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Abstract 
The purpose of this study was to explore the practices of teaching writing in English language 

grade elven in focus in line with the current theories of communicative tasks that is in such a way 

that could promote writing skills. The study explores the students’ views, experiences and practices 

and teachers’ experiences and believes to English writing in Chacha Preparatory High School. It 

also looks into how teachers provides feedback to English writing and how students receive 

feedback. In this research 48 grade elven students and three English language teachers were 

participated. Questionnaire for randomly selected students, interview for availably English 

language teachers and observation were used by the researcher to evaluation and interpret the 

data, the researcher used mixed method, both quantitative and qualitative methods. The findings 

indicated that process writing and multiple drafts were not common. Moreover, the English 

language teachers were teaching writing lessons at the surface level without motivating students 

to use strategies of writing. The findings also revealed that teachers had less interest and 

commitment to help their students in the process of teaching and learning writing lessons. 

Similarly, the students had poor background of their English and they were less devoted to writing 

activities. Furthermore, the students were doing the writing activities without using instructional 

strategies of writing. Finally, written feedback and peer feedback were not commonly practiced in 

the teaching of writing even though the teachers said that there were benefits with, for example 

process writing. It is therefore, recommended that English language teachers should design 

meaningful writing activities, use appropriate instructional media for teaching writing lessons and 

practice process writing in connection with using techniques of writing practically. Furthermore, 

English language teachers should give oral and written feedback regularly and train their students 

to provide peer feedback, this might be a way of releasing more time for the teachers to focus on 

other aspects of teaching. On the other hand, students should practice the writing activities 

regularly through instructional techniques of writing by having devotion to their learning. 

Similarly, the Amhara regional education bureau should train the English language teachers to 

make them effective in teaching writing skills and motivate them to make them interested and 

committed in helping their students in writing.       
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CHAPTER ONE 

1. Introduction  

1.1. Background of the Study  

English is widely used in spoken and written form and it is an international language. Concerning 

this, Ministry of Education (2006;54) states that English is the most widely used language of 

diplomacy and at international conference. It is also widely used for international business and 

banking transactions and it is the main language of advertising. English is the main language of 

international tourist and is the official language of world’s airlines. 

Similarly, Kim (1996 :184) elaborates the advantages of English language at an international level. 

In the world of globalization era, an English language has increasingly become the medium 

of every form of communication both in global and local contents. As a result, the demand 

for speakers and writers using English effectively is necessary in every country. Teaching 

and learning English, except for the native language, is thus crucial for the communication 

purpose to meet the demands of global economics and to cope up with the growing local, 

national, and international demands for English skills. 

This shows that English language has a lot of advantages and it is still increasingly being used in 

a wide context. Besides English is a medium of instruction at secondary and tertiary levels in some 

countries; a case in point is Ethiopia. Accordingly, taking this into account, Ministry of Education 

has given a great concern for English language for many years.  

The English language text books have been revised, and changed rapidly, especially new methods 

and strategies of communicative approach have been designed to teach English in the country, 

Ethiopia, because educationalists believe that this approach enables to promote active learning or 

student centered learning. So as to achieve this goal, repeated workshops and trainings have been 

given to teachers in order to develop their English and acquaint them with new methods of 

teaching, for instance, ELIP was given to all subject teachers for some years in the country (MOE, 

2006). 
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In 2001,2002 and 2003 E.C, another training was run by Americans, which was called TELL, and 

was given to elementary and high school English language teachers. They were aquatinted with 

modern methods and strategies of teaching English skill. 

However, having carried out all the above mentioned programs and others, the majority of high 

school students are not able to write as they are expected to do so. This problem was being 

discovered by many educators in different aspects. Some of them are mentioned below:  

 Lehmann (1999), for instance, conducted a doctorial study of Norwegian students English in 

higher education that showed Norwegian students often did not acquire the proper skills in English 

needed later in life higher education and professional careers. Lehmann argued that English 

teaching method at expense of accuracy.  

In another study, Niggard (2010) found that the level of written accuracy in English was generally 

poor amongst secondary level students and that he argued that the English writing instruction in 

earlier school levels should be improved. 

These two studies indicate that there seems to be problems concerning the level of English writing 

skill in Norwegian schools. They have found that Norwegian students’ level of English writing 

skills is not as high as at it needs to be, and they have found the results at different points of time; 

in 1999 and 2010. The time span between the two studies and the fact that they found similar 

results at those different points of time, indicates in high schools that problems may exist the 

present researcher also similarly face in his experience and there seems to be problem in teaching 

writing in English language at Chacha Preparatory High School where the present researcher is 

working. 

In addition to this, some English Language teachers are heard saying that “we neglect most of the 

writing activities. Because of this reason, the researcher is motivated to explore the practice of 

teaching writing skills in English language at Chacha Preparatory High School focusing on grade 

11. This problem is serious at Chacha Preparatory High School grade 11 students too. These 

students may have various hindrance factors which hinders their writing skills. For this resean, the 

researcher wants to explore the practices of teaching writing skills in English language at Chacha 

Preparatory High School, particularly grade 11 students.     
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Above all, the problem is also prominent in the context of the school which is selected for this 

study and in Ethiopia in general. To cite few, for instance, the research made by Yonas Adaye 

(1996), Geremew Lemu (1999) and Alamirew G/Mariam (2005) reveal the existence of significant 

problems with regard to teachers teaching styles, teaching materials and learners’ achievement in 

the skills both in high schools and universities. Therefore, the main reason to focus on writing in 

this study is that writing is a skill which is one of the main and prominent means of instruction as 

to scholars’, such as Grabe and Kaplan’s (1996). Raimes’s (1990), Silva’s (1990) and others, note 

yet it remains the most difficult skill lacked a considerable concern in the teaching of language 

skill.  

1.2. Statement of the Problem                              

In many countries, English learnt as a foreign language or second language. It is an important 

aspect of education and is often the medium of instruction, especially at secondary and tertiary 

levels. It has an important role as a means of communication between different peoples or between 

members of different ethnic groups in a country. Generally, English is a worldwide or an 

international language. It has so many purposes. Because including Ethiopia, students learn 

English (MOE 2006).       

However, it is a foreign language in our context, students have difficulties in learning it, especially, 

the writing skills. Nowadays, the majority of students at secondary and tertiary levels in Ethiopia 

are claimed to lack writing skills in English language as it needs. This time, this problem seems to 

be serious. If they do not have basic skills of writing, they cannot gain knowledge even in other 

subject classes since English is medium of instruction, especially in general secondary schools and 

the above (MOE 2006). Hence, in order to be successful in their lives, they should write in English 

well. Concerning this, Ministry of Education (2006:55) claimed, “in today’s world anyone who 

wants to be successful in the world of international business must became a good speaker and 

writer in English language.” 

However, instead of improving the students’ writing skills, the result is deteriorating as many 

English language teachers saying and as my real observation. So, to achieve the intended goals of 

writing skills, this problem should be solved. 
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Evidence one is a disparity of views between the English teachers understanding of their students 

actual writing performance and of the students own writing ability i.e. the students seem to believe 

that they can write well. Teachers are always heard blaming their students for their inability to 

write well. They expressed that the students are very weak in writing skills. On the other hand, 

students are complaining of getting fewer marks in writing. Whatever the case is, the causes for 

these problems could be either the teachers or the students. Regardless of the difference in setting 

and the levels, Yonas Adaye’s research reveals similar problems in the area of learning to teach 

writing skills.  

Alamirew Gebremariam (2005) in his doctoral dissertation identified that writing skill is not 

effectively taught in high schools. As a result, Alamirew contended that students’ writing 

performance is low.  Furthermore, Geremew Lemu (1999) in his doctoral found out that students’ 

writing in different facilities of AAU is weak in treating a given topic both in content and form. 

He noted that a student was unable to identify the relevant information from the irrelevant one and 

had lack of organization skills of connected discourse in composing. Accordingly, to identify 

factors that hinder grade 11students’ writing skills in English language it seems important to see 

what the practice of teaching writing skills look like in high school. But, as the researcher 

information the real practice of teaching writing skills at preparatory high school is not discussed 

through research. 

Therefore, although different researchers conducted research on writing, the present research is 

different from them in the fact that some of them focused on university students and students’ 

perception, and this research focused on a general secondary school which was not addressed by 

others.  

To come up with possible solutions, the following research questions were formulated. 

1. How do English language teachers teach writing in English class? 

2. How do students learn writing in English language class? 
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1.3.   Objectives of the study  

1.3.1. General Objective   

The main objective of this study was to explore the practice of teaching and learning writing skills 

in English language at Chacha Preparatory High School, in grade eleven.  

1.3.2.  The Specific Objectives  

The specific objectives of this study were: 

- To explore how English language teachers, teach writing in English language.  

- To see how students learn writing in English class.  

1.4. Significance of the Study  

It is expected that the teaching of writing skill can be improved if there is a better understanding 

of implementing communicative language activities needed for better writing.   

As encouraging interactive class room, to a large extent, relies on the design and arrangement of 

the tasks, so that text book writers and syllabus designers will be benefited from this study. Its 

implications may also help English language teachers to   evaluate their current practices in relation 

to handling and managing writing tasks. Furthermore, from the findings, the students may get 

benefits in improving their performance of writing and the way they practice writing activities in 

the class room. In general, the findings of this study may: contribute a lot to alleviate student 

writing problems, help teachers to design their writing lessons accordingly, and initiate others to 

conduct further research on the area.  

1.5.  Delimitation/Scope of the Study   

The study was delimited to explore the practice of teaching writing in English language at Chacha 

Preparatory High School grade eleven in focus.  

This was because of constraints of time, many, energy and lack of expertise. This means it is 

impossible to cover other English language skills and other grade levels. The researcher focused 

on grade 11 students because this grade level students are expected to join colleges and 
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universities, therefore, they should be helped a lot to improve their writing skills in order to 

perform written activities effectively.  

1.6. Limitations of the study 

This study is limited as it is a study of writing skills in English language at one preparatory high 

school. The relatively small number of subjects makes it impossible to generalize about the complete 

population of teachers and students. However, there is also no reason to believe that the school was 

in any way unrepresentative of preparatory high schools in Ethiopia. It, thus, provides some 

impressions about the practices of teaching writing skills in a typical Chacha Preparatory High 

School.  

Some topics would have been interesting to ask the students to elaborate on, but that was not possible 

because of the chosen method, questionnaires. However, the findings of this study confirm those in 

Vik (2013), that the teachers do not always use the methods that are most beneficial for students’ 

development in writing. The current study and that of Vik (2013) gives a picture of teachers 

emphasizing on ‘the strategies of teaching writing skills’ at the surface level.  

There are also limitations in finance and time. To study the students’ writing development over time 

would have been a different study, and something that could be done in the future. 
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CHAPTER TWO 

2. Review of Related Literature   

2.1. The Meaning and Nature of the Writing Skills 

Literature reveals that writing is a recent invention when compared to the spoken language. 

According to Grabe and kaplan (1996), the theory and practice of both L1(first language) and 

L2(second/foreign language) writing raise issues such as what writing is, why people write, what 

makes writing difficult and what constitute writing. They also raise the relation and difference 

between literacy and writing, as well as oral and written language to seek answer for these issues. 

Dealing with each of the above issues is beyond the scope of this paper. First, let us briefly see the 

what, the difficulties and the need to teaching of writing skill. Highlighting these issues is very 

important because the researcher believes that they have strong relation with this research topic. 

Then, the review raises the different beliefs and practices of teaching writing together with some 

research findings about its teaching and learning. 

 

Writing is one of the main language skills that students need to develop. The question what is writing 

can be answered from different and complex natures it enfolds. The definition of writing depends 

either on the level and purpose underlying it or the types of information it is required to transform 

or on how graphic symbols are set on surface. The Encyclopedia of Americana (1985), for example, 

defines writing as, “… the communication of idea, by means of conventional symbols that are traced, 

incised, drawn or otherwise formed on surface of some material such as paper” (vol. 20, p. 556). 

This very general definition gives writing a unique nature which makes it different from the rest 

language skills.  

 

More specifically, Kelly (1998) describes writing as, “… a deliberate and more fully thought skill 

that needs precise and carefully crafted word by word for just the right effect.” (p. 3). Here writing 

is not only putting information on surface but it is also the art of making it purposeful with the right 

effect intended to have on the reader. Lyons and Heasley (1984) also propose to define writing as " 

a communicative occurrence between a writer and an intended reader in which the writer creates a 

discourse with the imagined reader and derives from this a text by which an actual reader may 

approximate to the original discourse"(p.209) as cited in Kelly, 1998. Others still define writing in 
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relation to what constitutes it. For example, Harmer (1991) describes writing as convention of text 

formation manifested by handwriting (or other means), spelling and layout, and punctuation. This 

in turn implies the knowledge and control of the structure of a written medium. To determine the 

definition and the nature of writing, one way is to distinguish writing that involves composing from 

that which doesn’t involve composing. Sometimes the nature of writing is also studied in relation to 

its counterpart, speaking, since both are believed to be productive skills. As a result of this, it is 

termed to be a complex and difficult skill (Byrne, 1988, Hedge, 2000, Grabe and Kaplan, 1996). 

 

2.1.1. What Makes Writing a Difficult Skill?  

 

In every description of writing, scholars seem to agree on the fact that writing is a complex process. 

It is a complex process because it requires the mastery of grammatical devices, conceptual (thinking) 

and judgmental (having purpose and acting) elements (Byrne 1988, Grabe and Kaplan, 1996, Kelly, 

1998). Byrne (1988) classifies the above complexities into psychological, linguistic and cognitive 

problems. Regarding the complexities of writing, Grabe and Kaplan, 1996 say “… writing is a 

technology, a set of skills which must be practiced and learned through experience” (p. 6). Since the 

skills required do not come naturally as stated earlier, but rather are gained through conscious effort 

and much practice, writing is a more complex skill. This is why it is said that writing causes great 

problems for students. These all help one to infer that the process of learning and teaching the writing 

skill requires developing sense of collaborative effort and the need to have interest to achieve it. 

What so ever difficult and complex will this skill be, it is still the most important skill needed to be 

taught in school curriculum. 

 

Writing is the skill that our students should develop. The ability to write is not naturally acquired 

skill. According to Grabe and Kaplan (1996), writing is a technology, a set of skills which must be 

practiced through experiences. It needs practice in all environments, especially, in the formal 

instructional settings. In other words, writing is an activity which should be done with great care 

and thinking to communicate with a reader effectively. This implies that writing is a difficult skill 

which needs to be thoroughly practiced.   
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2.1.2.  The Need to Teach Writing Skill  

As stated earlier, writing is one of the major and different ways of communication. The purpose 

of teaching writing skills, according to Byrne (1988), is primarily to develop the students’ skills 

of expressing themselves through graphics. Byrne also jots down different pedagogical purposes 

of teaching writing skills. The main pedagogical purposes of teaching writing skills, according to 

Byrne, are to provide learners with different learning style, tangible evidence, create variety in the 

classroom and create independent learning (p. 6-7). Added to these, Raimes (1991) points out three 

important ideas how writing helps students to learn. She says, writing reinforces the grammatical 

structures, idioms and vocabulary we teach and secondly, when students write, they feel they 

control the language and take risk and thirdly, when they write, they necessarily become very 

involved with the new language (p. 3).  

Unlike its counterpart, speaking, writing can be mastered only through instruction that calls for much 

attention in its teaching. Besides, writing is an important language skill that plays a significant role 

in the process of acquiring knowledge. For instance, Troyka (1996) mentions the following 

advantages that a learner can get from writing. First, “writing is a way of thinking and learning”. By 

this he means that it gives the learner an opportunity to explore ideas and understand information. 

Second, ‘writing is a way of discovering’, which is the central part of communicative language 

teaching (CLT). Third, ‘writing creates reading”. Troyka restates that, ‘writing creates permanent, 

visible, record of ones’ ideas for others to read’. (p. 2). From these and many other benefits of 

writing, we can see that teachers need to help their students in any way possible to learn thoroughly 

how to express themselves through this skill. They must be confident of this skill as one of the 

important means of communication. 

 

Writing is the skill that our students should develop. The ability to write is not naturally acquired 

skill. According to Grabe and Kaplan (1996), writing is a technology, a set of skills which must be 

practiced through experiences. It needs practice in all environments, especially, in the formal 

instructional settings. In other words, writing is an activity which should be done with great care and 

thinking to communicate with a reader effectively. This implies that writing is a difficult skill which 

needs to be thoroughly practiced.     
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2.1.3.    L2 Writing  

Research in L2 writing started to emerge in the 1960s and 1970s in the USA and the UK. It was the 

field of applied linguistics that paid most attention to writing in L2 in the beginning, but research 

had also been conducted in education and composition studies in the 1990s (Grabe and Kaplan 

1996:27). Hyland (2006:2) claims that the area of L2 writing as scholarship emerged in the 1980s. 

Thus, it is a relatively new area of research. 

Writing is complex and L2 writing is a difficult skill to acquire. It may even be the most difficult L2 

skill. There are different approaches that together give insights to understanding the process of L2 

writing. Six approaches will now be presented based on Hyland (2006). Writing instruction often 

uses a variety of these approaches, but some are more used than others at different times.   

One approach is to focus on language structures (Hyland 2006:3). This approach focuses on the text 

as a product. In this view, learning to write is learning about the linguistics, vocabulary, syntax and 

cohesion in a written language. This view was especially used in the 1960s.  

A second approach focuses on text functions (Hyland 2006:6). This approach focuses on that in 

learning how to write, the learner must acquire knowledge about patterns of writing, for example 

paragraphs. The different language elements act in different ways of communicating, for example 

academic texts have certain functions and forms that other genres do not have.    

A third approach is to focus on the creative expression of the writer. Writing is a means to create 

meaning and is personal. Within this view, teachers give learners the space to create meaning. 

Hyland (2006:9) claims that; ‘Writing is an act of discovering meaning’. The important element in 

this approach is the ability to express oneself, compared to the two approaches mentioned earlier 

that focus on the form. 

The fourth approach puts emphasis on the process of writing (Hyland 2006:11). The original writing 

process involves planning, writing and reviewing. Within this approach there are different stages 

while producing texts. It starts with prewriting, which involves for example brainstorming of ideas 

and outlining the text. It continues with composing text, which involves writing. A central factor in 

the writing process is the response, or feedback, to the text, which can be given by teachers or peers. 

The feedback is then acted upon as the writer revises and edits the text. These stages can be carried 
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out multiple times, before the post-writing stage. Post-writing includes follow-up tasks, such as 

publishing or sharing texts or addressing weaknesses. The teacher’s job in the writing process is to 

guide the students through the process and help them develop their abilities to create, draft and refine 

ideas (Hyland 2006:12). Giving feedback is an important tool to use in guiding the students through 

the different stages of the process, and is a crucial factor in the approach of process writing.   

The fifth approach focuses on content. Themes and topics that interest the writers may be possible 

tasks. The topic is the starting point of writing teaching.   

The sixth and final approach focuses on genre. The teaching within this approach focuses on the 

ways of using language for a purpose, and this purpose is met by using different genres. Language 

is used to reach a goal, and genre and the structures in the different genres are important parts of 

that. When writing, for example a love letter, an article or a theatre play, the writer uses different 

conventions connected to the genres. This view is connected to Vygotsky and the ZPD (Hyland 

2006:21). Hyland (2006:23) claims that even though many teachers use a mix of the different 

approaches, the most used approaches to teaching writing are the process and the genre approach.  

Approaches to teaching L1 writing are relevant to comment on. Silva (1993:657) claims that some 

ESL writing teachers have been encouraged to adopt L1 writing practices. This encouragement 

shows an attitude that L1 and L2 writing practices are similar and comparable. Both writing 

processes involve composing, planning, writing and revising. Two studies (Jones 1982; Jacobs 

1982), cited in Krapels (1990), have concluded that the biggest factor for being a skilled L2 writer 

has to do with general writing composing competence and writing development, not some special 

factor when it comes to the L2 language. Both studies showed that L1 and L2 writers in many ways 

are similar.  

Krapels (1990) also refers to Zamel’s (1982) case study of the L2 writing process. Zamel interviewed 

eight university-level L2 writers and looked at their drafts of different texts. Zamel’s conclusions 

were that L1 and L2 writing processes were similar and that ‘L1 process-oriented writing instruction 

might also be effective for teaching L2 writing’ (Krapels 1990:40). Krapels claims that the students’ 

writing improved when they considered composing as a process. Another study done by Zamel 

(1983) also shows that the writing strategies used by L2 students are the same ones as L1 writers’ 
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use. Skilled writers plan, write, revise and edit more than unskilled writers, and both skilled and 

unskilled writers use the same processes as skilled and unskilled L1 writers.   

However, as Silva (1993:657) clearly shows in his research, there are important differences between 

L1 and L2 writing. L2 writing has its own nature and it is essential that L2 writing teachers know 

the specific traits of this writing so that good choices can be made in terms of which elements one 

should adopt from L1 writing and which one should not. Because of the differences, Raimes (1990), 

quoted in Krapels (1990:44), suggests an ‘adaption’ and not ‘adoption’ of L1 writing teaching 

strategies. There is a need to make alterations from L1 to L2 writing teaching.   

The results from Silva’s (1993:661) research show some main differences in L1 and L2 writing 

when it comes to planning, the writing process and the production of L2 writing. L2 writers write 

shorter texts than L1 writers. They spend more time producing as many words as L1 writers. L2 

writers have a simpler language and are less accurate than L1 writers. L2 writers also write with less 

variety and sophistication in their texts (Silva 1993). On the basis of these points, one can infer that 

L2 writers have more challenges than L1 writers in general.   

There are some challenges that are specific to L2 writers and Hyland (2006) mentions some of them. 

Elements in the process of writing that can be extra challenging to L2 writers are text interpretation, 

being able to interpret source texts and one’s own texts, and text generation, the ability to place ideas 

into writing because of greater lack of language proficiency. This may lead to misunderstandings of 

the tasks, and to L2 writers not being able to express what they want to express, which may affect 

the quality of the texts. L2 writers also need to pay more attention to the language, which may lead 

to less attention to organization and content. The language sets barriers for L2 writers because they 

need to focus too much on how they formulate and communicate their ideas, instead of focusing on 

organizing and structuring the ideas. They may also have challenges with the social and cultural 

factors in writing in the language. With all these challenges, L2 writers have a need for guidance 

even more so than L1 writers.  

Although there are many challenges for L2 writers, it is important to keep in mind that it is not 

possible to find one correct way of teaching writing. As Raimes (1990:5) puts it: ‘There is no one 

answer to the question of how to teach writing in ESL classes. There are as many answers as there 

are teachers and teaching styles, or learner and learning styles’.  The interesting question is not to 
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find the one perfect strategy, but a strategy that works and that shows significant effects in the 

development of students’ writing.   

2.1.4. Approaches to the Teaching of the Writing Skills   

The teaching of writing skills (modern writing) according to Grabe and Kaplan (1996) began during 

1750. Grabe and Kaplan mention three stages of the writing skills development. The period between 

1750 and 1850 was commonly known as common literacy and the mid-nineteenth was the rise of 

schooled literacy. In the twentieth century began the use of psycho-metric testing that led to writing 

instruction and composition which became a university education as part of rhetorical studies (p. 

11). Nowadays, the latter one is known as ‘current traditional approach’ to the teaching of writing 

skills. Since 1960s, however, many scholars have been arguing against this dominant approach. 

Research in L2 writing began in the late 1960s and early 1970s. Before 1965, according to Silva 

(1990), Raimes (1991), Grabe and Kaplan (1996), especially, in 1950s and 1960s, most teachers of 

writing, whether for L1 or L2 students, felt that writing instruction had a well-established and 

effective methodology known as ‘current traditional’ approach. Even Silva (1990) seems to believe 

that ESL composition especially the controlled composition began since 1945 in USA. Raimes 

(1991) identifies the following different L2 writing instructions modes that had been practiced since 

1966 to 1980s depending on their focuses. These are the focus on form, the writer, content and the 

reader.  

The focus on the form or the controlled practice, according to Raimes (1991) is based on, ‘the 

rhetorical and linguistic form of the text itself’ (p. 408). As commonly known, the 1960s was 

dominated by the audio-lingual method of instruction. The underlying view of this method was that 

speech was primary and writing should serve to reinforce oral patterns (Raimes, 1990, 1991, Silva, 

1990). Hence, the principle of learning was a habit formation (Kunz, 1972, Crystal, 1987, Nunan, 

1988, as cited in Raimes, 1991).  

Based on this principle, writing took the form of sentence drills, fill-ins, substitutions, transformation 

and completion (Raimes, 1991: 405). These discrete linguistic elements were also developed to 

controlled composition tasks, by providing the text and force the students to manipulate linguistic 

forms. In other words, the tasks were marked for linguistic error, and the focus was on the product 
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of composing using the model. Nevertheless, the focus on the form began to face with severe 

complain by those who felt that the writer was the most important during composing.  

Because of the strong pressure and influences by the L1 writing, Emig (1971) and Zamel (1976), 

quoted in Raimes (1990), pointed out that research on composing process, saw the development of 

more than sentence combining, substitutions and controlled composition. Teachers and researchers 

reacted against a form dominated approach by developing an interest in what L2 writers actually do 

as they write (Raimes, 1991, p. 409). Raimes calls this period a writer focus. This will be broadly 

discussed in the section process approach of this paper.  

 

During the mid-eightieth, there was criticism on the approach that focused on writer. Horowitz 

(1986) and Swales (1987) as cited in Raimes (1991) contend that writing is ultimately judged by 

content not by its process. This has given opportunity to the emergence of content based teaching 

what Raimes (1991) calls it the content focus. The content focus was appropriate for academic 

demands and for the expectation of academic reader. 

The criticism on writer focus did not depend only on the content but also spontaneously raised the 

importance of the expectation of academic reader. According to Raimes (1991) they oppose writer-

dominated process approach that favors personal writing, but give great emphasize to a reader-

dominated approach. The approach perceives language teaching, Horowitz (1986) quoted in Raimes, 

“as a socialization into the academic community’ (p. 789). According to the reader (audience) 

dominated approach, the focus was readers inside the language classroom as peers and teacher 

responded to the ideas in the text.   

Both the content and reader focused teaching shares some academic oriented features so named as 

English for Academic Purpose (EAP). (Raid, 1987, p. 34) quoted in Raimes (1991) indicates that it 

is a return to a form-dominated approach, the difference being that now rhetorical form, rather than 

grammatical form. In EAP, ESL learner should produce a written text which parallels the model “the 

structure or shape of content” of the language and rhetorical structure of academic discourse 

community (Raimes 1991, p. 175). Generally, since 1980s, a great deal of literature on the teaching 

of writing has centered on the issue of whether to adopt a process or product approach to writing. 

With this regard, all the aforementioned four focuses that Ramies raised can fall either to the product 

or to the process paradigm depending on the principle they underpin.  
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2.1.5. The Product Approach  

The product approach has got its origins in the traditions of rhetoric and has been characterized in 

several ways. It has involved the study of the model texts in order to raise students’ awareness of 

the different features of the texts. The features are discrete language elements and overall 

organization of the text. So it has often involved practice of these features, in sentence level 

exercises or in the development of a paragraph. Its pedagogy offers the way to analyze student’s 

writing after the text has been produced in order to assess its strengths and weaknesses. Traditional 

marking systems for the product have also tended to focus on accuracy as the primary criteria for 

good writing. All those learning principles discussed by Raimes (1991) under form focused are 

the salient features of this approach. Many local researches, for example, Alamirew G/Mariam 

(2005) proves the principle noted has long been used in Ethiopia until the introduction of CLT.  

Silva (1990) states that during the organization, according to this approach, pattern could be clearly 

defined within written discourse in which smaller units of meaning combine to form longer stretch 

of discourse. Silva notes that its methodology involved the imitation and manipulation 

(substitution, transformation, expansion and completions) of model sentence or paragraph or 

passage carefully constructed and graded for vocabulary and sentence pattern (1990: 12). In this 

case the assumption underlies the approach is that students learn by mastering the component parts 

of a language such as sound, letter, words, etc. bits by bits, all carefully arranged and sequenced 

(Weaver, 1979 as cited in Raimes, 1990).  

The role of the teacher in this approach is to transmit knowledge to the passive recipients. The 

recipients' (the passive learners’) role would be to practice the patterns of discrete linguistic element 

and forms by drilling. They would imitate the model and manipulate these discrete linguistic 

elements to produce an equivalent sentences and paragraph or essay. In other words, the approach 

called for keen memorization and gave emphasis or devotion to the habit formation that severely 

depended on the product than the process.   As a result of applying this approach, a great failure of 

language learning in general and success in writing skills has been recorded.   

What has so far been discussed is the extremity of depending on form, habit, teacher oriented and 

the presentation and practicing of discrete linguistic elements. Nowadays, there seems to emerge 

approaches to the writing skill being applied with sense of compromising the extreme product and 

process (the procedural approach), mixing some features of each. The difference is whether the 
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learners can control their learning, have the awareness of the purpose and apply their cognitive 

knowledge, known as process approach.   

2.1.6. Process Approach 

One forum for formative assessment is process writing, which involves drafts that the students 

produce, reflect on, discuss and rework (Nunan 1999:272). Silva (1990) describes how the process 

writing approach emerged because of dissatisfaction with the earlier writing approaches of that time, 

namely the ‘controlled composition’ approach and the ‘current traditional’ approach. The controlled 

composition approach had concepts from behaviorism as underlying views, in other words that 

learning, in this case learning to write, was ‘habit formation’ (Silva 1990:12). This approach to 

writing ‘focuses on the lexical and syntactic features of a text’ (Silva 1990:20). The current-

traditional approach, in contrast, was a reaction towards the controlled composition approach and 

acted as a bridge between that approach and free writing. The current-traditional approach focused 

on ‘logical constriction and arrangement of discourse form’ (Silva 1990:14). Arrangement of texts 

is important in the current-traditional approach and paragraphs are particularly important.   

The process writing approach was a reaction to both these approaches, with the main idea that neither 

of these approaches encourage ‘creative thinking and writing’ (Silva 1990:15). The process 

approach encourages thinking, processing, reviewing and revising, to mention some elements. 

Content, ideas, communication and accuracy are important factors in this approach. Students, with 

help from teachers and peers, plan, draft, revise and edit their texts in a workshop setting. The 

development of the written text is therefore in focus, as well as the final product. Previously, this 

type of writing assessment was more challenging because all writing happened by pen and paper. 

Now there are word processors that make writing, drafting, reviewing, rewriting and editing easier 

(Nunan 1999:272).    

The process approach has been accepted, but also criticized, in the L2 writing context. Even though 

this approach has been widely accepted, as it was a reaction toward other approaches, it has also 

raised concerns. Concerns about process writing are that it may not ‘adequately address some central 

issues in ESL1  writing’ and the approach may not prepare students for academic work (Silva 

1990:16).  
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2.1.6.1. Effective Instructional Techniques in Writing as Process   

According to Hedge (1988), class room writing tasks should reflect the ultimate goal of enabling 

student write whole texts which form connected, contextualized and appropriate pieces of 

communication. Writing as a means of developing students’ general ability in English is a 

paramount value to be taught and learned successfully. To achieve this skill, the active 

involvement of both teachers and learners is extremely important in the process of teaching and 

learning although teachers have to begin to think about some of the reasons why students find it 

difficult to write in English.  

Writing is an integrative skill important, constructive and complex process. It is thought that think 

this is because writing is solidly reasoned text that requires mental discipline and close attention 

to a set of logical rules creating a written text in carrying and learning tasks as well as the social 

interpersonal relationships between the participants. 

Communicative tasks are also very important for developing learner’ writing skills, and 

communicative output activities allow students to practice using all of the language they know in 

situation that resemble real setting. In these activities, students must work together to plane, resolve 

the problem or complete a task. Tasks are considered to be key process in language learning. 

Richards and Rogers (1986) and Nunan (1989) point that opportunity to interact in the foreign 

language, allows learners to incorporate authentic text in to learning and let learners use their own 

insight. In addition to the activities or tasks to be included, in language, course need to be prepared 

under rigorous planning and preliminary investigation. In other words, tasks need to address 

learner needs, interest, motivation, etc.  

Discussions on tasks mainly focus on some key features which distinguish an event as task from 

another as exercise or activity to be called a task. It should be meaning based, goals oriented, 

outcome evolution and race world related (Nunan, 1989). If writing tasks include the criteria 

meaning based, goal oriented, they let learners practice writing to be, independent and able to write 

without much help. 
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In the process writing, the notion that writing is a complex, recursive, not linear in its planning is 

central for instruction. As Grabe and Kaplan (1996) try to note, research on writing process indicates 

that good writer:    

Plan longer, have more elaborate plan, review and reassess his/her plan on a 

regular basis, consider more kinds of solutions to rhetorical problems in writing, 

considers readers point of view in planning and writing, incorporate multiple 

perspectives into the drafting, revise in line with global goals rather than merely 

editing local segments and have a wide range of writing and revising strategies to 

call upon. (1996: 240).   

From these important quotes above, let us briefly see some useful elements of writing as a process 

such as planning, drafting, revising and editing. Each of these three is intertwining in different phases 

from the beginning (thinking and planning) to the polishing stage of a writing process. In relation to 

what Grabe and Kaplan note, Johnson (1996) suggests, “Writing involves thinking, planning, 

rehearsing, rereading, evaluating and revising... skilled writers engaged in all of these activities more 

than unskilled writers, spend more time on writing, and produce more drafts.” (p. 349).  

2.1.6.2.   Planning  

The major activities that characterize the writing process are the application of planning and revising 

(Hedge, 2000, p. 305). Johnson (1996) points out that traditionally, planning is viewed as prewriting 

activity. However, as it has been seen elsewhere in this paper, researchers (Zamel, 1983, Nunan, 

1988) noted that planning occurred throughout   the writing process and that writers continually 

think, write and rewrite (Johnson, 1996: 348).  

Hayes and Flower, (1980) as cited in Raimes (1990) labeled the planning stage in process writing 

into three sub phases such as generations, organizing, and goal setting. The amount of planning will 

vary in relation to the type of writing task. For instance, writing based on a quick mental plan like 

writing for nearby friend varies from something carefully worked out beforehand like writing for 

some authorities. Whatever varied the tasks be, Hedge, (2000) indicates that planning involve 

thinking about the purpose of the writing.  
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2.1.6.3. Planning and Drafting 

According Hedge (2000), Johnson (1996), Grabe and Kaplan (1996), Hayes and Flower (1980) as 

cited in Raimes (1990), the following can be summarized about the planning stage. In planning stage 

learners are presented with tasks, or the writing topics. Then, they identify the identity of their own 

and of their counterpart, reader. This time, they determine their purpose of writing. This helps them 

create an area of focus. They can generate as many ideas as they can. Soon they can organize their 

ideas and make some sort of sequences or just make notes as they brainstorm or determine the 

number of contents wanted. They soon begin drafting and a redrafting their ideas. Generally, a 

student just gets down on paper what he/she wants to say. In this stage, there is no need to consider 

about form, students are guided to just depend on the content. The activities in the prewriting, 

according to Hedge (1988), includes drawing, talking, thinking, reading listening to tapes and 

records, discussion, role playing, interviews, problem solving and decision making.  

2.1.6.4. Revising  

Writing is not a single phase but it is a thinking activity to which writers return again and again when 

composing (Hedge, 2000, p.303). Revising takes place throughout the process and generally 

involves considerable changes; for example, composing something new, deleting sentence, and 

shifting paragraph around and sometimes eliminating them Hedge, (2000). Here the student makes 

whatever changes he/she feels are necessary. Most feedback researchers believe that the revision 

stage is very helpful if it includes input from teachers or fellow students. 

2.1.6.5. Editing 

Polishing of the drafts takes place in this stage. The writer gives attention to mechanics such as 

spelling, punctuation, grammar and handwriting. Because writing is a medium of communication 

taking place more without the presence of the writer(s), developing the skills of editing the technical 

errors that will distort the message conveyed in the final text (without altering the content) is a very 

essential practice.      

In general, closely looking into the aforementioned stages in the process writing, prewriting 

(thinking and planning), writing the first draft, revising, editing and writing the final draft indicate 

that there are different contexts that influence the composing process. Some of them are discussed 

below.  
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The other most important insight from writing theory and writing research is the effectiveness of 

various instructional techniques. Grabe and Kaplan (1996) point out that these techniques include 

direct instruction, especially metacognitive strategy training types of group interactions among 

teacher and students, techniques for guiding the drafting and revising strategies of writing, and 

techniques for providing effective feedback on writing. In effective instructional setting, students 

have plenty of opportunity for guided and independent practice with new concepts and skills.    

Hedge (2000) have pointed out the importance of multiple drafting, time for planning, the role of 

recursive among planning, drafting and revising and the essential problem solving nature of writing. 

Grabe and Kaplan (1996) note the following:   

Instruction should introduce a simplified version of the complex strategies needed by students and 

then these strategies may be gradually appropriated by students. Writing tasks which will gradually 

help students to transfer advanced skills to new domains should be developed. Students need to have 

teacher modeling of problem solving composing processes. Students need to be aware of the goals 

of writing and need to be given challenging tasks. Students should be shown how to provide support 

and assistance to others. (Grabe and Kaplan, 1996: 245). 

Raimes (1990), Byrne (1988), and Hedge (1988) have noted the following effective techniques of 

teaching writing.  

1. Techniques in using pictures: These include:  

a) Description:  with the help of picture students describe the labels of the picture.  

b) Comparison and contrast: Looking at the pictures, students write the similarities and 

differences between the pictures.  

c) Paragraph assembly: By preparing index cards one sentence on each, which together 

form a paragraph about the picture  

d) Paragraph completion: This is done by preparing a paragraph about the picture and 

writing it on the board but omitting the ending  

2. Techniques in using reading: This includes, copying and summarizing  

3. Techniques in integrating writing with other language skills: The following techniques are, 

for the most part, prewriting techniques that give students the opportunity to use all their 

linguistic skills to help them explore and get started with their ideas on a given topic. These 

are brainstorming, guided discussion and interviews.  



 

 

21 

 

4. Techniques in teaching practical writing: The practical writing has both a clear purpose and 

specific audience. Messages, forms, invitations letters and instructions are the types of 

practical writing. For example, letters are the most widespread forms of written 

communication. For this reason, the English writing teachers have to devote classroom time 

to teaching letter writing. Letters are written to invite, explain, apologize, commiserate, 

congratulate, complain, and inquire order (to or for someone).    

Teachers have the opportunity and responsibility to identify activities that work for their students 

and to walk the students through each stage of the process, building on each activity until the students 

produce a final, publishable paper. Teachers have the responsibility to teach the strategies and then 

empower students to find the process that works for them as learners. Writing does not have to be 

fearsome. It is a natural part of life that is not a choice but an expectation. 

Goldberg advises: If you want to become a good writer, you need to do three things. Read a lot, 

listen well and deeply, and write a lot. And don’t think too much. Just enter the heat of words and 

sounds and colored sensations and keep your pen moving across the page. The focus is on the 

students’ abilities to place pen to paper and communicate. In the writing stage of the process, the 

student writes without censorship. This is the time to record the ideas discovered during prewriting. 

The writing stage differs from the prewriting stage in that the piece now begins to take a narrative 

form. Moreover, strategies such as brainstorming, cueing, and clustering have accepted definitions 

and can be explained repeatedly in the same way to different audiences in different situations. 

2.2. The Role of the Teacher 

The role of the teachers in CLT (Communicative Language Teaching) in general and in process 

approach to writing in particular are noted as a motivator, a designer of meaningful tasks, an 

interpreter of the task, a reader for information, an organizer and a resourceful person (Richard 

and Roger, 1986). Besides, teachers need to show a positive attitude, believing that students are 

capable of doing work and provide students with wide range of opportunities for writing, 

opportunities which are interesting for students and serve important developmental goal (Grabe 

and Kaplan, 1996: 254). In doing so, additionally, teachers should see whether the materials he/she 

is using has tasks which invite learners towards process oriented writing.  
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While determining the tasks Berkow (2002) says “teachers have to incorporate collaborative 

learning and collaborative writing into their writing course” (p. 223). In this particular case, the 

teacher is supposed to observe whether the students cooperate with their peer, because as Berkow 

believes, “Peer guide will multiply their thinking through the interaction of ideas” (p. 225).  

In high school, teachers have momentous responsibility to equip and acquaint their trainee’s with all 

possible strategies of language learning and teaching in general and the writing skills in particular. 

The students in turn should be able to put into practice language learning strategies and the 

techniques when they will be at actual work. This is one of the crucial purposes of the study that 

aims at searching particularly whether the teachings of the writing skills are performed effectively 

by the EFL/ESL teachers.  

2.3. The Role of the Student  

One of the first tasks of curriculum design is to establish who the instruction will be for, what the 

learner needs, what factors will cause individual learner variation. Thus, the understanding of the 

experience, and range of variation of students will help to recognize those skills and attitudes which 

are important for the good learner. Leki (1992) as cited in Grabe and Kaplan (1996), describes good 

learners as students who take an active role in their learning and set goals and take responsibility to 

their learning.   

From Leki’s suggestion it can be summarized that in order to take responsibility of their learning, 

learners need to have a positive approach. That is, they need to believe that they will be successful 

in their writing development, they need to have open attitude towards writing task, and be willing to 

practice and revise their writing. They need to recognize that writing development is a gradual 

process which requires much hard work. Similarly, learners need some set of workable learning 

strategies which are applicable to the writing context and should be motivated to invest their time 

and effort during writing. 

Furthermore, the students who this research targeted at are going to be the language teachers, 

particularly teachers of English as a foreign language. At the end of the courses, they are expected 

to be equipped with the aforementioned writing skills, knowledge, and strategies now as trainees 

and soon as writing skills teachers. One of the main objectives of the study is to see their actual 

performance with regard to the writing skills.  
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2.4. The Role of Feedback in Writing  

Writing Feedback has long been regarded as essential for the development of second language (L2) 

writing skills, both for its potential for learning and for students’ motivation. In traditional product 

oriented writing instruction, teacher evaluation is limited to providing written commentary on the student 

final product but it is found ineffective in producing writing skills gains. This is why Knoblaunch Branon 

(1981) quoted in Leki (1990) draw the following conclusive statements. 

We need to look not at responses written on final drafts but rather at responses written on 

immediate drafts, and at how those drafts were reshaped as a result of the teacher's 

comments, and, we need to look at the ongoing dialogue between students and teachers. 

(Leki, 1990, p. 63) 

In process-based classrooms, feedback is seen as an important developmental tool moving learners 

through multiple drafts towards the capability for effective self-expression (Hyland and Hyland, 

2006: 83). Leki (1990) also points out the same idea that feedback is a fundamental element of 

process approach to writing. It is possible to say that feedback is an input from the reader to a writer 

with the effect of providing information to the writer for revision. 

2.4.1. Teachers’ Feedback  
2.4.1.1. Teacher’s Written Feedback  

The teachers’ written feedback can either be direct or indirect. By the direct feedback, according to 

Lalande (1982) cited in Hyland and Hyland (2006), the teacher identifies directly the errors and 

gives suggestions which mostly relates to form and more of accuracy while indirect method, is the 

reverse. Improvements seem to be more likely if indirect feedback methods are used. Hyland and 

Hyland (2006) suggests that the choice between promoting positive effect (teachers seek to mitigate 

their force of criticism) or confronting writing weakness may be decided by targeting some errors 

(global) and leaving others to later drafts or assignments.\ 
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2.4.1.2. Students Views on Teacher’s Written Feedback  

Surveys of students’ feedback performances generally indicate that ESL students greatly value 

teachers’ written feedback and consistently rate it more highly than alternative forms such as peer 

and oral feedback (Leki, (1990). Most students want teacher feedback specially to highlight their 

grammatical errors, while some also want teachers to give them feedback on the content and ideas 

in their writing. Studies also suggest that students like receiving written feedback. 

2.4.1.3. The Impact of Teachers’ Feedback on Students’ Writing  
Although L2 students are positive about teachers’ written feedback, its contribution to writing 

development is unclear, both its immediate impact on primary draft and the longer development of 

their writing skills. Studies suggest that students may ignore or misuse or misunderstand the 

comment when revising drafts, or they understand the problems pointed out but are unable to come 

up with a suitable revision and this causes them to delete the offending text to avoid the issue raised 

(Hyland, 1998) in Hyland and Hyland (2006). We can infer from the research that teachers need to 

provide a supportive feedback during planning, drafting and all revising. Hence discussion with 

students seems to be very useful. 

2.4.1.4. Peer Feedback  

Strong justification for the use of peer response is found in the theories of the process writing and 

collaborative learning. Peer response (also known as peer review, peer feedback, peer editing and 

peer evaluation) is seen as an important support for the drafting and redrafting of process approach 

to writing (Leki, 1990). Concerning the benefits of peer response, Mittan (1989) cited in Johnson 

(1996), states that it, “gives students a sense of guidance, increases their motivation and their 

confidence in their writing, and helps them learn to evaluate their own writing better.” (p. 34). This 

helps to understand that peer editing allows students to practice learning to apply the mechanics and 

technical aspects of language. Students can comment or evaluate one another's writing, the process 

is collaborative learning.  

Collaborative learning, according to Grave and Kaplan (1996) encourages students to ‘pool’ their 

resources and both complete tasks they could not do on their own, learning through dialogue and 

interaction with their peers. 
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 Effective peer response is important way of helping to understand how readers see their work. 

Interactional modifications assist learners by providing opportunities for practice, for revision and 

writing in response to their peer feedback. Generally, properly addressed feedback either by teacher 

or by peer-group will motivate and facilitate the improvement of their writing skills. 
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CHAPTER THREE 

3. Research Design and Methodology  

In this chapter, the design of the study, population, samples of the study, and sampling techniques, 

data gathering instrument(s), data gathering procedures, and data presentation and analysis are 

discussed.  

3.1. Design of the Study  

Through this study, the researcher wanted to describe the actual practice of teaching writing.  To do 

so, a descriptive survey was used as the design of the study with quantitative and qualitative 

methods. This means the researcher used mixed method research. The rationale behind using 

descriptive method was to get general and constructive information about the practice of teaching 

writing skills in English language in grade eleven of Chacha preparatory high school in 2010 E.C. 

moreover, descriptive survey method helps to have insight into the problem of studying the current 

status, natural of prevailing conditions practices and trends through relevant and precise information 

(Dörnyei 2007). Concerning this method of research, Dörnyei (2007:163) defines this type of 

research as follows: ‘A mixed method study involves the collection or analysis of both quantitative 

and qualitative data in a single study with some attempts to integrate the two approaches at one or 

more stage of the research process’. It is a new approach to research that emerged in the 1970s and 

onwards and now there is evidence that this form of research can ‘…open up fruitful new avenues 

for research in the social sciences’ (Dörnyei 2007:163).  

Further moreover, this research method has grown in popularity in recent years because of the 

advantage of employing the strengths from the two research methods, quantitative and qualitative 

(Creswell 2009:203).  

In general, there are different reasons as to why this type of method was chosen, but the main reason 

why it was chosen for this study was to obtain as complete a picture as possible and understanding 

of the chosen topic.  
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3.2.  Samples of the Study and Sampling Techniques 

The target population of the study was grade elven students of Chacha Preparatory High School that 

is located in Angolela and Tera Woreda Chacha Town, West of Debre Berhan. The total number of 

grade 11 students was 160 students and of these students, 96 were males; the rest (64) were females. 

The researcher used purposive sampling to select the school (Chacha Preparatory High School) as 

he was teaching there which could help him to get the necessary data easily. From those, 160 

students, the researcher took 30% of the students. i.e. 48. 

The respondents, 16,16 and 16 were selected using systematic random sampling from each three 

sections of the total population of grade 11A, B and C students respectively.  

3.3. Data Gathering Instruments  

The three methods of data collection that were used in this thesis were teacher interview, student 

questionnaire and an observation of the teaching and learning writing. Both teachers and students 

were involved in the study in order to get a fuller picture of the issue and increase the validity of the 

research. Each data gathering instruments are discussed in the following sections.   

3.3.1. Questionnaire 

Questionnaires are a common method in quantitative research (Dörnyei 2007:95). For instance, 

Brown (2001:6), cited in Dörnyei (2007:102), defines questionnaires as: …any written instruments 

that respondents with a series of questions or statements to which they are to react either by writing 

out their answers or selecting from among existing answers.  In addition to this, questionnaires aim 

at ‘describing the characteristics of a population by examining a sample of that group’ (Dörnyei 

2007:101). With this tool, one can find out something about a population with the help of a sample 

of the group. The questionnaires that were used in this thesis provide both quantitative data, and 

qualitative data as there was one open-ended question.  

The questionnaire for the students consisted of nine items. While eight items were closed-ended, 

one item was open ended. All the items of the questionnaire were developed by the researcher based 

on the literature review. The questionnaire dealt with students’ views, experiences and practices and 

their teachers practice.  
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The closed-ended items were designed with 5 point Lickert Scale (strongly agree to strongly 

disagree) and words of frequency (Always, Usually, Sometimes, Rarely and Never). In this part, the 

students were required to confirm their alternatives across the scales, and in the open-ended item the 

students were required to list their ideas related to writing skills in English language.    

 

The students’ questionnaires were written in Amharic thinking that the students might have different 

levels of English reading skills, and it is important that all the students should understand the 

questions in the questionnaires. Some of the students may have problems with an English 

questionnaire, and the importance of the accuracy of the questionnaire answers is emphasized. 

Because of this, the questionnaires were written and conducted in Amharic, and later translated into 

English. To measure the reliability and validity of the questionnaire, first it was edited by my 

advisor, then, pilot-testing was made with its modification.  

The reasons why the researcher did not use a questionnaire for teachers was that they were small in 

number. Moreover, at the time of analysis as they were three in number it is not fair to analysis the 

data in percentage, so that the researcher used interview to get tangible data.  

3.3.2. Interview 

Interview was one of the tools used to gather data for this study. It was used because, it is the most 

often used method in qualitative inquiries. The typical length of a qualitative interview is about 30-

60 minutes (Dörnyei 2007:134). Some scholars recommend more than one interview with the same 

participant, but in this study there was one interview with each.  

All the three English language teachers were interviewed about the practices of the instructional 

process of the teaching of writing skills. To lead the interview, fourteen open-ended questions that 

were related to the writing skills areas were prepared and addressed. The responses of the teachers 

were written. 

The interviews were conducted in English. As they were all English teachers and were comfortable 

with communicating in English. The interview guide was planned in advance but the arrangement 

was unrestricted and the interviewer had the possibility to ask follow-up questions and asked the 

interviewees to elaborate on some questions.  
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Therefore, to collect data from the three English language teachers on how they teach writing 

lessons, the researcher prepared fourteen structured interview questions and presented to English 

language teachers. All the three English language teachers were interviewed by the researcher, and 

the data that was collected from English language teachers were analyzed. 

3.3.3. Observation  

Classroom observation was used because it helped to obtain real evidence about teachers’ 

pedagogical approach while they were teaching writing skills.  The researcher used a check list to 

observe the real teaching learning process of writing skills. The researcher observed the teachers 

while they were teaching writing lessons three times in each class room.  

The three sections (11A, B, and C) were observed particularly during the teaching and the learning 

of writing sections. The instructional observation was made using a pre-planned checklist. The 

teachers’ teaching techniques, the way they present and manage the writing tasks of the activities 

were observed. Before using a checklist, an attempt was made to see whether the checklist was 

appropriate or not.  

3.4. Data Gathering Procedures  

The questionnaire was pilot tested on 12 (8 boys and 4 girls) students who were not participants in 

the study filling in the questionnaire. 

The samples were selected by the same sampling techniques that was employed for the sample of 

the study. The pilot testing enables the researcher to improve the items. During the pilot testing, 

most of the students were not clear the questionnaire because it was written in English. To fill this 

gap, the researcher wrote the questionnaire in Amharic language for the actual study. Some 

grammatical mistakes, spelling errors, punctuation and the like were corrected. And then, 96 copies 

of questionnaire were distributed to 48 students. These students filled in the questionnaire and 

returned the questionnaire. Those data gathered through closed ended questionnaire were organized 

in the form of tables quantified and analyzed quantitative using percentages. However, the open-

ended items in the questionnaire, and the data gathered classroom observation and interview with 

the three English language teachers were described in statements.  
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The researcher observed the teaching learning process, especially the writing sections three times 

for each class rooms. Finally, all the three English language teachers were interviewed by the 

researcher.  

3.4.1. Data Analysis  

For this study, both quantitative and qualitative data analysis of techniques were employed as the 

data collected were both quantitative and qualitative in nature.  

3.4.1.1. Analysis of Questionnaire Data  

For the research, both quantitative and qualitative data analysis were employed. The questionnaires 

that were conducted in Amharic were first translated in to English. Those data that were gathered 

through closed-ended questionnaire were organized in the form of tables, were quantified and 

analyzed quantitatively using percentages. On the other hand, the open-ended item was described in 

statements and analyzed in words.   

3.4.1.2. Analysis of Interview Data  

Data that were gathered from the three English language teachers, through interview were described 

in statements qualitatively. That is to say, the data were put thematically and analyzed in statements.  

3.4.1.3. Analysis of Observation data   

The English language classes were observed particularly during the teaching and learning of the 

writing lessons. The instructional observation was made using the pre-planned checklist. The 

teachers' teaching techniques, the way they present and manage the writing tasks were observed.  

As the checklist was prepared to see what the teachers were doing or were not doing while they were 

teaching writing lessons, and what the students doing during the writing lessons, the responses in 

the checklist were compiled and organized together and analyzed qualitatively.     

3.5. The Pilot Study  

 
The pilot study was conducted on Chacha Preparatory High School grade 11students in focus. The 

questionnaire was pilot tested on 12 (8 boys and 4 girls) students who were not participants in the 
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study filling in the questionnaire. The samples were selected by the same sampling techniques that 

was employed for the sample of the study. The pilot testing enables the researcher to improve the 

items. From the pilot it was found:  

 Most of the students were not clear the questionnaire because it was written in English 

language.  To fill this gap, the researcher wrote the questionnaire in Amharic language for 

the actual study. They were found writing it in their mother tongue.  

 Some students were unable to understand the message of the question. As a result, they were 

given further explanation in their mother tongue. 

  In order to help them use extra papers for drafting, outlining, revising, editing, etc. each 

student was given about three sheets of papers. However, there was no student using more 

than a page.  

 The time for writing the composition was assumed to take more than an hour. But none of 

the students stayed writing for more than 30 minutes.  

 Two questions in the questionnaire, about students’ writing strategy were found confusing, 

so that they were taken out of the list and there were some grammatical mistakes, spelling 

errors, and punctuations, so that they were corrected for the actual research.  

   

 

 

 

 

 

 

 



 

 

32 

 

CHAPTER FOUR 

4. Data presentation, Analysis and Interpretation 
4.1. Data Presentation and Analysis   

4.1.1. Analysis of questionnaires  

The analysis of the questionnaires shows that out of the 48 students participated in the study, 28 

(17.5%) were boys and 20 (12.5%) were girls.  This percentage is calculated from the total number 

of students (160).  

Table 1: Students’ attitudes towards English writing (actual numbers with percentages in brackets)  

  Item (n = 48)  

  

Strongly 

agree  

Agree  Neutral    Disagree  Strongly 

disagree  

Missing  

 I like the English 

subject  

 

15  

(31 .25%)  

 

18  

(37.5%)  

 

9  

(18.75%)  

 

6  

(12.5%)  

 

0  

  (0%)  

     

  0  

   (0%)  

  

 I like to write in 

English   

     14  

(29.17%)  

17 

(35.42%)  

15  

(31.25%)  

    2  

 (4.17%)  

    0  

 (0%)  

      

      0  

    (0%)  

  

 I think it is      

important to 

develop the 

ability to write in 

English   

    

    28  

 (58.3%)  

 

   17                   

(35.42%) 

 

2  

(4.17%)  

  

1  

(2.08%)  

 

0  

 (0%)  

     

    0  

   (0%)  

  

As Table 1 shows, 68.75% of the students agreed or strongly agreed that they liked the English 

subject, whereas 12.5% disliked the subject. 64.59% of the students liked writing in English, while 

4.17% did not. Finally, 93.75% of the students agreed or strongly agreed that it was important to 

develop the ability to write in English.  These figures show that the majority of the students have 
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positive views for English and writing in English in the classes and considered the development of 

written English important.   

Table 2: Students’ views on their practice and progress in writing (actual numbers with percentages 

in brackets) 

Item (n= 48)  

  

  

Strongly 

agree  

Agree  Neutral    Disagree  Strongly 

disagree  

Missing  

I believe that 

my writing in 

English has 

improved this 

semester  

       

   2 

 (4.17%)  

 

 

  10  

  (20.8%)  

           

    19  

(39.58%)  

 

 16  

  (33.3%)  

 

  1  

 (2.08%)  

     

     0  

   (0%)  

 I am pleased 

with the help I get 

to improve my 

writing in 

English  

  

2  

 (4.17%) 

  

4  

 (8.33%) 

       

     17  

(35.42%)  

          

    15  

  (31.25%)  

 

            

          9  

(18.75%)  

 

    

     1  

  (2.08%)  

    I    receive 

enough writing 

practice in  

English at 

school   

 

 1  

 (2.08%) 

 

 3  

(6.25%) 

 

     

  15  

(31.25%)  

            

  21  

 (43.75%)  

 

          

        6     

(12.5%)  

 

      

        2  

 (4.17%)  

                  

With regard to whether their writing had improved during the semester, 39.58 of the students were 

neutral, 25% of the students believed that they had improved, whereas one out of four (25%) did 

not believe they had improved. Half of the students (50%) were not pleased with the help they got 

to improve their writing in English, while 12.5 % were pleased. But 35.42% of the students were 

neutral. Most of the students (56.25%) felt that they did not receive enough writing practice at 

school, and 31.25%of the students answered neutral.  
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Table 3: Students’ writing practices and written evaluations (actual numbers with percentages in 

brackets)   

  Item (n = 48)  Never   1-3 times a 

semester  

Once a 

month  

2-3 times 

a month  

Once a 

week or 

more 

often  

Missing  

 How often do 

you get 

evaluation on 

your writing 

in form of 

marks?   

0 

(%)  

     42  

(87.5%)  

 5  

(10.42%)  

 1  

(2.08%)  

0  

(0%) 

0  

(0%)  

How often do 

you get 

evaluation on 

your writing 

without 

marks?  

10  

(20.83%)  

19  

(39.58%)  

  8 

(16.67%)  

7  

(14.58%)  

4  

(8.33%)  

  0  

 (0%)  

How often do you 

write texts in the? 

English subject?   

0  

(0%)  

      15 

(31.25%)  

 17 

(35.42%)  

12  

 (25%)  

4  

 (8.3%)  

   2  

 (4.17%)  

How often do 

you write 

texts at 

school?  

 1  

(2.08%)  

16  

(33.33%)  

 17  

(35.42%)  

 11  

 (22.92%)  

3 

(6.25%)  

  0 

 (0%)  

 How often do    

you write texts at 

home?  

 9  

(18.75%)  

18  

(37.5%)  

 7  

(14.58%)  

7  

 (14.58%)  

2  

 (4.17%)  

5  

 (10.42%)  

  

87.5% of the students claimed that they received evaluation in the form of marks on their writing 

1-3 times during a semester. However, the question concerning how often the students received 
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evaluation without marks showed a more divided experience amongst the students. 20.83% of the 

students answered ‘never’, 39.58% of the students answered ‘1-3 times a semester’, 16.67% 

answered ‘once a month’, 14.58 % answered ‘2-3 times a month’ and 8.33% of the students 

answered ‘once a week.  However, when the two answers ‘never’ and ‘1-3 times during a semester’ 

are combined, 60.41% of the students answered in one of those two ways. This means that the 

majority of the students indicated that evaluation without marks was absent or infrequent.  

31.25% of ten of the students answered that they wrote texts in English ‘1-3 times a semester’. 

35.42% of students answered once a month. But 25% of the students answered that they wrote texts 

in English ‘2-3 times a month’.  33.33% of the students answered that they wrote those texts at 

school ‘1-3 times a semester’, 35.42% of students indicated that those texts were written at school 

‘once a month’ and 22.92% of students answered ‘2-3 times a month’, But 2.08% of students said 

that they never wrote the texts at school. 18.75% of the students answered that they never wrote texts 

at home, while 37.5% of the students crossed of that they wrote texts at home 1-3 times a semester. 

The same number of students answered that they wrote texts at home once a month and 2-3 times a 

month.     

Table 4: Students’ processes while writing texts (actual numbers with percentages in brackets) 

How do you work when you write texts?  (n = 48)  

  

I write drafts that the teacher gives feedback on      2(4.17%)  

I work alone with drafts     6(12.5%)  

  I work alone with the text, without drafts    37(77.08%)  

  Other  
  1(2.08%)  

  

Missing       2(4.17%)  

 

The way of working used most amongst the students in the survey was clearly working alone with 

the text. The majority of the students (77.08%) wrote that they worked alone with the text, without 

producing drafts. 12.5 % of the students answered that they worked alone with multiple drafts. Very 

few of the students (4.17%) answered that they wrote drafts to which the teacher gave feedback.  
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Table 5: Students’ experiences with feedback to their writing (actual numbers with percentages in 

brackets)   

Item(n= 48) Strongly 

agree  

Agree  Neutral Disagree  Strongly 

disagree 

Missi

ng  

My English 

teacher gives 

me feedback 

on what I 

write  

       

      0  

(0%) 

  

    1  

(2.08%) 

 

   2 

(4.17%)  

 

 20 

(41.67%)        

 

 

25 

(52.08%)  

 

 

0  

(0%)  

My English 

teacher 

gives me 

feedback on 

what I write 

before the 

text is 

finished   

 

0  

  (0%)  

  

     5  

(10.42%) 

 

      13 

(27.08%) 

    

  18  

(37.5%) 

 

 

12  

(25%)      

 

 

  0  

(0%)  

My English 

teacher 

gives me 

feedback on 

what I write 

after the text 

is finished  

 

0  

(%)  

 

0  

(%)  

     

    4  

(8.33%)  

    

    24  

(50%)  

      

     20  

(41.67%)  

 

 0  

(0%)  

The students 

give me 

feedback on 

each other’s 

texts  

 

0  

   (0%)  

 

   6 

(12.5%)  

 

7  

(14.58%)  

    

     21  

(43.75%)  

    

    14  

(29.17%)  

 

  0  

(0%)  
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 My English 

teacher gives 

me  oral 

feedback on 

what I write  

5  

(10.42%)  

23  

(47.92%)  

13 

(27.08%)  

    5  

(10.42%)  

     2 

(4.17%)  

0  

(0%)  

My English 

teacher gives 

me  written 

feedback on 

what I write  

 

   0 

(0%)  

 

  0  

  (0%)  

     

    3  

(6.25%)  

     

    18  

(37.5%)  

  

  27 

(56.25%)  

   

   0  

(0%)  

 

93.75% of the students indicated that they did not received feedback on what they wrote. 

Approximately the same number (91.67%) indicated that they did not received feedback after they 

had finished a text. In contrast, 10.42% of the students claimed that they received feedback before 

the text was finished, while 62.5% of them did not receive feedback. 58.34% of the students agreed 

or strongly agreed that they received oral feedback, while 14.59 % disagreed or strongly disagreed 

that they did. The rest of the students (27.08%) neutral. 93.75% of the students answered that they 

did not receive written feedback, while none of them agreed or strongly agreed. 72.92% of the 

students indicated that they did not practice peer feedback, while 12.5% of the students indicated 

that they did.  

4.1.1.1.  Analysis of Students' Responses on the Practice and Strategies of 

their Current Writing.  

Table 6:  Student's Perception of their Practice and Strategies of Writing  

 
  

Planning  

Learners' judgment their practice and strategies in writing skills   

St. agree  Agree  Undecided  Disagree  St. disagree  

R  %  R  %  R  %  R  %  R  %  

1  Having 

purpose  

2  4.17  0  -  3  6.25  21 43.75  22  45.83  
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2  Brainstorming 

on the writing 

topic  

4  8.33  3  6.25 3  6.25  12 25  26  54.17  

3  Doing 

prewriting   

7  14.58 0  -  11  22.92  12 25 18 37.5 

  Total average  Responses= 5.3 

(11.04) 

5.67 11.81 Responses = 37 (77.08)  

  Revising and 

editing  

  

4 Writing 

without 

revising  

20  41.67  14  29.17  11 22.92  1 2.08  2  4.17  

5 Make 

necessary 

changes after 

finished 

writing  

3 6.25  1  2.08  5 10.42  30  62.5 9  18.75  

6 Adjust one's 

word choice to 

his/ her writing 

purpose.  

0  -  2  4.17  3  6.25 30 62.5  13  27 .08 

7 Like help of 

someone to look 

at one's draft 

and give 

him/her 

comment  

5  10.42  7 14.58  4 8.33 18 37.5  14 29.17  

8 Give attention 

more to the 

punctuation, 

spelling and 

tense error 

than to the 

information 

he/she writes  
 

12 25 12 25 8 16.67 8 16.67 8 16.67 
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Key= R stands for responses  

          St. stands for strongly  

As indicated in Table 6, for item 1, most of the students (89.58%) believe that they do not have 

purpose when they write. As can be seen for item number 2, 79.17% reported that they do not 

brainstorming, and also 62.5% said that they do not consider the prewriting activities when they 

write respectively.  For item 1-3 above, generally, 77.08% of the students believe that they were not 

aware of applying the different stage of planning processes during their writing. 70.83% of the 

students answered that they their writings without revising. But only 8.33% of them like to make 

some changes to their finished writing (text).  

50% of the students who replied saying that they depend more on forms such as punctuation, 

spelling, and tense error than on the information they process. Some of them (16.67%) were not sure 

about the form or content they rely on during writing and only 33.33% of them seem to bother about 

their contents during writing.  

Table 6 shows that students have not yet developed a sense of cooperation in giving and receiving 

feedback. For example, 66.67% of them responded that they do not like showing their draft to either 

their friends or their teacher until they finish what they are writing.  
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4.1.1.2. Analysis of Learners' Response on Their Teachers’ Practice and 

Strategies of Teaching Writing  

 Table 7: Analysis of Learners' Judgment of their Teacher's Practice and Strategies of Teaching 

Writing  

 

  

Planning  

Learners' response judging their teacher's practice and strategies of teaching 

writing  

Always(5)  Usually 

(4)  

Sometime

s 

(3 )  

Rarely(2)  Never(1)  Total   

 

 

%  

R  W  R  W  R  W  R  W  R  W  W  

1  Presenting 

information 

clearly and 

effectively on 

the topic the 

students are 

going to write.  

  

  

14  

  

  

70  

  

  

12  

  

  

48  

  

  

14 

  

  

42  

  

  

4  

  

  

8  

  

  

4  

  

  

4  

  

 

172  

  

  

71.67  

2  Encouraging 

questions and 

class 

discussions 

before and 

while  

writing  

 

4 

 

20  

 

7 

 

28  

 

23  

 

69  

 

10 

 

20  

 

4  

 

4  

  

141  

 

58.75  

3  Encouraging 

group work 

before and 

while writing  

15 75  7  28  17  51  0  0  9 9   163  67.92 

Mean  158.6

7  

66.11  
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Revising and 

Editing Process  

      

4  Helping/guidin

g student 

revise their 

paper.  

4 20  10 40  14  42  11  22 9  9  133  55.42  

5  Encouraging 

students to pre-

revise their 

draft  

8  40  9 36 17  51  5 10 9 9  146 60.83  

6  Talking to 

students while 

they are 

writing or 

while they are 

trying to write  

5  25  9 36  9  27  5 10  20  20 118  49.17  

7  Giving 

students 

enough time 

during writing.  

7 35  13  52  17 51  9  18  2  2  158  65.83  

8  Commenting 

on their first 

draft and 

encourages 

them to rewrite  

the final draft   

7  35  9  36  12  36  13  26  7 7  140  58.3  

 Mean  139  57.92  

 

Key:  R. →   response         W.  → Weight= (Total weight = the sum of the number of 

responses times (5), (4), (3), (2), (1)  
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Table 7 indicates that the students have a positive reaction towards their teachers' practice of teaching 

writing particularly on the parts of planning. Most students (66.11%) indicate that their teachers 

have taught what to do before writing, which they perceived as planning. A substantial majority of   

the learners (71.67%) thought that their teacher usually presents enough information on the topics 

they would be going to write. In addition, they responded (67.92%) that their teacher usually 

encourages group work when they are writing while 58.75% of them responded that he/she 

encourages questions and class discussion before writing.  

 

In contrast to their response to planning, an average of 57.92%, responses show that teachers help 

students less frequently (sometimes) to apply the skills of revising and editing while they are 

composing. As can be seen from Table 7, 49.17% of the students believe that their teachers initiate 

them to draft and redraft. On the other hand, 20 students (41.67%) responded that their teacher never 

talk to them while they are writing.  

 

4.1.1.3. Open-ended question  

At the end of the questionnaire there was an open-ended question for the students to answer: ‘What 

do you think is the best way of developing writing in English?’ Out of the 48 students, 44 answered. 

Some of the students gave multiple answers, while some of them gave only one answer. The four 

most mentioned points are presented below.   

Fifteen students mentioned that practicing writing was essential when developing their writing. One 

student answered: ‘Write English on a daily basis and avoid abbreviations’. Another example was a 

student who answered that the best way to develop writing skills in English was to write as much as 

possible and have more written hand ins in the English subject. A third student wrote that practicing 

writing, for example stories or articles, was a good approach. Two final examples were: ‘Write 

more’ and ‘Definitely to write a lot, it’s difficult that we almost never do that’.  

Fourteen of the students mentioned reading as an important factor connected to writing development. 

Examples from the answers that students gave were:   
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Read English books 

I think it helps a lot if you read books in English. You learn new words and formulations that maybe 

are not so common. You broaden what you already know.     

Reading comics 

Six students wrote that watching TV or films was important for their writing development. One 

student wrote that watching movies with English subtitles helped develop his/her writing skills. 

Another student wrote: ‘To watch English movies, programs or series.’   

Thirteen students considered that feedback was important in the process of developing their writing 

ability. Some of the comments were:    

Feedback and tips from the teacher 

To receive precise feedback, with examples and suggestions, and that the feedback is 

communicated both orally and in writing.    

To have writing sessions where we receive feedback afterwards  

Another example was a student who wrote that he/she wanted feedback on what was written, and 

maybe to get the opportunity to rewrite the text and give it back to the teacher, without any influence 

on the grade.   

Other answers were:   

To talk about the text (oral feedback)   

To receive good feedback so that I know what to do better next time.  

I think the teacher can spend more time with the student while going through the text.   

A final example was a student who wrote: ‘To write a lot and receive feedback. To take the 

feedback to heart and work with it’.   

In sum, writing, reading and receiving feedback were factors that students thought highly of when 

thinking about how to develop their writing ability. 
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4.1.2. Analysis of Interview Data    

To assess strategies employed by English language teachers in teaching writing the researcher 

prepared nine structured interview questions and presented to them. 

The information collected from the three English language teachers was analyzed using descriptive 

method.  

The three English language teachers has been teaching English for seven to 18 years. At the time 

of interview, the two teachers were attending a master of degree in TEFL, but the third one had 

first degree in English language. 

The interview was started by talking about writing in general, and they were asked how important 

writing was in their courses; two of them replied that writing was given a third of their class to 

writing while the other teacher replied that writing was given too little time.  

Concerning writing skills of their students all the three English language teachers answered that 

the level of writing skills of their students was the same as ten years ago. They said that the students 

tried with the same things, especially grammar, such as verb, conjunctions, prepositions, spelling 

sentence to mention some. They said that most students had a limited understanding of English, a 

narrow vocabulary, grammatically skills. 

There was also an interview question which focused on their teaching styles. For this question they 

replied that teacher ‘A’ said that variation was important. He believed in putting things in context, 

so writing was always linked to both reading and understanding the different topics. One example 

was that he thought grammar and other aspects of the language. But teacher ‘C’ tried to emphasize 

that the students needed to write in their own words in full sentences. Not everyone could manage 

that he tried to get most of the students to do that.  

They added their reasons why they did it in that way. They said that tried to vary and integrated 

their teaching style to achieve the objectives of teaching writing, to achieve their students’ needs.   

These three English language teachers were interviewed how often their students were exercised 

writing tasks. They answered that their students did not regularly practice the writing tasks, 

because they thought that as if the tasks were difficult. Rather, they did the written exercise while 

they were asked for the purpose of examination or testing.  When they evaluate their students’ 
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written works their focus was similar.  All the three English language teachers focused on both 

language and content.  

Meanwhile, for the interview question “what are the biggest challenges for your student where 

writing?” they give their responses as follows: 

• Most students had a limited understanding of English, and a narrow vocabulary  

• They had low grammar skills that is they wrote in a very informal way 

• Some students struggled knowing what a sentence was, while others struggled with a 

structure of the language  

• Almost all their students did not practice activities of writing with the instructional 

strategies of writing, i.e., they tried to write a text without passing through planning, 

drafting, revising, editing and the like. 

• Most students did not practice written activities regularly.  

On the other hand, these three English language teachers were asked about the best ways of helping 

students to improve their writing skills. They gave their responses as follows:  

English language should motivate their students, and design meaningful tasks; teachers should use 

appropriate teaching and learning instructional media for writing; teachers need to show a positive 

attitude, believing that students are capable of doing activities and provide a range of opportunities 

for writing; teachers should be teaching writing lessons using all instructional strategies of 

teaching learning writing skills practically; teaching writing in context that is to say teaching 

writing with the integration of other language skills is advisable; although it was time consuming, 

they ideally suggested that giving feedback regularly was one of the best ways of helping students 

in their writing.  Furthermore, they said that it was important to give chances for the students to 

search their individual challenges by themselves. 

Similarly, they added that the students should play their roles in the process of teaching and 

learning writing to improve their writing skills; students should have positive approach to writing. 

That is, they need to believe thy will be successful in their writing development, and they need to 

have positive attitude towards writing tasks, and be willing to practice writing activities regularly; 

students should develop reading habit, because self-guiding and reading could help to fill 

individual gaps and learn much from reading, for example vocabulary and sentence structure 

respectively. In addition, they should use the given comments while they are writing a text.  
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These three English language teachers were also interviewed about their students’ progress in 

writing skills. For this question, they replied that except few, most of students’ writing skills were 

not improved, because they thought as if the teaching and learning of writing was not provided 

with all the best ways of teaching writing strategies. They confirmed this idea in a specific manner. 

The amount of progress the students made varied. It all developed on how much work students 

and teachers put in the writing activities. They explained that if both teachers and students 

thoroughly exercised the writing activities students could improve their writing skills.  

During the interview these three English language teachers were asked about their experience in 

applying product or process writing. Teacher ‘C’ used process writing in small scale at school as 

classwork, but the other two English language teacher did not use process writing, instead they 

used product writing. The main reason why they did not use process writing was that time 

constraints.   

When they were asked about giving feedback they first told to the researcher about its importance 

feedback is very, very important because it could help students to learn from their mistakes and 

thereby improve their writing skills. Relatively, by giving more time for oral feedback, they rarely 

gave both oral and written feedback. They believe that if the students got constant oral and written 

feedback on the text that they were writing, they would produce a better text in the end.  Although 

the fact was this, the feedback that was given to their students was not frequent. The main reason, 

whey they did not give frequent feedback was time constraints.  

On the other hand, they described that they focused on different issues while they were 

commenting their students text. At the beginning of the year teachers ‘A’ commented on 

everything of his students’ text, but later he commented on specific areas, but teachers ‘B’ and ‘C’ 

focused on general elements of a text. Similarly, all the three English language teachers told to the 

researcher about their focus while they evaluate their students’ written activities. Surprisingly, all 

the three English language teachers focused on both language and content in the process of 

evaluating students’ written works. Another topic that was covered during the interview was peer 

feedback. Teacher ‘A’ had rarely tried peer feedback in the class. On this has been done, he said 

needed to tell them how to do it; he that the comments must be constructive, and that they needed 

to find something that was good and give a constructive comment, and may also try to give he the 

students an idea what they should develop more. He taught that it was a good way for the students 
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to understand their own achievement and their own need. Teacher ‘C’ also rarely tried out peer 

feedback, but he taught that the students were not very good at it. He added that the students were 

often not capable of seeing if the text was good or bad and how to improve it. Because of these 

reasons he was not comfortable with the method and did not find it very efficient. On the other 

hand, teacher ‘B’ had not created certain situations where students needed to expose their writing 

to their fellow student. He said that as a teacher, he should take responsibility for giving feedback 

and students should take responsibility for learning.  

During the interview there was also a question “what does the feedback contain (praise, criticism)?  

Unfortunately, all the three English language teachers replied that the feedback that they gave to 

their students contained praise not criticism. They also advised that all type of feedback must be 

constructive. 

Another issue that was raised at the time of interview was time of giving feedback/before or after 

they finished, a piece of writing. For this interview question, all the three English language teachers 

responded that they gave written feedback to the student after they finished their writing, but they 

gave oral feedback throughout the writing activities. The reason why they did not give written 

feedback before their students finished their writing was time constraints. They thought that giving 

written feedback before completing written activities was time consuming. 

Similarly, they were asked about the best ways of giving feedback. All the three English language 

teachers described that it was necessary to give both oral and written feedback regularly. Ideally, 

they thought that the best way of giving feedback was one-to-one, in a way private tutoring. They 

said that the written comments could be saved and they stayed there so that the teacher and student 

go back and see what the comments were and it was also important to speak with the students. 

They added that written comments could be impersonal. This was to say that the best way to give 

comments to give comments that could have long-term positive effect. The students need specific 

feedback so that they know what they have troubles with and where they should start. 

 In their final comments, they said that one could have many visions and thoughts on how to do 

things, but in the busy time schedule, it was not easy to try many new things.  

 

 



 

 

48 

 

4.1.3. Analysis of Data from Classroom Observation 

For this study, data that were obtained through observation were analyzed qualitatively i.e. in 

statement form.  

In order to collect the information on the actual teaching of the writing skills the researcher has 

produced a checklist (Please refer to Appendix C) which are believed to have an ideal connection 

with the teaching of writing skills. The checklist was adapted from the review literature particularly 

from the works of Grabe and Kaplan (1996), Hedge (2000), Johnson (1996). The classes of three 

English language teachers who were teaching English to grade 11(A, B and C) were observed. 

Altogether, nine instructional periods (three periods for each class) specific to the teaching of writing 

skills were observed. Each period lasts for 40 minutes. The researcher used nine questions as a 

checklist. 

As mentioned in chapter three of this paper, nine periods each lasting for forty minutes were used to 

observe English teachers teaching English for grade 11. Each of the teachers was observed three 

times. During the observation, the checklists were filled in. Notes were also taken where possible. 

The observation took a total of six hours.  

 

Based on the prepared checklist, the researcher observed that all the three English language teachers 

were teaching writing through telling, and giving notes about the instructional strategies of writing, 

but none of them were teaching the writing lessons with real practice of instructional strategies of 

writing as it was needed. There were also checklist questions which focused on the time given for 

the students to practice writing activities. As the researcher observed that all the three English 

language teachers did not give enough time for practicing writing activities, instead they had jumped 

to the other parts of the English language skills, such as reading, and grammar. When they were 

teaching the writing parts, they were deeply explaining the concepts of writing techniques, such as 

planning, drafting, revising, editing and the like without real practice. 

 

Meanwhile, there was a checklist question which could help to observe the students’ participation 

in the writing tasks. The majority of the students were doing the written activities which were given 

as a class work, but the written activities which were given as a homework were done by few of 

talented students. As it was observed lots of students were not participating actively in the process 
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of teaching and learning the writing lessons. On the other hand, most of the students were 

participating actively in listing the instructional techniques of writing without applying them in their 

texts. 

Similarly, there was a checklist question that focused on whether they were using or not using 

instructional media during the writing lessons. One of the three English language teachers used 

diagrams when he was teaching writing. This was seen in the first day of observation. The other two 

English language textbooks, because they thought that as if the students text books contain pictures, 

maps, diagrams, data, stories and the like which could help as instructional media. 

 

Furthermore, the researcher observed how feedback was given. All the three English language 

teachers were giving oral feedback in the process of teaching and learning writing lessons. 

Unfortunately, in third day of observation, teacher “C” was giving written feedback to the students’ 

texts. Concerning peer feedback, the researcher had seen that all the three English language teachers 

did not use peer feedback while they were teaching the writing lessons.  

 

4.2. Findings and Data Interpretation  

 Introduction 

In this section the research findings and interpretation are presented. The main findings from the 

students’ questionnaires are then discussed in section 4.2.1.1. It focuses on students’ views, 

experiences, and practices and their teachers’ practices about writing in English language. The 

findings from the teachers’ interviews are discussed in section 4.3.1. with a special attention to 

teachers’ experiences and beliefs. Finally, the real teaching and learning practices are discussed in 

section 4.4.1.      
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4.2.1. Findings ‘and Interpretation of Questionnaire Data 

4.2.1.1. Students’ Views, Practices and Experiences in Teaching and 

Learning Writing    

The first questionnaire addressed the students’ attitudes towards English writing. For this 

questionnaire, almost all of the students (93.72%) agreed that it was important to develop the ability 

to write in English. However, 6.25% of the students did not like writing in English or were neutral 

to it. Most of them understood the importance of developing the ability to write. This suggests that 

there was a high level of motivation amongst the students concerning the ability to communicate in 

writing. It would have been interesting to ask the students to elaborate on why they were so 

motivated, but that was unfortunately a limitation of using questionnaires as opposed to interviews. 

Possible’ reasons for the high level of motivation could be the need to develop writing in order to 

receive a good mark in English, the importance of being able to communicate in English. This 

finding was unexpected as the expectation beforehand was that the level of motivation to 

communicate in writing would not be so high. This finding is very positive and can act as a good 

platform for the teaching of writing in English. When the students are so motivated to develop a 

skill, the teacher can spend time on other aspects of teaching English, instead of spending time on 

motivating the students.  

In the second questionnaire, some of the students (24.97%) believed that their writing had improved 

this semester, and 39.58% of the students answered neutrally to the statement concerning their 

improvement of writing. 17 (35.42 %) of the students were neutral in answering this question or did 

not believe that their writing had improved could possibly indicate either that they were not so aware 

of how their writing may have improved or that they were not used to self-assessing their own 

writing. As the researcher was present in some of the classes when the questionnaires were handed 

out, it can be confirmed that some of the students did not understand this question or know what to 

answer. At the time when the students answered the questionnaires, some classes had not received 

their texts back with comments. One possibility is that the students who had not yet received back 

texts, answered neutrally.   
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Most of the students were not happy about the help and practice they received in school in connection 

with writing. This indicates that most students were not satisfied with the help they received. Few 

of the students 6 (12.5%) were satisfied with the teachers’ practices connected to writing.  

When asked about their experiences about the timing of the feedback, the majority of the students 

did not receive feedback. Feedback was generally not given properly by the teachers at the school 

involved in the study.  

Most of the students indicated that they did not received feedback. 62.5% of the students did not 

receive feedback before the texts were finished. similarly, 91.67% of the students did not receive 

feedback after the texts were finished. It thus seems to be the case that feedback was not common 

amongst these students. But Vik (2013) believes that ample feedback is important, in order to work 

with the writing challenges when the students actually writing. Concerning feedback, Leki points 

out:     

We need to look not at responses written on final drafts but rather at responses 

written on immediate drafts, and at how those drafts were reshaped as a result 

of the teachers' comments, and, we need to look at the ongoing dialogue 

between students and teachers. (Leki, 1990, p. 63). 

As confirmed in the teacher interviews, peer feedback was not common in Chacha Secondary 

School. Over seventy percent of the students (72.92%) claimed that they did not practice this form 

of feedback, while 12.5% of the students did.  

On the other hand, a small proportion of the students claimed that they wrote several drafts by 

themselves when producing a text. A study by Johnson (1996) showed that revising without 

teacher’s feedback could also have benefits. Improvements were found even though the students had 

not received teacher feedback. This shows that revising in itself is important, and that the process of 

drafting and revising that this small number of students experienced, was likely to be beneficial.    

Moreover, almost all of the students indicated that they did not receive written feedback, while 

58.34% of the students indicated that they received oral feedback. This was also confirmed by the 

teachers in the interviews. The interviews indicated that the teachers did not provide much written 

feedback.  
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In the fourth questionnaire, most of the students had a similar approach to their writing; the majority 

of them worked alone with texts, without producing any drafts. A small proportion of the students 

produced drafts by themselves that they worked with on their own. Drafts and editing were clearly 

not common with these students, and most of them handed in the first text they wrote as the final 

product. There may be different reasons for this, but the most important one may be the teaching 

methods the teachers used; feedback was only given by the teachers after the final product had been 

read. The indications that most students did not revise their texts may suggest that they did not 

exploit their full potential of learning when writing texts. Ashwell (2000) claims that feedback and 

self-editing have significant importance for the improvement of writing. Nunan (1999) states that 

there is a need for both process and product types of writing, but in these classes it seems that 

product-based, was the type most used.  

The fifth questionnaire was about students’ experience of writing practices and written evaluations. 

For this questionnaire they gave their responses almost in similar context. The majority of the 

students claimed to receive feedback with mark on their written work one to three times a year. 

When the students were asked about how often they wrote texts and received feedback without 

marks, their answers varied considerably. Because of the wide range of answers, it is difficult to 

determine what the practice actually was. The students might receive feedback without marks, on 

their written works at different rates of frequency, depending on the different teachers. Alternatively, 

the students might receive feedback without marks at the same rate of frequency, but they might 

experience this feedback in different ways. For example, some students who felt they never got 

evaluation without marks, actually did. As explained earlier, some of the teachers gave feedback in 

class when the students wrote shorter texts and the students may have recalled this situation 

differently. The students were required to identify the extent to which they applied most of the 

effective practice of writing process noted by Grabe and Kaplan (1996), Johnson (1996), and Hedge 

(2000).  

Regarding students’ practice and strategies of their current writing, 89.58% of the students believe 

that they do not have purpose when they write. As can be seen for item number 2, 79.17% reported 

that they do not brainstorming, and also 62.5% said that they do not consider the prewriting activities 

when they write respectively.  For item 1-3 above, generally, 77.08% of the students believe that 

they were not aware of applying the different stage of planning processes during their writing. 
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70.83% of the students answered that they their writings without revising. But only 8.33% of them 

like to make some changes to their finished writing (text). However, findings show that good writer 

plan and revise at any stages of their writing. Thus, this finding likely prove that the target students 

were unable to engage in thinking, planning, rehearsing, revising, and, etc. as Johnson (1996, 349) 

indicates. 

Concerning helping each other through showing their drafts to their peers, students have not yet 

developed a sense of cooperation in giving and receiving feedback. For example, 72.92% of them 

responded that they do not like showing their draft to either their friends or their teacher until they 

finish what they are writing.  

They might have followed the method of their teacher who might have depended more on the product 

of what is written than on the how of the writing process. This is evidenced by 50% of the students 

who replied saying that they depend more on forms such as punctuation, spelling, and tense error 

than on the information they process. Some of them (16.67%) were not sure about the form or content 

they rely on during writing and only 33.33% of them seem to bother about their contents during 

writing. This finding matches with Jones (1982), which indicates that the poor writer is bound to the 

text at the expense of ideas whereas the good one, allows ideas to generate the text.  

The students have a positive reaction towards their teachers' practice of teaching writing particularly 

on the parts of planning. Most students (66.11%) indicate that their teachers have taught what to do 

before writing, which they perceived as planning. A substantial majority of   the learners (71.67%) 

thought that their teacher usually presents enough information on the topics they would be going to 

write. In addition, they responded (67.92%) that their teacher usually encourages group work when 

they are writing while 58.75% of them responded that he/she encourages questions and class 

discussion before writing.  

 

Added to what has been discussed in the previous section here again, it seems that the principle of 

planning is rarely applied meaningfully both by the teacher and the students. The concepts of 

generating, organizing and goal setting that have been stressed by Hayes and Flower (1980) have 

not been internalized. One can view that only knowing the word planning or being told about doing 

planning before writing is perceived by the students as if they were able to apply planning.   
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In contrast to their response to planning, an average of 57.92%, responses show that teachers help 

students less frequently (sometimes) to apply the skills of revising and editing while they are 

writings. 49.17% of the students believe that their teachers initiate them to draft and redraft. On the 

other hand, 20 students (41.67%) responded that their teacher never talk to them while they are 

writing. From this it can be inferred that the teaching of writing skills is taking place at the surface 

level without deeply exploiting all possible effective technique properly and continuously.  

These answers may indicate that the students felt that there was not enough writing practice at 

school. These answers suggest that the students were aware of the positive effects of feedback. They 

might also indicate that the students wanted more time spent on feedback and working with it. Even 

though they did not experience the process of writing, the students may still see the importance of 

revisions and editing.  

4.3. Findings and interpretation of interview data  

4.3.1. The teachers’ experiences and beliefs about English writing. 

The researcher addressed interview questions to the three English language teachers to explore their 

practices and beliefs about teaching and learning writing. These questions were structured.  

The three English language teachers told to the researcher about the amount of time that was given 

to their writing course. Both teacher ‘B’ and ‘C’ had similar experiences about the time that was 

given to their writing courses. It was given enough time to their writing skills while they were at 

university, but teacher ‘A’ responded that the time that was given to his writing courses was tittle. 

During the interview, they were also asked about their students’ level of writing skills in English 

language. According to their response, the level of their students writing skill was the same as ten 

years ago. The findings of the study revealed that students did not have good background in 

English language writing skills.   

On the other hand, these three English language teachers told to the researcher how they teach 

writing to their students. They were teaching writing through varying teaching methods, such putting 

things in context, including writing with listing, speaking and reading. This was done to meet their 

students’ needs. 
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According to the interviews, most of their students wrote pieces of texts while they were asked for 

testing or examination. The three English language teachers were also asked about their emphasis 

while they were giving mark their students written works. Surprisingly focused on both context and 

language while they were giving marks. They added that their students on both had many challenges, 

for example, lack of words, grammar, and unable to use techniques of writing, to mention some.   

Similarly, these three English language teachers were interviewed about the best way(s) of helping 

students to improve their writing skills. They suggested that teachers should motivate their students, 

design meaningful tasks, use appropriate instructional media for writing lessons, give feedback 

regularly, and give enough time for exercising writing activities. Moreover, students should also 

play their role through taking responsibility for their learning, developing positive attitudes towards 

writing tasks having willingness to practice writing activities. Using the given feedback as an input 

and developing reading habit. 

When the teachers were asked about process writing, only one of them had tried it out before, and 

none of them were practicing it at the moment. teacher ‘A’ thought process writing would be a good 

tool for working with writing, but he believed that they did not have time to practice it. teacher ‘C’ 

did not use process writing either, but used elements of the method in the students’ schoolwork. But 

he had attended a major process-writing course in the English subject, but failed to make it work in 

practice because of the lack of time. Teacher ‘B’ had tried process writing once before, but it did not 

work out because he did not have enough time for each individual student and found the method 

hard to implement. He also said that he might want to try it again at a later time because of the 

benefits of this method.   

However, the benefits of process writing can be seen in the research. The focus on development as 

well as the product is positive, and the process approach encourages thinking, processing, reviewing 

and revising. Research has shown that the method can be a good tool for second language learners 

(e.g. Krapels 1990). Grabe and Kaplan (1996:49) also argue that this method is important in the 

development of writing. Because the teachers in this study did not make use of this method of 

teaching writing, their students are missing out on a valuable opportunity to develop their writing. 

For example, Chandler’s (2003) study showed that the writing of students who revised their texts, 

improved over the semester.  
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 Process writing has many stages, and the stages that this study is most concerned with are those of 

revision and editing. The reasons that the teachers involved in this study generally did not use this 

method of developing writing may be many and complex. One reason that was mentioned in the 

interviews was that the teachers did not have time to arrange process writing, with focus on revisions 

and editing, in addition to the tests. The marking of the tests and other responsibilities took up all 

their time.    

Regarding giving feedback, all the three English language teachers had similar approaches to 

writing. One of the teachers, teacher ‘A’, said in his interview that the students mostly wrote texts 

and handed them in as a final product. The second teacher, ‘B’, did not have many, if any lessons, 

in which the students wrote complete texts. The texts that students wrote during the tests were 

commented on by him after they had handed in the final product. However, teacher ‘B’ did ask the 

students to write shorter texts in class and he would give feedback to them orally in class. During 

the text assignments, teacher ‘C’ did not have time to comment in as detailed a way as he did on the 

tests, but he gave more general feedback to these texts.   

Another distinction is between oral and written feedback. The interviews with the teachers made it 

clear that the teachers valued both forms of feedback. Teacher ‘A’ thought that feedback should 

ideally be given both orally and in writing. However, he also said that there was no time for 

feedback. The ideal situation was to have feedback for each written activity with each student. 

However, that would be very time consuming and a luxury that the teachers could not afford.   

Almost all the three teachers described that they mostly used oral feedback.  What they ideally 

would do were to have time to talk to each student during and after each written activities. To 

make sure they looked at and understood the feedback.   

 

There are different advantages with oral and written feedback, and those advantages combined 

make the two together an effective way of giving feedback. Written feedback provides the students 

and the teachers with the advantage of going back and reading the comments later on. One 

advantage of oral feedback is that the teacher can make sure the students understand the feedback 

and the students can ask questions if there any misunderstandings. Based on the findings from the 

student questionnaires and the teacher interviews, it seems that even though the teachers valued 

both methods of feedback, the one that was mostly used was oral feedback. All the three English 
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language teachers described time as the problem for not using written feedback, and even though 

they ideally wanted to use both, that is not what they most often did in practice. The findings from 

the student questionnaires support this tendency.  

 

Since both of these feedback forms demand so much time, one solution may be balancing the time 

spent on oral and written feedback using peer feedback. This may be hard to accomplish in the 

everyday life of the classroom, but is a possibility for how to successfully combine the two ways 

of giving feedback, as the combination of the two is preferable (Johnson 1996).   

One way of providing feedback is peer feedback. Teacher ‘A’ had tried peer feedback in class, and 

when doing that he said that he needed to teach the students how to provide feedback.  

Teacher ‘B’ had not used peer feedback in class. He said that the students were not trained to provide 

feedback in an efficient way, and that was the reason he avoided it. It is basically the teachers’ 

responsibility to train the students in this method of feedback. The third teacher, Teacher ‘C’, had 

rarely tried peer feedback, but was not comfortable with the method because the students were not 

especially good at giving feedback to each other and because the method was ineffective. These 

findings show that most of the students were not used to peer feedback and the teachers were not 

comfortable with it either.    

These findings can be seen in relation to previous research that claims that peer feedback does not 

have benefits because the students do not have the skills and experiences required for it to be 

beneficial. The teachers’ comments that students need to be trained to do peer feedback in an 

effective way, support Raimes’ (1990) points that students need to have clear instructions in order 

to provide good feedback. Teacher ‘B’ comment that teachers should concentrate on giving feedback 

and students should concentrate on learning by claiming that teacher feedback provides better results 

than peer feedback.   

However, other research has shown that peer feedback can also have benefits. It can provide students 

with more feedback without the teacher having to spend more time on it (Miao et al. 2006), and can 

be a good tool for developing writing skills (Berg 1999; Villamil and De Guerrero 1998, cited in 

Miao et al. 2006). Even though there may be positive traits of peer feedback, the teachers in this 

study did not seem to think the positive traits outweighed the negative ones, and therefore did not 

practice this method of feedback.  
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4.4. Findings and Interpretation of Classroom Observation Data   

4.4.1. Teachers’ and Students’ Practices in Teaching and Learning Writing  

During the observation, it was sensed that in the teaching writing skills, teachers: seemed not to 

teach writing for the purpose of practicing writing skills such as: giving topic, brainstorming on the 

topic through different prewriting activities, helping students to perform different level of planning 

and initiating students to take sufficient time to practice as many drafting and revising as possible 

and, etc. 

As the researcher observed almost all the three English language teachers did not implement the 

strategies of teaching writing skills properly as it was needed. This means that they were seen passing 

most of their time telling what planning, outlining, revising, editing, topic sentence, etc. The extent 

to which the skills (techniques) of generating ideas very low. Furthermore, the support which 

teachers give to the students to organize ideas they generate to revise their draft and edit their revised 

work is low (it was rare). 

The data obtained through observation indicated that students’ engagement in exercising effective 

writing techniques is very low. This shows that both the teachers and students were not using 

appropriate techniques of writing skills. 

When teacher ‘B’ gave feedback, he mainly focused on language but he sometimes also gave some 

comments on content. If the students received feedback on content, they did not revise it, but only 

revised comments based on language and style. Possible reasons for this may be that the students 

were not required by the teacher to make changes to the content, but only the language or that they 

were not motivated to make these changes. Similarly, teacher ‘C’ gave feedback on language and 

content. Vik (2013:26) argues that students should be given time in class to work with the feedback. 

This could be a good solution to the challenge of making the students work with their feedback.  

Ashwell (2000) shows that the use of feedback has positive effects.  

 From the teacher responses, it is possible to summarized the following ideas. Teachers believe 

that they rarely used the procedures of writing. They also believe that they do not give a continuous 

and sufficient feedback because of large number of students. According to the responses of the 
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teachers, students do not stay on those processes of writing phases, only few students hardly ever 

exercise process writing. Generally, teachers believe that students are not efficient in English 

language writing skills.  
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CHAPTER FIVE 

5. Conclusions and Recommendations 

5.1. Conclusions 

The main objective to conduct this study is to explore the practices of the teaching and learning of 

the writing skills currently practiced language at Chacha Preparatory High School in Angolela and 

Tera Werda. Now, the significant questions have ultimately got answers. To this end the following 

set of conclusions is pooled together for final understanding, apart from some interpretation, 

generalization and explanations made earlier inclusively. 

 The most pertinent finding of this study shows that there is a significant mismatch between 

what teaching and learning to write communicatively (writing for the purpose of 

communication) claims and what is actually done currently in the process of teaching and 

learning writing in the class room. Thus, the current teaching and learning of the writing skills at 

Chacha Preparatory High School is not effective.  

 The English language teachers are teaching writing lessons at the surface level without 

encouraging students to use the fruitful techniques of the process writing.  

 All the three English language teachers complain about the shortage of time, being loaded and 

developing negative attitude(s) of the fact that teaching through process writing is time 

consuming.  

 The English language teachers do not use instructional media while they teaching writing 

lessons. 

 Current high school English language teachers seem to have less interest and commitment to 

help their students. 

 Teachers did not give enough time to their students for practicing writing activities.  

 Teachers did not practice much process writing and they did not use peer feedback. 

 The students themselves have poor background of their English. 

 The students are less devoted to practice writing activities regularly. 

 The evidence obtained from the study indicates that the students scarcely do writing tasks. In 

addition to those, the results should that the majority of the students had a similar way of 

producing pieces of writing: writing the text from start to beginning without draft. 
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 Most of the students wanted to receive help from their teachers in the process of practicing 

written activities. Moreover, the students’ attitude towards English subject and the importance 

of the ability to write in English was high. 

Through this study, the researcher also found that the experience about feedback was not commonly 

given.  

 In general, the classroom observation revealed that both the teachers and the students were 

not properly doing the writing activities. Thus, the current teaching and learning of the 

writing skills at Chacha Preparatory High School is not effective. 

5.2. Recommendations 

Based on the finding of the research, the researchers have forwarded the following recommendations 

by suggesting accountability and responsibilities of concerned stakeholders so as to improve the 

students writing skills in English language. 

The Teachers  

The teachers take the lions share to improve the writing skills in English language. In order to 

develop students’ writing skills:  

 English language teachers should use appropriate instructional media for teaching writing 

lessons. 

 English language teachers should use process writing approach in connection with 

instructional strategies of writing.  

 Teachers should use the students’ positive interest in receiving feedback and positive attitude 

towards English writing as platforms for improving their students’ writing skills. 

 English language teachers should give enough time to their students for practicing writing 

activities.  

 Although it consumes more time, teachers should give written feedback for their students’ 

writing. Furthermore, English language teachers should train their students to give each other 

peer feedback. Therefore, they can practice peer feedback in class.  

The Students  

 Students also have their own responsibility in improving their writing skills. Therefore, 

students should be committed to practice writing activities. 
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 Students should practice the writing activities regularly using the instructional techniques 

of writing such as planning drafting, revising, editing and the like. 

 Students should change their high positive interest for English language into practice and 

should use any given feedback.     

The school  

At the school or even at the department level encouraging English language teachers to get informed 

and be aware of the importance of those techniques proposed in teaching writing as a process. 

Providing teachers with writing guides and checklists will help them develop sense of encouraging 

students with the most effective procedure. The guides and checklists would be more useful even 

for students if they are posted on the learning venues as posters. 

Amhara Regional Education Bureau  

The Amhara regional education bureau also has its own responsibilities on how to conduct the 

teaching learning to be effective. Thus, this education bureau should give training for English 

language teachers about the application of teaching writing skills with real practices. Furthermore, 

it should motivate English language teachers through giving recognition, reward or else to develop 

positive interest and to make teachers committed in helping their students while they are teaching.  

However, it should be mentioned that this study focused on one preparatory high school (i.e. 

Chacha Preparatory High School) in North Shoa Angolela Tera Woreda and it has dealt with a 

common problem faced by many preparatory high school students in Ethiopia. Therefore, it is 

hoped that more research studies in this area will supplement the findings of this study. Finally, 

the present researcher does not make any claims of comprehensiveness with reference to the topic 

under investigation. Future studies may through further light on the problem of students' writing 

skills in English language. 
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Appendices  

Appendix A 

Student questionnaire (translated version, the questionnaire was originally in Amharic)  

Questionnaire about writing in the English subject   

This questionnaire is part of a research project at the University of Debre Berhan. Spend a good 

amount of time on reading the questions and statements and choose the alternative that best suits 

you. Thank you for taking time to fill out the questionnaire!   

Male ☐    Female ☐  

Class: ________   

Table 1: Students’ attitudes towards to English writing  

    Strongly 

agree  

Agree  Neither 

agree 

nor 

disagree   

Disagree  Strongly 

disagree  

1.1   I like the English subject   •    •    •     •     •    

1.2   I like to write in English    •    •    •     •     •    

1.3 I think it is important to 

develop the ability to 

write in English  

 •    •    •     •     •    
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Table 2: students’ views on their practice and progress in writing (actual numbers with percentage 

in brackets)  

   Strongly 

agree  

Agree  Neither 

agree 

nor 

disagree   

Disagree  Strongly 

disagree  

1.1.   I believe that my writing 

in English has improved 

this semester  

 •    •    •     •     •    

1.2.   I am pleased with the help 

I get to improve my 

writing in English  

 •    •    •     •     •    

1.3.  I receive enough writing 

practice in English at 

school  

 •    •    •     •     •    

  

Table 3: Students’ writing practices and written evaluations (Choose ONE alternative)  

    Never   1-3 times 

a semester  

Once a 

month  

2-3 

times a 

month  

Once a 

week or 

more often  

2.1  How often do you get 

evaluation on your 

writing in form of 

grades?  

•    •     •     •     •    

2.2  How often do you get 

evaluation on your 

writing without grades?  

•   •     •     •     •    
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2.3   How often do you write 

texts in the English 

subject?  

•    •     •     •     •    

2.4  How often do you write 

those texts at school?  
•    •     •     •     •    

2.5  How often do you write 

those texts at home?  

•    •     •     •     •    

 

Part 4: How do you work when you write texts? (Choose ONE alternative)  

 I write drafts that the teacher gives feedback on  

 I work alone with drafts  

 I work alone with the text, without drafts  

Other: _______________________________________________________ 

 

Table 5: Students’ experiences with feedback to their writing (Choose one alternative)   

    Strongly 

agree  

Agree  Neither 

agree 

nor 

disagree  

Disagree  Strongly 

disagree  

3.1  I receive feedback on what 

I write  

 •    •    •     •     •    

3.2  I receive feedback on what 

I write before the text is 

finished  

 •    •    •     •     •    

3.3  I receive feedback on what 

I write after the text is 

finished  

 •    •    •     •     •    
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Table 6:  Student's Perception of their Practice and Strategies of Writing  

 
  

Planning  

Learners' judgment their practice and strategies in writing skills   

St. agree  Agree  Undecided  Disagree  St. 

disagree  

R  %  R  %  R  %  R  %  R  %  

1  Having purpose            

2  Brainstorming on the 

writing topic  

          

3  Doing prewriting             

  Total average       

  Revising and editing   

5  Writing without revising            

6  Make necessary changes 

after finished writing  

          

7  Adjust one's word choice 

to his/ her writing 

purpose.  

          

8  Give attention more to the 

punctuation, spelling and 

tense error than to the 

information he/she writes  

          

 

3.4 The students give 

feedback on each other’s 

texts 

•  •  •  •  •  

3.5 I receive oral feedback on 

what I write  
 •    •    •     •     •    

3.6  I receive written feedback 

on what I write  

 •    •    •     •     •    
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Table 7: Students' Judgment on their Teacher's Practice and Strategies of Teaching Writing  

 

  

Planning  

Learners' response judging their teacher's practice and strategies of 

teaching writing  

Always(5)  Usually 

(4)  

Sometimes 

(3 )  

Rarely(2)  Never(1)  Total   

W  

%  

R  W  R  W  R  W  R  W  R  W  

11  Presenting 

information 

clearly and 

effectively on 

the topic the 

students are 

going to write.  

            

12  Encouraging 

questions and 

class 

discussions 

before and 

while  

writing  

            

13  Encouraging 

group work 

before and 

while writing  

            

Mean    

Revising and Editing 

Process  

      

14  Helping/guiding 

student revise 

their paper.  
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15  Encouraging 

students to pre-

revise their draft  

            

16  Talking to 

students while 

they are writing 

or while they 

are trying to 

write  

            

17  Giving students 

enough time 

during writing.  

            

18  Commenting on 

their first draft 

and encourages 

them to rewrite  

the final draft   

            

 Mean    

 

Part 8:  

What do you think is the best way of developing writing in English?  

______________________________________________________________________________

____ 

______________________________________________________________________________

____ 

______________________________________________________________________________

____ 

______________________________________________________________________________

____   

Thank you!  
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Appendix B  

Teacher Interview Guide    

Opening remarks  

The purpose of the interview is to help me get information for my MA thesis in TEFL Studies at the 

University of Debre Berhan. I will be taking notes concerning the interviews in order to keep track 

of the information and to make it easier for me to continue with the writing of the thesis afterwards. 

There is no contest or judging involved here. I am only interested in finding out how things really 

are and listening to your thoughts and experiences.    

Background  

1. How many years have you been teaching English?   

2. What qualifications do you have in teaching English? 

3. Which classes do you teach English?    

Writing  

1. How important is writing in your courses? How much time is spent on writing?  

2. What seems your students’ skills in writing currently?  

3. How do you teach writing?  

4. Why do you do it in that particular way?  

5. How often do the students write texts?  

6. What do you emphasize on when you evaluate your students’ writing?  

7. What are the biggest challenges for your students when writing?  

8. What should be done to help students to improve their writing? 

9. How much progress do you feel students make with their writing during the lessons? 

10. Do use process writing in English? Why/why not? If you how do you put this in to practice?  

Feedback   

1. Do you give feedback for students’ writing? 

2. Why do you give feedback?  

3. How do you give feedback to students’ writing?  

4. Why do you do it in that particular way?  

5. What do you emphasize most when giving feedback?  
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6. What does the feedback contain? (praise, criticism +++) 

7. When do you give feedback to students: before or after they have finished a piece of 

writing? Why?  

8. What is the best way of giving feedback?  
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Appendix C 

Observation on the teaching learning process  

Check list to observe the teaching-learning of writing skills   

1. Do teachers teach writing sections for the purpose of practicing writing skills?  such as 

giving topic; brainstorming on the topic through different prewriting activities. 

2. Do teachers give enough time for students to do writing activities?  

3. Are teachers implementing the strategies of teaching writing skills practically? 

4. Do the students perform the writing activities why while they are given as a classwork and 

homework?    

5.   What is the level of students’ engagement in exercising effective writing techniques? 

6. Do teachers use instructional media in the process of teaching and learning writing? such as 

pictures, maps, diagrams, data, stories told in the class, reading passage, interviews made in 

the classroom, Letters writing such as invitation, congratulations, apologies, etc., the given 

context, the given model paragraph.  

7.  Do teachers use process or product writing? 

8. Do teachers give feedback to their students’ text? If they do it what kinds? 

9. Do teachers use peer feedback?  
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Teachers’ Interview Transcription  

Name of the school Chacha Preparatory High School  

Academic Year 2010 E.C. 

 

No 

 

Interview 

questions 

Participants and Their responses 

Teacher ‘A’ Teacher ‘B’ Teacher ‘C’  

 

1 

Back ground  I have been teaching 

English for 18 

years. 

I have been teaching 

English for thirteen 

years   

I have been 

teaching English 

for seven years. 

How many years 

have you been 

teaching 

English?   

2 What 

qualifications 

do you have in 

teaching 

English? 

I have first degree in 

English, but at 

movement. I am 

attending 2nd degree 

of TEFL. 

I have first degree in 

English now, I am 

attending 2nd degree 

in TEFL. 

I have first degree 

in English. 

3 Which class do 

you teach 

English 

language? 

I am teaching for 

grade 11 ‘A’ 10 ‘A’ 

and 10 ‘B’ 

I am teaching grade 

11 ‘B’ 10 ‘B’ and 10 

‘C’ 

I am teaching 

English for grade 

11 ‘B’ 10 ‘D’ and 

10 ‘E’  

 Writing  
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1 How important 

is writing in 

your courses? 

How much time 

is spent on 

writing? 

When I was 

learning English 

language courses, 

there was little time 

for writing 

activities. I felt that 

writing should have 

a large place in my 

lessons, but there 

was a lack of time.  

I focused quite a lot 

on writing because we 

were expected to 

write more. In my 

opinion more time 

was given for writing 

courses while I was at 

university. 

He says, “writing 

was really 

important in my 

courses. We were 

spent one third of 

our class time on 

writing in 

general.”  

2 What seems 

your students’ 

skills in writing 

currently?    

I think, the level of 

the students in 

writing is the same 

as 18 years ago. The 

students are 

struggling with the 

same things, 

especially grammar, 

such as subject, 

verb, conjunctions 

prepositions, 

spelling, sentence 

structure, to 

mention some as 10 

years ago.   

Most of the students’ 

writing skill is not as 

good as it needs. It 

seems as ten years 

ago. They have 

narrow vocabulary.    

As observed, my 

students seem to 

have lack of skills 

in writing for their 

present grade 

level. They have 

limited 

understanding of 

English.  
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3 How do you 

teach writing?  

When planning the 

English lessons, I 

include all the 

components of a 

language:  listening, 

speaking, reading 

and writing. 

Variation is 

important.  

I believe in putting 

things in content, 

for example, I teach 

grammar and other 

inspects of the 

language.  

When I teach writing. 

I focus on the 

grammar that I think 

the students need to 

refresh how to 

construct sentence 

paragraph, etc. 

I cannot say that I 

teach writing this 

way.  

Well, it 

dependents. It is 

so different and 

you have to vary it 

because in the 

class there are 

students who have 

different back 

ground on writing. 

When I have a 

student there who 

does not know 

where to start, I 

have to spend 

more time with 

him/her, try to 

find words and 

find out how to 

put it together, 

although it takes 

more time/ This 

was done rarely 

both content and 

language.   

4 Why do you do 

it in that 

particular way? 

I try to vary my 

teaching styles, 

because in a class 

there are different 

students who have 

Because there are 

students who have 

different needs in 

writing. To come up 

these gaps I do it in 

that way. 

As I have said 

before, students 

have different 

gaps in English 

language, 

especially in 
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different gaps in 

writing. 

writing skills, so it 

is better to vary 

teaching methods.    

5 How often do 

the students 

write texts? 

In my experience, 

most of the students 

do not do written 

activities 

frequently, except 

they are ordering for 

they are ordering for 

test or examination. 

Most students do not 

exercise the written 

activities except for 

testing.  

Except few of the 

students, lots of 

them silence for 

written activities 

unless they are 

asked for making. 

6 What do you 

emphasize on 

when you give 

evaluate  your 

students 

writing? 

When evaluate my 

students’ writing I 

focus on both 

language and 

content. 

At the time of 

evaluation of texts, I 

focus on content of 

language.  

During evaluating 

students’, I give 

emphasis for both 

language and 

context. 

7 What are the 

biggest 

challenges for 

your students 

when writing? 

Most students have 

gaps in grammar, 

and sentence 

structure, moreover, 

they do not use 

strategies of writing 

skills practically, 

most of them have a 

limited 

understanding of 

English.  

Majority of the 

students have a 

narrow vocabulary. 

When they write a text 

they do not pass 

through planning, 

drafting, revising and 

editing. 

A lot of students 

have students 

have lack of 

words/vocabulari

es. Furthermore, 

they do not 

written exercises 

regularly with 

writing strategies. 
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8 What should be 

done to help 

students to 

improve their 

writing? 

I think skills, 

teachers should 

motivate their 

students and design 

meaningful written 

tasks.  

Although it takes 

more time, teachers 

should give 

feedback for their 

students’ texts. 

Teachers should 

give enough time 

for to their students 

for practicing 

writing activities.  

Students should 

have positive 

approach to writing 

that is they will be 

successful in their 

writing 

development and 

they needed to have 

positive attitudes 

towards writing 

tasks, and be willing 

to practice writing 

activities regularly.    

As much as possible 

teachers should use 

appropriate teaching 

and learning 

instructional media 

for writing lessons.   

Giving feedback 

should be part of 

teaching and learning 

writing skills. 

We English language 

teachers should give 

enough time for our 

students to practice 

writing activities. 

Students should use 

the given feedback as 

an input for the 

development of their 

writing skills.  

In my opinion, 

one of the best 

ways of helping 

students is that 

teachers need to 

show a positive 

attitude, believing 

that students are 

capable of doing 

activities and 

provide a range of 

opportunities for 

writing. 

We English 

language teachers 

should give both 

oral and written 

feedback for their 

writings.  

Students should 

develop reading 

habit, because 

through reading 

they can fill in 

their gaps, 

example, 

vocabulary, how 

to construct 

sentences, etc.  
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9 How much 

progress do you 

fill students 

make with their 

writing during 

the lessons?  

I felt that, most of 

the students’ did not 

improve their 

writing skills. 

Except few of my 

students most of my 

them did not improve 

their writing skills.  

It all depends on 

how much effort 

students and 

teachers put in the 

writing 

lessons/activities.  

10 Do you use 

process writing 

in English? 

Why/why not? 

If you do, how 

do you put this 

in to practice?  

In my experience I 

do not use process 

writing because I 

think it takes more 

time than product 

writing.  

I do not use process 

writing except telling 

instructional 

strategies of writing, 

because if I use 

process writing my 

other duties may be 

unfinished. 

I do not use 

process writing in 

English lessons in 

a big manner. The 

problem is time; I 

use it on a small 

scale at school as 

classwork.  

 

1 

Feedback  Feedback is very 

important to 

improve one’s 

writing skills. I give 

oral feedback for 

my students written 

works.  

Although it is 

important, I rarely 

give both oral and 

written feedback. I 

Believe that if the 

students are given 

constant oral and 

written feedback on 

their texts, they will 

produce a better text.   

I rarely give both 

oral and written 

feedback to my 

students’ 

writing/texts. 

Feedback is very 

important to 

improve one’s 

writing skills if it 

is constructive. 

Do you give 

feedback for 

students 

writing? 

2 Why do you 

give feedback? 

I give feedback 

because it helps 

students to improve 

their writing skills, 

but written  

If we give constant 

feedback to our 

students’ texts, they 

can produce a better 

text in the future. 

Although written 

Regardless of time 

constraints, if a 

teacher give 

feedback to 

his/her students’ 

text, their writing 
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feedback is time 

consuming. 

feedback need more 

time.   

skills will be 

improved. 

3 How do you 

give feedback to 

students’ 

writing? 

I give oral feedback. 

I rarely, give written 

feedback. At the 

begging of the year, 

I comment on 

everything, but later 

on specific areas.    

I give oral feedback. 

My feedback focus on 

the general elements 

of the language. I do 

not create peer 

feedback program.   

I rarely give 

written feedback. 

When I give 

feedback. I focus 

on the general 

elements of the 

language I rarely 

tried out peer 

feedback.  

4 Why do you do 

it in that 

particular way? 

Because of shortage 

of time. If we give 

feedback deeply at 

the beginning of the 

lesson, they can 

develop their future 

writing skills.   

Because I give 

feedback in this way, I 

believe that it helps 

them to improve their 

writing skills. The 

feedback that I gave 

was not enough, 

because it consumes 

more time.  

I do it in that way 

because it helps 

them to improve 

their writing skill, 

but there is time 

constraints  

5 What do you 

emphasize most 

when giving 

feedback? 

When I give 

feedback, I focus on 

language and 

content  

I prefer to focus on 

both language and 

content.   

When I give 

feedback my 

focus is both on 

language and 

content   

6 What does the 

feedback 

contain (praise, 

criticism)? 

Feedback should 

contain praise and 

should be 

constructive. 

I think feedback 

should be 

constructive 

As a teacher, 

he/she should give 

constructive 

feedback. 
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7 When do you 

give feedback to 

students; before 

or after they 

have finished a 

piece of writing 

why?  

I give feedback to 

my students after 

they finish their 

writing activities. 

Because giving 

feedback before 

completing written 

activities is time 

consuming.  

I give written 

feedback after they 

finish their texts/but I 

give oral feedback in 

the process of writing. 

If I give before 

completing written 

activities, my time 

will be eaten.  

I give oral 

feedback in the 

process of writing, 

but I give written 

feedback after 

they finish their 

piece of writing. 

That time 

constraints. 

8 What is the best 

way of giving 

feedback? 

It is better to give 

both oral and 

written feedback 

regularly. It is best 

to give constructive 

feedback.  

It is better to give one-

to-one, one a private 

tutoring way. 

Feedback should be 

constructive. 

I think, it is best to 

give written 

feedback which 

should be saved.  

Feedback should 

be specific.   

 

Final Comments  

Would you like to add any final comments about the topic?  
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Transcription of Classroom Observation 

Name of the school: Chacha Preparatory High School  

Academic year-2010E.C  

Teacher’s Name  Date of Observation  Topic of the Daily Lesson 

 

Teacher ‘A’ 

 

April 1, 5, 8/2010 E.C. 

1 Writing: A leaflet on fair trade    

2 Writing: A Summary  

3 Writing: A business      letter   

 

Teacher ‘B’ 

 

April 9, 12, 16/2010 E.C. 

1 Writing: A profile  

2 Writing: Letter of application 

3 Writing: An essay  

 

Teacher ‘C’ 

 

April 19, 22, 25/2010 E.C. 

1 Writing: A report  

2 Writing: A description   

3 Writing: A formal letter  

 

No  

 

Observation 

Check list  

Events in the process of teaching and learning 

Teacher A (Section 

11’A’)  

Teacher B (Section 

11’B’) 

Teacher C (Section 

11’C’) 

1 Do teachers teach 

writing lessons for 

the purpose of 

practicing writing 

He was teaching the 

writing lessons 

through explaining 

the instructional 

He was teaching writing 

by telling what they 

should do while they 

were doing written 

He thought the 

writing lessons 

through giving 

notes about the 
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skills? such as 

giving topic; 

brainstorming on 

the topic through 

different 

prewriting 

activities. 

strategies of writing 

to his students with 

real practice. 

activities without real 

practice. 

The researcher had seen 

there was not enough 

practice in writing 

activities. 

process of writing. 

He asked his 

students’ to give 

their responses for 

the given written 

activities. The 

researcher had seen 

that he taught the 

writing lessons 

without real 

practice.   

2 Do teachers give 

enough time for 

students to do 

writing activities? 

He did not give 

enough time for the 

students while they 

were doing writing 

activities, instead he 

jumped to reading 

and grammar parts. 

He was focusing on the 

reading and grammar 

parts of the lessons.   

He jumped most of 

the writing activities 

by only telling the 

steps of doing them. 

He was fusing on 

the reading and 

grammar parts. 

3 Are teachers 

implementing the 

strategies of 

teaching writing 

skills practically?  

When he taught the 

writing sections, he 

was explaining the 

strategies of 

writing, such as 

planning, drafting, 

revising, editing and 

the like, without real 

practice.  

As I had seen he taught 

the strategies of writing 

theoretically. 

He advised his 

students to follow 

the strategies of 

writing while they 

were doing the 

writing activities.  



 

 

85 

 

4 Do the students 

perform the 

writing activities 

while they are 

given as class 

work and 

homework?  

Some of the student 

were doing the 

writing activities 

which were given as 

a class work but 

most of them did not 

do the writing 

activities which 

were given as a 

homework.  

The researcher had seen 

that the writing 

activities which were 

given as class work 

were tried by the 

students, but the writing 

activities which were 

given as a homework 

were not done by most 

of the students.  

The researcher had 

seen that most of the 

students thought 

that as if the written 

activities were 

difficult. Most of 

the students were 

doing the writing 

activities which 

were given as a 

classwork, when 

teacher checked 

whether his students  

did it or not, there 

were lots of student 

who did not do the 

writing activities 

which were given as 

a homework. 

5 What is the level 

of students’ 

engagement in 

exercising 

effective writing 

techniques? 

Most of the students 

were not engaging 

actively using 

teacher in the 

process of teaching 

and learning 

writing.   

As the researcher 

observed most of the 

students were passive in 

exercising writing 

activities.  

The researcher had 

seen that most 

students were listing 

writing techniques 

without applying 

practically, but few 

of talented students 

were exercising the 

written activities 

with writing 

techniques.   
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6 Do teachers use 

instructional 

media in process 

of teaching and 

learning writing?  

Such as--- 

-Pictures, maps 

diagrams, data  

-Stories told in the 

class  

-Reading passage  

-Interviews made 

in the classroom  

-Letters writing 

such as invitation 

congratulations 

apologies, etc.  

-Students own 

interest  

-The given model 

paragraph   

He was teaching the 

writing lessons 

using the students 

text book only. But 

in the student text 

there were pictures, 

stories, reading 

passages and model 

paragraph.  

Except the students’ 

text book, he did not use 

other instructional 

media, but in text book 

there were cases which 

could help students to 

exercise the writing 

activities.  

Unfortunately, the 

researcher had seen 

that he invited his 

students to write a 

text based on the 

given diagrams. 

Through the second 

and third day of 

observation, he did 

not use other 

instructional media 

except the students 

text book. 
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7 Do teachers use 

process or product 

writing? 

He did not use 

process writing  

The researcher 

observed that he did not 

use process writing 

except explaining the 

strategies of writing  

The researcher had 

seen that he tried to 

use process writing 

in one of the three 

periods, but in the 

other two period hid 

not.  

8 Do you teachers 

give feedback to 

their students’ 

text? If they do it 

what kinds? 

He was giving oral 

feedback to his 

students’ while they 

were practicing 

writing activities.  

The researcher saw that 

he was giving oral 

feedback during writing 

lessons  

The researcher 

observed that he 

was giving oral 

feedback to his 

students while they 

were participating 

writing activities.  

9 Do teachers use 

peer feedback? 

The researcher saw 

that he was not 

using peer 

feedback.  

He did not use peer 

feedback program  

The researcher had 

seen that in a third 

day of observation, 

he was trying to use 

peer feedback to his 

students’ texts, but 

in the first and 

second day of 

observation, he did 

not use feedback.  

 

 

 


