 33.3
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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 signifi cance, 
curiosity, autonomy, recognition, and evaluation. The fi nal 
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 fl exible 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 
confi dentiality, 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 signifi cant 
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 fi ndings 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 

presents a model text 

and discusses the 

organisation of the 

idea and the content 

with the class.

3 5.0 7 11.7 0 0 21 35.0 29 48.3

Our teacher often 

guides us to 

practice the features 

highlighted in a model 

text.

1 1.7 7 11.7 4 6.7 11 18.3 37 61.7

Our teacher often 

allows us to read 

a model text to 

organizse our own 

ideas in a similar way.

1 1.7 1 1.7 3 5.0 14 23.3 34 56.7

Our teacher often 

guides us to write 

similar texts using 

parallel vocabulary 

and features 

discussed.

1 1.7 9 15.0 4 6.7 16 26.7 30 50.0
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 STATEMENT SD  D  N  A  SA  

NO      % NO % NO      % NO      % NO      %

Our teacher often asks 

us to write only one 

draft as the fi nal piece 

of work for marking.

2 3.3 12 20.0 4 6.7 19 31.7 23 38.3

Our teacher guides us 

to plan our essay fi rst.

35 58.3 17 28.3 3 5.5 4 6.7 1 1.7

Our teacher guides 

us to write our points 

as the fi rst draft and 

think through them 

before writing.

33 55.0 17 28.3 1 1.7 6 10.0 3 5.0

Our teacher lets us 

share the fi rst draft 

with the class.

34 56.7 15 25.0 3 5.0 6 10.0 2 3.3

Our teacher guides 

us to write another 

draft from the fi rst 

one by correcting the 

grammatical errors, 

adding new ideas to 

enrich it and making 

the meaning clear.

31 51.7 2 3.3 2 3.3 8 13.3 1 1.7

Our teacher assists 

us to polish the fi nal 

piece of work.

33 55.0 19 31.7 1 1.7 5 8.3 2 3.3

Our teacher often 

teaches the class using 

a selected register or 

specifi c vocabulary

28 46.7 21 35.0 4 6.7 4 6.7 3 5.0
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 STATEMENT SD  D  N  A  SA  

NO      % NO % NO      % NO      % NO      %

Our teacher often 

points out the 

relationship between 

using the selected 

register mode of 

writing in our 

everyday life.

25 41.7 21 35.5 5 8.3 7 11.7 2 3.3

Our teacher often 

discusses the text 

together with the 

class and indicated 

the social context for 

writing such essays.

2 33.3 4 6.7 3 5.0 20 33.3 31 51.7

Our teacher often 

emphasises that 

we should note the 

language used within 

a particular social 

context. e.g. sports

3 5.0 0 0.0 10 16.7 20 22.5 27 45

Our teacher always 

reminds us to consider 

the social purpose for 

which we write any 

given essay

0 0.0 5 8.3 5 8.3 15 25.0 38 63.3

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 affi  rmative. 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 fi rst 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 specifi c 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% confi rmed that their teacher often 
discussed a given text with the class and indicated the social 
context for writing such essays. Again, 78.3% affi  rmed that their 
teacher often emphasised context and discipline specifi c 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 fi ndings 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 benefi ts 
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 confi rm the fi ndings of the 
quantitative fi ndings. 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 eff ectiveness of learners 
(Palpanadan, 2014). However, to achieve optimal outcomes, the 
teacher needs to develop profi ciency 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 

with the easy concepts and 

progressively guides us 

through the diffi  cult ones 

when teaching how to 

write essays.

41 68.3 4 6.7 0 0 13 21.7 2 3.3

Our teacher often gives 

us writing assignments at 

the right level, neither too 

diffi  cult nor too easy.

37 61.3 18 30.0 1 1.7 3 5.0 1 1.7

 Our teacher often points 

out the advantages 

of learning to write 

eff ectively.

5 8.3 5 8.3 1 1.7 16 26.7 33 55.0

Our teacher often explains 

the relationship between 

writing and our everyday 

life.

35 58.3 16 26.7 2 3.3 4  6.7 2 3.3

Our teacher often arouses 

our curiosity and interest 

before teaching us how to 

write this essay.

6 10.0 9 15.0 2 3.3 8 13.3 35 58.3
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 STATEMENT SD  D  N  A  SA  

NO      % NO      % NO      % NO      % NO      %

Our teacher often raises 

some diffi  cult questions for 

discussion and asks us to 

think them over.

6 10.0 13 21.7 0 0.0 12 20.0 29 48.3

Our teacher often allows us 

to write essays freely with 

our own ideas

4 6.7 13 21.7 3 5.0 11 18.3 29 48.3

Our teacher often gives us 

the freedom to choose any 

topic to write about.

24 40.0 16 26.7 4 6.7 9 15.0 7 11.7

Our teacher often gives 

recognition to students 

who had made progress 

despite the fact that they 

were not the best.

2 3.3 6 10.0 3 5.0 31 51.7 18 30.0

Our teacher often makes 

comments or suggestions 

when marking my essay, 

rather than merely giving 

the grade.

29 48.3 14 23.3 3 5.0 9 15.0 5 8.3

On whether their teacher often introduced less diffi  cult concepts and gradually 
progressed to more diffi  cult 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 eff ectively”, 
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 signifi cant 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 eff orts 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 fi ndings, 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 fi ndings, generally, show that teachers often expended some 
eff ort to motivate learners to write. This confi rms Ferlazzo’s 
(2015) fi nding 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 diffi  cult 
writing questions and challenge them to critically evaluate such 
questions. This fi nding contrasts with previous studies which 
suggest that when teachers provide appropriate challenging 
tasks – neither too diffi  cult nor too easy – students’ interests in 
writing is enhanced, thereby promoting greater profi ciency 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 eff orts; this 
aligns with previous studies such as Bryce and Lorenz (2020). 
Thus, students feel more motivated to write when their writing 
eff orts 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.
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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 

makes writing easy for 

me

2 3.3 7 11.7 1 1.7 14 23.3 36 60.0

I prefer the teacher 

presenting a model text 

because it makes writing 

easy for me.

0 0.0 9 15.0 3 5.0 19 31.7 29 48.3

I prefer a model text 

because it motivates me 

to write better.

1 1 8 13.3 5 8.3 19 31.7 27 45.0

Using fi eld-specifi ed 

words for writing 

motivates me to write 

better.

2 3.3 7 11.7 5 8.3 25 41.67 21 35.0

Using fi eld-specifi ed 

words makes writing 

easy for me.

0 0.0 8 13.3 4 6.7 29 48.3 19 31.7

I wish my teacher would 

give us more to practice 

writing anytime he/she 

comes to class.

1 1.7 5 8.3 2 3.3 12 20.0 40 66.7

I don’t write often 

because writing is easy.
36 60.0 17 28.3 0 0.0 5 8.3 2 3.3

The writing lesson is 

often boring. 
13 21.7 8 13.3 6 10.0 4 6.7 29 48.3

I prefer the teacher will 

bring a topic to class and 

ask us to write on.

25 41.7 15 25.0 15 25.0 3 5.0 15 25.0

I wish my teacher would 

allow us to choose our 

own topics to write on.

3 5.0 4 6.7 3 5.0 14 23.3 36 60.0
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The majority of respondents perceived teacher guidance 
(83.3%), use of model texts (76.7%) and fi eld specifi ed words 
(80%) as useful strategies to enhance their writing profi ciency. 
This shows their preference for an eclectic approach to writing 
and confi rms Peloghitis and Ferreira’s (2018) fi nding on learner 
preference for multiple approaches in writing including the use 
of fi eld specifi ed 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 diffi  cult. These fi ndings 
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 affi  rmed: “I won’t say it is 
too diffi  cult 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) 
fi nding 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 fi ndings 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 fi nding 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 fi ndings 
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, refl ects Bandura’s (1986) assertion that 
rigid environments hinder positive outcomes, while meaningful 
feedback fosters competence and self-effi  cacy. Additionally, 
students’ desire for autonomy in choosing topics underscores the 
motivational benefi ts 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 eff ort, and this confi rms Bryce and Lorenz’s (2020) 
study on the benefi ts of providing eff ective feedback. By creating 
supportive, fl exible, 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 fi nal 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 defi ciencies. 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 eff ective, there 
is a need to analyse learner needs to understand their writing 
defi ciencies.  Ultimately, this analysis rejects a generic, one-size-
fi ts-all approach and instead advocates for an individualised and 
diff erentiated 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 profi ciency 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 
eff ectively 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. 
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