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Abstract 
The purpose of this study was firstly, to examine the extent of implementation of process approach; 

secondly, to explore English language teachers’ attitudes towards  teaching writing skills through 

process approach and thirdly to identify the major challenges which English language have been 

facing during teaching writing as process at Halale preparatory school grade 11 and 12. To achieve 

this, the researcher adopted case study design. The major research tool was semi-structured 

interview conducted with six English teachers to answer two research questions. The second one 

was classroom observation conducted with both grades (1 from grade 11 and 2 from grade 12). 

The third one was evaluation of documents (teachers’ annual and daily lesson plans) to support 

the data collected through observation. In an attempt to investigate the attitudes of teachers about 

teaching writing skills through process approach, the results from both open and close ended 

interviews revealed that all the respondents were of the attitude that they like process approach 

than the product one, however, the product approach was mostly practiced in grade 11 and in grade 

12 both approaches were employed side by side but still the process approach was implemented to 

the minimal extent. In investigating the challenges which were responsible not to appropriately 

implement the process approach in writing skills classes, the following problems were identified 

as dominant constraints: time constraint, students’ weak background in writing, large class size, 

lack of in-service training and shortage of reference materials were some among others. In sum, 

though the teachers positively perceive teaching writing skills through process approach, its 

practice has not yet been given full attention at Halale secondary and preparatory school. 
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CHAPTER ONE: INTRODUCTION 

This section describes the background of the work starting with the broad context of the 

investigation and leading up to the hypotheses. The major things that this section may include are: 

Brief historical overview of the study area, relevant facts from the literature and assembling them 

into logical sequence, citing the sources for each statement, introducing methods as an overview 

and finally stating the purpose of the work.  

 

1.1 Back ground of the study 

Writing is one of the important language skills which have multidimensional advantages in 

different aspects of people in their daily life. Among its several significances, the role it plays in 

promoting the academic performance of students is underscored by a large number of scholars 

repeatedly. As studies on writing instructions further indicate the major reasons for being 

concerned with written language is that improving written language is a lifelike demonstration of 

the writer to establish organized thought patterns, higher thinking capacity and efficiency to 

analyze and synthesize facts which are demanding and challenging in dealing with the academic 

world. This means, writing, which is an integral part of language teaching and learning process, is 

a language skill which needs a good deal of attention to succeed academically at any level of 

learning. 

 

To achieve this crucial language skill, Preparatory teachers should deal with process approach 

where the writer is at the center of attention in the teaching/learning process. This approach was 

for the first time introduced by Emig (1971). The main purpose of writing instruction during this 

period was to motivate learners to generate ideas, draft them into texts and discover meaning by 

themselves with less attention to linguistic accuracy. During this period, teachers began to allocate 

sufficient time for their students for selecting topics, generating ideas, writing drafts conducting 

revisions and writing the final draft of their paragraphs or essays.  

However, English classes that were devoted to the teaching of writing in our country were 

concerned merely with correcting students' errors in grammar and vocabulary exercises rather than 

dealing with the strategies and processes of composition, which are fundamental in improving 

students' proficiency in writing. As stated in Ebabu T., Endalfer M. and Tekle F. (2012)                                                      

,   teachers and peer feedback are all concerned on accuracy. They look for errors in grammar and 
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mechanics with giving attention to correct them. They all expect students to write error-free 

sentences. After these all, teachers have a positive perception towards the use of process approach 

for teaching writing, but the problem is with regard to the practice to apply in the classroom. 

 

Moreover, teachers' attitudes and expectations are important factors in EFL writing classrooms 

(Wilson, 2003; Alamirew, 2005; Lakachew, 2003). Wilson (2003) indicates that sound teaching 

methods could fail to produce significant progress in performance if the teachers do not believe 

that they can make a difference in the classroom and/or view students as having little or no 

competence. In other words, to be effective, teachers must feel good about teaching and about 

students and believe that they can influence student learning. Thus, the relationship between 

attitude and practice has been viewed as mutual, with each factor affecting the development of the 

other. 

Furthermore, the major constraints such as growing number of students per class, lack of sufficient 

time, students’ lack of writing experience, lack of in service training, scarcity of sufficient writing 

materials in the school library, students’ cultural influence and etc. are some of the challenges 

which are attributable not to fully implement the process approach for English language teachers 

(Mesfin, 2012). However, writing has been considered as crucial as the other skills in the new 

English syllabi/textbooks. This could be observed from the separate sections in each unit of 

preparatory English textbooks that are entirely devoted to the skills of writing. And this is an 

encouraging step mainly because the new emphasis is on the writing skills is its integration with 

other skills and sub-skills. In short, the introduction of the new English textbooks follows a text-

based integrated approach. The activities incorporated in the syllabi encourage group and pair 

work, such as thinking, planning, drafting, revising, editing, and the like. These, in turn, have 

necessitated the extension of teacher's roles. They have called for heavier demands on teacher's 

organizational abilities. Accordingly, teachers are expected to assist students in this time-

consuming process of writing by teaching them strategies. Therefore, the present study aimed to 

explore Teachers’ Attitudes towards teaching writing skills through Process approach, investigate 

the extent to which the process approach is practiced in writing skills classroom by teachers and 

identify the major challenges that English teachers may face during teaching writing skills in case 

of Kindo Halale Preparatory school. 
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1.2 Statement of the problem 

The demand for good writing in English language has significantly increased worldwide. 

According to Littlewood (2007), English is playing a significant role in “promoting international 

exchange, acquiring scientific knowledge and technological expertise, fostering economic 

progress, and participating in international competition.” If English language has such much role 

in one’s life, in the current language teaching the learners are expected to be good in written 

communication. In order to achieve effective writing skills, process writing approach is used as a 

better teaching method now a day. It motivates the learners to write in a foreign language 

effectively and improve through process (Murphy, 2012). 

 

When we explain the realities in our country in the light of the above views, the current educational 

and training policy of Ethiopia encourages the application of the communicative approach to 

teaching English language skills at any level and of learning Girma,2005;), Yemane, 2007; 

Haregewoin,2008; & Tseganesh, 2016), etc. The belief is that if students are frequently allowed to 

develop their communicative skills through constant practices, it is possible to gradually develop 

accuracy and fluency. If students, however, are highly engaged with the product approach, they 

learn more about writing rather than writing. The main initiative for the researcher comes from the 

newly prepared syllabi of grade 11 and 12 in which an adequate attention is given to process 

writing approach. It recommends to guide the students through the writing process from planning 

a first, rough draft to producing final, ‘polished’ piece of writing. 

Some of the researches which has close connection with the present study are briefly discussed.  

Argaw (2006) is the researcher who conducted his research on the present practice vis-à-vis the 

process approach in writing classes at Grade Twelve (preparatory) level. In his conclusion, he 

stated that those students who were taught with the teaching materials designed in the light of the 

process approach achieved significantly better results.  Alamirew (2005) conducted his study on 

beliefs, perceptions and attitude of teachers and students in teaching and learning of writing skills 

and on how writing is taught. His study indicates that students do not learn writing effectively 

because English language teachers do not give attention to writing lessons. For the teachers’ lack 

of attention to writing lessons, one reason could be their misguided perceptions.  

 Tseganesh (2016) in her MA study at AMU conducted to investigate the practice of teaching 

writing skills at grade eleven attempted to find out the approaches of writing mostly employed by 
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teachers in their classes, students’ learning styles and problems both teachers and students 

encounter during teaching and learning writing skills.  

The findings of her study indicate that teaching of writing has shown some improvement moving 

from product approach to process approach. However, most of the teachers still focus on the end 

result of the writing.   

 

The present study differs from all the aforementioned in filling the gap that has not yet been filled. 

The study, for example, differ from Alamirew’s that his major objective was to investigate the 

perception and beliefs of writing instructors and students at Grade 12 level about writing and 

method of teaching. Secondly, if we look into the study conducted by Tseganesh (2016), teachers’ 

attitude was not part of her study. Thirdly, when we see the study conducted by Solomon (2004), 

his principal intention was to explore the feasibility of the writing teaching tasks setup in Grade 

Ten English Textbook whether they are suitable or not to implement the process approach.  

The focus of this study is, however, to explore the English teachers’ attitude towards teaching 

writing through process approach, the extent of its practice and the challenges teachers face with 

reference to Halale secondary and preparatory school grade 11 and 12. Furthermore, the research 

setting and context where this research conducted was different. The assumption underlying this 

research is that most or all tertiary level students’ writing skills improve when the students’ writing 

experience at secondary and preparatory grades are able to influence their approach to learning. 

Besides, this study explains the realities in writing classes at this level where writing courses are 

offered dependently unlike in tertiary levels. To sum up, no one has so far conducted Exploring 

English teachers’ attitude, practice and challenges together in teaching writing skills through 

process writing approach in reference to preparatory schools especially in Southern region of 

Ethiopia as far as the researcher’s knowledge is concerned.     
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1.3 Objectives of the study  

1.3.1 General objective 

The main objective of this study is to explore English language teachers’ attitudes, practices and 

the most pressing challenges of teaching writing skills through process approach. 

1.3.2 Specific objectives 

This study specifically aims to: 

1. Explore English teachers’ attitudes towards teaching writing skills through process approach. 

2. Evaluate to what extent process approach to teaching writing skills is practiced in writing 

classes at Halale preparatory school 

3. Identify the challenges which English language teachers have been facing during teaching 

writing as process 

1.4 Research Questions 

This study is intended to answer the following questions. 

1. What attitudes do preparatory English language teachers have to teaching writing through 

process approach? 

 2. To what extent process approach is being implemented in writing skills classes? 

3. What are the most pressing challenges which preparatory English language teachers face 

during teaching writing as process? 

1.5 Significance of the study 

Educational research findings solve problems in a given discipline and contribute to the 

development of the teaching/learning activities at any level of learning. To this effect, this study 

is envisaged primarily to help writing teachers specifically at the preparatory level to assess their 

approach to writing instruction and identify their strong and weak sides in order to improve the 

standard of their teaching. Moreover, it may help them to reconsider their teaching materials that 

they are using in their Writing Skills classes and make them more suitable to practice the process 

approach. The findings of this study may also give ideas to material developers on the development 

of teaching materials especially for the purposes of teaching writing as a process. Finally, this 

study may serve as a spring board for other researchers in the field to examine the findings 

meticulously and conduct further investigations in other academic settings. 
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1.6 Scope of the study 

Kindo Halale preparatory school is one and the only preparatory school in Kindo Didaye Woreda, 

Wolayta Zone. The subjects of the research were 6 preparatory English teachers who gave 

responses to the interview items. The main reasons for selecting Kindo Halale preparatory school 

and the subjects were the following: 

 

Firstly, since this school is the researcher’s work place, he/she has access to collect relevant data 

from each research subject as easily as possible. Secondly, the researcher has served as an English 

teacher in this school for about four years; consequently, he/she can easily associate some of the 

responses that he/she gets from the respondents in line with his/her own experience. Furthermore, 

conducting the study in this school will give the researcher opportunity to approach different 

teachers who could help him/her when sometimes he/she was facing difficulties with the study. 

The reason for limiting the number of research site to one preparatory school is that first the 

researcher believes that the realities in this school can represent the realities in other preparatory 

schools in the zone and region, as well.  Secondly, as long as this research is largely a qualitative 

study, if the data are selected from large sample size, it will be cumbersome to discuss them deeply 

and exhaustively. Thirdly, this school avails in very remotest area of Wolayta zone, around the 

dam of gibe three (123 km away from Soddo town) and in order to make the data collected 

manageable for analysis. 

Preparatory level is selected due to the fact that a wide range of writing tasks, by and large, are 

conducted at preparatory level and above. Secondly, those students who are attending their 

education at preparatory level can learn writing with less challenge through process approach as 

compared to other secondary school Ethiopian students. Thus, the researcher believes that more 

reliable data pertaining to the teaching/learning of writing skills can be collected at this academic 

stratum. 

Theoretically, the scope dealt with the process approach to teach writing which has been 

considered as the most successful paradigm in the history of pedagogical reform in the teaching of 

writing. It has a major impact on the development of second language writing theory, research 

agenda and instructional practices.  
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It is mainly because of the process approach, that is, writing in the real sense, writing as creation 

of meaning and writing as a means of communication, has gained its multidimensional status in 

the second/foreign language classes. It perceives writing as a creative thinking process which 

involves generating idea, organizing, drafting, revising and editing before and after writing the 

final copy of the written work in a recursive manner. 

 

1.7 Limitations of the study 

During this study, the researcher faced various challenges. Some of these were: shortage of time 

and financial problems, work burden, participants’ disloyalty, carelessness of some respondents to 

carefully respond especially to the open-ended items of the interview properly. However, the 

researcher came across the challenges exerting his full effort for the success of this study. The 

researcher had also worked under stressful conditions that demand him to exert his full effort as 

much as he can. 

 

1.8 Definitions of key terms 

Process Approach to teaching writing: Nunan (1999: p.312) defines the process of writing 

approach as “an approach to writing pedagogy that focuses on the steps involved in drafting and 

redrafting a piece work. Learners are taught to produce, reflect on, discuss and rework successive 

drafts of a text” For the purpose of this study, process approach is operationally defined as an 

approach for teaching writing that stresses students’ creativity and consists of the following steps: 

pre-writing to generate ideas, writing drafts, revising, editing for grammatical accuracy and 

publishing.  

The Product approach to teaching wring: He also defines this approach as a model of writing 

instruction where students are guided to study a given model discretely and replicate the same 

model which is free from errors.  
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CHAPTER TWO: REVIEW OF RELATED LITERATURE 
 

As has already been mentioned in the earlier chapter of this study, the major aim of this research 

is to explore English teachers’ attitudes, the extent to which the process approach to the teaching 

of writing is practiced in Writing Skills classes at Halale preparatory school and the main 

challenges these teachers have been facing in their actual classroom. In order to attain this 

objective, the researcher explored various literatures which are significant to present the major 

arguments with substantive evidences. As a result, an attempt was made to critically review such 

issues as the nature of writing, the significance of teaching writing, the various contending views 

on the teaching of writing, approaches to teaching writing, the nature of writing lessons for 

process-oriented writing instruction, developing teaching materials for process-oriented writing 

classes and the role of teachers in process-oriented writing classes. 

 

2.1 The Challenging Nature of Writing 

In spite of its crucial role in all movements of life, writing is not an easy skill that can be achieved 

without experiencing lots of ups and downs. As Conrad puts it: I sit down religiously every 

morning. I sit down for eight hours every day-and the sitting down is all in the course of that 

working day of 8 hours, I write three sentences which I erase before leaving the table in despair... 

sometimes it takes all my resolution and power of self-control to refrain from butting my head 

against the wall (1965:1). 

The above complaints point out that writing is a challenging skill which requires controlling 

various factors such as physical, cognitive, psychological, and social and so on. As writing experts 

like Hodges (1991) suggest, for writers, in order to be effective in their writing, they often need a 

conducive, encouraging and interactive working environment in which they compose their written 

texts so that they can achieve their goal. White (1995) further elaborates that writing is extremely 

a complex cognitive activity in which the writer is required to demonstrate his/her ability to control 

a number of variables simultaneously. These variables could emanate from the cognitive, 

linguistic, and psychological makeup of the writer. In general terms, regardless of the fact that 

writing is a language skill which plays a crucial role in the overall human interactions and progress, 

it is a very complex language skill which calls for strong patience of the learner in order to become 

a competent and proficient writer. 
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2.2 The Importance of Teaching Writing Skills 

In spite of the fact that the contribution of writing in all walks of life is immense, the remarkable 

ones elaborated by (Charles, 1990; Pincas, 1991; Hedge, 1991 Rivers, 1999) are briefly discussed 

as follows. Primarily, writing is one of the most prominent tools of communication both in the 

academic environment and outside in the real relief of the students. At schools, if students aspire 

to be academically successful, written communicative ability is inevitably the basic requirement. 

In addition, outside the school, written communication has tremendous roles in several contexts 

across the world. When we examine the role of writing in the context of language learning, it is 

one of the powerful tools which help learners monitor their language performance to a greater 

extent than other language skills as it is the most conscious and creative process Tribble (1996). 

Even if there are different mechanisms by which learners control their language performance while 

speaking, listening or reading, writing provides the best opportunity to the writer in employing the 

most appropriate language that fits the purpose and the target group because it is not an ephemeral 

mode of communication like that of speaking. Thus, writers have better chance to look into their 

language use by moving backward and forward at sentence, paragraph or essay level time and 

again and make the necessary changes or amendments for a better written product. 

The second major reason for a concern with written language is that it serves as a break from oral 

language. Those learners who have engaged themselves in oral language practices for longer time 

can avoid their boredom when they plunge themselves into the written mode of learning. In other 

words, writing serves as a means of relief to those learners who do not learn easily through oral 

practices alone. When they are allowed to shift from the oral language practice to the written one, 

they feel more secure so that they struggle to produce a meaningful text as best as they can Silva 

(1993). Thirdly, writing is a tool which enables to conduct either formal or informal testing. It is 

obvious that there are various types of tests which would be designed with various purposes. 

Hence, in order to conduct such tests conveniently and confidentially, the most preferable medium 

is writing though some exams can be conducted orally. In addition to this, conducting the items of 

the test in written form helps to test a large number of candidates at the same time so that time, 

finance and energy can be saved. 

The fourth advantage of writing is that it is a means of organizing thoughts and ideas of the writer. 

Writing is a complex set of language skills, which involve a multitude of thinking processes by 

providing writers with a means of gaining control over their thought. According to Ellis (2003), 
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writing by its own nature, involves selecting ideas, organizing them and establishing relationships 

so as to produce a meaningful written text concretized in the process of writing. As a result of the 

above reasons and others, writing is a language skill which is worth teaching and practicing. 

In his deep and detailed analysis Chappel (2007) elucidates further the benefits of writing. In his 

view, writing is the primary basis upon which learners work, learn, and their intellect will be 

judged in academic institutions, in the work place, and in the community. Secondly, he believes 

that writing expresses who the writer is as a person. Thirdly, he states that writing is portable and 

permanent. Through writing, the ideas of the writer can reach a great many audiences; moreover, 

since writing is not evanescent, ideas can be reserved for long time by means of various 

publications. 

 2.3 The Attitudes of Teachers on Writing and Its Instruction 

Writing experts report that the beliefs of both teachers and students can have a serious impact on 

the teaching/learning of writing skills. Brookhart and Freeman (1992), for example, explain that 

writing teachers’ attitudes about the nature of writing lesson, method of teaching and their students 

can affect either positively or negatively the writing instruction. Entwhistle (1998) upholds above 

view stating that there is a strong relationship between the students’ beliefs and their writing status 

whether they are poor, average or good writers. The central idea of the discussion is that if writing 

teachers, for example, are proponents of the behaviorists’ model of learning, all efforts that they 

make is to enable their students construct error-free sentence, paragraph or essay. If their belief is, 

contrarily, on the implementation of meaning discovery approach, their entire endeavor is to 

encourage creativity and help students produce meaningful writing which ultimately leads to 

accuracy. 

 

2.4 Approaches to Teaching Writing 

In order to be effective in teaching writing in EFL classes, writing instructors need an 

understanding of what is involved in second/foreign language writing. According to Byrne (1990), 

the teaching of writing can be approached from different perspectives. Among these: Product and 

Process oriented approaches will be reviewed for the purpose of this study. 
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2.4.1 The Product Approach Writing 

The Philosophical foundation of this approach is the behavioral psychology and the structural 

linguistics. According to the proponents of this approach, learning in general, language learning 

in particular, is considered as a habit formation. In the context of learning writing, thus, students 

are expected to imitate the model so as to comprehend the pattern of the language. Hillocks, (1987) 

notes the theoretical underpinnings of the product approach stating that it is a traditional approach 

which encourages students to mimic a model text, which is usually presented and analyzed at an 

early stage. This implies that the product approach focuses on presenting writing lessons in which 

learners imitate copy and transform teacher supplied models which emphasize the steps involved 

in creating of written work. According to Richard (1990) and Rivers (1996), the commonly known 

steps that are implemented in the product writing classroom are the following. In the first stage, 

model texts are read, and then features of the genre are highlighted. If the purpose of the lesson is, 

for example, to study a formal letter, students' attention may be drawn to the importance of 

paragraphing, that is, the language used to make formal requests. If the purpose of the lesson is to 

study a story, the focus may be on the techniques used to make the story interesting, and thus 

students study and imitate carefully where and how the writer has employed important techniques 

in order to make the story enjoyable. 

 

The second step consists of controlled practice of the highlighted features, mostly in isolation. If 

students, for example, are studying a formal letter, they may be asked to practice the language 

structure which is often used to make formal requests, such as: ‘‘I would be grateful, if you would, 

Can I get your responses’’ and the like. Under step three the task of the writer is organizing ideas. 

According to the proponents of this approach this step is very important because organization of 

ideas is more important than the ideas themselves and as important as controlling the language. 

Step four is the end result of the learning process. Students choose one of the writing exercises 

individually and then use the structures and vocabularies they have been taught in developing 

paragraphs or essays to demonstrate what they can do with the newly learnt structure as a 

competent users of the language. 

The center of attention of this school is teaching the language items discretely and sequentially. 

The belief is that students become effective in any language skills if the language components are 
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presented to them sequentially, for example, sentences before paragraphs and paragraphs before 

essays Cooley (1992). Therefore, the role of the students is to strictly study the patterns of the 

language by imitating the models they have been provided by the teacher and ultimately to produce 

parallel texts. When we come to the teacher, his/her role is to set up writing lessons which are 

divided into small parts discreetly and present them sequentially to students. As group or pair 

works are highly discouraged in this paradigm, the students are passive receivers of information 

and the teacher is the only authority as a resource of knowledge. The product approach, according 

to some researchers like Silva (1993), is divided into two components. These are: controlled or 

guided writing and English for Academic Purposes (EAP). 

2.4.1.1 Controlled or Guided Writing 

This method emphasized speech and writing which were thought helpful to master grammatical 

and syntactic forms Ghaiz (2002). Hence, teachers developed and used this technique to enable 

student to achieve linguistic and syntactic mastery. The controlled writing approach is sequential. 

First, students are given sentence level exercises and then paragraph level and finally essay level. 

The basic purpose of controlled writing or composition is to enable students write and thereby 

avoid errors. As Janet (2007) further clarifies, according to this school of thought, the basic 

requirement for composition skill is control of sentence structure and accuracy in mechanics. She 

further remarks that the purpose of writing instruction, according to this approach, is developing 

control over patterns in writing through transformational grammar activities. Moreover, she 

observes that this method of writing instruction has several pedagogical advantages. Primarily, it 

provides a systematic method of constructing sentences. This means students will familiarize 

themselves with various linguistic and syntactic patterns of the language so that they can express 

themselves with accurate language. Secondly, it enables to know and identify faulty constructions 

and thirdly it helps students understand how structures which seem similar on the surface may 

have quite different meanings in their deep structure.  

2.4.1. 2 English for Academic Purposes 

English for academic purposes has strong connection with controlled or guided writing. According 

to the underlying theoretical assumption of this approach, writing lessons are aimed at enabling 

the writers to produce pieces of writing that suit the academic discourse community. Gocsik (2005) 

notes three important characteristics of academic writing. The first one is it is a kind of writing 

which is basically produced by scholars for scholars. Anyone who is part of the scholars’ 
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community can be engaged in activities that scholars have been engaged in for centuries. It is a 

common practice to read, think critically, argue reasonably, and write lots of papers. Thus, it is the 

educational status and experience of the writer which helps him/her to understand the expectations, 

conventions, and requirements of the academic paper. Secondly, academic writing is devoted to 

topics and questions that are of interest to the academic community. When one writes an academic 

paper, he/she must first try to identify the major and sub-topics and the questions that would be 

addressed through the discourse. The third point is that academic writing should often leave room 

for argument. To construct an argument, the writer must first try to sort out what he/she well knows 

about the subject.  

 

2.4.2 The Process Approach to teaching Writing 

The process movement originally came into view aiming at improving teaching composition to 

native English speaking students. The model advocates an approach to composition teaching that 

emphasizes students’ writing process rather than the product. Assuming that the ESL/EFL writing 

process is similar to that of the first language, early ESL/EFL process enthusiasts borrowed 

methods and techniques from the English language class to be used in an EFL/ESL writing class 

that allow students ample time and freedom to write in the real sense. John (1990) goes on 

explaining: ‘’the process approach in teaching composition to native English speakers, which 

began in the early years of the nineteenth century and reached its zenith in the 1960s and 1970s in 

North America.’’ With regard to the degree of significance of the process approach, Matsuda 

(2003) notes that the process movement over the past few decades has been considered the most 

successful paradigm in the history of pedagogical reform in the teaching of writing. It has a major 

impact on the development of second language writing theory, research agenda and instructional 

practices. It is mainly because of the process approach, that is, writing in the real sense, writing as 

creation of meaning and writing as a means of communication, has gained its multidimensional 

status in the second/foreign language classes Kroll (1990) and Bizzell (1992). 

 

In their detailed explanation and analysis, Flower and Hayes, (1982) describe that the process 

paradigm perceives writing as a creative thinking process which involves generating idea, 

organizing, drafting, revising and editing before and after writing the final copy of the written work 

in a recursive manner. Furthermore, White and Arndt (1995) remark: 
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The goal of the process approach is to nurture the skills with which writers work 

out their own solutions to the Problems they set themselves, with which they shape 

their raw materials into a coherent message, and with which they work towards an 

acceptable and appropriate form for expressing it. 

As a result of this, the proponents of the paradigm believe that learning to write involves creative 

thinking so as to discover meaning which could be polished and republished in the course of the 

hierarchical movement. Accordingly, the role of the teacher is, to create flexible, smooth, positive 

and non-threatening environment in which the student writers experience the different stages of 

process writing: planning, generating ideas, structuring, drafting, reviewing and editing. 

Consequently, the learning process is eclectic, that is, it can accommodate learner- centered, 

teacher-centered, task-centered, etc., techniques of learning writing. In the same way, the feedback 

provision mechanism includes: teacher evaluation, self-evaluation, peer-evaluation, and 

conferencing, commenting and so on (Hedge, 1991). However widely accepted model it is, it has 

also its own weaknesses. One of them is that the model keeps both instructors and students under 

heavy work; consequently, it is difficult for learners to write on several topics. In addition, whether 

both slow-learners and fast-learners gain equal benefit from the model or not is an issue kept 

pending. 

2.4.2.1 The Basic Principle of the Process Approach to Teaching Writing 

The basic Principle developed by the theorists of the process approach is that knowledge in each 

discipline is interconnected with each other. Thus, when this principle is applied to writing 

instruction, students become more effective in their writing when they are made to learn writing 

through continuous and meaningful practices without giving emphasis to a single sentence or 

paragraph. The assumption is that students achieve substantial progress in their writing, when they 

deal with writing holistically. 

In other words, when students are given sufficient time to practice writing various texts through 

their own creativity and effort, they develop confidence which lead them to build their own style 

of writing. 

As a result, the primary focus of this approach is to enhance students’ fluency in writing. This, 

however, does not mean that other approaches are entirely marginalized. As Leki (1992) remarks, 

the process approach is not framed as a single approach to the teaching/learning of writing. It is, 

rather an approach which amalgamates a number of other approaches such as the expressivists’ 
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approach, the cognitive approach, the social constructivists’ approach and the product approach. 

The major point of argument is that, in order to attain good writing skills, students should think 

creatively and discover meaning by themselves as they strive to pass through the various 

hierarchical stages in the course of meaning discovery. In general, writing is a complex set of skills 

which requires several levels of thinking and discovering meanings. Thus, the perception is that it 

has to be dealt with hierarchically. 

2.4.2.2 Classification of the Process Approach 

When conceived broadly, the process approach to composition instruction is divided into two 

categories: the cognitive or classical approach and expressive or romantic approach Flower and 

Hayes (1982). 

2.4.2.2.1 The Cognitive Approach 

The cognitive approach is a branch of learning theory concerned with how and why learning takes 

place. Thus, it argues that thinking is central to the learning process. Cognitivists argue that 

learning is not, as behaviorists claim, simply a matter of behavior imitation or modification, but 

involves the student gaining knowledge not only through the acquisition of new learning, but also 

through a process of adapting or discarding old constructs or ideas which no longer fit their 

developing insight into the world Brand (1987). Cognitivists’ learning theory argues for a learner-

centered approach to teaching and learning where the structuring and sequencing of learning is of 

key importance to the success of the learning experience. It suggests that knowledge is not an 

object to be dispensed or acquired, but a process. 

 

When it comes to writing, this approach considers writing as a means of problem solving 

instrument. The belief is that the students are first requested to plan their writing and the planning 

need to focus on defining, enlarging, into longer text, examining each parts, generating alternative 

solutions and coming up with a conclusion. White and Arndt (1995) further explain that writing is 

a problem solving activity, which involves such process as planning, goal-setting evaluating what 

has been written and finally expressing the meaning. This implies that the students will first 

identify the problems, plan how to express them in their writing and then they engage themselves 

in the process of writing and finally review their work by evaluating, revising and editing. 
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2.4.2.2.2 The Expressive Approach 

Nowadays writing instructors have plenty of options to select and apply a method or approach of 

their own preference in their classrooms. A close look at the expressivists’ writing process reveals 

that it is as unique as the writer himself as every writer’s process is as complex and distinct as 

his/her own finger prints.  As Wilson (2003) sees it in detail, writing does not only give birth to 

knowledge, it also creates a desire to learn by eliciting investigation and inquiry. 

 

As subsequently conducted studies reveal, Expressivist is one of the recent approaches to writing 

instruction which basically views writing as personal expression. When the axioms are examined 

broadly, expressivists view writing in the light of the writer, the process, the product, the 

attainment of knowledge and the communication of truth Wilson (2003). 

According to this school of thought, in order to come up with effective written work, students must 

be given freedom to think freely. As research studies show, when students are given freedom to 

think freely, they will develop a sense of independence so that they can be inspired to creativity 

and further idea generation without limits. The student writer, who follows the expressivists’ 

model is, therefore, capable of malleable thoughts and ideas that are worth nurturing Rhodes and 

Andrew (2005). Among the highest priorities in the principle of the expressivists’ writing process, 

individual’s discovery is central. As Rhodes and Andrew (2005) further explain, Expressivist 

encourages writers to use inductive reasoning, to search within his/her creative selves and to 

discover his/her personal and most suiting writing process. 

 

2.4.2.3 Writing Lessons Presentation under the Process Approach 

As has been attempted to discuss above, fundamentally, the underlying philosophical foundation 

of the school is perceiving writing as a thinking process in its own right which could be sustained 

over a long period of time. In like manners, the process of composition is not a linear activity 

where learners are moving in a straight path starting from the stage of planning, to producing the 

final copy; rather, it is a recursive activity which requires the writer to move backwards and 

forwards in the process. That is why Shaughnessy (1977) describes the process as messy but 

effective. Consequently, in presenting writing lessons in process writing class, it is appropriate to 

pass through the steps discussed here below. 
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2.4.2.3.1 Planning (Pre-Writing) 

The planning phase, according to White and Arndt (1995) includes generating ideas, goal setting 

and organizing. Generating ideas is meant to gathering information which would enable to solve 

the problems in accordance with the goal set ahead of the writing task. Generating idea is not 

merely a simple matter of putting ideas onto a white sheet of paper. Rather, it is a challenging and 

a matter of serious concern. In this regard, White and Arndt (1995) remark: ‘Since writing is 

primarily about organizing information and communicating meaning, generating ideas is clearly a 

crucial part of the writing process. Because actually getting started is one of the most difficult and 

inhibiting steps in writing, idea generating is particularly important as an initiating process.” 

 

As we understand from the above opinion, idea generating is a mechanism of activating the 

existing experience of the writer which has already been stored in the long-term memory. 

Therefore, idea generating is a stage in the process of writing which requires the writer to judge 

the quality of ideas, their relevance, practicality, etc., before they are developed into a full text. In 

sum, they are blue-prints which guide the writer to define writing problems in the light of the 

content and the purpose of the writing scheme and discover the goal set for the ultimate product 

of the writing. 

A number of research studies confirm that idea generating is almost the same as brainstorming. 

Brainstorming involves thinking quickly so as to produce as many ideas as possible on a given 

topic or problem. Thus, process theorists believe that brainstorming is remarkably a fertile means 

of idea generating which can be carried out individually, in group or by the teacher.  

In order to structure or organize any writing in such a way that it increases its readership, the 

process writing experts suggest the precepts given below: 

1. Understanding the rationale of the writing thoroughly whether it is for persuasion, criticism, 

entertainment or information 

2. Identifying the relevant or interesting idea that the writer need to get across the expectation of 

the reader 

3. Examining and convincing oneself if all other ideas are strongly related to the key idea under 

discussion 
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4. Deciding whether readers are worth expecting the well sequenced ideas in the text or not 

5. Deciding on the most effective approach that the reader requires: complying with the expectation 

of the reader or deviating from the accepted norm. 

In order to implement the above precepts in the actual writing classroom settings, the process 

writing experts exhort writing instructors that since almost every act of writing involves 

categorizing ideas for better understandability; writers need to be given sufficient time to ordering 

their mass of information. 

2.4.2.3.2 Drafting (Composing) 

This stage is a phase where the writer moves from the pre-writing stage to the actual writing of the 

first draft. At this junction, writers are making the transition from idea-generating or theme- 

identifying phase to the reader- based writing, which will constitute the final piece of writing. At 

this stage, writers utilize the ideas generated and structured during the planning stage and write 

them out depending on their own experience and the input they acquired during the pre-writing 

and while writing stages. 

When writers set off with the writing task, they think of how to restructure their writing, meet the 

expectation of their readers and evaluate the validity of the content whether it is appealing to the 

interest of their readers. The other most important point is that, at this stage, writers are expected 

to stop and make such rearrangements as deleting, adding ideas, amending, editing the language, 

the diction, etc., in person, in pair or in group. For this undertaking, Ohmann (1992) recommends 

the “write- revise-rewrite” cycle at least to be reviewed once for most writing activities. However, 

when both the teacher and the students desire to have the final product, editing twice through the 

cycle is recommended. In other words, students are required to write three drafts of which the third 

one is the final copy or product. 

2.4.2.3.3 Reviewing 

Having shaped and reshaped their ideas within their written text through various processes, to the 

end, the students will come up with the reviewing stage. Reviewing entails deleting, reformulating, 

cutting, moving different parts of writing to different positions, adding new ones and even 

sometimes going back and revising, etc. In the process of reviewing, evaluation is the most 

significant activity which enables to judge the extent to which the whole writing is successful in 

achieving the goal. In other words, it appraises the validity of the written text, its structure, 
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language use, style, the diction and so on. That is why some writing experts view that the 

evaluation process is the other decisive activity which determines the quality of the students’ 

writing. Trimbur (1994). 

2.4.2.4 The Task of Teachers in the Process Writing Class 

Those teachers who implement the process approach to writing instruction are mostly expected to 

facilitate their students’ learning by giving them ample time to plan, think and discover meaning 

through their writing. In more general terms, the teachers’ role is to organize and facilitate 

situations for learners to write continuously and abundantly. Moreover, instructors in process- 

oriented writing classes are required to continuously examine the successful flow of the process of 

writing and search for more appropriate technique which suits the particular writing activity that 

students are doing in the classroom. In connection to this, NCTE (2004) advises a writing instructor 

to consider the points mentioned below while conducting writing classes within the context of the 

process approach. 

1. Understanding clearly the relationships and differences between the finished writing and the 

unfinished ones that were attempted at various stages 

2. Collecting information about the impression the writers have about their own particular genre 

3. Making notes when the students give information about their particular experience that they 

gained at different stage. 

4. understanding the multiple strategies, the students used in approaching writing at each stage of 

development 

5. Identifying the multiple models of the writing process, the varied ways individuals approach 

writing tasks and the ways that writing situations and genres inform the process. 

6. Having as much access as possible to published texts, immediately available, that demonstrate 

a wide range of writing strategies and elements of crafting. 

7. Dully understanding and examining the relationships among the writing process, about the 

curriculum, the learning and the pedagogy 

8. thinking critically how to allocate time for students to do the writing task as best as they can. 
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9. Taking notes while the students are using tools including word processor, designing software 

and computer-based resources. 

10. Arranging flexible environment for editing and evaluating the students’ piece of writing 

2.5 Developing Teaching Materials for Process Writing Classes 

In order to implement the process approach in writing classes successfully, one of the important 

requirements is the availability of task-based teaching materials that guide learners as to how they 

proceed with their writing creatively and meaningfully. A task is a piece of material or activity 

usually designed for instructional purposes for specific group of learners based on specific input, 

procedures and principles. Ellis (2003) further clarifies that a task is a work plan which engages 

learners in processing language skills practically to achieve the competence expected at the end of 

the instruction. This implies that tasks, like other language activities, can encompass either 

productive or receptive language skills that can be learnt verbally or orally.  

Rooney (2002) lists the benefits of tasks as follows: 

1. They are immense sources of action research for language teachers so that they can increase the 

magnitude of second language acquisition research. 

2. They promote learner-centered method of instruction where there is a balance between theory 

and practice in the teaching learning environment where theory is thought as a derivation of 

practice. 

3. They promote reflective methodology in teacher development programs as opposed to 

traditional language learning exercises. 

Although much has been said about the essential components of pragmatic instructional materials, 

Nunan (1999) remarks that any approach to language pedagogy will need to concern itself with 

three essential elements: language data, information, and opportunities for practice. By language 

data, he means samples of spoken and written language. He notes that it is axiomatic that without 

access to data, it is impossible to learn or teach language. Thus, he is of the belief that minimally 

all that is needed to develop any language skills is access to appropriate samples of language items 

in contexts that enable students bring about a substantial progress on the language skills that are 

aimed to be learnt and used. 
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In teaching writing, a contrast is drawn between authentic and non-authentic language data. 

Authentic data are samples of spoken or written language that have not been specifically written 

for the purposes of language teaching. According to Nunan (1999), “non-authentic data’’ are 

dialogues and reading passages that were specially written for the purpose of instructing a 

particular language skill. Proponents of task-based language teaching have argued for the 

importance of incorporating authentic data into the classroom. Authenticity is a relative matter, 

because as soon as one extracts a piece of language data from the communicative context and uses 

it into the classroom, then it will be converted into non-authenticated language data to a certain 

degree. Therefore, if learners only ever encounter contrived dialogues and listening texts, the task 

of learning the language will become boring Nunan (1999). The reality is that in EFL contexts, 

learners need both authentic and non-authentic data because both provide learners with different 

aspects of the language. The other instructional materials expert Tomlinson (2001) suggests the 

following qualities to be manifested in well-developed task-based writing teaching materials: 

1. They should bring on learners’ interest, curiosity and attention.  

2. They enable learners to develop confidence by engaging their minds in problem-solving 

environment and utilizing their existing skills. 

3. They should be materials that tend to teach rather than test, relevance to the real-life. 
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CHAPTER THREE: METHODOLOGY 
 

This chapter deals with how the research was conducted, where it was conducted, who the 

participants of the study were, what tools were used to collect data, which sampling technique was 

followed, and how the data that had been collected was analyzed and other related points. 

 

3.1 Research Design 

This case study was adopted by using mixed research method in which both qualitative and 

quantitative data analysis were used. However, the qualitative method was largely used. These 

methods were necessary to collect data answering the mentioned research questions concerning a 

study on teachers’ attitude, practice and challenges in teaching writing skills through process 

approach in the case of Halale preparatory school. 

 

3.2 Participants of the study 

Several qualitative researchers remark that there is no fixed way to determine the sample size of 

the population in qualitative study. These days, however, most qualitative researchers follow the 

widely accepted model of data sampling known as data saturation Saumur and Given (2008). For 

the purpose of this mixed study, data was collected from both 11th and 12th grade English 

language teachers who are teaching in Halale preparatory school. Therefore, to collect relevant 

data all or six English language teachers were selected for interview purposively as their number 

is manageable. 

3.2.1 Sampling Techniques 

Kindo Halale Comprehensive secondary school is purposively selected for this case study since 

there is only one in Kindo Didaye Woreda. Grade 11 and12 English language teachers who are 

teaching in preparatory level were also purposively taken for this study since their number is 

manageable. Since their number is manageable, all individuals from both grades were taken for 

interview. 

3.3 Tools of data collection 

In order to obtain English teachers’ attitudes to teaching writing skills through process approach 

and challenges the teachers encounter during teaching writing in process-oriented classes, semi-

structured interview questions were used. The items of the interview were adapted to fit to the 

purpose from diverse sources (Alamirew, 2005; Abate (2016), Tseganesh, 2016; Yonas, 2015). 
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The interview consisted of 12 items, 2 of the items were open to discussion whereas the rest 10 

items were to probe teachers attitudes to the given features of process approach. In addition to 

interview, observation checklists were prepared to evaluate the actual writing classes to what 

extent process approach was being practiced by English teachers. The checklists consisted of 16 

items, 11 of them were from the process approach, and the rest 5 were from the product approach 

which were adapted from (Tekle and Ebabu, 2012 and Tseganesh, 2016). Moreover, document 

analysis was used to support the result of the data gained with classroom observation focusing on 

teachers’ annual and daily lesson plans.  

 

3.4 Procedures of Data Analysis and Interpretations 

3.4.1   Interview 

The first research tool the researcher selected for data gathering in this study was interview that 

was conducted with all the six English language teachers of grade 11 and 12. One of the major 

reasons was that it is one of the widely used research tools in qualitative (descriptive) research 

study to assess people’s experiences, their inner perceptions, attitudes, and feelings of reality. 

Secondly, interviews are highly interactive and responsive to the language and concepts used by 

the interviewee. Thirdly, the responses to the interview items would help to secure data that could 

not be secured through questionnaires and observations otherwise. 

 

Among various types of interviews, for the purpose of this study, the researcher decided to use 

semi-structured interview. Semi-structured interview is flexible during the interviewing sessions 

so that the respondents could have more opportunity for free thinking and reacting to the items in 

a more relaxed way. The semi structured interview included 12 questions. During this interview, 

questions of the interview was presented orally to the interviewees followed by note taking and 

recording so as not to miss out the relevant information for the research purpose. Moreover, the 

main purpose of interview was to obtain qualitative and quantitative data concerning teachers’ 

attitude of teaching writing skills through process approach and the most pressing challenges the 

teachers face in their actual writing classes.  In order to transcribe and analyze the data, the notes 

were taken and conversations during the interview were recorded. 
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3.4.2 Observation 

Observation was selected as the second research instrument for this study since it is the systematic 

description of events, behaviors, and artifacts in the social setting chosen for study.  

As a result, it enabled the researcher to describe the existing situations in Writing Skills classes 

using the five senses, providing a ‘‘written photograph’’ of the situations under the study. 

This means, it was a research tool which enabled the researcher to capture each and every event 

that was happening in the classroom. And also, in qualitative research, observational data, more 

than interview data, are subjected to wider interpretations and discussions by the researcher. This 

implies that observation has the advantage of capturing the whole settings in which people behaved 

by recording the context in which they worked. 

Observations was carried out before conducting interviews. The reason was that if the writing 

instructions in both teachers’ classes were observed prior to the   conducting of interviews, there 

might not be more opportunity to observe the actual practices taking place in the classrooms. The 

belief was that if the teachers were made to respond to the interview prior to the observation 

sessions, they might attempt to associate what they are teaching with the responses that they would 

have already given to the interview. As a result, the researcher would not have opportunity to 

observe the real happenings that took place in both Writing Skills classes. This again would 

become a factor not to get reliable information for the study. Furthermore, the observation was 

conducted after the teachers had started teaching paragraph level writing for the fact that one of 

the major purposes of this study was to investigate the extent to which process approach of writing 

teachers  practice in their writing classes mainly when they enabled students to write paragraphs 

or essays. 

As a result, having identified the major attention areas of the observation scheme, the researcher 

developed sixteen observation check-list items including features of both process and product 

approach which helped him/her as guiding framework while he/she was following each of the 

activities taking place in classrooms where Writing Skills classes were being conducted. He/she 

then selected one classroom from grade 11 to observe because they have been taught by similar 

teacher and two English teachers were randomly selected from grade 12 among five English 

teachers.  Then he observed with co-observer when the teaching/learning practices were going on 

for two months (5 writing lessons were observed).  
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During the observation sessions, it was observed how the teacher monitored the teaching/learning, 

the type of activities being used, how he/she evaluated their writing progress, the factors that 

impeded the writing instruction, and the like. 

3.4.3 Document Analysis 

Document analysis were the third data collection instrument in this study in which  Grade 11 and 

12 English language teachers annual and daily writing lesson plans were evaluated and interpreted 

by the researcher to give meaning to the data obtained and analyzed through observation. 

Document analysis in this study was considered as a valuable instrument than questionnaire to 

obtain enough and reliable data concerning teachers’ practice in writing classes. Therefore, 

quantitative data analysis were used because the researcher was willing to know how many times 

the teachers used process writing tasks in their annual and daily lesson plans which are mentioned 

in grade 11&12 English language textbooks.  

 

3.5 Methods of Data Analysis 

The researcher largely used qualitative and few quantitative methods of data analysis. 

3.5.1 Interview Data 

In discussing the interview data for this study, the first step was transcribing the responses from 

the notes made and records in manageable manner. After the data had been properly transcribed, 

the next step was coding the responses to identify categories of major and sub-themes. The purpose 

of the interview was to identify grade 11&12 English language teachers’ attitude towards teaching 

writing skills through process approach and the most pressing challenges they face during teaching 

writing as process. In like manners, after the researcher coded all the interview data (transcriptions) 

from the six selected preparatory English language teachers and studied them very thoroughly, he 

identified teachers’ attitudes and the challenges they have been facing by conducting 12 semi 

structured interview questions. Having done this, he explained the responses that were given under 

each questions along with the research questions presented in this study. 

3.5.2 Observation Data 

Discussing qualitative observational data is a systematic and sequential activity which requires 

continuous revision and analysis. Accordingly, in analyzing the observation data for this study, the 

researcher first transcribed the data from his own notes and co-observer’s onto blank sheets of 

papers. The transcribed data was then checked and rechecked by referring to the notes of researcher 

and co-observer repeatedly. 
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 At the third stage, the lessons conducted in each period were divided into different extracts. In the 

extracts, each of the activities which were performed by the teachers in the classroom were directly 

presented as they were.  

Finally, the researcher described, interpreted and discussed the data obtained based on the tasks 

and instructional procedures teachers employed in writing classes and the methodology the 

teachers used while conducting the lessons. 

3.5.3 Document analysis 

Analyzing documents incorporates coding content into themes similar to how observation 

transcripts are analyzed. Written documents such as teachers’ annual and daily lesson plans were 

evaluated. It was done by counting the tasks from their lesson plans and crosschecking them to 

textbook and teachers’ annual lesson plan. The analysis were made by using tables and the report 

was produced. To check the reliability of the documents (annual and daily lesson plans), the 

documents were seen by two different evaluating members in different time intervals. This also 

indicated the validity of the documents since similar results were shown. 
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CHAPTER FOUR: RESULTS AND DISCUSSIONS OF THE STUDY 
 

4.1 Results of the study 

This section presents the analysis of the data collected through teachers’ interview, 

classroom observation and document analysis under each team of the study.  

4.1.1 English teachers’ attitudes to teaching writing through process approach 

English language teachers’ attitudes about the nature of writing and its approach to instruction has 

strong impact either on the success or failure of their teaching. The way for example, English 

teachers perceive a given theory, language skills or method of teaching has to do with the 

implementation of the process approach. In connection to this Bookhart and Freeman (2003) 

recommended that in order to make knowledge based decisions in their everyday teaching practice, 

teachers must be well aware of their attitudes and perceptions about the learning and teaching. 

This is to say that teachers must have their own attitudes on which their personal implicit and 

explicit theories and practices are founded. Such kind of consciousness in turn helps them increase 

their tolerance and understanding more appropriate approaches and viewpoints in order to make 

the language classroom a more feasible environment where language teaching/learning become 

more successful. 

 

In process oriented writing classes, learners are seen as active creators and constructors of their 

own learning environment. Therefore, the teachers’ attitudes on the above issues give hint what 

the respondents’ attitudes about the process approach in general. Accordingly, the findings from 

the interview conducted with English teachers are presented as follows: 

 

4.1.1.1 Results from Interview 

Table 1: Teachers, attitudes to stages to teach effective writing & comparison between 

process and product approach 
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No Items Number of 

respondents 

 

Percentage of responses 

 

Yes No    

1 

 

Attitudes about stages of teaching 

writing effectively 

 6 100   0 

2 

 

Attitudes whether process 

approach is better than product 

approach 

 6 100   0 

 

The main purpose of this section of interview was to find out answers to research question 

number one: “what attitudes do preparatory English language teachers have to teaching writing 

skills through process approach?”  Accordingly, the findings from the interview conducted with 

English teachers are presented as follows: 

 

1. Attitudes about stages of teaching writing effectively 

The purpose of asking respondents about the stages of  teaching writing effectively was to check 

whether they believe procedures of writing as benefits to enhance successful personal writing or 

not. On the basis of the data in the interview, all of the English language teachers have the attitudes 

that following systematic stages of writing have a lot of advantages in writing classes. When the 

major points were summarized, the following were the most remarkable benefits on which the 

respondents focused. 

As T1 explained, following the specific stages of writing in writing classes has benefits that 

enhances students’ social skills and also it helps them to increase confidence and practice 

generating ideas collectively which will later be used as input for their writing. The following are 

the attitudes all the teachers responded to the interviewer regarding stages of teaching writing 

effectively. And also T5 described all the specific stages of process writing as follows. 

                   

              T1: I have to follow systematic stages to teach the writing to my students, otherwise  

                   the students will not be benefited from their learning and will never improve their 
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                  Writing skills. Thus, to teach successful writing, following specific procedures is 

                 Very significant. 

                    

           T5: Since writing is a difficult task which requires process, passing through the systematic  

                Stages in the process of writing is very essential task. Here we do have three stages.  

               Pre writing (brain storming ideas, topic selection, etc.), While writing (checking the  

               Students how they are writing), post writing (giving feedback) are the vital stages to get  

               Effective writing. 

From the above responses we see that following systematic stages is important in writing skills 

classes. The belief is that when teachers follow the specific stages/procedures during teaching 

writing, they can help the students get wider ideas and can be successful writers. Furthermore, the 

respondents suggest that the teacher must play his own role during teaching writing like initiating, 

helping and guiding, giving feedback, etc. Thus, the belief is that the more the students are exposed 

to practise writing meaningfully through various stages of writing, the more they improve both 

their writing skills and grammatical skills side by side.   

 

2. Attitudes whether process approach is better than the product approach 

The purpose of asking the respondents for the comparison of better approach was to check which 

approach is believed as an important tool in teaching writing skills by English teachers of Halale 

preparatory school. As it can be seen from table 1 item 2, all of the respondents had the belief that 

process approach is a better method to teach successful writing. Their attitude was that process is 

an important approach to make communication more successful. In their further analysis the 

teachers stated that process approach is better tool than that of product approach because its 

features like thinking activities, students’ to select their own topic, identifying relevant ideas, pair 

or group discussion, listing ideas, giving sufficient time, writing first draft, teachers guidance, 

editing and rewriting. In connection to this, the proponents of process approach believe that 

learning to write involves creative thinking so as to discover meaning which can be polished and 

republished in the course of the hierarchical movement. Accordingly, the role of the teacher is to 

create flexible, smooth, positive and non-threatening environment in which the student writers 

experience the different stages of process writing: planning, generating ideas, structuring, drafting, 

reviewing, and editing. In the same way, the feedback provision mechanisms includes: teacher 
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evaluation, self-evaluation, peer evaluation, conferencing, commenting and so on (Hedge, 1991). 

Two of the detailed comments given by the teachers were presented as follows: 

 

                       T1: The process approach to writing is a better method to teach effective writing 

                             skills because this approach takes time to improve students’ writing. In other  

                             words, process approach does not rash for the end product but each stage is  

                             equally important in the process of writing. Therefore, this approach is really  

                             better than that of the product approach. 

 

                      T2: I suggest process better tool than product because in process the teacher gives 

                            more chance to the students to try and keeps the stages of writing such as pre,  

                            while and post stages and also guides the students while they are writing.  

                            Besides, the teacher gives time to the students to rewrite their text until they  

                           Find it improved. 

 

Table 2:  Teachers’ attitudes to some important features of process approach  

As we can see from table 2 below, 10 interview questions were closely answered by the teachers 

responding yes, or no. Teachers’ responses to each item were analysed as follows. 

 

No Items N of 

respo

ndent

s 

Response

s 

Percentag

e 

Y

es 

No Yes N

o 

1 Do you prefer initiating students to generate ideas 

before they start to write? 

6 6 0 100 0 

2 Do you think that encouraging students to select their 

writing topic is a significant feature of process 

approach? 

6 6 0 100 0 

3 
Do you like encouraging pair or group discussion on 

students’ writing?  

6 6 0 100 0 
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4 Do you like peer/teacher feedback in students’ 

writing? 

6 6 0 100 0 

5  Do you like motivating the students to list their ideas 

before they start writing?                                                                          

6 6 0 100 0 

6 Do you feel positive in helping and guiding the students to 

write their first drafts? 

6 6 0 100 0 

7 Do you believe that giving sufficient time to students’ 

writing is a vital feature of effective writing process? 

6 6 0 100 0 

8 Are you interested to make students rewrite their text 

using the correction they get? 

 

6 6 0 100 0 

9  Do you enjoy encouraging students to write by giving 

guided and controlled activities? 

6 6 0 100 0 

10 Do you like encouraging the students to write error free 

writing? 

6 6 0 100 0 

 

As it can be observed from table 2, all (100 %) of the respondents answered ‘yes’ for the first item. 

This indicates that all six preparatory English teachers prefer to initiate their students to generate 

ideas before they start to write. When we associate this with the principles of process-oriented 

approach, idea generation is one of the most important stages of writing where writers activate and 

process information in their mind. Because of this, the stage of idea generation is considered as 

lying foundation for ones writing. In general, from the result obtained from the data, it can be 

concluded that all English teachers prefer initiating the students to generate ideas before they start 

to write. 

 

The obtained data also indicates that six (100%) of the teachers believe encouraging the students 

to select their writing topic as a significant feature of process writing. In connection to this, the 

principle of process writing believe that students become more effective in their writing when they 

are made to select their own topic. In other words, when the students are given sufficient time to 

practice writing various texts through their own creativity and effort, they develop confidence 

which lead them to build their own style of writing. Therefore, it can be concluded that preparatory 
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English language teachers at Halale preparatory school have positive attitude in encouraging 

students to select their own topic to write. 

 

Relating to item 3, in the above table 2 (100%) of the respondents enjoy pair or group discussion during 

students’ writing. As table 2 illustrates, all the respondents prefer motivating students to list their ideas 

before they start to write. Besides, the total number of respondents (English teachers) feel positive in helping 

and guiding students while writing. Moreover, all of the 6 (100%) English teachers believe that giving 

sufficient time to students’ writing is a vital feature of effective writing process. Furthermore, all 

of them are interested to make students rewrite their text using the correction they get. 

 

With reference to item 9 and 10 in the above table 2, all teacher respondents prefer controlled and 

guided writing activities and also they prefer encouraging students to write error free text. 

To conclude, English language teachers appear to have positive attitude to teaching writing skills 

through process approach. 

 

4.1.2 The extent of implementation of process approach to teaching writing skills 

4.1.2.1 Results from observation 

As was discussed in the methodology part of this study, the major purpose of conducting 

observation in grade 11 and 12 English teachers’ writing classes mainly aimed at finding out 

answers to research  question number 2: “What is the extent of implementation of process 

approach?” The researcher and the co-observer observed three writing classes (1 from grade 11 

and 2 from grade 12 for five writing periods within two months). Accordingly, descriptions, 

interpretations and discussions of the observation data were presented as follows.  

 

Table 3: The extent to which process approach was implemented in G11&12 

NO     Items NO   of Yes NO   of NO Mean 

value 

Percentage Total 

Ob. Co-

ob. 

Ob. Co-

ob. 

Yes No 

G11 G12 G11 G12 

A. Process approach in focus   Yes No      

1 The teacher was 

involving students in a 

thinking activity before 

they start writing. 

3 3 2 2 3 2 60 80 40 20 100 
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2 The teacher was initiating 

the students to select their 

writing topic. 

1 1 4 4 1 4 20 50 80 50 100 

3 The teacher was 

encouraging students to 

identify the relevant 

idea that they need to 

get across the 

expectation of the 

reader. 

0 0 5 5 0 5 0 40 100 60 100 

4 The teacher was 

suggesting the 

students to examine 

oneself while all other 

ideas are strongly 

related to the key idea 

under discussion 

0 0 5 5 0 5 0 20 100 80 100 

5 The teacher was 

encouraging pair or group 

discussion on their 

writing. 

2 2 3 3 2 3 40 60 60 40 100 

6                                                                          The teacher was 

motivating the students to 

list their ideas.                                                                          

3 3 2 2 3 2 60 40 40 60 100               

7 The teacher was helping 

the students to write their 

first drafts. 

5 5 0 0 5 0 100 100 0 0 100 

8 The teacher was visiting 

and guiding the students 

while they are writing. 

0 0 5 5 0 5 0 60 100 40 100 

9 The teacher had provided 

checklists or guidelines to 

guide students’ writing 

0 0 5 5 0 5 0 0 100 100 100 

10 The teacher was giving 

sufficient time to the 

students during their 

writing. 

5 5 0 0 5 0 100 100 0 0 100 

11 The teacher was helping 

the students to evaluate 

the  their whole writing 

and rewrite them 

0 0 5 5 0 5 0 20 100 80 100 

 Total 19 19 37 37 19 37 34.5 51.8 65.5 48.2 100 

B. Product approach in focus            
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12 The teacher was focusing 

on the end products of the 

students’ writing. 

0 0 5 5 0 5 0 0 100 100 100 

13 The teacher was 

emphasizing on 

familiarizing the students 

with principles and rules 

for writing. 

0 0 5 5 0 5 0 0 100 100 100 

14 The teacher was 

involving the students in 

controlled exercises. 

5 5 0 0 5 0 100 100 0 0 100 

15 The teacher was 

encouraging the students 

to write by giving guided 

activities. 

5 5 0 0 5 0 100 100 0 0 100 

16 The teacher was 

encouraging the students 

to write error free writing. 

5 5 0 0 5 0 100 60 0 40 100 

17 Total 15 15 10 10 15 10 60 52 40 48 100 

18 Sum total  37.25 52.25 49.9 51.1 100 

19 Average total 44.25 55.75 51.2 48.8 100 

 

The extent of implementation in grade 11 

Grade 11 in Halale Preparatory school has three sections and only one English language teacher. 

To make successful observation, the researcher first prepared checklist which includes features of 

both process and product approach. The data was obtained by researcher and one co-observer. The 

co-observer is academic vice director of the school and MA graduate in TEFL from WSU last 

year. He has more experience than the current researcher in research instruments.  After the 

observation was completed, all the data obtained from five sessions of observation were changed 

to quantitative form to make it easy to explore the extent to which process approach was being 

implemented. 

 

As can be observed from the above table, in the 3 (60%) of the 5 writing classes observed, the 

teacher was involving students in thinking activities before they start to write. Thus, the teacher 

was good at thinking stage. 

 

Among the five sessions of classroom observation, the teacher was seen only once (20%) when he 

was initiating his students to select their own writing topic. This indicates that grade 11 English 

teacher mostly focus on controlled exercises during students’ writing.  



35 
 

 

As can be seen from table 3 item 3, the teacher was not encouraging the students to identify the 

relevant idea that they need to get during their writing across the expectation of the reader.  

 

Grade 11 English language teacher was not suggesting students (0%) to examine oneself during 

discussion.  

 

As it was indicated in table 3, item 5, among five writing periods, the teacher was encouraging his 

students only twice (40%). This shows the teacher is not always motivated to involve his students 

to pair or group discussions.   

 

Among five writing periods, the teacher motivated his students to list ideas during pre-writing 

more than half, 3 times (60%). 

 

In all sessions of observation (100%), the teacher was helping his students to write their first draft.  

On the other hand the teacher was not seen while visiting and guiding (0%) students during their 

writing. This shows that the teacher missing one of the important features of process writing in the 

stage of while writing. Moreover, the teacher had not provided checklists or guidelines to guide 

students’ writing. 

 

Furthermore, the teacher was always giving sufficient time to the students (100%) during the all 

observation periods.  

 

As can be seen from table 3, item 11, the teacher was not helping the students’ to evaluate the 

extent to which their whole writing is successful in achieving the goal. 

 

Regarding item 12 in the above table, the teacher was not motivated to focus on the end product 

even though he was mostly focusing on the product approach except in pre writing stage. Besides, 

the teacher was not emphasizing on familiarizing the students with principles and rules for writing. 

In most cases, the teacher was encouraging the students to write by giving guided and controlled 

exercises.  
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Regarding item 16 above, the teacher was always encouraging students to write error free texts. 

To conclude, grade 11 English language teacher was to some extent good in process writing at pre 

writing stage. However, in a while and post writing stages, he always focuses on the product 

writing. As a result, he was mostly practicing product approach (65.5%) and to some extents 

especially in pre writing stages, he was practicing process approach (35.5%). Anyway, there was 

progress from product to process from time to time.   

 

The full lesson of grade 11 first classroom observation was described below: 

Grade 11 English teacher has 4 years’ experience in teaching English at preparatory level and 

currently second year summer graduate student in TEFL. The first class writing lesson was 

practicing paragraph writing. In conducting the lesson, first the teacher wrote the title on the 

blackboard and discussions were conducted in the form of questioning and answering on such 

topics as what is a paragraph?, what is a title?, what is a topic sentence? And the like. After 

discussions had been held for 15 minutes, the teacher gave the students his own definitions orally 

substantiating them with examples. He then wrote the title, asked the students to list down some 

of the relevant components of good paragraph on the blackboard and asked the students to list 

down some of the relevant components of well written paragraph. Correspondingly, few students 

answered the questions saying coherence, unity, adequacy, etc. Having expressed his appreciation 

for all students’ responses, he re-enforced the students’ answers by giving further explanation and 

illustrations. He then distributed sheets of papers in groups of ten students which consists different 

paragraphs. Next to paragraph were different questions. One of the paragraph has no title. It 

discusses the significance of Gibe three Dam which was constructed 9kms away from the school. 

At the end of the paragraph were questions on topic sentences, coherence of ideas, concluding 

sentences, the topic reminders, the transitional devices and the like. The second paragraph talks 

about mosquitos. At the end of the paragraph, there were five questions on unity of ideas, 

coherence, the concluding sentence, the writer’s reflection on the subject under discussion and the 

linking words. The teacher ordered the students to do in groups. 

 

In examining the above lessons, we see that their major purpose was to give students input which 

would help them as a spring board to produce well developed paragraphs. It is evident that 
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according to the theoretical framework of the process approach, giving input to students before 

they involve in the actual writing practices is very significant as long as it is conducted by giving 

attention to their participation. 

 

In further investigation we observe the teacher was attempting to elicit different answers from the 

students’ background knowledge before giving his own explanation on a given lesson topic. 

Secondly, he was giving the students practice exercises that would help them understand the lesson 

further. Thus, on the basis of the activities performed above, it is possible to suggest that the teacher 

had a tendency to conduct process-oriented writing lessons. However, when we examine the whole 

activity broadly, we perceive that the larger portions of the lesson presentations were in conformity 

with the product approach. For example, the teacher used more than half of a period for explanation 

and giving substantive evidences. This implied that the students were given less opportunity to 

solve problems individually, in pair or in group. Furthermore, the lessons were presented 

discretely. This means, they lacked holistic nature, as a result, students focused more on learning 

the components of writing rather than thinking the ideas to be included in their writing. 

 

The extent of implementation in grade 12 

Grade 12 has 13 sections and 5 English language teachers. Among them two English teachers were 

randomly selected for observation by using lottery method. As a chance, both of them are attending 

their MA in TEFL by summer program and one of them is graduate this summer and the other one 

has one more year. Both T1’s and T2’s writing classes were observed with two observers. One was 

the researcher and the other was co-observer who is the academic vice director of the school and 

is also graduate of MA in TEFL last year. The co-observer has also better experience than the 

researcher. Each writing class was observed for five consecutive writing periods. Moreover, the 

obtained data was analysed both qualitatively and quantitatively. Furthermore, two to three 

observed lessons were fully described.  

 

Results of Observations in T1’s writing classes 

T1 is graduate of MA for preparatory in TEFL by this summer. He has seven years’ experience in 

teaching English in secondary and preparatory level. He is also the head of language department 

at the school. The school also gives special acknowledgement to this teacher regarding every 

English language skills including his senior vice director.  
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As stated in table 3 above, in 4(80%) writing classes the teacher was involving his students in 

thinking activities before they start to write. In the rest 1(20%) only one writing class he was not 

involving the students in thinking activities.  

 

As can be seen from the table, in some or more than half of the observed writing classes the teacher 

was initiating his students to select their own writing topics. However, he was not seen when he 

was encouraging the students to identify the relevant ideas across the expectation of the reader.  

 

According to table 3, item 4, it shows that the teacher was suggesting students only once (20%) to 

examine oneself under discussion in all the observed classes. 

 

Regarding the statement about pair or group discussion, in 3 (60%) of the writing classes the 

teacher was inviting students to pair or group discussion. On the other hand, only in two (40%) of 

observed writing classes he was seen when he was motivating the students to list ideas during their 

writing.  

 

In all (100%) of the observed writing classes the teacher was helping the students to write their 

first draft, and also in 3(60%) of the writing classes he was seen when he was guiding and visiting 

the students while they were writing.  

 

As can be observed from table 4, item 9, the teacher was always not preparing checklists or 

guidelines to guide students’ writing. However, the teacher was giving sufficient time to students 

during their writing in all writing periods. On the other hand, the teacher was not focusing on the 

end products and also not rule governed. 

 

Moreover, as observable from the above results, in most cases the teacher was using controlled 

and guided activities and sometimes encouraging the students to write error free texts. 

 

From these all the above results, it can be concluded that the teacher was using the process (48.2%) 

and the product approach (51.8%) side by side.  
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Lessons description in Grade 12 T1’s classroom 

T1 is graduate of MA for preparatory in TEFL by this summer. He has seven years’ experience in 

teaching English in secondary and preparatory level. He is also the head of language department 

at the school. The school also gives special acknowledgement to this teacher regarding every 

English language skills including his senior vice director.  

 

The first writing lesson presentation in his classroom was on writing a narrative paragraph. The 

lesson began by eliciting some information about narrative writing from students’ background. 

Then the teacher gave explanation accompanied by short notes on the nature of narrative writing. 

He then asked the class to tell him any story which emanates from their own experience. He gave 

them about 5 minutes to think. Then one student raised up his hand and narrated a story on his 

encounter while he was travelling with a girl who was vomiting to Soddo town during semester 

break. After the student finished his narration, the teacher appreciated him and asked the whole 

class about the setting, its moral lesson, etc. After the discussions were over, he wrote another 

lesson entitled direct and indirect speeches on the blackboard. The lesson moved to class. The next 

day writing lesson began by distributing copies of paragraph entitled, The Fool Boss. Next to the 

title was an instruction requested students to change the direct speech sentences in the paragraph 

into reported speech form. The paragraph consisted of ten sentences out of which five of them 

were written in direct speech and the rest in direct speeches. Having been certain that each group 

had got a copy of the paragraph, the teacher asked the students to change each direct into reported 

speech and make the whole paragraph a text of reported speech. To do this the teacher gave them 

15 minutes.  

Having done all the questions, the teacher asked the students to write a narrative paragraph of 

maximum ten sentences which emanated from their own personal experiences being in pair. After 

giving the instruction to the students, he reminded them to include clear topic sentence, make ideas 

coherent, display the setting clearly and use clear language. Having given the instruction to 

students, he was moving through each groups and evaluating what they were doing when the time 

for the class was to end, he told the students to do the classwork exercises as homework and come 

up with their completed paragraphs for the next class. On the next day, after collected the narrative 

paragraphs written as assignment, he distributed them to students to carry out peer correction being 

in pair. In his further instruction, he informed the whole to show each writer the mistake that he/she 
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did by underlining and writing the kind of mistake committed in abbreviation. For example, ‘ tn’ 

for tense, ‘wo’ for word order, ‘sp’ for spelling, ‘art’ for article and ‘pr’ for preposition.  He gave 

them ten minutes to carry out the correction and give back the paragraphs to the writers.  

As we can understand from the above lessons, most of them indicated that there were activities 

that went in harmony with the philosophy of the process approach to writing instruction. To cite 

one example, the teacher gave students contextualized exercises on transformation of direct speech 

sentences into reported speech. When students are provided with such kind of lesson, they can 

associate the grammar lesson with story learning. As a result, the learning would become more 

meaningful. 

Process writing experts are of the view that grammar lessons should not be relegated to lower rank 

when students practise writing skills. In order to enhance the students’ linguistic competence 

which help them express their ideas intelligibly, communicative grammar lessons are repetitively 

recommended by both local and international writing researchers as it is one aspect of the process 

approach to writing instruction. The other process-oriented activity which took place during the 

observation session was that students were organized into pairs to evaluate each other’s’ 

paragraphs though the correction was not in the form of comments or discussions. The main point 

is when students are provided with such kind of collaborative work, they can develop a sense of 

freedom and responsibility for their own learning. 

When we investigate the rest of the activities in the light of the process approach to writing 

instruction, the following limitations were observed. Firstly, students were not given full freedom 

to select their own titles; therefore, they were dependent on the titles that their instructor had 

selected for them. This in turn might lead them to think that their writing was to some extent under 

the control of the instructor. Secondly, according to the criteria set by the writing teacher, meaning 

(content of the paragraph) was often given less attention. As observed during the class time, the 

teacher had given second or third rank to content in evaluating his students’ narrative paragraph. 

This implied that on some parts of the lessons, the focus of the instruction was to enable students 

produce accurately written texts. Thirdly, the students were not oriented what errors were meant 

to while they were producing a variety of paragraphs. As the researcher discussed with some of 

them informally, a great many students had the perception that the major purpose of learning 

writing was to avoid errors and finally come up with accurately written work. 
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Thus, as the observation results from the above lessons demonstrate, the process approach was 

being employed along with the product approach. 

 

Results of Observations in T2’s writing classes 

T2 is another grade 12 English language teacher who is attending his MA in TEFL at Dilla 

University. This summer he is going to go for the third term. He has 17 years’ experience in 

teaching English in all levels and 5 years’ experience in teaching secondary and preparatory levels. 

The quantitative data was described as follows.                                                       

 

As stated in table 3 above, in 3(60%) writing classes the teacher was involving his students in 

thinking activities before they start to write. In the rest 1(40%) only one writing class he was not 

involving the students in thinking activities.  

 

As can be seen from the table, in some or 2(40%) of the observed writing classes the teacher was 

initiating his students to select their own writing topics and in the rest 3(60%) of his writing classes 

the teacher was not doing so. Besides, he was not seen when he was encouraging the students to 

identify the relevant ideas across the expectation of the reader.  

 

According to table 3, item 4, it shows that the teacher was suggesting students only once (20%) to 

examine oneself under discussion in all the observed classes. 

 

Regarding the statement about pair or group discussion, in 3 (60%) of the writing classes the 

teacher was inviting students to pair or group discussion. On the other hand, only in two (40%) of 

observed writing classes he was seen when he was motivating the students to list ideas during their 

writing.  

 

In all (100%) of the observed writing classes the teacher was helping the students to write their 

first draft, however, he was seen only in 2(40%) of the writing classes when he was guiding and 

visiting the students while they are writing.  
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As can be observed from table 3, item 9, the teacher was always not preparing checklists or 

guidelines to guide students’ writing. However, the teacher was giving sufficient time to students 

during their writing in all writing periods. On the other hand, the teacher was not focusing on the 

end products and also not rule governed. Moreover, as observable from the above results, in most 

cases the teacher was using controlled and guided activities and sometimes encouraging the 

students to write error free texts. 

 

From these all the above results, it can be concluded that the teacher was using the process 

approach (48.2%) along with the product approach (51.8%), the reverse was true in T1’s classroom.  

 

Lessons description in Grade 12 T2’s classroom 

As data from the observation in T2’s classes revealed, most of the teaching procedures and 

approaches he followed were generally the same as T1. Thus, the focus was on the differences. 

One of the differences observed in T2’s classes was that he was frequently giving notes to students 

on various lessons by writing on the blackboard. Of course, notes can help students understand the 

basic ideas which help them understand how to develop paragraphs. They may also help students 

as reference when they face trouble in understanding complex concepts. As the researcher 

observed practically there were some problems in connection to jotting down notes from the 

blackboard. Firstly, considerable amount of time was used up in writing notes and exercises on the 

blackboard. This kind of presentation was so traditional that it encroached upon the time that 

should have been used for practicing writing. Secondly, when students are accustomed to copying 

notes from the blackboard and using them as reference, they do not struggle to make their own 

notes from various source and improve their study skills. Thirdly, the researcher observed that 

some students were in trouble to finish writing the notes on time because not all students had equal 

speed to copy down notes and exercises from the blackboard and solve them according to the 

instruction. Furthermore, as students had not been provided with the whole material in written 

form, they did not have opportunity to read ahead of the presentation of the lesson and prepare 

themselves for active participation during class discussions. When we see it in the light of the 

process approach, the most important role of the teacher was to encourage students to read, make 

their own notes, understand the main ideas and use them as one means of enhancing their ability 

to express themselves in writing. 
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The other point observed as limitation in T2’s classes was giving very short time to students for 

discussions especially when the teacher wanted to elicit information from their background. 

After the discussions on paragraph development were over, the teacher wrote the following titles 

on the blackboard. My Parents, My Favorite Sport, Living in Town, A Friend in Shop, etc. He then 

ordered them to develop a paragraph individually which meets the requirements discussed above 

as homework and come up with their paragraphs for next class. He further informed students that 

they can select their own title if they wish. In his detailed explanation, he informed students to 

think of the most important points that they include in their paragraph, to arrange ideas 

chronologically according to their degree of significance, to write the first draft of their paragraph 

focusing on the flow of ideas, to carry out editing, and write the final draft of their paragraphs 

considering the improvements made on the first draft. 

When we examine the above activities, though the commonly known stages of writing that need 

to be practised in passing through the process approach were not mentioned explicitly, the 

guidelines listed above by the teacher were indicators of his desire to implement the process 

approach. Nevertheless, when we examine the rest of the activities, their major purpose was to 

teach students how to write a well-developed paragraph. Therefore, based on the above data, it is 

possible to conclude that the lessons were conducted through the process and the product approach 

alternatively. 

4.1.2.2 Results from Document Analysis 

The purpose of document analysis was to support the data obtained by observation which was to 

answer the research question number 2: “Do Grade 11 and 12 English language teachers mostly 

practise process approach in their actual writing classes at Halale secondary and preparatory 

school?”  Annual and daily lesson plans were seen to obtain an important data which could support 

the data obtained by classroom observations through documents. Both grade 11 and 12 English 

language teachers’ annual and daily lesson plans were observed and analysed quantitatively and 

qualitatively as follows.  

Table 4: The extent to which features of each approach was planned in annual lesson plan 

(G11) 
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No Approaches used Features of 

process approach 

used 

Features of product 

approach used 

Number of each 

approach 

Percentage 

Process Product Process Product 

 

1 

 

 

 

Product 

    And 

Process 

 Thinking 

activities 

 Group 

discussion 

 Editing 

 Explanation 

 Guided 

activities 

 Error free 

text 

 Controlled 

exercises 

 Write 

carefully 

3 5 37.5 62.5 

                                              

As can be seen from table 4 above, 5(62.5%) and 3(37.5%) were features product and process 

approach respectively which were described in grade 11 teacher’s annual lesson plan. This 

indicated that grade 11 English language lesson plan mostly focused on product approach than the 

process.  

Table 5: The extent to which features of each approach was planned in daily lesson plan 

(G11) 

No Number of total daily 

lesson plans evaluated 

Number of features of 

product approach 

Number of 

features of 

process 

approach 

Percentage 

Product Process 

1 5 

Total=25 

15 10 60% 40% 
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With reference to table 5 above, 60 %( 15) features of product approach and 40 %( 10) features of 

process approach were part of 5 consecutive daily lesson plans which were evaluated by the 

researcher. This suggests that majority of the features of grade 11 English language teacher used 

were of the product approach. As a result, when we see the triangulation between the data obtained 

from observation document analysis, an approach mostly practiced by grade 11 English language 

teacher’s writing classes was product approach as quantitative data indicated in tables 1, 4 and 5 

(65.5 %, 62.5 %,  and 60 % ) respectively. On the other hand, process approach was less focused 

which resulted (34.5 %, 37.5 % and 40 %) respectively. Therefore, product approach was mostly 

practiced by grade 11 English teacher. This result goes in line with (Tseganesh, 2016 and Tekle 

Ebabu, 2012).  

 

Table 6: The extent to which features of each approach was planned in annual lesson plan 

(G12) 

No Approaches used  Features of  

Product 

approach in 

number 

Features of 

process 

approach in 

number 

Number of 

teachers in 

grade 12 

Percentage 

Product Process 

1 Product  

     And 

Process 

23 22 5 51.1% 48.9% 

                                 

The result in the above table showed that 55% of the features of writing lessons listed in grade 12 

English annual lesson plans were of product approach and the rest 45 % were from the process 

approach.  
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Table 7: The extent to which features of each approach was planned in daily lesson plan 

(G12) 

No Number of total 

daily lesson 

plans evaluated 

Number of 

features of 

product 

approach 

Number of 

features of 

process 

approach 

Number of 

teachers in 

grade 12 

Percentage 

product process 

1 25 63 62 5 50.4% 49.6% 

 

As can be seen from table 7, 50.4% (63) and 49.6 % (62) of features were of product and process 

approach respectively under the features described in 5 grade 12 English teachers’ daily lesson 

plans as the researcher evaluated the five consecutive daily lesson plans. As a result, Grade 12 

English language teachers practiced nearly in equal way (averagely, process=49.6%, and 

product=50.4%). To conclude, grade 12 English language teachers were practicing process 

approach along with the product approach.  

 

4.1.3 The Challenges of Teaching Writing through Process approach 

4.1.3.1 Results from Interview 

The major purpose of collecting data through the interview conducted with English language 

teachers about the challenges English language teachers face in implementing the process 

approach during teaching writing skills was to get answers specifically to the research question 

number 3: “What are the most pressing challenges which English language teachers face during 

teaching writing as process?” 

Accordingly, on the basis of the interview held English language teachers at Halale preparatory 

school, there were a large number of constraints which influenced the implementation of the 
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process approach. Among the serious difficulties the respondents pointed out as challenges, the 

major ones were discussed as follows. 

1. Time Constraint 

The data showed that one of the impediments which constrained the successful implementation of 

the process approach in writing classes was time constraint. All of the interviewees agreed that in 

order to implement the process approach in writing classes successfully both teachers and students 

need sufficient time. As the respondents further explain, there are different activities in which they 

are engaged in apart from their teaching duties. Some of them are: handling different sections, 

engagement in student advising, involvement in research activities, lesson preparation, 

involvement in various extra-curricular activities, pedagogical works, free tutorial classes and so 

on. One of the detailed comments given by T2 was presented as follows: 

First and for most, to conduct process-oriented writing lessons, there must be 

sufficient time for both English teachers and students. When we see the reality in 

our department, most teachers are supposed to handle up to 20 and above credit 

hours per week. In addition to this, most teachers are expected to handle different 

grade levels of the department which need different preparations and mode of 

delivery. As it is known teaching writing requires working with students closely 

for longer time. It needs, for example, designing a variety of supplementary 

teaching materials, getting students produce a variety of writing and evaluating 

each student’s written work subsequently and providing feedback. Furthermore, it 

is sometimes important to arrange special classes to those students who need 

special support. Thus, having carried the teaching load I have already mentioned, 

it is difficult to fully engage students in process-oriented writing environment. Not 

only carrying the teaching load, but also teachers are required to participate in 

various committees, give tutorial service for female students. 

Over and above, they are requested to conduct action research during their spare 

time. When we see it from students’ side, mostly they learn at least 10 subjects per 

semester. As a result, it is difficult to call them for supplementary classes or give 

them intensive exercises and assignments to practise writing outside the classroom. 

The above responses disclosed that in order to fully implement the process approach in Writing 
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Skills classes, both teachers and students needed adequate time. The respondents were of the view 

that they are engaged in various activities apart from their teaching duties. The process writing 

experts, similarly, critique the consumption of too much time as one limitation in implementing 

the process approach. In this regard, the researcher is of the opinion that though the problems 

mentioned above have their own influence not to successfully conduct process-oriented writing 

classes, there are remedial solutions that can be sought through discussion at school. 

In his further explanation, T3 remarked that in process-oriented writing classes, students need 

ample time to practise writing. As practically can be seen, however, the department of English 

language wants each of them to cover the list of topics designed in the Annual plan according to 

the academic calendar of the semester. If all of the topics included within the lesson plan are not 

completed on time, it is considered as a serious breach of duty which will result in serious conflict 

with the school and other bodies concerned in the school. Consequently, due to the mismatch of 

time required to complete the content of the writing skills designed by the school and time needed 

to conduct process-oriented writing lessons, most teachers refrain from getting their students 

involve in the process- oriented writing instruction. 

2. Students’ Weak Background in Writing 

Writing is a cumulative effect of several years of experience. What is learnt at lower level has 

either positive or negative impact on the current teaching/learning practices. According to the 

information obtained from the interview conducted with English language teaches, all of them 

believe that most students did not have a good deal of writing experience when they were at earlier 

levels. T1, for example, states the condition as follows: 

I myself had an experience of teaching the English language at secondary school level 

(9-10) for about seven years. Due to various factors, I did not teach writing at 

paragraph or essay level. Even when some of my colleagues attempt to teach lessons 

on paragraph development, most students, especially those who prepare themselves 

for national examination, do not feel comfortable. One of their major reasons is that 

they need to learn those language items which have close connection with the national 

examination items such as grammar, vocabulary and passage comprehension. Thus, if 

a teacher attempts to teach writing at secondary school level, most students think as 

an activity which kills their time. Therefore, writing is one of the less attention given 
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skills at secondary school level. Due to these reasons writing instruction at 

preparatory level becomes a new experience to most students. 

The above remark indicated that most students who join preparatory learn writing for the first time. 

The researcher of this study attempted to examine the English language text books currently 

developed for Grades 9—12. Moreover, he attempted to borrow the new English syllabi from the 

school and look into it. The curriculum developers stated in the syllabi that writing is one of the 

language skills that have been given serious attention at each grade level. In the same way, the 

textbooks consist of a variety of writing lessons at the end of each unit. According to his informal 

discussion held with some secondary school English teachers, the problem is not related to the 

development of the text books or the policy of the curriculum. As they informed to the researcher, 

the major problems are three. The first one is pertinent to the nature of national examinations set 

at Grade Ten and Grade Twelve level. That means, most of the questions do not test the writing 

skills of students either at paragraph or essay level. The second problem is the large number of 

students who are learning in one classroom. As they explain further, writing needs teaching 

students how to write, getting students practise widely and giving continuous feed-back. When the 

number of students is too large, it is difficult to control all the above problems and conduct the 

lesson. The third one is students’ lack of interest. Most students do not want to write either because 

of its nature of difficulty or the time it consumes. 

As could be understood from the above responses, the students’ poor background was one of the 

factors which impeded the successful implementation of the process approach. 

3. Large Class-size 

As the respondents confirm large class-size is not only a problem of primary and secondary school 

education but also it is a constraint at preparatory level. In their further explanation, the 

respondents stated that Halale secondary and preparatory school urges to tolerate a maximum 

number of 65-70 students in one classroom. According to the respondents of the interview, having 

65 students in one language classroom is not manageable to conduct writing course effectively. 

Their argument was writing or any other language skill requires a strict follow-up of each student’s 

performance. As a result, working with each student, evaluating his/her everyday performance and 

giving feedback is difficult when the number is limited to 65. T4, for example, is of the opinion: 

I am required to give 6-10 assignments in the form of continuous 
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assessment per semester to each student. Then, if I am assigned to teach 

four sections of students, sometimes together with other department 

sections, how can I properly access each student and give him/her the 

assistance that is expected of me? 

In his further explanation, he stated: 

giving lecture and then allowing students to work in group and individually 

and assessing the performance of students are the methods of teaching that 

I am implementing. When I do this, I know that I am not discharging my 

responsibility of teaching as effectively as I wish. If the number of students 

is reduced to 35 or 30, however, as I said earlier, I can have opportunity to 

approach each student, understand his/her problem and provide him/her 

with the necessary support which enhances his/her writing competence. 

From the above view we perceive that English language teachers complained that teaching 65 

students in one classroom was difficult to deliver writing skill through the process approach 

successfully. They were of the assumption that in writing classroom where close follow-up and 

continuous assessment is required, the number of students needs to be limited to less than 50. Of 

course, no respondent indicated the exact number of students which is manageable in writing 

classes. Studies indicate that large class size is a serious problem of several developing countries. 

In our case, the problem may continue for the coming few years until the number of teachers in 

each school becomes proportional with the number of students, more classrooms are built in each 

school and sufficient resources are made available. Until then, there are various measures that can 

be taken by English teachers, the school and administrates. The first one is developing an attitude 

that organizing students into various groups and working with each group is one way of alleviating 

the problem. Secondly, familiarizing students with a variety of feedback provision mechanisms 

and encouraging them to implement them on various written texts is another way of curbing the 

problem. Thirdly, different consultation forms can be organized and teachers can share experience 

on teaching writing in large classes. 

4. Lack of In-service Trainings 

As can be understood from the responses given to the interview, three of the respondents disclosed 

that they have not attended any workshops and seminars organized for English Language teachers 
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either at regional or national level. We know that our world is going fast with dynamic changes. 

Hence, it is compulsory to adjust oneself with modern thinking. In this regard, Freeman and 

Richards (1997) strongly remark that unless teachers update their knowledge and insights from 

time to time, it is obvious that their teaching cannot produce efficient citizens who can keep 

themselves abreast of modern innovations. 

From the above view we understand that though formal educational trainings at school level are 

crucial in producing efficient teachers who can discharge their teaching responsibilities 

competently, different in-service trainings have their own contributions to update their thinking 

and insights Hillocks (1987). In order to familiarize oneself with modern theories and practices, 

one of the mechanisms is getting intensive short-term trainings which help to refresh the mind of 

the practitioners. When we associate the case with foreign language instruction, a number of 

changes are taking place across the world within various contexts. As a result, different educators 

recommend that short-term in-service training is one of the mechanisms for foreign language 

teachers to adapt themselves with new findings and innovations that help them modernize their 

method of teaching. The belief is that such kind of trainings help teachers assess their beliefs and 

attitudes in the light of recently developed theories and practices. 

As we could see from the above responses, however, half of English language teachers in Halale 

preparatory school did not get opportunities to attend upgrading or refreshment workshops and 

seminars. This implies that majority of them are teaching writing courses based on the formal 

trainings that they got from school. In fact, there is a possibility to read and improve the standard 

of one’s profession, the argument is that when different teachers come together to get training, 

they expect lessons not only from the organizing body of the workshop or seminar but also from 

the participants who have several years of teaching experiences. 

5. Shortage of Reference Materials 

According to the responses to the interview, the other constraint mentioned in the as an impediment 

in implementing the process approach at Halale secondary and preparatory school was shortage of 

reading materials which help students practice writing in the context of the process writing 

paradigm. According to their opinion, English language is offered to thousands of secondary and 

preparatory students, yet the most important books reserved for reference are not more than ten in 

number. In fact writing is a skill that often students develop through their own continuous personal 
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effort. Nevertheless, good writing is always the result of good reading. Unless students read a lot 

of literature and familiarize themselves with various styles of writing and uses of expressions, it 

will be difficult to improve one’s writing. Similarly, the theoretical framework of the process 

approach states that writing is not a skill to be learnt merely by practising in the classroom. 

Students must be exposed to a variety of writing activities that they practise outside the classroom, 

as well. Hence, in order to encourage students to learn writing independently, the availability of 

sufficient reference materials is unquestionable. 

 

The other problem is related to students’ reading habit. The respondents have the view that several 

of the preparatory students do not have habit of extensive reading.T4, for example, reported that 

when he asks students to tell him whether they have ever read any book written in English during 

their spare-time, no student could tell him the title of a single book. This implied that unless 

students develop the habit of reading different literatures written in English, it is difficult to 

improve their writing skills. 

6. Cultural Influence 

According to the comments given by T1, one of the factors which affected the full implementation 

of the process approach is lack of writing culture in the community. He is of the view that most 

Ethiopians’ cultures do not encourage writing. Mostly people come together, discuss various issues 

and depart. Writing journals, keeping diary, recording personal experiences are not the inherent 

behaviors of most Ethiopians. In addition, those students, especially who come from poor and 

illiterate families, do not have favorable environment to practise writing. For example, those 

students who come from economically poor families cannot get sufficient support such as 

supplementary reading materials, computers and the like which motivate them to write on various 

issues and get feedback from their parents; as a result, mostly they are not inspired to write on 

various issues personally. Moreover, students coming from such family must support their family 

with a lot of house and farm activities in order to improve the livelihood of the family. Thus, they 

do not have spare time to practise writing. 

 

4.2 Discussions of the Study 

This section presents the analysis of the data collected through teachers’ interview, classroom 

observation and document analysis under each team of the study and it discusses how this study 
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agrees or disagrees with other related studies and scholars views. The relationships and the 

implications of the data collected through the three different instruments are also evaluated. 

 

To begin with the findings regarding teachers’ attitude about stages of teaching writing effectively 

(Table 1), all of the English language teachers have the belief that following systematic stages of 

writing has a lot of advantages in writing classes. This belief is apparently consistent with the view 

of a scholar like Hedge (2005) who notes that students can be good writers only if they write a lot. 

The teachers also hold the belief that process approach is better method to teach successful writing. 

In connection to this, the proponents of process approach believe that learning to write involves 

creative thinking so as to discover meaning which can be polished and republished in the course 

of the hierarchical movement. Accordingly, the role of the teacher is to create flexible, smooth, 

positive and non-threatening environment in which the student writers experience the different 

stages of process writing: planning, generating ideas, structuring, drafting, reviewing, and editing. 

In the same way, the feedback provision mechanisms includes: teacher evaluation, self-evaluation, 

peer evaluation, conferencing, commenting and so on (Hedge, 1991). However, ‘to believe’ does 

not mean ‘to practice’ in the context of this study since the teachers in focus failed to put their 

beliefs into practice. 

 

The classroom observation, which showed that teachers teach writing giving more focus to the 

product approach (see Table 3). This finding is consistent with Alamirew’s research (2005), which 

indicated that students do not learn writing effectively because English language teachers do not 

give attention to the skill. Generally, although the teachers believe process writing as an effective 

approach to writing skill which requires critical thinking and regular practice, they failed to put 

this belief into practice by engaging their students in learning the skill through consistent. 

 

One can also question the teachers’ claimed belief that all teachers prefer initiating students to 

generate ideas before they start to write is a vital feature of process approach. If the teachers indeed 

live by this belief, one can expect them to prove it by acting as frequently as required. However, 

they were not found doing this, and this may indicate that there is weak correlation between 

teachers’ belief and their practices. 
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The fact that all of the teachers in focus believe that encouraging students to select their writing 

topic as a significant feature of process writing, and also claimed that visiting and guiding the 

students while they are writing (see table 2) show that there is no significant problems with 

teachers’ attitudes regarding the contribution of process approach to teach effective writing skill. 

This finding appears to be in contradiction with Alamirew’s (2005) study, which demonstrate that 

high school English language teachers do not teach writing since they believe that writing is less 

important than the other language skills or language forms. As a result, the problem in teaching 

writing to preparatory school students does not seem to be the result of teachers’ negative attitude; 

rather it emanates from their failure to practice what they believe in. To sum up, the findings show 

that there appears to be loose relationship between teachers’ attitude of teaching writing through 

process and practice of teaching the skill. This condition may force one to critically consider Noe’s 

(2005) claim that the individual’s perception is realized through action, because in this case, either 

the teachers’ perception is only a claimed one, or it can be argued that not all perceptions are shown 

in action.  

 

The results pertaining to whether the teachers are interested to make students rewrite their text 

using the correction they get imply that all of the teachers hold that students must be motivated to 

rewrite their poor text using the feedback given. This is inter connected to the recommendations 

the process writing proponents give regarding reviewing which entails deleting, reformulating,  

cutting, moving different parts writing to different positions, adding new ones and even some times 

going back and revising, etc.( Trimbur, 1994). Nevertheless, it was found during the observation 

that teaches were not focusing on feedbacks (teacher feedback and peer feedback) and were not 

purposely focusing on initiating students rewrite their paragraphs or essays. From this, one can 

deduce that teachers mostly require students to write error-free sentences.  

 

Regarding practice, although the teachers believe that following the specific stages (features of 

process writing) while writing helps students to improve their writing skills, the data obtained from 

classroom observation and document analysis (annual and daily lesson plans evaluation) shows 

that features of the process approach were rarely focused especially in grade 11 and less focused 

in grade 12 than the features of the product approach (see table 3). The implication of the above 

finding is important. One can infer that although all teachers believe in the significance of 
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strategies (stages) in the process of writing, they may suppose that emphasis on writing strategies 

means giving explicit explanation of the stages of the writing process. That could be why, during 

the observation as described in the lessons descriptions, in the most observed lessons the teachers 

were seen explaining the stages of writing to their students instead of practically engaging the latter 

in generating ideas, planning their writing, writing first drafts, checking their paragraphs/essays 

and writing final drafts. While teachers can play a valuable part in raising awareness of the process 

of composition by talking explicitly about the stages of writing, their efforts can be fruitful if only 

they involve their students in the process by structuring activities that take account of the stages 

(Hedge, 2005).  

 

Regarding the comparison between the process approach to teaching writing with the product 

approach, which focuses on the final product, all of the teachers expressed that they prefer the 

former (see table 1). However, when it comes to practice, as it has been indicated earlier based on 

the classroom observation and document analysis mostly the teachers in focus teach free writing 

only in few selected writing lessons especially in the pre-writing stages. In these situations, it can 

be difficult to give students sufficient chance to practice the process of writing. Thus one can 

conclude that teachers are not doing all they can do to train their students to master the process of 

writing which enables them to develop the skill of writing autonomously. In this regard, it appears 

that teachers’ attitude of process writing approach and their practice of teaching the skill are 

weakly correlated.  

  

Regarding generating ideas, selecting topic, visiting and guiding while writing and rewriting based 

on correction given, all the teachers claimed that they are interested in these activities. However, 

the teachers’ practices of promoting idea generation, topic selection, visiting and guiding the 

students while they are writing and rewriting based on feedback given appear to be inadequate. 

This is evidenced by the classroom observation and analysis of annual and daily lesson plans which 

disclosed that process writing does not receive enough emphasis in classroom instruction. For 

example, when the activities in the writing skills classes were evaluated in the light of the process 

approach to writing instruction, the following limitations were observed. Firstly, students were not 

given full freedom to select their own titles; therefore, they were dependent on the titles that their 

teacher had selected for them. This in turn might lead them to think that their writing was to some 
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extent under the control of the teacher. Secondly, according to the criteria set by the writing 

teacher, meaning (content of the paragraph) was often given less attention. As observed during the 

class time, the teacher had given second or third rank to content in evaluating his students’ 

narrative paragraph. This implied that on some parts of the lessons, the focus of the instruction 

was to enable students produce accurately written texts. Thirdly, the students were not oriented 

what errors were meant to while they were producing a variety of paragraphs. As the researcher 

discussed with some them informally, many students had the perception that the major purpose of 

learning writing was to avoid errors and finally come up with accurately written work. Thus, in 

the situation where the important features of writing activities receive less emphasis, it is hard 

imagine adequate process writing. This also shows that the teachers’ belief of how effective writing 

should be taught only loosely correlates with their practice. That is to say teachers seem to lack 

practical skills, courage, and determination to practice what they preach.  

Regarding the challenges, according to the data from the interview conducted with six preparatory 

English language teachers, research question number 3 was answered as follows: The research 

question is “What are the most pressing challenges which preparatory English language teachers 

face during teaching writing as process? Correspondingly, all of them agreed that in order to 

implement the process approach in Writing Skills classes successfully, the following factors were 

major constraints: lack of sufficient time, students’ lack of writing experience at secondary school 

level, large class-size teachers’ attitudinal differences, lack of in-service training, scarcity of 

sufficient reading materials in the library, students’ cultural influence, etc., were among others. 

This is congruent with other few related works (Mesfin, 2013; Tseganesh, 2016; Yonas, 2015). 

 

At this point it is necessary to check whether the findings highlighted in the above discussions 

answer the specific research questions. Firstly, it has been demonstrated that all of the teachers 

believe writing as a skill that requires the specific stages in its practice (generating ideas, planning, 

writing first draft, checking/editing and rewriting the final draft). All of them also believe that 

writing becomes better when it is taught with the process approach in which the specific strategies 

such as topic selection, thinking activities, planning pair/group discussion, peer/teacher feedback, 

and guidance, writing first draft, editing and rewriting are in focus. These findings answer the first 

research question stated as “What attitudes do preparatory English language teachers have to 
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teaching writing through process approach?” Secondly, the teachers’ minimal attention to the 

effective strategies in writing such as topic selection, generating ideas, panning, pair/group 

discussion, peer/teacher feedback and so on.  

Besides, their emphasis on guided and controlled writing are related to practice and answer the 

second research question “What is the extent of implementation of process approach?” Finally, 

the major constraints such as lack of sufficient time, students’ lack of writing experience, lack of 

in service training, scarcity of sufficient writing materials in the school library, students’ cultural 

influence and etc. are some of the most pressing challenges which are attributable not to fully 

implement the process approach for English language teachers at Halale secondary and preparatory 

school and provides answer for the last specific research question “What are the most pressing 

challenges which preparatory English language teachers face during teaching writing as 

process?” 
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CHAPTER FIVE: MAJOR FINDINGS, CONCLUSIONS AND 

RECOMMENDATIONS 

 

5.1 Major Findings of the Study 

The major objective of this study was to investigate the extent of implementation of process 

approach in Writing Skills classes at Halale secondary and preparatory school grade 11 and 12. 

Hence, in order to conduct the study, the researcher employed different research tools such 

observations conducted in the selected classes of  both grade 11 and12  Writing Skills classes for 

five consecutive writing lessons, semi-structured interviews conducted with 6 preparatory English 

teachers and, document analysis to the evaluation of teachers’ annual and daily lesson plans. 

The major research tool, which was used to gather data for this study was observation conducted 

in five Writing Skills classes. The major purpose of the observation was to find out answers 

especially to research question number 2: “What is the extent of implementation of process 

approach?” 

The results of the data from the observation sessions in Writing Skills classes revealed that most 

(65 %) of the activities in grade 11 were implemented with the product approach and the rest 35% 

were of the process approach. On the other hand, 48.2% of the activities were, by and large, 

accomplished in accordance with the theoretical background of the process approach in grade 12. 

The other 51.8%, however, were largely in conformity with the product approach (subtotal of both 

grades, process=41.6% and product=58%).  Besides, data obtained with document analysis 

(evaluation of teachers’ annual and daily lesson plans) that is (G11, process= annual (37.5), daily 

(40%); product (annual, (62.5%), daily, (60%); (G12, process= annual (48.9), daily (49.6); 

product= annual (51.1%), daily (50.4%); subtotal (process= 44%, product= 56%) has strong 

correlation with the results gained with classroom observation as indicated above. 

On the basis of the responses obtained from teachers through interview and the discussions of the 

results, the first research question, which goes as: “What attitudes do preparatory English 

language teachers have to teaching writing through process approach?’’ was answered as follows. 
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As analysis of the results indicated, 100% of the respondents had the attitude that they frequently 

prefer to use the process approach which holds better strategies in presenting the writing lessons 

than that of the product approach which focuses on the end product.  

Though the teachers’ attitude to teach writing skills through the process approach is definitely 

positive, their practices to this approach is weakly correlated to what they believe. According to 

the data from the interview conducted with English language teachers, research question number 

3 was answered as follows: The research question is “What are the most pressing challenges which 

preparatory English language teachers face during teaching writing as process?” 

Correspondingly, all of them agreed that in order to implement the process approach in Writing 

Skills classes successfully, the following factors were major constraints: lack of sufficient time, 

students’ weak background in writing, large class size, and lack of in-service training, shortage of 

reference materials and so on.  

 

5.2 Conclusions 

On the basis of the major findings in this study, the following conclusions were drawn.  

 The results obtained from the discussions of the interviews data revealed all of the 

respondents confirmed that they like the process approach in presenting the writing lessons. 

 Despite their expression views that they like practicing process approach while teaching 

writing skills than the product approach, majority of the activities which were being 

implemented by the teachers in their writing classes were of the product approach. In other 

words, the extent of implementation of process approach to teaching writing skills were to 

the minimal amount. 

 In responding to the challenges which obstructed the appropriate implementation of the 

process approach in writing skills classes, all of the teachers capitalized on the following 

problems as the major ones: time constraint, students’ weak background in writing, large 

class size, lack of in-service training, shortage of reference materials and so on.   
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5.3 Recommendations 
On the basis the findings and the conclusions drawn from them, the following recommendations 

can be forwarded.  

 It is necessary that the teachers in focus give great emphasis to process writing approach 

where the main purpose of writing instruction is to motivate learners to generate ideas, 

draft them into texts and discover meaning by themselves with less attention to linguistic 

accuracy.   

 The belief is that if students are frequently allowed to develop their writing skills through 

constant practices, it is possible to gradually develop accuracy and fluency.  

 

 Teachers also have to allocate sufficient time for their students for selecting topics, 

generating ideas, writing drafts, conducting revisions and writing the final draft of their 

paragraphs or essays. Teachers should also try their best to internalize their claimed beliefs, 

develop practical skills, and possess courage and determination to put their beliefs. In 

addition, the Ministry of Education or other responsible bodies need to train teachers, 

especially in the implementation of the process approach to the teaching of writing. 
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APPENDICES 

Appendix 1: Classroom Observation Checklist 

No                                 Items 
O1 O2 O3 O4 O5 

   A. A Process Approach in focus Yes No Yes No Yes No Yes No Yes No 

1 The teacher was involving 

students in a thinking activity 

before they start writing. 

          

2 The teacher was initiating the 

students to select their 

writing topic. 

          

3 The teacher was encouraging 

students to identify the 

relevant idea that they need 

to get across the expectation 

of the reader. 

          

4 The teacher was suggesting 

the students to examine 

oneself while all other ideas 

are strongly related to the 

key idea under discussion. 

          

5 The teacher was encouraging 

pair or group discussion on 

their writing. 

          

6 The teacher was motivating 

the students to list their 

ideas. 

          

7 The teacher was helping the 

students to write their first 

drafts. 

          

8 The teacher was visiting and 

guiding the students while 

they are writing. 
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9 The teacher had provided 

checklists or guidelines to 

guide students’ writing 

          

10 The teacher was giving 

sufficient to the students 

during their writing. 

          

11 The teacher was helping the 

students to evaluate the 

extent to which their whole 

writing is successful in 

achieving the goal.  

 

 

          

B. Product approach in focus 

12 The teacher was focusing on 

the end products of the 

students’ writing. 

         

13 The teacher was emphasizing 

on familiarizing the students 

with principles and rules for 

writing. 

          

14 The teacher was involving 

the students in controlled 

exercises. 

          

15 The teacher was encouraging 

the students to write by 

giving guided activities. 

          

16 The teacher was encouraging 

the students to write error 

free writing. 

          

                       Keys: 

O1-------------------------------------- Observation 1 

O2--------------------------------------- Observation 2 

O3--------------------------------------- Observation 3, etc. 
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Appendix 2:  SEMI- STRUCTURED INTERVIEW FOR ENGLISH LANGUAGE 

TEACHERS 

 

Dear Teacher: The purpose of this interview is to gather raw data which would be analysed and 

incorporated into my MA research. The major objective of the research is to investigate English 

language teachers’ attitudes, practices and challenges of teaching writing skills through the 

process approach at Halale preparatory school. Thus, your co-operation and willingness to 

provide genuine and accurate response to each of the items determines the quality of the ultimate 

findings of this research. Therefore, I courteously request you to respond to each of the items 

carefully and honestly. Please note that the items included in this interview are mainly meant to 

collect the kind of information needed for this research. I do not dare to say here that the items 

cover all information needed for this research. Hence, I request you to add any items of 

information that you think are necessary in promoting the quality of this research and reflect 

your insight. 

Please note that any information that you give to each item of the interview is kept confidential 

and thus I request you to feel free and respond to each item without any queries. For this reason, 

you are not required to mention your name. 

Thank You Very Much! 

Meles Yohannes 

Instruction I: Below are interview Items on your attitudes about teaching writing in 

process oriented approach. Please listen to each of the items very carefully and then 

provide your responses briefly and clearly. 

 Questions concerning teachers’ attitude towards teaching writing in process approach 

A. Open-ended interview questions 

1. Do you believe that teaching writing effectively should pass through systematic stages or 

procedures like thinking stage, topic selection, listing ideas, discussion, writing first draft, 

guidance, giving sufficient time and rewriting?  

        Yes  No                    Discuss your reason  

2.Do you think that process approach (features: thinking activities, students select their own topic, 
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identifying relevant ideas, discussion, listing ideas, giving sufficient time and rewriting) is better 

than that of product approach (features: focusing on the end product, rule governed, controlled 

exercises, guided activities, error free writing etc.) in teaching effective writing skills?                                                                          

Yes                            No                                  Discuss your reason.  

 

B. Close-ended interview questions 

No Items N of 

respon

dents 

Responses 

Yes No 

1 Do you like initiating students to generate ideas before 

they start to write? 

6   

2 Do you think that encouraging students to select their 

writing topic is a significant feature of process 

approach? 

6   

3 
Do you like encouraging pair or group discussion on 

students’ writing? 

6   

4 Do you like peer/teacher feedback in students’ 

writing? 

6   

5  Do you like motivating the students to list their ideas 

before they start writing?                                                                          

6   

6 Do you feel positive in helping and guiding the students to 

write their first drafts? 

6   

7 Do you believe that giving sufficient time to students’ 

writing is a vital feature of effective writing process? 

6   

8 Are you interested to make students rewrite their text 

using the correction they get? 

 

6   

9  Do you enjoy encouraging students to write by giving 

guided and controlled activities? 

6   

10 Do you like encouraging the students to write error free 

writing? 

6   
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B. Questions about challenges teachers face when they are implementing the features of process 

approach to teaching writing 

1. Mention the major challenges you have been facing while teaching writing skills through 

process approach. 

Instruction: Put a tick mark () to the response, you agree on. 

No Items Yes No 

1 Time constraint   

2 Students’ weak background in writing   

3 Large class size   

4 Teachers’ attitudinal difference   

5 Lack of in-service training   

6 Shortage of reference materials   

7 Cultural influence   

8 Lack of discussion forums   

 

2. Discuss how the selected challenges affect your teaching of writing process and add if any more. 

Appendix 3: Sample teachers’ interview transcription 

              T1: I have to follow systematic stages to teach the writing to my students, otherwise  

                         the students will not be benefited from their learning and will never improve their 

                        Writing skills. Thus, to teach successful writing, following specific procedures is 

                        Very significant. 

              

             T2: I suggest process better tool than product because in process the teacher gives 

                            More chance to the students to try and keeps the stages of writing such as pre,  

                            While and post stages and also guides the students while they are writing.  

                            Besides, the teacher gives time to the students to rewrite their text until they  

                           Find it improved. 

Appendix 4: Checklists of Document analysis 

 
Main topic 

Number of features 

used 

Number of features 

of process approach 

Number of features 

of product approach 

Annual lesson plan    
Daily lesson plans    
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