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ABSTRACT 

In this thesis, I study the effects of the emerging combined “Process-Genre 

Approach (PGA)” on writing performance and writing anxiety among ESL Intermediate/ 

Pre-university academic writing learners in Pakistan. The purpose of this explanatory 

sequential mixed method research project is to put forward some practical ideas, 

approaches, strategies, and practices for ESL academic writing students and teachers to 

improve the overall quality of writing and to reduce writing anxiety.  

The research tools used to collect data from 80 ESL academic writing students 

and 20 ESL academic writing teachers were pre-and post-tests, “Second Language 

Writing Anxiety Inventory (SWLAI)” a three-dimensional Likert Scale 22 item 

questionnaire, and semi-structured interviews. Pre- and post-tests were used to collect 

data afore and afterward the intervention, a purposefully deliberate academic writing 

module based on the process-genre teaching writing methodology. Tests were evaluated 

according to ‘ESL Composing Profile’, the rubric comprising ‘content, organization, 

vocabulary, language usage, and mechanics’ as sub-components of writing. Descriptive 

Statistics including mean and standard deviation, inferential Statistics including 

Wilcoxon signed-rank test, paired sample T-test, and qualitative thematic analysis were 

put in to yield statistically significant mean difference establishing that the total mean 

writing performance score was improved from pre-test to post-test score in the 

experimental group as compared to the total mean scores of the control group. Qualitative 

data analysis of students’ and teachers’ interviews also supplemented that the treatment 

was productive in improving writing performance.  
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Writing nervousness/ ‘anxiety’ is one of the major challenges and affects writing 

performance. This study explores the effects of process-genre teaching writing 

framework on writing anxiety among ESL intermediate/pre-university students. ESL 

writing anxiety data were collected before and after the designed academic writing 

module based on the process-genre approach. Descriptive statistics including mean and 

standard deviation, inferential statistics including Wilcoxon signed-rank test, correlation, 

and qualitative thematic analysis were applied to obtain statistically significant results 

that show the overall writing nervousness/anxiety scores dropped after the intervention 

among the intervention Experimental Group. Qualitative data analysis of students’ and 

teachers’ interviews also explains the quantitative results by identifying the cause of 

writing anxiety and the effectiveness of the Process-Genre Approach to reduce three 

subtypes of writing anxiety. 

In this study, the researcher interviewed those Intermediate/Pre-University 

students and teachers, who used the process-genre (PGA) teaching L2 writing 

framework. The students found out that the following four strategies embedded in the 

process-genre approach (PGA) were helpful to diminish their writing anxiety after the 

intervention: (1) collaborative writing (2) preparation (3) peers’ and teachers’ positive 

feedback and constructive criticism and (4) application of the recursive process of writing 

for different genres of academic writing.  

It is suggested that the PGA teaching model should be implemented for teaching 

ESL writing, especially at the Intermediate /Pre-University level. It is also suggested that 

ESL writing teachers apply the process-genre approach (PGA) in the classes and 



VIII 
 

encourage students to understand writing for different genres of academic writing to 

improve ESL academic writing performance and reduce writing anxiety.  

Key Words 

ESL Writing Pedagogy, Academic Writing Teaching Approaches, ESL Writing Anxiety 
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CHAPTER ONE 

INTRODUCTION 

 In this Chapter, academic writing pedagogical methodologies are discussed 

briefly including process-genre teaching writing methodology. The prevalent traditional 

teaching academic writing pedagogies are not conducive in the context of learning ESL 

academic writing. There is a need to initiate a pedagogical shift to improve ESL writing 

students’ academic writing abilities at all stages, mainly at the pre-university/intermediate 

level in Pakistan. ESL academic writing students’ inadequate writing abilities were 

identified in the literature and directly observed being an ESL writing teacher. ESL 

academic writing students’ inadequate writing abilities always intrigued me to reflect on 

their academic writing difficulties. It is believed by many ESL writing researchers that 

the poor writing abilities among learners are mainly due to the outdated, teacher-centered, 

conventional writing methodology, i.e., labeled as product approach. This scenario of 

teaching ESL academics in Pakistan intrigued me to study the effects of combined 

process-genre teaching writing methodology on the intermediate/pre-university. Research 

objectives, questions, and design are also introduced in this chapter along with the 

highlighted scope and significance of the study.  

English has become one of the most important international languages (EIL) 

being used for ‘effective communication in today’s multilingual and multicultural world’ 

(Lee, &  Drajati, 2019). There are 1.5 billion English speaking, people over the globe, 

which is 20% of the world population (Lyons, 2017). English is one of the official 

languages in Pakistan and its importance is mounting continuously in all spheres of life, 

including academics, business, technology, and social contexts (Rahman, 2002; Mansoor, 

2003; Channa, Manan & David, 2020). Pakistani learners of the English language should 
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require a good knowledge of the English language to interconnect with the global 

community at large. English is essential for Pakistani students to excel academically and 

professionally (Haidar, 2018). The English language is considered ‘indispensable for 

social mobility and survival’ that demands an improved English language teaching 

situation in Pakistan. The education system in Pakistan should give more prominence to 

English language teaching at schools and college levels and new English Language 

Teaching (ELT) methodologies should be introduced based on the learning processes to 

promote lifelong development. Haider (2019) perceives that the spread, usage, and 

importance of English in Pakistan is no longer because of regional colonial history, 

conversely, it is due to the everyday practical use of the English language.  

1.1 Background and Importance of the Study 

The standing of the English Language is noticeable because it is the language of 

communication throughout the world and the need for L2 writing learning is deliberated 

significant due to the influence of English as a lingua Franca (Ajmal & Irfan, 2020; 

Nguyen, 2019). English is used as the official language and is also being used and 

imparted at different levels in almost all of the educational organizations of Pakistan 

(Rahman, 2002; Mansoor, 2003). Writing skill is critical for all educational stages and 

professional life (Coleman & Capstick, 2012). 

The concept of literacy; the ability to read and write is although an ancient 

concept but the desire to be literate the population are only two hundred years old 

concept, and it became clear with the growth of societies and industrialization that 

citizens should be capable of reading and write for the development of a society in all 

spheres of life. Therefore, to play the role in society and take part in social and individual 
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development the ability to write is indispensable in today’s world of knowledge (Harmer, 

2008).  

Writing is a crucial and important ability, and it helps us to achieve several 

objectives: we can express ourselves through writing and we could nurture 

communication. It helps us to develop the ability to contemplate, deliberate, and ponder. 

It promotes logical and critical thinking and the power to argue, self-reflection, and self-

evaluation. Through writing one can provide and receive feedback and the ability to write 

required us for education and occupation (Chappell, 2011 cited in Klimova, 2013).  

Academic writing has its own set of practices and principles. Academic writing 

follows a rigorous tenor: (tenor is the relationship between the author and the audience) 

and sticks to the instructions and principles of grammar, punctuation, and spellings 

(Fareed, Ashraf & Bilal, 2016). The ability to write is vital because it is used extensively 

during education and even more on the job. If learners do not learn how to communicate 

in English, it would be hard for them to interconnect with fellow students, instructors, or 

employers. Mostly both in educational and professional settings communication is done 

in “writing proposals, memos, reports, applications, preliminary interviews, e-mails, and 

more are part of the daily life of a college student or successful graduate” (Walsh, 2010 p. 

9). 

Writing devours a distinctive place in language teaching as it comprises a 

“practice and knowledge of other three language skills” i.e., speaking, reading, and 

listening. Furthermore, writing entails grasping additional abilities, such as metacognitive 

abilities (Kilmova, 2013). Writing is for communication like all further features of the 

language. In the real world, we use writing for “e-mails, letters, lists, notes, cover letters, 
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reports, curricula, assignments, essays, articles, blogs, forums, and websites.” Writing is 

done mostly for communicative purposes and a target audience. Despite the fact most 

often the English language classroom of writing shows an absence of that most 

significant communicative purpose. Conversely, there is a need to devise methods to 

convert our writing classes to more communicative and congenial (Marlina & Giri, 

2014). Hyland (2003) considers that progression in the language development of an ESL 

learner is closely associated with the development of writing skills. A written content 

produced by an ESL writer should be, “cohesive, logical, clearly structured, interesting 

and properly organized with a wide range of vocabulary and mastery of conventions in 

mechanics.”  

 Hutton & Gibson (2019) talk about academic writing which is the premiere 

concept of writing that a school offers students to develop. Hundarenko (2019) finds the 

importance of developing academic writing skills for EFL/ L2 students’ both academic 

and professional life. According to Leki (1998), academic writing has a “formal structure 

and its own set of rules and conventions” that follows traditional rules of punctuation, 

grammar, and spelling. Academic writing endorses backing ideas with proper citations 

from the literature. It deals with the fundamental concepts and ability to reason that is 

leading to processes, in addition to realizing alternate clarifications and explanations. 

Academic writing can be defined in different ways; one of them is that academic 

writing is for research and academic pursuits like writing research papers, thesis and 

dissertation writing, and academic assignments and for the presentation of the theoretical 

framework. Academic writing is for the presentation of scholarly work for a specific 

audience and is substantiated with credible citations and pieces of evidence. English for 
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academic purposes (EAP) experts have clearly defined it as a type of writing different 

from personal and informal. Lapp, Wolsey, and Fisher (2012) inquired about the 

students’ and teachers’ observations regarding academic writing. According to the 

student definitions of academic writing, “mechanics, format, vocabulary, content literary 

devices or response personal purpose, register, and effort general writing competence” 

are the main features identified by students; while teachers’ identified features: “Bloom’s 

taxonomy including synthesis, organization and format and use of language writing 

traits” (Wolsey & Fisher, 2012, p. 717-718).  

Writing is an important skill, and several pedagogical approaches are applied to 

teach writing over the decades.  

1.1.1 Product Approach 

A product approach is a teacher-centered approach that pays attention to the final 

piece of writing.  The most required abilities are “vocabulary use, grammatical usage, and 

mechanical considerations like grammar and punctuation” (Brown, 2000, p.8). The 

product approach makes the writer focus on the finished text, or the product of writing, 

rather than on the steps and stages required to write the final product. (Raimes, 1983).   

1.1.2 Process Approach 

The Process Approach was introduced to substitute the product approach. The 

process approach counts several stages, i.e., prewriting stage (brainstorming, group 

discussion, and assessing ideas,); drafting stage; seeking feedback stage from peers or the 

instructor; revising stage (looking at the overall focus, reconsidering, and organization). 

In contrast with the product approach, the process approach focuses on the writing 

process rather than the final product. (Rusinovci, 2015). 
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Figure 1: Process Approach of Teaching writing (White & Arndt, 1991) 

1.1.3 Genre Approach 

The genre approach became more well-liked together with the concept that 

student writers may advantage from assessing a variety of written texts. In the genre 

approach writing “involves not simply activities in a writing process, but also the purpose 

of writing, the context and the conventions of the target discourse community” (Gao, 

2007 p. 287). By exploring different genres, most learners may comprehend the gaps in 

form and structure and then relate what they have learned to their writing. In the 

classroom, writing projects could be introduced which are based on different academic 

genres such as the genres of company letters, essays, editorials, with roots in the world 

(Nunan,1989, p.180) 
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Figure 2: Hyland’s Model (2003) of genre teaching and the learning cycle cited in 

(Dirgeyasa, 2016, p.49) 

1.1.4 Process-Genre Approach (PGA)  

Many writing teachers observe and believe that one approach should not be 

rigidly adopted. The amalgamation of the process and the genre approaches was 

introduced by Badger and White (2000, pp.153-159), and has suitably named the 

Process-Genre process. This technique allows learners to observe the affiliation between 

purpose and form as they utilize the procedures of “the Process-Genre technique 

separated in six steps: (1) preparation, (2) modeling and bolstering, (3) planning, (4) joint 

constructing, (5) independent construction, and (6) revising” (Badger & White, 2000, 

pp.153-159). 



8 
 

 

Figure 3: Genre- Process Approach to Teach Writing Model (Badger & White, 2000 

p.157) 

1.2 Statement of the Problem 

Numerous factors affecting students' writing skills have been recognized in the 

literature in the field of ESL writing pedagogy. It is maintained that deficient written 

work by ESL academic writers is affected by two aspects: the instructor and the learner. 

Tutors need to practice appropriate teaching methodologies to covenant with matters of 

pupil writers, providing transitory and practical feedback to writing students; and most 

critically, teachers cannot engage suitable instructional approaches and methodologies in 

the ESL context of Pakistan (Ajmal & Irfan, 2020; Rizwan, Akhtar & Sohail, 2017). In 

Pakistan, general English courses are being taught with outdated writing instruction that 

scarcely furnished the prerequisites writing ability among ESL academic writing 

university students. “English language community in Pakistan regularly shares 

composing related issues” (Fareed & Khan 2015, p.158). 
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These composing-related issues also include factors that relate to the writing 

anxiety of learners who are usually not clear about the purpose and implication of their 

writing (Fareed, Ashraf & Bilal, 2016). The major part of EFL/ESL writing learners 

experience a great level of writing nervousness (Latif, 2007).  

The writing skills at the university level is considered very important “therefore, 

effectual teaching writing approaches need to be focused on to help those learners who 

cannot put together an appropriate piece of academic writing without considerable 

writing apprehension or writing anxiety” (Ajmal & Irfan, 2020, p.742). Numerous 

learners in Pakistan join ESL writing courses at the university level from different 

learning backgrounds and styles. ESL learners in Pakistan are required to follow 

academic standards, particularly in the field of ESL academic writing for the purpose to 

get admission into and continuance of their undergraduate studies. In fact, in Pakistan 

ESL academic writing syllabuses are still following the outdated language teaching 

methodologies, and as a result, learners have instructed ESL writing primarily by 

remembering “grammatical formations and secluded expressions” (Ajmal & Irfan, 2020, 

p.742).  

It is important to introduce and explain effective teaching writing methodologies 

to teach academic writing courses. Teaching academic writing to ESL students at the 

Intermediate/ pre-university stage can be an intricate task since some instructors and 

many learners do not completely comprehend the notions of Process and Genre, 

relatively newfangled teaching writing methodologies in the setting. The same issue of 

employing conventional teaching writing methodology is not greatly different from other 

ESL/EFL settings (Getnet, 2019). Poor aptitude for writing among ESL student writers 
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stems from two influences: the teacher and the learner. ESL coaches need to utilize 

apposite teaching approaches to cope with the challenges faced by ESL academic pupil 

writers.  Mostly, instructors of ESL academic writing in Pakistan are lacking the 

capability to employ suitable ESL academic writing teaching methodologies (Rizwan, 

Akhtar & Sohail 2017).  

Fareed, Jawed, and Awan (2018) apprehend in their research conducted at the pre-

university stage that there are concerns with writing instructions. The study also explains 

that there are more difficulties associated with ESL academic writing teaching, such as “a 

deficiency of pre-writing activities, learners’ lacking command over vocabulary, 

grammar, spellings, and punctuation” (Ajmal & Irfan, 2020, p.742). It is believed that the 

Product Method of teaching writing should progressively be substituted by the 

comparatively novel perception of a collective Process-Genre methodology. It is 

deliberated to discover the aftereffects of the PGA on writing nervousness and writing 

performance (Ajmal & Irfan, 2020).  

1.3 Objectives of Study 

The General objective of this research is to examine the aftereffects of the 

process-genre teaching writing methodology on learners’ writing skills; whereas the 

specified objectives of the research are to evaluate the aftereffect of the process-genre 

teaching writing methodology on Intermediate/ pre-university learners’ academic writing 

performance and writing anxiety. The study has the following aims: 

• To explore the effect of the Process-genre teaching writing methodology on ESL 

learners’ academic writing performance.  
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• To explore the effect of the Process-genre teaching writing methodology on ESL 

writing anxiety. 

1.4 Research Design 

The research methodology including research design and its data collection methods 

are chosen to align with the following main and subsidiary research queries: 

• RQ1: What are the effects of process-genre teaching writing methodology on the 

academic writing performance of ESL writing students at the intermediate/pre-

university level in Pakistan? 

• RQ1.1: What are the effects of the process-genre approach as equated to the 

traditional product approach of teaching writing on writing subcomponents 

including content, organization, vocabulary, language usage, and mechanics? 

• RQ1.2: Do students who are taught through the process-genre approach achieve 

high scores after the end of the process-genre-based writing course?     

• RQ2: What are the effects of the process-genre approach on writing anxiety 

among English as a second (ESL) writing students? 

• RQ2.1: What are the effects of the process-genre approach on three sub-divisions 

of (ESL) writing anxiety, i.e., “somatic anxiety, cognitive anxiety, and avoidance 

behavior”?  

• RQ3: How do the participants perceive the effectiveness of the PGA in improving 

writing performance and reducing writing anxiety?  

• RQ3.1: Is the process-genre approach perceived effective in emerging strategies 

to cope with writing anxiety (at all three levels: cognitive, somatic, and avoidance 

behavior) in Pakistan at the Intermediate level? 
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Research questions lead us to the appropriate research design to respond to them. The 

mixed-method research (MMR) approach is based on pragmatic research philosophy 

(Pragmatism research philosophy takes that there are many ways of interpreting the 

undertaking research). In mixed-method research both quantitative and qualitative 

methodologies are applied for the purpose to reinforce the eminence and the value of 

research as one can back, complement, clarify and magnify the other. Riazi and Candlin 

(2014) opine that it does not merely include both quantitative and qualitative data, but 

there are many related issues and points to consider before opting for MMR designs, e.g. 

(a) level of research paradigms, (b) purposes of mixed methods research (C) 

triangulation, (d) complementary development and (d) parallelism. Integration is the 

essence of mixed methods which involves bringing together quantitative and qualitative 

approaches (McCrudden & McTigue, 2019). 

 In this study, an “explanatory sequential mixed method research design” was 

believed suitable. An explanatory sequential design consists of two steps: the first and 

major step is collecting and analyzing quantitative data and the second step is to collect 

and analyze qualitative data to help, explain, or elaborate quantitative results. In an 

explanatory sequential approach, quantitative data and results provide a general overview 

of the research issue and its findings; later more analysis, specifically through qualitative 

data collection is desirable to polish, extend or explicate the general picture (Subedi, 

2016).  

1.4.1 Hypotheses 

𝐇𝐨𝟏-Teaching ESL academic writing through the process-genre approach will not 

significantly improve E academic writing performance test scores. 
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𝐇𝟏(𝟏)- Teaching ESL academic writing through the process-genre approach will 

significantly improve ESL academic writing performance test scores. 

𝐇𝐨𝟐-Teaching ESL academic writing through the process-genre approach will not 

significantly reduce writing anxiety subsections: cognitive anxiety, somatic anxiety, and 

avoidance behavior scores. 

𝐇𝟏(𝟐)- Teaching ESL academic writing through the process-genre approach will 

significantly reduce writing anxiety subsections: cognitive anxiety, somatic anxiety, and 

avoidance behavior scores. 
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Table 1  

Research Methodology 

Research 

Objectives 
Research Questions 

Research 

Methods 

 

Data Collection 

Instruments 

Data Analysis 

To investigate the 

effects of the 

process-genre 

approach (PGA) to 

teach writing on 

writing performance 

at Intermediate 

Level 

What are the effects of the 

process-genre approach 

(PGA) on the academic 

writing performance of 

ESL writing student? 

Quantitative 

Quasi- 

Experiential 

& 

Qualitative 

Semi-

structured 

interviews 

Pre and Post 

Tests & Semi-

structured 

interviews 

Descriptive 

Statistics: 

mean, and 

standard 

deviation  

 

Inferential 

Statistics:  

Wilcoxon 

signed-rank 

test and 

paired sample 

T-test 

 

Qualitative: 

Thematic 

analysis 

To investigate the 

aftereffects of 

process-genre 

teaching 

methodology (PGA) 

on writing anxiety 

within the contexts. 

What are the effects of the 

(PGA) process genre on 

writing 

apprehensions/anxiety 

among ESL writing 

students? 

Quantitative 

Survey 

& 

Qualitative 

Semi-

structured 

interviews 

Questionnaire 

“Second 

Language 

Writing Anxiety 

Inventory 

(SWLAI)” 

& 

Semi-structured 

interviews 

Descriptive 

statistics: 

Mean, and 

standard 

deviation 

 

Inferential 

Statistics:   

Wilcoxon 

signed-rank, 

test and 

Correlation 

Qualitative: 

Thematic 

analysis 

 

1.5 Context of Study 

In Pakistan, English is the language of former rulers is learned as a second 

language for education at schools, colleges, and universities and the examination system 

is mainly based on writing (Khan, 2011). In Pakistan, ESL students face the issue of a 

low level of writing competence on average (Dar & Khan, 2015). These users are facing 

issues-particularly in writing English. It is a matter of misconception that writing is 
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frequently considered just “a part of teaching and learning grammar and syntax, which 

resultantly underestimates its nature and importance and affects its growth” (Dar & Khan, 

2015, p.81). 

Khan, Majoka, and Fazal (2016) indicate that in Pakistan most students lack the 

required academic writing skills for academic pursuits. There are several reasons for poor 

academic writing skills including the absence of proper training and guidance facilities. 

The schools teach writing through rote learning and there is no emphasis on critical 

thinking and creativity; lack the required linguistic competency; teachers’ motivation and 

pedagogical development are disregarded and there is no proper planning and recognition 

for the importance and development of academic writing skills.  

According to Mashori and Iqbal (2007), the quality of teaching the English 

Language in an academic institution in Pakistan is alarming from the pedagogical 

perspective and the main reason for this is the lack of professional training and research. 

English Language teachers are ineffectual to teach quality education based on modern 

teaching methodologies and up-to-date educational inclinations.  

In Pakistan, ESL teaching of academic writing skills is facing many challenges 

including, “large classes, students’ negative attitude towards their academic English 

course, L1 transfer, and lack of dialogue between students and teachers about the 

constructive steps that need to be taken to address these problems” (Fareed, Ashraf, & 

Bilal, 2016, p. 83). Furthermore, Bilal et al., (2013) point out that the “traditional 

pedagogy, students’ weak academic backgrounds and incompetent teachers encouraging 
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rote learning and exam-oriented language production” are some of the aspects affecting 

students’ writing skills in Pakistan.   

1.6 Scope of Study 

ESL writing is a multifaceted ability that entails “knowledge of many components 

of language related to contextual factors such as genre, topic, audience, and purpose” 

(Polio & Kessler, 2019, p.75). ESL or L2 writing research is a vast field and can be 

divided into many branches (Polio & Friedman, 2017). Manchón & Matsuda (2016) in 

their book “Handbook of Second and Foreign Language Writing” discuss its scope and 

number of subfields related to ESL writing research e.g., “writers’ texts, processes, 

identity, backgrounds, and goals, as well as research on teachers and the context for L2 

writing.”  

This study focuses on ESL writing pedagogy research mainly and explains the 

aftereffects of the combined Process-Genre Approach on writing performance and 

writing anxiety among Pakistani ESL student learners at the Intermediate/pre-university 

level.  Writing is one of the most demanding areas of learning a second language. It 

hinges on the proper exercise of language for organizational accuracy and communicative 

capacities (Mahboob, 2014). Henceforth, the prerequisite to finding out how to write 

amplified expressively during the preceding two decades owing to two causes: “its 

utilization as an instrument for successful correspondence of thoughts, and the broad 

research work completed around it to look at different issues faced by L2 writers” (Ajmal 

& Irfan, 2020, p.743; Dar & Khan, 2015).  
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Expertise in writing skills is an essential ability to attain accomplishment in 

academics, but ESL students in Pakistan write without fully comprehending the process 

and purpose of writing. Although the planning to change writing syllabuses has been 

introduced over the periods claiming very effective aims and objectives and lots of 

planning efforts, a considerable number of students are nevertheless not able to write on 

their own (Haider, 2019).  

 The conventional, teacher-centered Product Approach, however, has not achieved 

its intended outcomes proved in many studies (Hussain et al., 2013). In the researcher’s 

opinion, students, as well as teachers, are not familiar with new pedagogical research in 

the field of writing that has undergone many major shifts over the decades e.g. from 

Product to Process and Genre approach (Ajmal & Irfan, 2020). It is argued that the 

“Product Approach should gradually be replaced by the relatively new concept of a 

combined Process-Genre approach, which would prove more conducive for ESL 

students. It is considered that it should be investigated to propose some viable ideas, 

plans, approaches, and/or practices” (Ajmal & Irfan, 2020 p.742) to help for better 

performance (the overall quality of their writing) and reduce writing apprehensions 

among ESL students. Academic writing is recognized as a significant ability for learners 

and it should be given more significance since there is little importance given to this field 

of research (Ajmal & Irfan, 2020). 

1.7 Significance of Study 

The study is designed to investigate the effects of the Process-genre teaching 

writing methodology on writing performance and writing anxiety at the Intermediate 

level in Pakistan. This study attempts to understand how this newly introduced approach 
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contributes to understanding different genres of writing and how the knowledge of 

different genres incorporates in the process to produce ESL text. It also helps us further 

understand the thinking procedures of ESL text construction influenced by the 

application of genre knowledge. 

ESL student writers and teachers come across difficulties connected to the process 

and purpose of writing. In this study, a few practical pedagogical strategies are suggested 

that can be easily used by teachers and understood by learners. Process-genre Approach 

to teaching writing is one of the techniques that has been suggested to ESL learners to 

help them improve their writing performance and reduce writing anxiety.  

It has been discovered through literature that just a few studies have been carried 

out to discover approaches to decrease writing anxiety from the students’ points of view 

(Huwari & Al-Shboul, 2016). Several studies aimed at decreasing writing apprehension/ 

anxiety have been carried out from the teachers’ perspective. However, in recent decades 

the focus of most studies on ESL writing pedagogy has been on evaluating learners’ 

texts. Studies that have focused on teaching writing to ESL learners are still relatively 

scarce (Huwari & Al-Shboul, 2016).  

 This study investigates what are the effects of the combined approach on the 

general writing quality of ESL learners and writing apprehensions and how the learners 

and teachers perceive the effectiveness of the PGA. More research in the field of teaching 

writing should be carried out at different levels in the ESL context of Pakistan (Mashoori 

& Iqbal, 2007; Mahboob & Talat 2008).  
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1.8 Outline of Study 

This dissertation contains a total of six chapters. Chapter 1 is an overview of the 

study. The importance of ESL academic writing and its teaching approaches are 

introduced briefly including the Process-genre teaching writing methodology. The 

statement of the problem is specified as the prevalent traditional teaching academic 

writing pedagogies are not conducive. There is a need to introduce some pedagogical 

changes to improve ESL writing students’ academic writing performance at all levels, 

particularly it is required to improve writing ability among the pre-university 

/intermediate level in Pakistan. Research objectives and design are also introduced in this 

chapter along with the highlighted scope and implication of the research.  

Chapter 2 offers a summary of the reviewed literature. The history of the English 

Language in the Indian Subcontinent and the history of the English language in Pakistan 

from the time of independence to the most recent time is discussed to understand the 

Language Policy and Language Planning (LPLP) in Pakistan. There are many challenges 

of ELT in Pakistan, especially about the teaching of academic writing in Pakistan. The 

teaching of academic writing approaches is discussed by highlighting the features of the 

Process-genre teaching writing methodology. High writing anxiety and poor writing 

performance are two interrelated issues and consequently, upraised many related 

challenges.  

Chapter 3 instigates with a gestalt and explanation of the research procedures imply 

to explore the aftereffects of the process-genre framework to instruct L2 composing to 

Pakistani intermediate learners. The complete investigation strategy and data gathering, 

and data analysis procedures are designated in keeping with the main and subsidiary 
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study questions. In that chapter, the research site, participants, intervention, and testing 

procedures have been described.   

Chapter 4 addresses the research questions with the results that are obtained 

through quantitative data analysis at both descriptive and inferential levels. The results 

are obtained from the pre-test and post-test writing performance scores and the second 

language writing anxiety inventory (SLWAI) 22 items questionnaire scores. The chapter 

further explores the qualitative analysis by explaining the quantitative results obtained 

from the experiment.  

Chapter 5 deliberates the results attained from the analysis of the data collected 

concluded pre-and post-academic writing performance tests, and the “second language 

writing anxiety inventory (SLWAI)” questionnaire. Qualitative semi-structured 

interviews from the ESL writing teacher and learners at the intermediate class were also 

carried out to find out the aftereffects of the PGA on ESL academic writing performance 

and writing anxiety.   

Chapter 6 accomplishes research by keeping in mind the research questions. It 

spurs together the results of the data analyzed in the earlier chapters to blend the answers 

and draw deductions, recognizing important parts for further research and suggesting 

suitable recommendations. 

It is expected that the conclusions from this research will offer valuable 

understandings to those who are involved in the development and implementation of ESL 

academic writing courses and also add to the body of knowledge in the field of ESL 

writing pedagogy. 
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1.9 Summary of the Chapter 

The description of the ESL teaching academic writing approaches along with the 

highlighted scope and significance of the study is explained in this chapter. The outline of 

the research problem, the research objectives, design, questions, and the organization of 

the study are also presented in this chapter.  
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CHAPTER TWO 

LITERATURE REVIEW 

Introduction 

A literature review is included to offer theoretical support for any study in 

answering the research questions. According to the traditions, a literature review is an 

important segment of the study, which is carried out in a subject and this study also 

follows the same practice. History of English Language in the Indian Subcontinent is the 

point that leads the discussion about the history of the English language in Pakistan from 

the time of independence to the most recent time concerning the Language Policy and 

Language Planning (LPLP) in Pakistan. After the discussion about the status and role of 

the English language in Pakistan, the position, and challenges of English language 

teaching in Pakistan are discussed. The study is about academic writing that is different 

from other types of writing i.e., creative writing and objective writing; therefore, the 

teaching of academic writing approaches is discussed by highlighting the Process-Genre 

approach introduced by Badger and White (2000). Pakistani ESL student writers are 

taught through conventional teaching writing methodologies. Writing anxiety and low 

writing performance are two interrelated issues and challenges that ESL student learners 

face as a result. 

2.1 History of English Language in the Indian Subcontinent 

It is important to know the historical linguistic background of Pakistan for the 

understanding of the status of the English Language and its importance of teaching at 

different levels. This study focuses on the academic writing performance and writing 

anxiety among Pakistani ESL pre-university students. In Pakistan English is used in the 

domains of power and realistically regarded as a “passport” to power, stature in the array 
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of social, economic, and cultural positions in Pakistan (Manan & Dumanig, 2016). 

According to Ghani (2003:105): “English in Pakistan serves as a gateway to success, to 

further education and to white-collar jobs. It is the language of higher education and 

wider education.” The importance of English for academic purposes in Pakistan has been 

highlighted and the need to focus its related issues (Shamim, 2017). English language in 

Pakistan has a history and it is considered worthwhile to give a short historical sketch of 

the English language in the region before and after the partition of the subcontinent in 

1947. 

The Indian subcontinent was ruled by Mughal Emperors from the 15th to the 18th 

century and the regime lasting about three centuries began to go down with the arrival of 

the British in this region. The English Language came here with the gradual ascendance 

of the British East India Company in the subcontinent. The British came to India for their 

economic expansion; and by the end of the seventeenth century, the British East India 

Company had dominated the entire international trade with India (Sridhar, 2018).  

 According to Rahman (1996), the East India Company came into power in the 

subcontinent in 1765, and with that dominance, there arose a disagreement about the 

education and language policy in this region in the coming years of the British Raj. 

Orientalists and the ‘occidentalists’ were not only the names of two opposite groups of 

education policymakers, rather they had opposite viewpoints regarding education and 

language policy in British India. More exactly, the Orientals were supportive of locals; on 

the other hand, the Anglicists were in favour of a non-native education policy for the 

Indian masses. Kachru (1981), cited in Rahman 1996, maintained that the ‘occidentalist’ 

group had powerful members such as Charles Grant, Lord Moira, and the most prominent 
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was T.B. Macaulay who was considered the architect of the policy. Prinsep was leading 

the Orientalists who disagreed with the policy of promoting the English language for 

Indian education. 

On February 2, 1835, regardless of strong disagreement by the Orientalists, Lord 

Macaulay’s “minutes” were approved. This new language policy based on bilingualism in 

the sub-continent had its effects on society and even during recent times, the region is 

unable to break the shackles and still those traces are the reason for division amongst 

different groups of people. As much as the effects of the bilingual policy in Pakistan, 

there have been long-term effects because the language policies were based on the 

dominant colonial impact even after independence.  Those language policies which had 

been accepted in Pakistan after independence from the most current are not free from the 

influence of the language policy launched by the Britishers in 1835 (Kachru, 2005 cited 

in Momma & Matto, 2009; Rahman, 1995). During the British Raj, the role of 

missionaries was very important in spreading the language. It was believed that the 

spread of western education among the Indians would enable them to understand and 

apprehend the ‘Christian doctrines’ (Sridhar, 1989). 

It was a fact that in the early period of British rule, Hindus and Sikhs showed the 

realization that it was important to learn English. It was perhaps the result of the 

perennial “Hindi-Persian” skirmish among the “Hindus and the Muslims” of Indians 

throughout the Mughal Empire the last Muslim administration in the region before 

colonization. Hindus favoured and recognized the power of English to get productive in 

getting more influential (Rahman, 1997; Kachru and Nelson, 2006). Eventually, it 

generated an economic as well as a social place for Hindus and Sikhs and started those 
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inequalities between the different faiths in the area which in due course broadened the 

already existing breaches. Hindus were better positioned and accordingly led the region 

from onward, but Muslims comparatively remained practically backward under the new 

British rule due to the myopia of their leaders.  

The Muslims of India, at first, was not in favour of English for the reasons, firstly, 

they thought the British government had snagged their federal administration from 

Muslims (the Mughals), and secondly, the Muslims thought it historically and culturally 

difficult to sign up with the culture of English (Javed, 2017).  According to Rahman 

(2002), subsequently, the Muslims had done the rethinking process over time and began 

to approve the command of English, and also considered the real standing of the English 

language for endurance and subsistence, by the time Muslim perception changed to a 

certain extent. Shah Abdul Aziz, an admirable Muslim leader of India, set in motion the 

spiritual decision (which is religiously termed as a fatwa) in the 1880s; this ‘Fatwa’ was 

in the favour of English yet but for a limited scope (Irfan, 2013).  

2.2 History of English Language in Pakistan  

The importance of the English language was quite evident from the day Pakistan 

was established. The very first speech delivered by Jinnah, the father of the nation and 

the first head of Pakistan, the newly established state, was in English. The proceedings of 

the first constituent assembly after independence were also in the English language 

(Mahboob, 2009). Briefly, at the time when Pakistan looked on the world map, it was 

hard to deny the fact that the English language had been established from the onset as a 

language of power and also added in the socio-political settings of Pakistan. English was 

also constitutionally deliberated as one of the “official languages” (Haque, 1982).   
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In Pakistan, after 1947, people began to learn English, especially to secure jobs in 

government organizations as well as for the ease of doing business and trade. It was an 

outcome of the linguistic imperialism that had lasted for centuries in this region, and 

when independence was given to the Indian subcontinent in 1947, there was no other 

language in operation apart from the official language ‘English’ to use for the 

administration of the state affairs (Mahboob, 2002, p. 2).  In the newly created state of 

Pakistan, it was determined that the status of the English language would be changed 

until the national language (Urdu) could replace it. Nevertheless, perhaps due to the 

international spread of English for global interaction as well as the rapid development of 

expertise in scientific research as well as knowledge (Schneider, 1989), Urdu has not 

become operational as an appropriate replacement yet (Bhatt & Mahboob, 2008). 

Mahboob (2004) describes the fate of English in Pakistan as “a roller coaster 

ride.” It is because it is the symbol of antipathy for the right-wing segments of Pakistani 

society, on the one side; and on the other side, the position of English in Pakistan is 

mounting due to the nonexistence of teaching materials in the local languages, absence of 

neutral languages and deficiency of public support against the English Language.  

In Pakistan, there are sixty regional languages spoken along with Urdu, the 

national language of Pakistan. English language teaching and learning enjoy the most 

prestigious status in the Pakistani education system. Ghani (2003) says that English in 

Pakistan functions as an opening to accomplishment for further and higher education and 

professional occupations. It is the language of higher education. English is not the 

language of the common people except for the higher sections of society which takes it as 

a status emblem. But according to Haider (2019) the status has been changed and now 
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there is ‘no love and hate policy’ and negative sentiments around the English language in 

Pakistan, rather it has started to be used as an international language due to its status and 

position not merely owing to its long colonial history (Haque, 1982; Haider, 2019) but 

owing to its functional (Functional language is the language that you need in different 

day-to-day situations) importance. 

If we think retrospectively, there was a period once when English was considered 

the language of the British people ‘the invaders’ and was the Muslims of the sub-

continent looked down upon, but now, people show a greater deal of acceptability and 

there is no such antagonism and unfriendliness, rather they have accepted ardently and 

started learning the English language. Likewise, in most of the world, English is being 

taught to all the students of English as well as Urdu Medium Schools as a second 

language. Mahboob (2002) maintains the above argument with reasons that the English 

language is learned for practical purposes. People having diverse social and economic 

backgrounds consider the English language rather as an instrument for ‘individual and 

societal transformation’. It is the positive attitude of learners towards the English 

language that Urdu, by and large, fails to replace it as “an official language of Pakistan” 

and learners are willing to learn the English language for a better, successful and 

progressive life (Ahmad, Hussan & Malik, 2018).  

The position of the English Language in Pakistan is not much different from the 

other countries in South Asia. Srighar cited in Momma and Matto (2008) opines about 

the position of English “The education system in South Asia reveals a pyramid structure, 

with the mother tongues forming the base, the regional standards occurring in the middle, 
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and English is emerging as the sole language on the top” (Srighar, cited in Momma and 

Matto, 2008, p. 407). 

2.3 Language Policy and Language Planning (LPLP) in Pakistan  

Like a common global practice, language policy is a significant portion of all the 

education policies of Pakistan (Din & Akhlaq, 2019). This section stretches an outline of 

the language policies introduced by the governments since the independence of Pakistan. 

The motive here is to analyze these policies and their effects on the socio-economic and 

educational domains of Pakistan (Skindar, 2017, p. 267).  

According to Skindar (2017), there are two dominant languages in Pakistan: Urdu 

is the stated national language and the second is English, the official language of the 

country that is used as a language of authority in e.g., workplaces, media, education, 

trade, and businesses. According to UNESCO 1995 cited in Skindar (2017), there is 

always a certain structure to follow for sketching policy and planning. Policy designing is 

the first stage before we put the policies and planning into action and the application of 

the evaluation process according to the determined national visions. However, in 

Pakistan, the situation regarding the procedures followed by the educational organizers, 

language planners, and civil establishment has certainly not met the global standards and 

practices (Din & Akhlaq, 2019; Skindar, 2017 Siddiqui 2007).  

 The importance of Language planning can never be undermined which is an 

extremely professional activity and a nation at an individual and professional echelons 

are based on language planning for the upcoming time. Before the planning of language 

policy, we need to scrutinize a country’s ethnolinguistic, geopolitical, and socioeconomic 
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situation. In Pakistan, however, these aspects were not considered in addition to the 

objectives and language philosophies of the individuals through a systematic needs 

assessment (Manan, David & Dumanig, 2017; Channa, 2016).  

In 1947, Urdu was decided as a national language while it was the mother tongue 

of only 7.5% of the people. The reason behind this decision was that the Muslims of the 

subcontinent throughout the Pakistan movement considered the Urdu language as the 

symbol of “Pakistan’s identity and nationalism” (Skindar, 2017, p.268). However, it was 

a paradox that Urdu lacked operational efficiency at that time, and the bureaucrats were 

proficient in doing their office work in English; therefore, English was kept in use as the 

official language (Haque, 1983).  

 Regardless of the recommendations presented in educational policies for a 

change from the English medium to Urdu, this policy persistently failed to be 

implemented. According to Sharif Commission Report, it was decided to grow Urdu to 

substitute English within fifteen years from 1959. This target to substitute English along 

with Urdu as the authorized language has never been attained. Relatively, the policy to 

shift to Urdu as a medium of instruction (MOI) causes numerous setbacks and is one of 

the reasons for the worsening of educational standards in Pakistan (Manan, David & 

Dumanig, 2017).  

 The report presented by the ‘Karachi University Enquiry Committee (1956-

1957)’ aimed at a conversant knowledge of Science in the universities but both the 

languages of combined Pakistan, Urdu, and Bengali lacked adequate works of the 

physical or the social sciences. Therefore, according to the decision, English would retain 
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its role as the medium of instruction (MOI) in the academies with the provision that “the 

teacher can supplement his English lectures with explanations in Urdu or Bengali.” It was 

suggested that unless the national language (Urdu) was established as the medium of 

education, “English be retained in the sphere of education” (p. 17). It was also endorsed 

that efforts would be increased for the substitution of the national language as the MOI 

(Skindar 2017, p.268). 

Sharif Commission Report regarding National Education was presented in 1959 

which affirmed the significance of Urdu as the language to establish linkage and English 

as an entrance and opening for the science and international knowledge produced all over 

the world. In the report, the importance of special techniques and methodology for 

teaching English was infused. Other important points of the report were that the primary 

level education should be offered in a child’s L1 till class 5; national language (NL) to be 

taught as the subject from class 3 forwards, and as the MOI from class 6 to secondary 

levels and eventually at the upper secondary levels. English should be used as MOI at the 

university level, and English would be incorporated as a functional language with 

specific ESL teaching techniques and methodologies.  

Hamood Ur Rahman Commission report regarding student difficulties and 

wellbeing (1965) also talked about the debate of MOI rather concisely and acclaimed that 

primary education should be imparted in the regional and the national languages (Urdu & 

Bengali). Nur Khan Report (1969) highlighted the persistence of the status of English as 

MOI in the elite educational institutes of the country and according to the report, the 

English language was still the language of Pakistani civil and senior administration. The 

Education Policy given in 1970 highlighted the provision of compulsory primary 
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education and the policy of the decentralization of educational institutions. Zulfiqar Ali 

Bhutto’s government followed the Education Policy of 1972 and all private sector 

schools were nationalized, consequential to this action Urdu MOI was promoted at the 

primary and secondary school levels by public sector schools. National Education Policy 

1979 was introduced in the regime of General Zia UL Haq that accentuated the 

consolidation of Urdu as the national language.  Despite the strong political will, the 

problem of the scarcity of professional books in Urdu arose. It was soon apprehended that 

English cannot be discharged, but it was decided that processes should be initiated for the 

promotion of Urdu, and it was deliberate that the English language should be substituted 

in five years (Manan, David & Dumanig, 2017).  

University Grants Commission Report presented in 1982 endorsed English as a 

functional language and deliberate to teach English as a second language (ESL) through 

numerous methods, for example, ELT functional and communication courses for 

specialized motives, to make arrangements for the training of English teachers as ESL 

language instructors, ensuring the provision of teaching materials for ESL teachers 

(Javed, 2017). 

The Language Policy specified in the National Education Policy (NEP 2009) 

admits the position of the “English” language as a global language, whereas “Urdu” is the 

language to establish links also to connect nationwide. NEP, 2009 highlighted the 

disparity that described the truth on the ground (NEP, 2009, p.16). 

The National Education Policy (NEP) presented in 2009 by the ministry of 

education endorsed teaching English as one of the compulsory subjects from Grade 1. 
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Furthermore, English as the medium of instruction (MOI) should be used from grade 4 

for other subjects for example science, social studies, and mathematics. Therefore, 

English is a second language and has the most important position in Pakistan (Channa, 

Manan & David, 2020). 

Elite schools follow the Cambridge O/A level systems that are different from the 

local public schools in terms of different curricula, assessment systems, and textbooks.  

The middle class and lower-middle-class families take economic pressure and wish to 

educate their children in these elite English medium schools because professional jobs 

demand English language expertise. The English language has become one big reason for 

monetary and communal stratification in Pakistani people (Skindar, 2017, Manan, David 

& Dumanig, 2017; Channa, 2017, p.17). 

Inconsistency in decision making about the medium of instruction (MOI) policy 

throughout the nation’s history has devised three entirely unalike kinds of education 

systems in Pakistan the first one is the private, ‘elite institutions’ where English is the 

MOI the second kind is the government schools where Urdu the National Language (NL) 

is used as MOI and the last kind is the madrassas where Arabic and Urdu languages are 

used as MOI (Skindar, 2017; Channa & Soomro 2015). 

According to Channa (2017) and Skindar (2017, p. 270), there has always been a 

non-seriousness and lack of assurance shown by all the governments about the planning 

of the language policy. There are many reasons including the shortage of funds resulting 

in “lower literacy rate, poor quality of education, and shortage of trained teachers who 

could teach Urdu and English adequately.”  
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According to Mushtaque & Zaki, (2019) it is hard to refute that English has been 

established as a chief ‘lingua Franca throughout the world and most non-native speakers 

of the world are using English as a common language more than any other language of 

the world. English as a lingua franca (ELF) has been recognized and represented in the 

research for over 20 years. “The domain of higher education (HE) is a notable example of 

the spread and use of ELF: in their drive to internationalize, many universities have 

switched to teaching in English medium to recruit more students and staff from outside 

their national borders” (Jenkins, 2019, p.1). 

2.4 English Language Teaching (ELT) in Pakistan  

According to the concentric circles model presented by Kachuru (1985), there are 

three circles of the countries where English is being used “The native English-speaking 

countries, such as the USA, UK, Canada, Australia, and New Zealand are the countries of 

the inner circle. The Outer Circle represents the institutionalized non-native varieties 

(English as a Second Language /ESL) in the regions that have passed through extended 

periods of colonization. The third level is ‘Expanding Circle’ includes the countries, like 

China, where English is being used as a foreign language (English as a Foreign Language 

/EFL)” (Kachuru in 1985, p. 366).  

According to Ambreen (2015) Consistent with the Kachuru concentric model and 

description, Pakistan is included in the countries in the ‘outer circle’ where the English 

Language is used as an official language with Urdu. Therefore, English is an important 

language that is imparted as a ‘compulsory’ language at all school, college, and 

university levels. English is the language of official status here in Pakistan; that is why 

people urge to be skillful and fluent in English so that they can ensure better employment 
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options and there is no other language that can replace the position of the English 

language in Pakistan (Khurshid, et al., 2013).  

In Pakistan, English is an indispensable second language (ESL) besides there is 

no other language that could substitute its place. The most distinguished position and 

status of English Language are due to numerous reasons: “English is an international 

language to communicate, medium for higher education in Pakistan, a language of world 

knowledge, a language of standard terminology, a rich stock of literature, language of 

world diplomats, helpful in the modernization of people, it is used in commerce and 

industry, high market and cultural value of English, and as a major window to the world 

because of the international mean for communication and a language of tourism” 

(Ambreen,2015, p.380).  

Ghani (2003) highlights the prominence and place of the English language in 

Pakistan. According to him, English language teaching (ELT) in Pakistan is conventional 

with the aid of textbooks suggested by the concerned authorized state authorities i.e., 

Textbook boards and curriculum wings. Pakistani English Language learners also want to 

learn the English language to get opportunities for studies outside Pakistan, to have a 

better chance of employability, and to promote social, financial as well as professional 

status (Ghani 2003, p.32).  

Mahboob (2002) advocates the importance and significance of English for 

Pakistani ESL learners that it should not be overlooked as it is spoken and used more than 

any other language. It is vital to require a good acquaintance of English if anybody 

desires to play a dynamic part in the world. He concludes English is an international 

language, a language of science and technology, a language of the computer, and above 
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all books along with the other sources of knowledge are mostly written and recorded in 

English. Pakistani people learn English for “several social and economic reasons”; the 

English language is preferred by the highly educated class and considered to be a 

‘passport to development and prosperity. In Pakistan, English language pedagogy is “an 

integral component of educational discourse. Accordingly, the English language is being 

taught and learned from primary to tertiary education as a compulsory subject (Ahmad & 

Arif, 2020). 

English is being taught as a mandatory second language (ESL) from class one 

onwards in schools. The Musharraf Government introduced this step. Largely, in 

Pakistan, the state and position of English Language Teaching are very encouraging and 

there are great opportunities for the promotion and progression of English in all 

educational institutes and at all stages. Predominantly, the elite private sector schools are 

moving very competently in the field of ELT, keeping in view that English is a global 

medium of communication and the language of knowledge (Ahmad & Arif, 2020). 

 

2.5 Challenges of English Language Teaching (ELT) in Pakistan 

The position of English language teaching (ELT) is not satisfactory in Pakistan; 

the contemporary ELT practices in Pakistan are not mostly conducive (Warsi, 2004).  

Mostly, in public and non-elite schools of the private sector, teaching and learning of 

English merely entail “grammatical patterns.” Despite teaching functional English or the 

language, we can use it in our everyday life; there is a prevalent trend of focusing on the 

“formal and bookish English language.” ELT students merely reproduce ready-made 
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sentences and teachers focus on the grammar-translation method (GMT) to teach, mostly, 

reading skills and writing skills (Warsi, 2004).  

Shamim's (2008) study explicated the real ELT challenges in Pakistan. Findings 

discovered that there are huge fissures as far as the ELT methodologies are concerned. 

ELT teachers in Pakistan mainly focused on either “doing a lesson” or else “doing 

grammar”, regardless of class size and level. Delivering a textbook lesson plan largely 

included an expected activity, “reading the text (lesson) allowed by the teacher and/or the 

students; Explaining the text, often in Urdu or the local language, giving the meanings of 

difficult words in English and/or Urdu/the local language and grammar teaching included 

teaching and learning of a grammar item (with a focus on the form only), and writing 

essays, letters, and so forth” (Shamim, 2008, pp. 239-240).   

Nunan (1989) maintains that writing is an enormously challenging cognitive 

activity that needs the students to have a grasp over various psychological, linguistic, and 

cognitive factors. The issues with psychological, linguistic, and cognitive factors are 

responsible for the ineffectiveness in “syntax, coherence, idea expansion, content 

selection, topic sentence, rhetorical conventions, mechanics, organization, lack of 

vocabulary, and the inappropriate use of vocabulary” (Fareed, Ashraf & Bilal, 2016, 

p.81). According to Fareed, Ashraf & Bilal, (2016), numerous factors affecting students’ 

writing skills have been recognized in the literature. These also include factors that are 

related to the writing anxiety of students who are usually not clear about the purpose and 

importance of their writing. English, being used as the board international language, has 

drawn extensive consideration for more specialized pedagogical methodologies and 

techniques. “To create an academic content in any discipline by ESL students is one of 
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the most difficult tasks as it requires comprehensive linguistic and communicative 

ability” (Sajid & Siddiqui, 201, p.174).  

2.5.1 Writing Anxiety 

Anxiety is well-defined as a subjective feeling of “tension, apprehension, 

nervousness, and worry associated with the nervous system” (Ajmal & Irfan, 2020, p. 

743; Horwitz, 2010). Horwitz, (2010) argues that language anxiety broadly and writing 

apprehension specifically is ‘situation-specific anxiety’ which is activated by a definite 

situation. In Horwitz’s views, “Foreign Language Anxiety (FLA) or Second Language 

Anxiety (SLA)’ is a compound and ‘multidimensional phenomenon.”  

Topuzkanamis (2015), defined that negative anxious feelings that reason some 

obstruction in the writing process are called writing anxiety. According to Huwari, & Al-

Shboul, (2016) Daly and Miller (1975), “writing anxiety as a subjective, complex of 

attitudes, emotions, and behavioural interaction that reinforce each other” (Ajmal & Irfan, 

2020, p. 743) 

Writing includes chiefly “cognitive and linguistic processes” that necessitate 

“higher-order thinking” to compose views on paper. “Language knowledge, including 

vocabulary, spelling, syntax, and grammar, is a prerequisite for writing.” The absence of 

any of the above-mentioned constituents of linguistic knowledge could be a cause of 

writing anxiety. Similarly, the “cognitive process” is primarily obligatory for writing and 

if both procedures have some shortages, it generates “feelings of unpleasantness, 

uneasiness, and discomfort which are labeled as writing anxiety” (Ajmal & Irfan, 2020, 

p. 743; Jennifer & Ponniah 2017). The behaviour and attitude of second language writers 
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also need to be studied when we are looking into their learning environment concerning 

writing anxiety. 

Cheng (2017) divides the concept of writing anxiety into three categories: 

“cognitive, somatic and avoidance behaviour.” Somatic anxiety is about the physical 

(physical) features counting “heart-pounding, perspiration, trembling, fear, strain, and 

uneasiness.” Cognitive anxiety is the undesirable sensitivity about the whole “writing 

process, fear of negative washback, and related negative concerns.” The last part is based 

on the behaviour and attitude of prevention the writing circumstances or writing activities 

are called “avoidance behaviour” (Cheng, 2004; Ajmal & Irfan, 2020, p. 743) 

Dar and Khan (2015) measure the levels of writing anxiety among Pakistani 

private and public sector university undergraduate students and the results confirm that 

majority of students face a high and moderate level of writing anxiety. It is also suggested 

in this study that teachers need to change their teaching methodologies to reduce the issue 

of ESL writing anxiety among students. Younis et al. (2014) explore the reasons for 

writing anxiety amongst university learners in Pakistan. This study yields that there are 

several reasons for writing anxiety among ESL academic writing students: fear of 

teachers’ negative comments, lack of linguistic knowledge, time constraint, error-free 

writing, insufficient writing practices, and lack of genre knowledge. 

Fareed, Ashraf, and Bilal (2016) find out that some of the major problems faced 

by Pakistani ESL academic writing students are ‘insufficient linguistic proficiency, 

writing anxiety, and lack of ideas. Accordingly, these problems are caused by various 

factors, including inappropriate writing instructions. Hassan (2001) figured out some 

potential reasons for writing anxiety from ‘linguistic and cognitive viewpoints. He 
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maintained that in the Pakistani context, the major contributing factors as far as the 

writing anxiety is concerned are: “poor skill development, inadequate role models, lack 

of understanding of the composing process and authoritative teacher-centered, the 

product-based model of teaching” (Hassan, 2001, p.178). Adeel (2011) aimed to 

investigate the anxiety-provoking factors in Pakistani ESL writing learners. He 

uncovered that ‘self-perceptions of learners about the writing process and methods and 

stereotypical formal classroom based on the behavioristic model are major factors. Azher 

et al. (2010) found out that anxiety in language learning is the reason for many hitches for 

learners, including issues in achieving, retaining, and producing language. Waseem and 

Jabeen (2013) explore the association of the two factors: nervousness and inspiration in 

English learning of Pakistani university students. This study explores the fear of negative 

evaluation as a cause of second language anxiety. 

Compared with other forms of writing, academic writing involves a more rigorous 

focus on organization, appropriate vocabulary, grammar, language exposure, and 

opportunities to use the language to help to improve writing ability with reduced writing 

anxiety among learners (Liu & Ni 2015). Huerta et al. (2017) study the effects of self-

efficacy and emotional intelligence in academic writing students as causes of writing 

anxiety. 

Learners having some negative writing experiences tend to be highly anxious 

regarding writing. For example, the negative feedback from teachers and peers adds 

anxiety levels and becomes a factor of demotivation and such experience hampers the 

entire process of writing (Huerta et al, 2017; Rankin- Brown 2006). Writing learners with 

high anxiety levels tend to write as they memorize and find it hard to compose written 
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products on their own. They feel anxiety if the situation demands to write something out 

of their memory and it affects their overall writing performance Singh & Rajalingam, 

2012. Consequently, they become more anxious and try to avoid such situations, and 

hardly participate (Ireland, 2015 cited in Jennifer & Ponniah, 2017). Low self-efficacy is 

another cause among anxious student learners, instead, the high level of confidence helps 

the learners to accomplish their written assignments and perform well. Subsequently, the 

ability to write gives students a feeling of self-concept that helps to develop writing 

competency during the whole cycle of learning (Singh & Rajalingam, 2012).        

According to Fareed and Khan (2015), ESL learners in Pakistan frequently 

encounter academic writing-related concerns. Writing anxiety or writing apprehensions is 

one of the crucial concerns. The majority of EFL/ESL writing students experience a high 

level of writing anxiety (Latif 2007; Chow and Foo, 2012). Dally and Miller (1975) 

observe that extremely anxious learners not only hurt their writing performance but also 

possibly have the attitude of avoiding the writing situations.  

Writing ability demands both linguistic and cognitive competencies along with 

the ability to synthesize according to the form and purpose of writing to become 

communicative. Linguistic knowledge predominately grounded on “vocabulary, spelling, 

syntax, and grammar” is a precondition for written communication. Similarly, the 

cognition process, the ability to apply the language system to become intelligible, is also 

equally important for composition. Incompatibility in any of the competencies causes an 

unpleasant feeling that hampers the process of writing and has an impact on writing 

performance is named writing anxiety (Jennifer and Ponniah, 2017). 

2.5.2 Strategies to Reduce Writing Anxiety 
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The intermediate/pre-university ESL writing learners are taught by following the 

‘Product Approach’ that is teacher-centered and conventional concentrating on the 

“memorization of readymade answers.” The ESL academic writing pupils encounter 

enormous challenges, containing writing anxiety in Pakistan due to the practice of the 

product approach (Siddique & Singh, 2016). Fareed, Jawed, and Awan (2018) observe 

that there is a concern with the use of the conventional approach of teaching writing 

including, “the provision of model texts and relevant vocabulary items.” It is maintained 

that the ‘Product Approach’ should progressively be substituted with the comparatively 

new concept, a combined Process-Genre teaching writing methodology, which would be 

helpful to ESL students in dropping their writing anxiety among ESL academic learners 

in Pakistan (Ajmal & Irfan, 2020).  

Second language writing is different and rather more challenging due to its 

cultural, social, and contextual requirements (Cheng, 2002). Consequently, the role of 

ESL writers and teachers has become more demanding to consider several related 

challenges, including: “institutional requirements, parental and social expectations, 

teaching and evaluation procedures, motivation level, self-perception/ belief, confidence 

level, and L2 proficiency” (Cheng, 2002 cited in Zhang, 2011).  

There are many strategies to reduce writing anxiety among students identified in 

the literature. Zhang (2014) divided the learning strategies into three heads: meta-

cognitive, cognitive, and effective strategies. Metacognitive schemes include finding out 

the writer’s interest, needs, and learning style; cognitive schemes like repetition, 

rehearsal, translation, transfer, and practicing; and affective schemes are associated with 

the writer’s feelings and anxiety-like self-talk, self-reinforcement, progressive relaxation, 
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deep breathing, and discussion regarding feeling while writing.  Reeves (1997), Kasim 

Daud and Daud (2013), Clark (2005) cited in Huwari and Al-Shboul (2016) Wahyuni, 

Oktavia, and Marlina (2019), and Jawas (2019) suggested the following strategies 

categorized according to the scope. 

Table 2  

Strategies to Reduce Writing Anxiety 

       Students’ Strategies 
 

      Teachers’ Strategies  
  
•        Increase writing activities 
•        Share your past writing experience 
•        Write in different genres 
•        Promote self-confidence 
•        Having breaks 
•        Ask for help 
•        Follow the process of writing  
•        Outline before starting writing 
•        Write multiple drafts  
•        Editing  
•        Follow the instructions 
•        Time management  
•        Bring Positivity 
•        Topic selection  
•        Understand your limitations 
•        Accept that one can make mistakes 
•        Collaborative work  
•        Promote editing and self-correction  
  

  
•        Listen to fearful writers (to understand their 

issues) 
•        Find outlines in students’ writing (to suggest 

remedies) 
•        Contextualize and adapt 
•        Discussion through the drafting stage 
•        Work in partnership with students for  

       evaluation criteria  
•        Train peers for effective response 
•        Beware of possible gender  

       variances 
•        Monitor writing attitudes  
•        Introduce discourse societies 
•        Talk about model writings  
•        Developing linguistic knowledge  
•        Focus fluency rather than accuracy  
•        No grades or negative feedback 
•        Create favourable writing    

       environment  

2.6 Teaching of Academic Writing in Pakistan  

It is important to understand the L1 and L2 writing relationship in Pakistan at this 

point. Previous investigations highlighted the relationship between L2 and L1 learners 

(Carson et al., 1990; Cohen & Brooks-Carson, 2001; Cumming, 1989; Friedlander 1990; 

Uzawa 1996). However, in the context of Pakistan, previous studies accomplish that there 

is a negative association between L1 and L2 writing in the context of Pakistan (Dar & 

Khan, 2015). One of the most important features that could impact the nature of the 

association between L1 and L2 writing, is the L2 writing ability. 
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In the ESL/ EFL contexts, the teaching of writing has been developed mainly by 

following the L1 academic writing theories and pedagogies. According to the latest 

investigation in the area of ESL writing pedagogy, instead of adopting L1 academic 

writing theories and pedagogies in ESL, contexts have helped students to become better 

and more effective writers by using the up-to-date writing approaches (Zhang, 2016).  

Pakistan is a multilingual nation where regional languages (Punjabi, Sindhi, 

Pashto), and national language (Urdu) are mainly in use. There are many reasons for the 

urge to learn English as a second language (L2/ ESL) among ESL academic writing 

students. Most of the Pakistani pre-university students use three languages which include 

mother tongue and national language (L1) and English language (L2). It has been 

established that L1 (national and mother language) harms the academic English writing 

of Pakistani students. There are many reasons including different syntactic rules e.g., 

verb-subject order from the English language (SVO). Writing learners dwelling in this 

“multi-lingual environment” make many errors while writing L2 especially in academic 

settings. L2 students do not have an adequate vocabulary in L2, commit spelling errors, 

use the wrong tense, improper sentence construction, and their writing is lacking 

“cohesion and coherence” due to L1 interference. The L2 students’ familiarity with their 

L1 hampers them from writing an effective academic piece of writing. The instructions 

and rules of L1 dominate the rules and regulations of L2 and consequentially, L2 

academic writing students underperformed (Mahmood, Akhter, & Alam, 2020).  

Mashori (2007) establishes that the reason why most students fail in English 

examinations is mostly because of “flawed pedagogy and material design” Ahmad, 

Hassan & Malik (2018) point out a crisis because of an unproductive state of ELT in 
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Pakistan. Mansoor (2007) believes that there are many factors of the low standards of 

English in Pakistan. He pointed out the teacher-centred flawed ELT pedagogies as a 

major contributory factor.  

Faiq (2005) argues that in most Pakistani public sector secondary and higher 

secondary schools and colleges, English is being imparted through the ostensible 

‘grammar-translation method’ (GMT). In this teaching method, great importance is given 

to the understanding of the English textbook and its writing, that is not the teaching of 

writing skill but mere copying, but hardly any consideration is given to the instructions of 

writing. The syntax is being imparted “deductively” done dictating and explaining its 

rulebooks which are future trained consistently through translation drills. Consequently, 

ESL learners study linguistic rules, but not the functional language. ‘Fictional language’ 

is assessed as grander and loftier as compared to the original (real-life) language. In 

schools and colleges, the only objective of language education is to permit ESL learners 

to translate.  

According to Mashori and Iqbal (2007), the teaching of writing in Pakistan faces 

several challenges elite grammar schools are the exceptions. ESL academic writing 

students in government schools are asked to write stereotyped essays, applications, 

letters, and stories in the exam papers. They are dictated stereotypical conventional 

stories, letters, applications, and essays e.g., “Thirsty Crow”, “Greedy Dog”, “Union is 

strength”, “A Morning Walk”, “My Favorite Teacher” and “The Postman.” ESL students 

in Pakistan are asked and expected to memorize these notes or ready-made answers to 

reproduce them without any error in an exam. Writing is probably the most challenging 

of all four skills. The ability to write in English effectively is one of the most essential 
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standards for better employment opportunities. But there are many issues and problems 

connected to the teaching of writing in Pakistan. Some of the problems include a scarcity 

of consciousness of the modern teaching writing techniques, more emphasis is on the 

organizational and syntactic aspects, and depreciation of the compositional or functional 

aspects (Mashori & Iqbal, 2007).  

Learning to write is one of the most demanding skills, especially when one is 

receiving second language writing instructions. It rests on the appropriate practice of 

language with organizational accuracy and communicative abilities (Dar & Khan, 2015). 

Hence, figuring out how to compose a piece of writing has augmented pointedly during 

the preceding two decades due to the two aspects: its application as an instrument for 

effective communication and the extensive research work (Ajmal & Irfan, 2020; Dar & 

Khan, 2015). ESL Students face different writing issues at various phases of their 

education. Mostly, these issues can be categorized into linguistic, cognitive, 

psychological, and pedagogical (Haider, 2012). In several cases, ESL writing students in 

Pakistan face difficulties in writing which are instigated by a pedagogy that does not 

adapt to students' learning strategies and cultural circumstances (Ahmad et al., 2013).  

In Pakistan, the ESL students face the issue of a low level of writing competence 

on average, although English language users in Pakistan have many times multiplied 

during the last four decades (Dar & Khan, 2015). These users are facing issues-

particularly in writing English. It is a matter of misconception that writing is regularly 

considered simply “a part of teaching and learning grammar and syntax, which 

resultantly underestimates its nature and importance and affects its growth” (Dar & Khan, 

2015, p.81). 
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Khan, Majoka, and Fazal (2016) point out that in Pakistan most students lack the 

required academic writing skills for academic pursuits. There are several reasons for poor 

academic writing skills including the absence of proper training and guidance facilities. 

The schools teach writing through rote learning and there is no emphasis on critical 

thinking and creativity; lack the required linguistic competency; teachers’ motivation and 

pedagogical development are disregarded and there is no proper planning and recognition 

for the importance and development of academic writing skills at schools and college 

level. One of the participants of this study by Khan, Majoka, and Fazal (2016), who is an 

EAP writing instructor at a college, comments that most students are poor in academic 

writing as they lack writing practice, space for creativity, and superficial subject 

knowledge. Another participant of the study who is a teacher trainer opined that the 

reasons for poor academic skills among EAP students in Pakistan are: our language 

teachers are not capable, proficient, and motivated. The communicative language 

teaching approach is not followed and language learning as a natural process is not 

acknowledged and facilitated. ESL writing instruction should take the responsibility for 

inculcating clarity at the first place in writing for academic purposes and contribute 

students with the resources to be more “explicit about its structure and purpose, use more 

citations to support arguments, focus on actions rather than actors, use fewer rhetorical 

questions than students tend to use in school essays, be generally intolerant of 

digressions, be cautious in making claims, package processes as things, spell out steps in 

an argument and connections between sentences very clearly” (Hyland, 2017, p.26 ). 

Many factors can affect students’ writing skills identified in the ESL literature. 

Mostly, it is related to the “motivation of learners” blurred about the purpose, audience, 
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and implication of their written text. Besides, unreliable and inconsistent feedback from 

teachers, huge and incontrollable class sizes, lack of resources for learning and 

information to incorporate in their writing to back their arguments, lack of ability and no 

proper exercise to summarize or paraphrase the content, and no training to use a suitable 

academic writing style adversely affect student’s writing skills. (Gonye et al, 2012).   

2.7 Approaches to Teaching ESL Academic Writing 

There are several different methods to teach ESL academic writing to college-

level students. But, according to Raims (1983, p.5) "there isn't one reply to this inquiry of 

how exactly to instruct writing in ESL lessons.” ESL writing education has altered its 

emphasis at different periods (Ferris & Hedgock, 2005; Ajmal & Irfan, 2020).  

Methods of teaching ESL academic writing to the learners are divided mainly into 

the following subdivisions, “text-oriented, writer-oriented, and reader-oriented “(Abate, 

2019; Myhill & Locke, 2007). In the writer-oriented process approach of teaching, 

writing explains that writing is a “cognitive process” which is a “nonlinear collaborative 

process” including the planning, writing, and reviewing stages (Nguyen, 2019). However, 

the process- approach overlooks the social aspects of writing (Paltridge, 2014).  

The reader-oriented genre approach is perceived from a socio-cultural viewpoint. 

The central point of this approach is to consider the purpose of writing, audience, and 

context. Zammit and Tan (2016) explain different stages of convoluted the Genre 

approach, including “negotiation of the field, deconstruction, joint construction, and 

independent construction.” This approach was evaluated for excluding the learners’ 

creativity, but this opinion was responded by Ferris and Hedgcock (2005) that ESL 

learners would be disadvantaged if not shown to diverse genres as they are frequently 
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unaccustomed with ESL writing practices and procedures. English language programs 

grounded on general English with outdated ESL academic writing instruction cannot 

fulfill the requirements of ESL academic writing university students for writing as many 

ESL academic learners do not show any writing capability, particularly, academic writing 

skills in Pakistan (Sajid & Siddiqui, 2015, p.72). 

There are many approaches to teach writing that have been embraced over the 

years by teachers, but in recent days they are more inclined towards a more unified 

approach to teach writing, “which incorporates credible features from the mainstream 

approaches to the teaching writing Process and Genre approaches” (Zhao, 2011, p.11).  

2.7.1 Product Approach 

Product Approach to writing, as it is clear from its name, is centered upon the 

product/final text that is afterward evaluated keeping in view “a rigid set of criteria of 

vocabulary, grammar, spelling, and punctuation, as well as mechanical aspects of the 

text, taking into consideration its organization and content” (Brown, 2000, p.236). 

According to Brown (2000), this approach follows the following four stages: “(a) 

Familiarization: Students study language and structure in the sample model text (b) 

Controlled writing: Students are required to practice writing using the expressions and 

vocabulary that they have learned during the Familiarization stage.  (c) Guided writing: 

This stage is the most important because students have to organize their ideas to produce 

their texts by using the form of the early stages (d) Freewriting: Students individually use 

the expressions and vocabulary they have learned from previous stages to produce their 

own text” (Pincas, 1982, p.22). 
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Figure 4: Product Approach Model (Brown, 1994, p. 320) 

The learners are not the ones to decide the topic; instead, they are assigned a topic 

and are required to produce the final product like the model text that is evaluated and 

often returned for revision. This approach was not much appreciated afterward because it 

ignores the involvement of “critical processes of writing” to attain the ability to draft 

meaningful written texts for the target audience in real-life situations. However, the 

positive feature of this approach is conceivably its emphasis on syntactic and mechanical 

exactness (Kaur, 2015; Zhang, 2016).  

The traditional ‘writing-to-learn approach’ focuses on writing as an instrument to 

encourage grammar and content learning; on the other hand, the ‘learning-to-write 

approach’ pursues to support learners’ “process and genre knowledge” (Hyland, 2011). 

L1 student writers use the English language to increase their “disciplinary content 

knowledge” in an expressive mode, while students in ESL contexts only study English 

writing in the language writing courses, (Racelis & Matsuda, 2013). ESL academic 
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writing teachers are bound to train their students for the standardized exams stagnantly 

follows the conventional writing product approach highlighting the accuracy in grammar 

and form (Kaur, 2015; Zhang, 2016).  Process Approach as a reaction to Product 

Approach was introduced and the emphasis was shifted from the text to the writer and the 

cognitive process of “planning, drafting, revising, editing, and publishing” (Flower & 

Hayes, 1981).  The key features of the Process Approach were the realization of the 

recursive process of writing and students’ and teachers’ collaboration. 

2.7.2 Process Approach  

Process Approach views writing as a cognitive and productive activity that needs 

time and feedback in a recurring manner. In Process writing, the teacher is not the one 

who decides the topic and responds to collect the finished product for correction on the 

other hand “the process approach is a non-linear, exploratory and generative process, 

where writers learn to develop and reformulate their thoughts” (Kroll, 2003, p.28). 

Process Approach has the following stages: “(1) Brainstorming: Students generate ideas 

by brainstorming and discussing the topics they are interested in. A teacher encourages 

students to decide on topics about which they want to write. (2) Drafting: Students select 

one topic from the brainstorming session. Then, they start writing their paragraphs 

without worrying about grammatical errors as they can come back to revise them later. 

(3)  Rewriting: This is the process of going back over the previous draft to improve it by 

making changes and corrections. Students may revise their writing individually or in 

groups.  (4) Editing: Students proofread the text by going over the draft again. They look 

at the language and organization of ideas and begin checking the details of grammar, 

vocabulary, and format. (5) Publishing: The last stage is to share a final product with an 
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appropriate audience, students can evaluate the effectiveness of their writing after 

receiving feedback from their audience” (Rayupsri & Kongpetch, 2014 p.34).  

These stages are recurring and recursive because students can reconsider or move 

back and forth to any stage (White & Arndt, 1991).   

 

Figure 5: Process Writing Framework (White & Arndt, 1991, p.4) 

White and Arndt (1991) have suggested (p.7) the following sequence of the 

different stages of the process approach.   

“Discussion (class, small group, pair) 

Brainstorming/making notes/asking 

questions 

Fast writing/selecting ideas/establishing a 

viewpoint Rough draft 

Preliminary self-evaluation 

Arranging information/structuring the 

text First draft 

Group/peer evaluation and 

responding Conference 

Second draft 

Self-evaluation/editing/proof-

reading finished draft 

Last respond to draft”                                      (White & Arndt 1991, p.7) 
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The process Approach has both advantages and disadvantages. It motivates 

students to like writing activities because students can write without restrictions from 

their teacher during the process, and they do not need to fear syntax correctness and 

lexical selections during their first drafts as they can return to correct those errors later. 

Consequently, students feel positive to write and do not feel mental blocks or writing 

anxiety (Badger & White, 2000).  

Tribble (1996) claimed that the Process Approach is recursive, allowing students 

to return to any stage during their writing processes if they are discontented with their 

works. Students are not accomplished to write texts to attain different social purposes is 

the point raised against the approach. “Process Approaches have a somewhat monolithic 

view of writing” (Badger & White, 2000, p.154).  

 

Figure 6: Stages of writing (Tribble, 1996. p. 38) 

The role of a teacher in the Process approach is to facilitate and guide students 

during the writing process. The form is not the central point to achieve; rather it is 
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required to follow the processes of writing and teachers support learners to “develop 

strategies for generating, drafting, and refining ideas.” This objective is accomplished 

by introducing pre-writing activities to initiate thoughts about content and 

organization, encouraging “brainstorming and outlining, requiring multiple drafts, 

giving extensive feedback, seeking text level revisions, facilitating peer responses, 

and delaying surface corrections until the final editing” (Raimes, 1992 p.87).  

The genre-based Approach appeared as a response to the beliefs that writing 

teaching was seen as a stationary, distinct, and decontextualized exercise for 

improving language learning as a substitute for communication. In the Genre 

Approach, writing is reflected as a “social activity”, revolves around “the audience, 

social context, and communicative purposes” in the writing process (Paltridge, 2013). 

 

2.7.3 Genre Approach  

Genre means 'class' and refers to the grouping of content and different forms of 

text. Genres are mainly defined according to their documented properties and features. 

The term genres of writing mean the range of different texts “transactional writing, to the 

narrative, descriptive, expository, procedural and argumentative writing” (Badger and 

White 2000, p.15). Each genre of writing has features that differentiate it from other 

genres. Every genre of writing is written for an explicit purpose, general construction, 

and language features that are standard for a specific audience (Gibbons, 2002, p. 53). A 

genre-based approach to writing is for the learners to teach how a specific genre is 

structured and the purpose of their writing in different ‘social contexts and 

communicative purposes’ (Paltridge, 2013).  
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The genre theorists argue that the context is the most important thing in which it 

is produced to become meaningful. “Context of Situation” denotes the social setting in 

which the manuscript is written. It consists of three important elements “(a) Field tells us 

the topic or the subject-matter being talked about, such as cooking, a tourist attraction, 

and economics. (b) Tenor refers to the relationship between participants or the audience, 

such as writer and reader, speaker, and listener (c) Mode concerns the channel of 

communication, such as spoken and written” (Hammond et al, 2001, p. 132).  

 

Figure 7: Critical Aspects of Context of Situation (Macken- Horarik, 2002, p. 24) 

Different cultures have diverse values and beliefs, and different genres of writing 

are written in different social settings for social purposes to achieve. Therefore, every 

genre shows a dissimilar “generic structure” and linguistic features. Communal settings 

can be comprehended by keeping in the view of the following four contributory 
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grounds: “(a) genre themes to the social drives of members using the language and these 

purposes influence the schematic structure and choices of text; (b) the field refers to the 

social activities or the subject matters of the texts; (c) tenor refers to the relationship of 

the participants engaged in communicative events; and (d) mode indicates channel or 

medium chosen for communication” (Macken-Horarik, 2002, p. 25). 

A Genre Approach to Teaching writing should emphasize the understanding of 

the community setting and communicative needs of the language.  Macken-Horarik 

(2002) explains eight typical genres with details about the “organizational foundations 

of important genres, their social purposes, and the social location” (Macken-Horarik, 

2002, p. 21 – 23). 

Writing is a nonlinear and goal-driven activity. Students should understand and 

develop the processes of writing through planning, writing, and revising activities. Also, 

writing through the genre approach pursues to realize purposes through socially 

acknowledged means of different genres. Hence, instructors should deliver to students 

the skills to classify genres and their organizations, through the exploration of genuine 

writings and displaying genres (Hyland 2003).  

Table 3  

Differences between the process and genre approaches of teaching writing (Hyland, 

2003, p. 24) 
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Process-Genre is an eclectic approach, integrating the strong point of both the 

Genre- and Process approaches. The Process-Genre approach allows learners to 

recognize the association among ‘communicative purposes and language procedures’ of a 

specific genre as they experience the nonlinear nature of ‘prewriting, drafting, revision, 

editing, and publishing’ stages (Deng et al., 2014). Writing needs multifaceted, combined 

processes to compose a “logical, coherent text suited for its purposes” (Zhao, 2011, p. 5).  

2.7.4 Process-Genre Approach (PGA) 

It is vital to recognize the complex nature of writing. Hyland (2019) says, 

“Writing is a socio-cognitive activity in which writers need certain skills to deal with 

complex cognitive processes in composing as well as knowledge of language, contexts, 

and audiences” (Hyland 2019, p. 23). Tribble (1996) advocates that the writers should not 

only know the process of writing but also keep in mind the drive of writing and the 

readers for it is written. Furthermore, he opines that an effective writer possesses two 

important abilities: “(a) the extent to which a writer can draw on a range of appropriate 

processes when he or she is engaged in the creation of written texts. (b) the extent of a 
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writer’s knowledge of how context and content influence the genres of writing that are 

typical of the particular communicative event” (Tribble, 1996, p. 102). 

Hyland (2004) contends that although there are advocates of both approaches and 

glorify process and Genre Approach individually these approaches are not “mutually 

exclusive, although each focuses on different aspects of writing” (Hyland, 2004, p. 20). 

Badger and White (2000) have also indicated that the encounter between these two 

methods “misguided, and damaging classroom practice because process, product, and 

place (in the sense of settings, functions, and background) of writing are closely inter-

related” (Badger & White 2000, p. 157).  

In genre writing pedagogy, the awareness of language use in context is an 

important aspect but is not to substitute process-oriented methods (Hyland, 2004, p. 21). 

Swales (1990) holds: “it would be unwise to neglect the internal aspects of composing 

such as developing pre-writing and invention strategies, fostering apprentices’ awareness 

of their writing processes, inculcating the value of redrafting and encouraging selection 

of topics of personal interest” (Swales, 1990, p. 220). However, Swales acknowledged 

that the Process Approach develops students’ abilities in many ways, but still, it is not 

adequate and there is a demand for learning genre skills. He suggested that genre 

knowledge be given equal attention to writing processes and social factors of writing.  

Badger & White, (2000) propose the combination of the Process and the Genre 

framework to instruct ESL composing. They argue that the amalgamation can 

recompense for others’ flaws. Tribble further says about Process and Genre approaches 

are not mismatched. Hyland opines that the blend of process and genre approaches 
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confirm that “learners have an adequate understanding of the processes of text creation; 

the purposes of writing and how to express these effective ways through formal and 

rhetorical text choices; and the contexts within which texts are composed and read and 

which give them meaning” (Hyland, 2003, p. 24). 

The first Process-Genre writing teaching model was projected by Badger and 

White (2000). It integrates the understanding of the Process, and Genre approaches. The 

first stage starts with the role of a teacher to provide real-life situations and help to 

understand the learners writing drive and ruminate the “tenor, field, and mode.” After 

identifying the social context, learners do the planning, drafting, and proofreading 

according to language use and organization of text according to the particular genre.  

 

Figure 8:  Critical Aspects of Context of Situation (Macken- Horarik, 2002, p. 24) 

Consistent with Badger and White (2000) cited in Belbase (2012, p.112), the 

teaching process for the process genre approach has the following six steps: “(1) 

preparation, (2) modeling, (3) planning, (4) joint constructing, (5) independent 

constructing, and (6) revising” (Belbase, 2012, p.112). 

Preparation 



59 
 

The teacher initiates by helping the students to prepare for writing by setting a 

context and purpose of writing in a particular genre, for example, an argumentative essay. 

It triggers the “schemata” which helps the learners to familiarize themselves with the 

structures of the genre by keeping in mind the “context and purpose of writing.” 

Modeling 

This stage is to introduce a model of the genre and provide students with the 

opportunity to analyze features of the target genre and the purpose of the text; for 

example, the motive of an argumentative essay is to convince the audience. The 

organization of the text in an argumentative essay is modeled and students flow along 

with the realization of the purpose of an argumentative essay.  

Planning 

It is an important feature of PGA to list the points that writers include in the text. 

This step comprises many important actions that trigger the students’ topic schemata 

“including brainstorming, discussing, and reading associated material.” The drive is to 

support the learners to add knowledge of the writers about the topic. 

Joint constructing 

Herein this phase, the instructor and learners work collectively as a starting point 

to draft. Generally, the teacher facilities writing procedures of students’ “thinking, 

drafting and revising” stage. Learners provide material and thoughts, and the instructor 

composes the list of produced points on the black/whiteboard. A model is provided for 

students to follow as an example. It nurtures a “collaborative writing” environment 

among students and teachers. 
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Independent constructing 

After modeling, planning, and joint construction, it is the phase to start the task of 

writing texts independently on an associated topic of a particular genre.  Students are 

given time to write independently and the teachers are accessible to help and refer to the 

process during and afterward. 

Revising and Editing 

Both teachers read papers for evaluation and feedback and learners may also 

“check, discuss, and evaluate their work with fellow students” for final revising and 

editing. The final draft will encourage and boost the confidence among learners as they 

have drafted the text of a particular genre keeping in view the context and purpose of 

writing. (Belbase, 2012) 

 

Figure 9: Application of Process-genre Model (Belbase, 2012) 

Huand and Junzhang (2019) presented the Process-Genre instructional model 

which is based on two planes: (a) the genre and (b) the process. After developing genre 
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awareness and genre knowledge, the next is to develop students’ writing process; 

teachers and students cultivate strategies for planning by setting writing goals, 

generating, organizing, and crafting ideas.  

 

Figure 10: Process-genre writing instructional framework (Huang and Junzhang, 2019, 

p.6) 

According to Paran (2012), the main approach in many ESL/EFL school 

classrooms is still product-oriented, but it is different at the university level where genre 

and process approaches are generally being implemented. Most of the studies are about 

L2 writing that has been administered to university-level ESL students and quite a few 

studies have also focused on secondary school or pre-university students in Asia 
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(Matsuda 2006; Lee, 2013). It means that second language writing (SLW) researchers 

need to focus on pre-university students. 

 Several studies indicate that the Process-Genre Approach to teaching writing is 

effective to develop writing ability among ESL learners. Rusinovci (2015) highlighted 

and considered Process-Genre Approach as a solution to develop ESL students’ writing 

competence being a “coherent comprehensive theory.”  

McCarthey and Ro (2011) investigate ESL writing teachers to understand their 

writing instructions; the study shows a newer trend among teachers by using a hybrid and 

eclectic approach to the Process-Genre Approach. Gupitasari (2013) confirms that with 

the application of the Process-Genre approach the students’ writing ability is improved 

during the classroom action research. Ghufron (2016) studies the effectiveness of the 

Process- Genre Approach over the conventional Product Approach and the findings 

explain the effectiveness of the PGA.   

Tuyen et al. (2016) find out that the Process-Genre Approach overtook the 

traditional approaches in writing ability “in terms of content, vocabulary, grammar, and 

organization.” The results of this study suggested that “the PGA should be used as a 

pedagogical tool to teach writing for EFL upper secondary students in Asian contexts” 

(Tuyen et al., 2016 p.38). Pujianto et al. (2014) claim that the process-genre Approach is 

proved helpful and effective in developing writing skills. This study is descriptive 

qualitative and specifies the positive results with the Process-Genre Approach 

application. Tuyen et al. (2016) also applied the Process-Genre Approach to show the 

improvement of EFL students' ability in academic writing. The findings of the study 
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show that the stages of the Process-Genre Approach can help outline and draft the final 

draft.  

Agesta and Cahyono (2017) conclude that the Process-Genre approach 

application in teaching writing assists students in improving their writing ability and in 

controlling their writing anxiety. Belmekki & Sekkal (2018) reinforce the position of the 

Process- Genre Approach as they use this approach to advance students’ 

accomplishments in writing business letters. This was action research that told us that 

“there was a significant effect of process-genre approach on the students’ writing 

achievement, covering four writing components: organization, vocabulary, grammar, and 

mechanics” (Huang & Zhang, 2019, Alabere, & Shapii, 2019, Abdel-Haq, Atta, & 

Hammad Ali, 2020, Agesta, & Cahyono, 2017).  

According to Huang and Zhang (2019), the main reason behind the improvement 

in performance is that PGA involves the interaction of several stages in the entire writing 

process. PGA promotes modeling and deconstruction as an initial stage of teaching 

writing with the help of activities to make the students understand what the course of 

successful academic writers is and how they employ strategies for effective writing. At 

the pre-writing stage, different sources of information are gathered such as pieces of 

evidence, statistics, and own experience to exemplify, associate, or describe, and thus 

they attained the communicative purpose as stated by Zhang, Aryadoust, and Zhang 

(2016).  

PGA has a stage joint construction in which students practically contribute ideas 

and the whole activity is taken as a collaborative activity taken as a great source to 
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improve their range of content knowledge with the support activities such as 

“brainstorming and group discussion”, students broaden their “ideational knowledge by 

sharing their knowledge with and absorbing fresh ideas from their peers” (Getnet, 2019).  

Writing includes “knowledge about language” (as in product and genre 

approaches), “knowledge of the context” in which writing happens and especially the 

purpose for the writing (as in genre approaches), and the skills in using writing (as in 

process approaches) (Badger & White, 2000). 

2.7.5 Critique of Product, Process, Genre, and Process-Genre Approaches  

There are several different and overlapping approaches to teaching ESL writing 

learners. The product approach is a conventional way to teach writing. Product-based 

approaches perceive writing as mostly associated with knowledge about the “structure of 

language and writing development” as chiefly the outcome of imitation of model texts 

provided by the teacher. The main criticisms are that the skills, such as “planning a text”, 

are neglected in the product approach, along with this point that the information and 

experience those learners bring to the classroom is unrecognized and not adequate 

consideration is given to the “social context” in which texts are produced. In short, the 

product approach doesn’t impart pupils to write independently. It undervalues the 

student’s linguistic and individual potential (Pincas, 1982). 

Process Approach as a reaction to Product Approach was introduced and the 

emphasis was shifted from the text to the writer and the cognitive process of “planning, 

drafting, revising, editing, and publishing” (Flower & Hayes, 1981).  The key features of 

the Process Approach were the realization of the recursive process of writing and 

students’ and teachers’ collaboration.  
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The process approach developed out of dissatisfaction with the conventional 

product approaches. The process approach, however, is also not flawless. Firstly, it 

requires a long time to be effective in the classroom. In addition, it was proposed to 

according to the writing requirements of the native language classroom, where students, 

who were before orally eloquent, needed to address the question of the writing process 

and subsequently, it ignores the linguistic part of writing discourse (Ivanic, 2004).  

Process approaches recognize writing primarily as the “drill of linguistic skills” 

and writing skill as “acquisition” which occurs in situations where teachers control the 

exercise of writing skills. The critiques are the process approach take on all writing as 

being written by the parallel set of processes, and not enough prominence is given to the 

various kind of writing, and finally, students are not prepared with the ample “input” to 

carry out the writing tasks effectively (Flowerdew, 1993). 

Taylor (1981) believed that "writing isn't the straightforward plan-outline-write 

approach that most believe that it to become.” Procedures have focused on the restrictions 

of “content and form” that must get obeyed when there is a writer worried about the 

social goal of the text. This has come to relate to the concept of the 'style method' in 

which "a music genre includes a class of communicative functions, the numbers that 

share a pair of behavioural intent" (Swales, 1990). 

The style technique sees creating as, in essence, concerned with the knowledge of 

the speech, and as being tied closely to a social function; whereas the development of 

writing has been largely viewed because of the investigation and an imitation of input the 

sort of texts furnished by the instructor (Badger & White, 2000). The genre approach 

concentrates on “linguistic knowledge” but reflects writing in various social 
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backgrounds. In the genre approach, a writer is believed to have a connection with the 

“audience” and the “structural draft.” More significantly, this approach reflects on whom 

the piece of writing is directed, what the product looks like, and if the style is suitable for 

the purpose.  

Genre-based approaches are said to see writing as essentially concerned with 

knowledge of the language in context and the development of writing as a response input 

in the form of texts. The main criticism is that genre approaches restrain the abilities 

needed to generate a text and see learners as largely passive. The factor may lead to 

learners who can deal with the kinds of writing they have dealt with in the classroom but 

are not able to deal with any new forms of text they may come across outside the 

classroom and is unlikely to produce high levels of motivation. In addition, they are 

unlikely to be able to use the language creatively (Badger & White, 2000). 

Different teaching writing approaches certainly have limitations, and the idea of 

an amalgamation is somewhat innovative in ESL teaching writing in the context of 

Pakistan. Pre-university ESL academic writing instructions are still following the 

conventional Product approach (Dar & Khan, 2015). Badger and white (2000) presented 

Process-Genre, a joint approach, which is fundamentally a blend of teaching writing 

approaches, together process-based approach and the genre-based method and it appears 

appropriate to write texts in different genres. The twofold method includes instruction for 

the pertinence of linguistic features accompanied by the reconsideration phases over the 

procedure to yield the last draft (Kim & Kim, 2005).  

In this joint method of teaching, writing is considerably viewed both from the 

viewpoint of the “reader and the writer.” One of the merits of this amalgamated method is 
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a robust connection between “writer, reader, and teacher/instructor, both in and outside 

class.” This approach also assimilates “all communication skills: listening, reading, 

writing, and speaking” (Abate, 2019). 

A process-Genre joint strategy is a merger of models, both by your process-based 

approach and the genre-based method appears far easier to set a text up in a contented 

sort of writing (Kim & Kim, 2005). According to Raimes (1983), “writing classes should 

focus on the form, ideas, organization, syntax, and significance, composing and revising” 

(Raimes,1983, p. 266) and PGA covers these elements. Phichiensathien (2018) explains 

that the role of the instructor is to expose the model and guide the growth of lexical, 

syntactic resources, and rhetorical patterns. PGA starts with the situation which gives rise 

to a particular genre of writing. The students then produce some writing in line with their 

own needs supported by the teacher, their peers, and sample texts. The process genre 

approach was considered an effective model as it synthesizes all three approaches. It is 

viewed in the PGA that writing involves “knowledge about language” (as in product and 

genre approaches), “knowledge of the context” in which writing occurs particularly the 

“purpose for the writing” (as in genre approaches), and “skills in using language” (as in 

process approaches), “writing development” ensues by highlighting the learners’ writing 

abilities (as in process approaches) and by offering “input” to which the learners respond 

(as in product and genre approaches). 

It is concluded that in Pakistan, schools and colleges follow the conventional ESL 

academic writing teaching methodology that dampens thought procedure and novelty 

among ESL learners. It is obligatory to present actual methodologies to teach composing 
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for their improved writing presentation without writing anxiety afore joining an ESL 

writing course at the university level.  

Writing is a multifaceted activity that involves many processes and demands an 

effective teaching writing methodology. Certainly, the writing ability incorporates not 

only lexical selections, sentence formations, use of punctuation marks, and further 

linguistic devices for cohesion and coherence, but also the command of different writing 

genres and the ability to develop the processes involved in writing. It is needed to 

introduce an effective writing pedagogy that develops the thinking processes and the 

ability to follow the form and purpose of different writing genres keeping in mind the 

target audience and the features of communicativeness.  

2.8 Summary of the Chapter 

This chapter provides a broad overview of the reviewed literature. The history of 

the English Language in the Indian Subcontinent and the history of the English language 

in Pakistan from the time of independence to the most recent time are discussed to 

understand the Language Policy and Language Planning (LPLP) in Pakistan. There are 

many challenges of ELT in Pakistan, especially about the instruction of academic writing 

in Pakistan. It is identified in the literature that the conventional teacher-centered Product 

Approach of teaching is one of the major issues. The teaching of academic writing 

approaches is discussed by highlighting the features of the Process-Genre Approach 

(PGA). There are interrelated issues of writing anxiety and poor writing performance that 

are being faced by the ESL academic writing learners in Pakistan and there is a need to 

address these issues by introducing the amalgamated PGA as an academic writing 

teaching methodology. 
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CHAPTER THREE 

 RESEARCH METHODOLOGY 

Introduction 

The current study follows an explanatory sequential model mixed-method approach 

which contains quantitative and qualitative data collection methods (see Table 1, p.11). 

Chapter 3 describes the research design, pilot study, and the phases involved in the 

implementation of the research tools for data gathering and analysis by following 

research ethical considerations. 

 

Figure 11: Methodology used in the Study 
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It is thought important to conceptualize the study aims and research questions at 

this stage before discussing the research design, data collection, and data analysis.   

 

Figure 12: Research Objectives and Questions 

3.1 Research Design  

This research follows the mixed method to collect data which leads towards the 

triangulation of both quantitative and quantitative research methods. The philosophy of 

pragmatism supports mixed methods research (MMR) as the foundation of the present 

study. There are four main research philosophies including pragmatism. Positivism is a 

research philosophy that tells us that reality can be understood objectively, and it is 

quantifiable and measurable; whereas post-positivism believes reality can only be 

approached without complete accuracy. Constructivism is a research philosophy that 
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views reality as being socially constructed. Pragmatism is a diverse approach to research 

that focuses on the significance of problem-solving and integration.  

This (pragmatism) research approach adopts methods (quantitative and/or 

qualitative) that work best to address a particular research problem, rather than 

committing to a particular research philosophy that may have a specific view of what 

constitutes reality (Paltridge & Phakiti, 2010 p. 28).  

 

Pragmatists pursue an application of the numerous methods, types of data, and data 

analyses that can fully provide answers to research questions or problems. “Pragmatists 

try to use the best of both ‘quantitative and qualitative research methods” to get the most 

out of their knowledge and understanding of the understudied issue. It is significant to 

know the key notions of research philosophies: Ontology means what is the “nature of 

reality”, epistemology means the “nature of knowledge” and in what way it can be 

learned, and methodology means the research method we use to explore or unearth 

reality.  

The mixed-method research (MMR) approach based on pragmatic research 

philosophy is about employing both quantitative and qualitative methodologies to 

reinforce the eminence and value of research as one can back, complement, clarify, and 

magnify the other. Riazi and Candlin (2014) hold that it does not merely include both 

quantitative and qualitative data but there are many related issues and points to consider 

before opting for the MMR designs e.g. (a) level of research paradigms, (b) purposes of 

mixed methods research (C) triangulation, (d) complementarity development, and (d) 

parallelism. Integration is the essence of mixed methods which involves bringing together 

quantitative and qualitative approaches (McCrudden & McTigue, 2019). 
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Figure 13: Explanatory Sequential Model (Subedi, 2016, p. 573) 

In this study at the pretest stage, two intact groups (control group and 

experimental group) were taken as the sample and were given ESL writing performance 

pretest and administered the questionnaire: Second language writing anxiety inventory 

(SLWAI) followed by the semi-structured interviews from both groups’ students. After 

12 weeks of intervention which is the ESL academic writing module planned and 

delivered to the experimental group by following the process-genre methodology and the 

control group was taught the same content which the traditional product approach. Lastly 

at the post-test stage again ESL writing performance pretest was given and administered 

the questionnaire: Second language writing anxiety inventory (SLWAI) among both 

control and the experimental group followed by the experimental group of students and 

teachers interviewed. The applied research design follows the sequence; students of the 

Experimental group who have experience of the newly introduced process-genre 

approach can comment on the effectiveness of the approach. Furthermore, a triangulation 

of both quantitative and qualitative methods has helped to investigate the effect of the 

process-genre approach on writing performance and writing anxiety among ESL 

academic writing learners at the intermediate level in Pakistan.  
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3.2 Quantitative Research Method 

In the study, the quantitative research method is being followed to answer the first 

two research questions (p.11). In this study, two intact groups have been assigned to 

control and experimental groups by following the quasi-experimental design.  

A quasi-experimental design is being applied in the current study, the researcher 

measures pre-test, and post-test scores and measures the variations between the tests (i.e., 

pre-test-post-test design). However, contrasting with a true experiment, a quasi-

experiment does not rely on random assignment of groups. Instead, subjects are assigned 

to groups based on non-random criteria. A quasi-experimental design is a useful tool in 

situations where true experiments cannot be used for ethical or practical reasons.  

Experimental techniques investigate the relationship between two variables. 

Researchers find out one variable effect/ impact on the another by keeping other factors 

constant. The experiment is executed so that data is collected by reducing the threats to 

reliability and validity. Statistical tests are then performed on the data to determine to see 

if changes between the control and the experimental group are significant (Hyland, 2015, 

p.170). The same sequence of steps of the experimental research design is being followed 

in this study.  

3.2.1 Quasi-Experimental Design 

In a quasi-experimental research design, a causal association between independent 

and dependent variables is examined. The Independent variable is the variable that causes 

the effects, and the dependent variable is the variable that takes the effects (Loewen & 

Plonsky, 2015). Another definition is “an independent variable is a variable that exists 

https://www.scribbr.com/methodology/random-assignment/
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freely and is hypothesized to affect other variables that are described as dependent 

variables” (Paltridge & Phakiti, 2010, p.35).  

In quasi-experimental research, some treatment in one of two groups is applied 

although other factors remain constant. The two clusters of participants are then given a 

pre-and post-test to realize the result of the treatment and statistical tests are applied to 

discover if variances between the control and the experimental groups are substantial and 

statistically significant. The quasi-experimental research method has been one of the 

chief methods of investigation in the field of ESL writing research (Hyland, 2019). The 

ESL writing researchers want to explore the effect of a single “variable, the independent 

variable that can cause changes in another variable, the dependent variable.” e.g., in a 

teaching space setting, an investigator is possibly interested to explore whether a method 

of teaching writing to ESL writing learners, an “independent variable”, affects their 

writing performance, a dependent variable (Hyland, 2019, p.69). 

The management of the independent variable is a critical feature in experimental 

research, which can be explained as the researcher's action for the treatment of the 

“experimental group" and delivers a substitute action for the control group. The random 

division of participants under the experimental and control groups is another important 

feature of an experimental study (a true experiment) with the motive to guarantee that the 

“control group” is maximally alike to the “experimental group.” But this random 

assignment of participants is one of the hardest challenges for a researcher to conduct a 

type of experimental research in most educational settings. Researchers, therefore, to 

overcome the challenges related to true experimental research follow a quasi-

experimental design. It is apparent that “quasi-experimental designs” are parallel to true 
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experimental studies; the only difference is that research participants are not able to 

randomly divide or clustered as an experiment and control groups (Rogers & Révész, 

2020).  

3.2.2 Non- Equivalent Groups Design (NEGD) 

To answer research questions, a “non-equivalent (pre-test and post-test) groups 

design” is believed to be a suitable category of “quasi-experimental design” (Cohen, 

Manion, and Morrison, 2018) that endorsed the investigator to explore the upshots of 

executing a Process-Genre Method to instructing L2 writing to Pakistani intermediate 

students as compared to those who taught ESL academic writing through traditional 

product-based teaching approach are.  

There are three different types of quasi-experimental designs. Nonequivalent group 

design (NEGD) is the first and most popular type which is being adopted in this study. In 

this design, researchers usually use ‘intact groups’ (which are maximally similar and 

alike before the treatment or intervention) these two groups are named experimental (EG) 

and control groups (CG). A nonequivalent group design (NEGD) is widely used in 

educational studies, mostly measures the effectiveness of an educational program (Cohen, 

Manion, and Morrison, 2018).  

In this study, the researcher followed the principles of (NEGD) and ensured that the 

treatment group and a control group must be almost similar and measured both groups at 

pretest. Then the intervention condition or treatment was applied in the experimental 

group (EG), and posttests were given to both groups. Theoretically, if the two groups' 

control and experimental score are the same in their pretest before the treatment or 
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intervention, but the score difference in the protest is followed. In this case, researchers 

confidently conclude from the findings that there is an effect of the treatment (Cohen, 

Manion, and Morrison, 2018).  

 

Figure 14: Quasi-experiment NEGD (Rudibyani, 2019 p. 2) 

3.2.3 Threats to the internal and external validity of a NEGD 

In NEGD, both control and experimental clusters are not conceivably similar in the 

complete sense, and participants allocated to the experimental group (EG) may be 

different in any sense from members of the other control group (CG). Therefore, there 

may be many methodical (nonrandom) conditions apart from the occurrence of the newly 

introduced intervention. Thus, the results and findings of the study possibly are affected 

by several other issues: such as “(a) history - some unusual happens while the treatment 

or intervention is in development, which marks the dependent variable, (b) maturation - 

changes in the dependent variable may be due to normal developmental processes instead 

of the intervention, (c) testing - pretest may affect the scores on the posttest, (d) 

contamination - participants in the control group may know about the interference 
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through a third party, and (e) instrumentation -the examiners, instructions, and procedures 

may be different in different groups” (Frey, 2018, p.3432).  

In this study, the major threats to the internal validity of a NEGD and external 

validity were minimalized by consciously, consistently, and carefully following the 

procedures. According to the study procedure (see section 3.9) at the pretest and posttest 

stages both groups (the CG and the EG) were given the writing performance test. English 

as a Second Language (ESL) Composition Profile, a recurrently used rubric by the 

researchers of ESL writing testing and evaluation (see Appendix B) developed by Jacobs, 

Zingraf, Wormuth, Hartfiel, and Hughey, in 1981 as cited in (Hamp-Lyons, 1984) was 

used by the two trained markers in this study to evaluate the pre and posttests of both 

control and experimental groups to ensure the reliability. The question will be marked by 

the following “ESL Composition Profile:  Content 30% Organization 20% Vocabulary 

20% Language use 25 % and Mechanics 5%”  

In the pre-and post-test question papers and rubrics (table 22) explaining the 

whole marking scheme was decided and explained to the participating students (section 

3.3.2) the topic for writing essays in both the pre-and post-test were picked from the 

prescribed content by the authorities. While pre-and post-test construction it was decided 

to change the writing topics in the post-test to control the internal validity threat of testing 

because if the same topics were repeated the writers might be sensitized and it could 

affect the results. Therefore, the topic selected with the guidance from the experts for the 

posttest were possible identical in nature but different in topics to control the internal 

validity threat of testing in the study. 
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The study procedures were carefully planned to ensure internal validity by the 

factors: such as  (a) history - In this study members share the possible homogeneous 

background and no surprise factor could be influential, (b) maturation - the study is of 

1212-week duration which was neither too long nor too short and the threat of maturation 

was countered (c) testing - In this study, careful administration of pre and posttests was 

ensured, pre and posttests were different in topics but identical in nature endorsed by two 

experts to control this threat (d) contamination - The procedures were carefully 

completed by taking care of any third party involvement, and (e) instrumentation - the 

examiners, instructions, and procedures of pretest and posttest were the same in this study 

(Frey, 2018). The external validity of a NEGD can be ensured by the repetition of 

research and results obtained at different times, with a different population, and the 

setting is desirable (Frey, 2018). 

3.3 Sampling  

There are many factors involved in producing a quality piece of research including 

appropriate methodology, data collection instrumentation, and a suitable sampling 

technique or strategy (Cohen, Manion, & Morrison, 2018, p. 218). Non- probability 

sampling technique is being opted in this study. There are mainly two categories of 

“sampling techniques (a) probabilistic sampling and (b) non-probabilistic sampling.” 

Non- probability samples are frequently used in small-scale research because; they are 

not complicated to plan, execute, and are considerably less expensive. In one of the non-

probabilistic sampling, strategies involve choosing individuals or subjects who are 

accessible and can be studied.  Convenience sampling and volunteer sampling are 
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examples of the non-probabilistic sampling which is being used in this study (Cohen, 

Manion, & Morrison, 2018, p. 218).  

There is always the question regarding a suitable sample size which is much valuable 

for researchers. This question is not as simple and there are many factors to consider 

before answering according to Cohen, Manion, and Morrison (2018) explain some of the 

factors: “(a) the research purposes, questions, and design (b) the size and nature of the 

population from which the sample is drawn (C) the heterogeneity of the population from 

which the sample is drawn. Briefly, a sample size of thirty is considered the minimum 

number of cases if a researcher plans to utilize statistical analysis (Cohen, Manion, & 

Morrison, 2018, p. 220).”  

In this study, the population consists of 3000 intermediate/ pre-university students at 

‘The Grand College’ registered for the 2018-20 academic years. The students were 

grouped into sections by the college administration. From these sections, two intact 

groups were selected as samples for the study. “The convenience sampling strategy is 

being followed which involves choosing the easily accessible individuals to serve as 

respondents” (Cohen, Manion & Morrison, 2002).  

The quasi-experimental study was conducted involving intermediate/ pre-university 

(12th grade) pupils in their regular classes for (12 weeks) one term. Eighty (80) 

participants from the two intact groups of the same academic backgrounds were selected. 

The subjects in this study have quite a homogeneousness both in terms of earlier 

academic performance i.e., grades in the Secondary School Certificate (SSC) exam and 

their socioeconomic backgrounds. One of the sections was randomly nominated as the 
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control group and others to be an experimental group. The ethical responsibilities had 

been ensured by informing the participants about the entire research project. 

Table 4  

Sample Size for the Study 

Research Site Intermediate ESL Writing 

Students 

Intermediate ESL Writing 

Teachers 

TGC 40 (Control Group) 

40 (Experimental Group 

 20 

 

3.4 Research Site 

The study is planned in the Pakistani context, and in the context, the English 

language is used as a second language (ESL). The research experiment site nominated for 

this research was the intermediate/ pre-university section of The Grand College, Pakistan 

(anonymous). It is a Liberal Arts and Science private sector university. In the Pakistani 

educational context, before entering a university, it is a prerequisite to passing a 

centralized intermediate examination conducted by the Board of Secondary and 

Intermediate Education which is equivalent to ‘A’ levels. English is the medium of 

instruction (MOI) and exam papers are mostly required to write in English.  

This research location was selected mainly because of its convenience and 

suitability. Before starting the research exploration, the researcher communicated the 

“gatekeepers” (Cohen, Manion, & Morrison, 2007, p. 109) to request permission to 

contact, which was graciously granted (See Appendix-D).  

3.5 Study Procedures  

This chapter provides an indication and explanation of the procedures applied to 

explore the effects of a Process-Genre method to instruct L2 writing to Pakistani 
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intermediate learners. The investigation strategy and data gathering tools and procedures 

were adopted consistent with the main and subsidiary investigation queries given in 

Chapter1, Section 1.4, and reflected in the following research methodology flow chart 

(Figure 26). 

In this study, after the ethical approval for the experiment, at the pretest stage, two 

intact groups (control group and experimental group) were taken as the sample and were 

given ESL writing performance pretest and administered the questionnaire: Second 

language writing anxiety inventory (SLWAI) followed by the semi-structured interviews 

from both groups’ students. After 12 weeks of intervention which is the ESL academic 

writing module planned and delivered to the experimental group by following the 

process-genre methodology and the control group was taught the same content which the 

traditional product approach. Lastly at the post-test stage again ESL writing performance 

pretest was given and administered the questionnaire: Second language writing anxiety 

inventory (SLWAI) among both control and the experimental group followed by 

experimental groups students and teachers were interviewed.  

The control group following the product approach was learning academic writing 

by memorizing and reproducing the readymade materials in the class, instructors either 

offered students notes or dictate previously printed content by the specialists, which they 

learn by heart and were prepared to replicate in the final examinations. The very practice 

of imitation encouraged students to memorize for writing. Teachers were not 

recommending writing skills to students they gave them the instructions about fitting a 

learned essay into numerous somewhat dissimilar situations. Whereas, the experimental 

group was taught the same prescribed content by following the PGA.  
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Figure 15: Research Methodology Flow Chart 
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3.6 The Intervention (Writing Module)  

The experimental group was taught the 12-week academic writing module based 

on the process-genre teaching methodology. Twelve one and half hour sittings were 

dedicated to teaching the fundamental concepts of academic writing by using the process-

genre teaching methodology.  

Two almost the same “qualified and experienced teachers” were invited to 

participate in the research and teach 12 weeks writing module to the treatment group by 

using the process-genre teaching methodology. However, the control group was taught 

without any intervention through the traditional product-based approach. Lessons were 

deliberate with the assistance of the participating teachers according to the “aims and 

objectives and the certain strategies and principles of the course design” (Yalden, 1987). 

The course was premeditated and separated into different divisions based on the 

suggested “syllabi from the government of the Punjab Textbook Board and Punjab 

curriculum wing” (See Appendix-E). The planned lessons were shared with the ESL 

academic writing experts and after their validation and modifications were delivered after 

the authorizations from the concerned authorities (See Appendix-G). 

3.6.1 Role of the Researcher  

The researcher was not taking part in the teaching of ESL academic writing to 

either of the groups. The researcher planned and executed the study procedures with the 

help of fellow teachers. He was remained available throughout the intervention period to 

have effective oversight and to offer any required assistance to both the control and 

experimental groups during the period. ` 
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` Table 5  

Writing Module Adapted from (Huang & Junzhang, 2019, p.9) 

 

3.6.2 ESL Academic Writing Teachers’ Training  

Center for Learning and Teaching (CLT) (an internal center at the research site) 

designs programs and services to update and help the faculty in their professional 

development as per HEC’s guidelines for the professional development of faculty. 



85 
 

In March 2015, CLT organized three English language teachers’ training sessions 

to introduce the PGA which was a relatively new teaching methodology as compared to 

the in-use traditional Product-based approach to teach ESL academic writing at the 

intermediate level. This course is one of the triggering points for me to work in this area. 

In August 2015, presented my small action research conducted in the same area at an 

international conference.  

One of the HEC enlisted resource persons, professor of the field, and established 

teacher trainer conducted these sessions. The sessions were very deliberately planned and 

effectively delivered. Later when my research proposal was accepted, at the department 

level being a faculty member, I requested the department Chairperson to seek permission 

to deliver two sessions on PGA and its effectiveness to my colleagues in terms of 

improving ESL academic writing performance and reducing writing anxiety, which was 

accepted and later executed. PGA was introduced and discussed with the TGC ESL 

teachers, that is the rationale of conducting twenty English language teachers’ interviews 

to know their perceptions about the effectiveness of PGA in the context. It is one of the 

reasons that the participating teachers are conversant with certain terminology and related 

concepts which they occasionally referred to during their interviews. 

I requested two interested and having ELT background qualifications teachers to 

take part in the research to deliver the 12-week academic writing module based on the 

process-genre teaching methodology to the experimental group according to the 

instructional focuses as explained in table 5. We hold several meetings and exchange 

ideas during the preparation of the writing module and while teaching throughout the 

period.  
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3.7 Quantitative Data Collection Instruments 

“Quantitative data is numerical in nature and can be mathematically computed” 

(Kabir, 2016, p.154). Researchers use a methodically consistent approach and employ 

data collection instruments and methods such as tests, surveys questionnaires, and 

interviews to collect quantitative data. The quantitative approach has the benefit that it is 

economical to implement, consistent to yield findings, and eventually establish 

comparisons. Findings are certainly made in measurable terms; also, the size of an effect 

can be calculated measurably. Typical quantitative data collection instruments include 

true and quasi-experiment tests and surveys with closed-ended questions. In a 

quantitative survey and interviews, questions are more organized and planned to get 

measurable answers (Kabir, 2016).  

Data gathering is a process of collecting information regarding understudy constructs 

in a recognized methodical process that leads a researcher to answer research questions. 

The data collection tools/instruments of research are very common in different disciplines 

and the common goal of data collection through different tools is to make available 

reliable and valid pieces of evidence and information for analysis to reach substantial and 

trustworthy answers to research questions. Irrespective of the field of study, reliable and 

valid data collection is indispensable to uphold the veracity of research.  

Data gathering is a very challenging task that desires systematic “planning, hard 

work, patience, perseverance” (Kabir, 2016, p. 202). There are different research 

instruments to choose from according to the nature and justification of the understudy 

research issue to answer research questions, it is much needed to employ: research 

methods, data collection instruments, and data analysis techniques.  
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3.7.1 Pre- and Post-Tests 

To answer the research RQ1 (see pg-11) main and subsidiary research questions, pre-

and post-tests were designed and administered to collect quantitative data in this study. 

Constructing and administering tests are an important part of the experimental model of 

research. Testing is mainly engaged in “non-equivalent (pre-test and post-test) control 

group design” where pre-tests and post-tests are essential to design and execute for the 

control and experimental groups to compare the differences and similarities. Pre- and 

post-test guiding principles given by Frey (2018) are: (a) pre-test may have questions that 

diverge in form or language from the post-test, though the two tests must test the same 

content (b) pre-, and post-test must be the same for both groups. There is a need to be 

Careful in test structure and setting the level of difficulty essentially should be similar in 

both tests.  

The following are some positive points or advantages that are taken into consideration 

in this study: pre-and post-tests can be administered in natural settings with limited 

resources. “Pre- and post-tests can be used when randomization is hard to be upheld 

because of ethical and practical causes” (Krishnan, 2020 p.39). Pre and post-tests can be 

“conducted with a limited number of participants and it is less complex with low error 

propagation compared to other designs” (Krishnan, 2020 p.39) 

3.7.2 Pre and Posttests Construction 

Considering the prescribed syllabus outlined by the Punjab textbook board and 

curriculum wing, and board of intermediate and secondary education Lahore (BISE, 

Lahore) model test papers (See Appendices E, F) the following ESL academic writing 

pre-and post-test was given to the control and experimental group. I offer four choices for 
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writing in the pre and post-tests. The topics used for the writing in the pretest of the study 

were: (1) My Aim in Life (2) My favourite Book (3) My First Day at College (4) Uses of 

Computer and the topics used for the writing in the posttest of the study were (1) My 

Favorite Personality (2) My Ideal Teacher (3) My Hobby (4) Uses of Internet. 

It is significant to determine the purpose of the test as the first step in a language 

test construction (Bachman and Palmer, 1996). Mainly there are two main motives for 

designing a writing test, one purpose is to ‘make inferences’ about linguistic competence 

and the second purpose is to make decisions based on those readings.  

Bachman and Palmer (1996) uphold that the greatest significant concern in 

planning an examination is its “usefulness.” They describe useful writing should have a 

balanced combination of qualities including: “reliability, construct validity, authenticity, 

interactiveness, impact, and practicality” (Bachman and Palmer, 1996, p.18).  

Weigle (2002) established that an assessment test in which test-takers yield an 

example of the script is often denoted as a “direct' test of writing”, which is perhaps the 

most shared technique for evaluating writing. Hamp-Lyons (1991) gives features of the 

“direct test.” “Writing students must write at least one piece of continuous text; test 

takers are given a set of instructions or 'prompt' but have considerable freedom in 

responding to the prompt; each test is read by at least one, and normally two or more, 

trained raters; judgments are tied to a common yardstick, such as a set of sample 

responses or one or more rating scales; and judgments are expressed as numbers” (Hamp-

Lyons, 1991 cited in Weigle, 2002, p.56).  There are many important aspects to be 

considered during the writing test design stage such as the drive of the test, features of the 

target population, and their real-world needs and available resources.   
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These pre-and post-writing tests serve as ‘writing prompt’ comprises all the 

potentials, qualifications regarding its being “useful’, and upholding the ‘construct’ in 

addition to the ‘content validity” (Bachman and Palmer, 1996). In the test, page one 

stated the rubrics (see Appendix- B) and instructions by following the guidelines 

mentioned in the figure adopted by Davidson and Lynch (2002, p.28). In this study pre 

and post-tests were evaluated according to ESL Composition Profile (See Appendix -B) 

by two independent markers and later the average was taken as a score.  

 

Figure 16: Writing multi-paragraph essays (Davidson and Lynch, 2002, p.28) 
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ESL Academic Writing Performance Pre-Test 

Q- Write a descriptive essay of 300 - 400 words of your choice. (Time: 45 minutes) 

(1) My Aim in Life (2) A visit to a Historical Place (3) My First Day at College (4) Uses 

of Computer 

The question will be marked by the following “ESL Composition Profile (See Appendix -

B):  Content 30% Organization 20% Vocabulary 20% Language use 25 % and Mechanics 

5%.”  

ESL Academic Writing Performance Post-Test 

Q- Write a descriptive essay of 300 - 400 words of your choice.  (Time: 45 minutes) 

 (1) My Favorite Personality (2) My Ideal Teacher (3) My Hobby (4) Uses of the Internet 

The question will be marked by the following “ESL Composition Profile (See Appendix -

B):  Content 30% Organization 20% Vocabulary 20% Language use 25 % and Mechanics 

5%”  

3.8. Questionnaire 

Questionnaires are mostly in written form with the purpose to get data from many 

participants. A questionnaire is a data collection instrument in written form. The 

respondents after reading questions or statements record their responses by selecting a 

choice from the list of answers or writing their responses in the open space provided. 

Questionnaires can be planned both closed and open-ended. In closed-ended 

questionnaires, there are questions or statements that after reading the participants select 

the best suitable answer from a list of possible responses (Jack & Clarke, 1998). These 

likely answers can be in a range of formats. These answers possibly are in a 

“dichotomous choices (e.g., yes/no, true/false, agree/disagree)” or in a multiple-choice 

arrangement or questionnaire can be on the format of a Likert scale, according to the 

format respondents can choose from a certain number of possible responses (Cohen, 

Manion & Morrison, 2002). 
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This Likert Scale questionnaire has a statement and then usually has four or five 

answers as options, in a typical case it is including: “strongly agree, agree, don’t know (or 

no opinion or neutral), disagree and strongly disagree or some variation of these. These 

response options are then assigned a number by the researcher and those can be used for 

the quantitative analysis” (Paltridge & Phakiti, 2010 p. 28). If it is used more than five 

categories of response options which is not common like “somewhat agree, slightly 

agree, somewhat disagree, etc.” that practice could increase the psychometric properties 

of the Likert scale questionnaire. 

In this study, a “second language writing anxiety inventory (SLWAI)” questionnaire 

was used to collect data earlier and afterward the intervention to gather data to respond to 

the research questions and related subsidiary questions. 

3.8.1 Second Language Writing Anxiety Inventory (SLWAI) Questionnaire 

Daly– Miller Writing Apprehension Test (WAT; Daly & Miller, 1975) was the most 

frequently used measurement instrument of second language writing anxiety (e.g., Cheng 

et al., 1999). Despite the instrument’s “satisfactory internal consistency reliability as well 

as concurrent and predictive validity”, it was analyzed and pointed out that WAT was 

initially developed regarding L1 students, predominantly English native speakers.  

McKain (1991) developed an L1 writing anxiety measure by taking 12 items from 

the WAT. McKain’s Writing Anxiety Questionnaire (WAQ) was shown to be a 

development over the WAT but similarly, the WAT and the WAQ define L1 writing 

anxiety as “unidimensional”, and do not include any subscales (Cheng, 2004).  
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Anxiety is not a singular, unidimensional phenomenon. The SLWAI measures, L2 

writing anxiety symptoms on three independent dimensions, including 

“somatic/physiological” (e.g., stomach problem, beating heart usually, unnecessary 

perspiration, and emotionlessness), “cognitive: (e.g., apprehension, fixation, and 

negativity), and “behavioural’ (e.g., postponement, extraction, and escaping). SLWAI is 

designed to measure second language writing anxiety that considers the multidimensional 

nature of anxiety (Cheng, 2004) and that is the rationale of being used in the study.  

The “second language writing anxiety inventory (SLWAI)” is a three-dimensional 

Likert Scale 22- item questionnaire conceived by Cheng (2004) is implemented for the 

current study subsequently after the due procedure of permission-seeking from the 

research tool developer. The study is envisioned to see sub-levels of writing anxiety: 

“Somatic Anxiety, Avoidance Behavior, and Cognitive Anxiety” (see Appendix-A) 

(Cheng, 2004).  

The original version of the instrument was used in the English Language due to the 

following reasons. Firstly, the instrument is in plain language developed and tested in an 

ESL context. Secondly, due to reasons when bilingual people translate from the source 

language to the target language, there is a probability to retain many of the grammatical 

forms of the source with no proper substitutions and that could make the translation 

incomprehensible for the participants. Thirdly, Accuracy in terms of content translation is 

hard to ensure because translators might not be familiar with the research area (Weeks, 

Swerissen, & Belfrage, 2007). Finally, the administrating of the English version of the 

instrument in the pilot study did not indicate any need for translations.   
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3.9 Qualitative Research Method 

Qualitative data are generally non-numerical and not measurable. Mostly, 

qualitative data are expressive, collected, and recorded in the form of words and 

sentences. In qualitative approaches, a researcher aims to answer the ‘how’ and ‘why’ of 

an understudied phenomenon with the motive to explore the topic (Yin, 2015). 

Qualitative methods of data collection include focus groups, group discussions, 

observations, and interviews. There are certain limitations as well like qualitative data 

collection is expensive, time-consuming and findings of the research are hard to 

generalize. Furthermore, qualitative methods of data collection are helpful to develop the 

quality of quantitative research findings by assisting and consolidating the design by 

clarifying quantitative results (Yin, 2015). 

3.9.1 Interviews 

Interviewing is a technique in which questions are asked and answered by the 

participants in a study.  There are many forms of Interviewing of a participant including 

the semi-structured type of interview which is used in this study.  

3.9.1.1 Semi-Structured Interview 

In a semi-structured interview, the topics and questions are specified, but the 

nature of the questions is open-ended.  In semi-structured interviews, the questions and 

statements are put into words in a way and tailored to provide the respondent with 

prompts and probes in a sequence. 

One major benefit of the semi-structured interview is its adaptability, and the 

interviewer can follow up views, inquiry retorts, and examines causes and outlooks. 

Interviews also provide additional information like the tone of voice, facial expression, 
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hesitation that a written response could never deliver (Denham, & Onwuegbuzie, 2013). 

In this study, while collecting, analyzing interviews, and interpreting the data, a 

conscious effort was made to pay more attention to nonverbal communication data and 

the role that these data played in the meaning-making process.  

Written answers have certainly face value, but interview responses offer 

somewhat in-depth exploratory emic and etic perspectives that clarify the facts 

(Murchison, 2010). In this study, semi-structured interviews are conducted with the 

participants to provide an emic or insiders’ perspective.  

  There are certain limitations of this data collecting method and the most 

mentioned one is that interviews are time-consuming furthermore this is a highly 

subjective method and consequently there is continuously the threat of partiality. 

Preparation for interviews entails topic selections, questions development, well-thought-

out methods of analysis, and a plan for the execution. Data analysis proses many 

considerations, for example, to use appropriate wording of the questions which should be 

thought-provoking for interviewees. However, interviews can produce rich material and 

“can often put flesh on the bones of survey responses” (Marvasti, 2004). 

Semi-structured interviews were conducted with ESL writing students and ESL 

writing teachers at the beginning and after the intervention concerning the efficiency of 

the process-genre teaching writing methodology. After the intervention, all EG students 

and department teachers were interviewed and their Interview replies were transcribed by 

following the “intelligent verbatim transcription” (see Appendix-J) procedure before 

being codified and analyzed by an inductive thematic analysis that involves allowing the 
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data to determine the themes (Thomas, 2006). The inductive thematic analysis approach 

is found effective to analyze the results of the interviews to categorize key themes.  

3.9.1.2 Key domains of the Interviews of Students and Teachers  

The following Table 6 includes the semi-structured interview questions that are 

asked in the English language from the ESL writing teachers and students. The key 

interview domains are aligned with the research objectives and research questions.  

 

 

 

 

 

 

 

 

 

Figure 17: Key Interview Domains 
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Table 6  

Interview Questions for ESL Writing Teachers and Students 

 

 

 

 



97 
 

 

 

3.10 Pilot Study  

A pilot study is the assessment of the feasibility of the research design that will 

later be used in a larger study. Pilot studies can be very valuable in justifying the 

proposed research methodology for the study. Pilot studies can support researchers by 

giving the opportunity of a “dress rehearsal” that saves time and evades issues in the later 

study. The purpose of pilot studies is not to hypotheses testing or to answer or address the 

study research questions. Pilot studies are to “evaluate the overall viability of the research 

project, the pragmatics of recruitment efforts, research instruments, randomization and 

data collection procedures, training sessions for staff, collaborative efforts, and 
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intervention implementations” (Frey, 2018, p. 3180). Pilot studies persistently contain 

small samples (Hertzog, 2008).  

The piloting for this study was administered in October 2018 at the Grand 

College, Pakistan. In this study, (20) ESL academic writing students were included in the 

pilot test (10) students from one intact group/section was assigned randomly to the 

control group (CG), and (10) students from the other intact group/section which is the 

most possible identical in terms of academic background were assigned as the 

experimental group (EG), pre-and post-intervention questionnaires were administered. In 

consort with the administration of the questionnaires, the researcher also leads interviews 

with (10) ESL writing students, including (05) students from the control group (CG) and 

(05) students from the experimental group (EG), and (5) ESL writing teachers. 

Furthermore, to pilot conducting all the data instruments earlier their ultimate running, 

limited research was conducted in a session through the first year of the course. This pilot 

research consisted of the students of classes who agreed to participate in the sessions. 

Half an hour test was given to these learners on a simple descriptive writing topic. A 

series of lessons based on the Process- Genre approach from the prescribed course were 

planned and delivered, students were taught to go with the stages and procedures of the 

PGA. The PGA methodology was relatively new for learners who were keen to learn. In 

this manner, a pilot plan concluded with students being evaluated with a similar writing 

test but this time small-scale interviews were also accompanied to see learners’ 

perception about this newly introduced teaching writing pedagogy i.e., the PGA. The 

participants’ scores after the post-intervention instruction session were equated with the 

exams given at the launch of the pilot period. The pre and posttests scores and SLWAI 
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questionnaires scored were highly significantly improved. More remarkably, 99% of the 

students in the post-intervention interview expressed that they would like to learn ESL 

writing through this newly introduce ESL teaching writing approach. In this study, 

anonymity was required and was ensured as according to Brog and Gall (1983) 

“anonymity” inclines to yield further precise outcomes.  

There are many benefits to pilot test the questionnaire including providing a 

chance to envision any issues of understanding before the study, increasing the 

“reliability, validity, and practicability of the questionnaire” (Frey, 2018, p. 3180). Cohen 

et al. (2013, p.485) emphasize that “the need for a pilot study to devise and refine 

categories, making them exhaustive and discrete, has been suggested as a necessary part 

of this type of data collection.” Cohen et al. (2013) further explain that there are 

important characteristics which should be prudently measured through piloting the 

questionnaire beforehand going on for the data gathering phase, such as “intelligibility of 

the questionnaire”, the response on the “validity of the questionnaire” exclusion of 

opacities or hitches in phrasing, scrutiny the ability levels to read the questionnaire and 

“identification of omissions, redundancy, and irrelevant items” (Hassan, Schattner, & 

Mazza, 2006, p.27). Following the principles, the pilot study helped to reconsider the 

proposed plans regarding data collection.  

 The pre and post-tests and the questionnaires were administered by guaranteeing 

the consistency of the procedures. During the pilot phase, the pre and post-tests were 

conducted, and the questionnaires were distributed and collected by the same teachers to 

ensure consistency. 
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3.10.1 Modification Process of the Data Collection Instruments 

Yin (2015) describes that pilot studies support testing and refine a final study. It 

helps to modify its “design, fieldwork procedures, data collection instruments, or analysis 

plans” (Yin, 2015, p. 39).  The responses to the questionnaire and interviews were 

rigorously reviewed to remove any vagueness discovered to ensure the “validity and 

reliability” of the data. The research participants of the study were enquired to ascertain 

obscurities and challenging questions by the opposite response. It was exposed in the 

pilot phase that there were overlapping interview questions both in sense and wording 

thus it was reviewed and the questions were reduced, rephrased, and reordered. For 

example, question no: 4 in Table 13 was rephrased to eliminate the overlapping in terms 

of wording.  

 The (SWLAI) approved questionnaire and the performance tests were found 

satisfactory by the participants during the pilot study and were adopted for the data 

collection (See Appendix-C).    

3.11 Validity and Reliability of the Research Instruments 

Validity means the accuracy of measurement and measuring the construct which 

it intends to measure in a quantitative study (Heale, & Twycross, 2015). Whereas in a 

quantitative study reliability is the instrument consistency, giving the same results if it is 

used in the same situation on repeated occasions. Reliability relates to the constancy of a 

measure. Though it is not likely to give an exact calculation of reliability, an 

approximation of reliability can be achieved through different procedures (Heale, & 

Twycross, 2015). 
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There are three main types of validity of tests. The first type is “content validity.” 

This category includes that is the instrument sufficiently covers all the content that should 

be related to the understudy variable. Content validity also includes “face validity”, 

where specialists are questioned about the instrument measuring the concept proposed. 

“Construct validity” denotes whether you can offer implications about test scores related 

to the concept (Heale, & Twycross, 2015). Fraenkel and Wallen, (2000, p.131) also 

explain the validity in the following words “appropriateness, meaningfulness, and 

usefulness.” Therefore, the researcher needs to confirm the validity of the research 

instruments (Cohen et al., 2007).  

The reliability of the questionnaire is one of the most important issues. The 

Cornbrash’s Alpha (α) is a “measure used to assess the reliability, or internal consistency, 

of a set of scale or test items. Methodologists recommend a minimum α coefficient 

between 0.65 and 0.8 (or higher in many cases); an α coefficient that is less than 0.5 is 

usually unacceptable” (Bonett & Wright, 2015, p.254).  

In qualitative research, validity is the combination of “trustworthiness, utility and 

dependability” (Creswell & Creswell, 2005). As Merriam (1998) states in qualitative 

research “reality is holistic, multidimensional and ever-changing” and the researcher 

should ensure validity into the different phases of the research from data collection 

through to data analysis and interpretation. Merriam (1998) suggested the following six 

methods to ensure the validity of the qualitative research data and instruments, 

“triangulation, member checks, long-term observation at the research site, peer 

examination, participatory or collaborative modes of research and researcher’s bias” 

(Merriam,1998, p. 206).  
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In conducting the interview session, the researcher plays an important role to ensure 

trustworthiness, utility, and dependability. A qualitative interview is most likely to assist 

the researcher to collect in-depth analysis that may provide a clearer and more complete 

picture of the research findings. Bachman and Palmer (1996) indicate that consistency is 

one of the important features of measurement in education. Questionnaire and interview 

questions should be designed carefully and should be appropriate to administer under 

normal circumstances (Creswell & Creswell, 2005).  

Trustworthiness is the feature that researchers can use to convince themselves and 

readers that their research results are “worthy of attention” (Lincoln & Guba, 1985). 

Lincoln and Guba (1985) advanced the notion of trustworthiness by presenting the 

standards of “credibility, transferability, dependability, and confirmability” to be 

equivalent to the orthodox quantitative valuation standards of validity and reliability. In 

this study, it is preferred to use the “original, widely accepted, and easily recognized 

criteria” introduced by Lincoln and Guba to validate trustworthiness.  

The study procedures were carefully planned to ensure internal validity so that the 

findings of the study can reduce the effects of the factors: such as  (a) history - In this 

study participants share the possible homogeneous background and no surprise factor 

could be influential, (b) maturation - the study is of 12-week duration which was neither 

too long nor too short and the threat of maturation was countered (c) testing - In this 

study, careful administration of pre and posttests was ensured, pre and posttests were 

different in topics but identical in nature endorsed by two experts to control this threat (d) 

contamination - The procedures were carefully completed by taking care of any third 



103 
 

party involvement, and (e) instrumentation - the examiners, instructions, and procedures 

of pretest and posttest were the same in this study. 

3.12 Ethical Considerations  

According to (Cohen, Manion, & Morrison, 2013) ethical research reflects the 

well-disciplined research behaviour of a researcher by considering a vast field of issues in 

educational research, for example, Informed consent; confidentiality and anonymity; 

identification and non-traceability; responsibilities; gaining access; relationships; stake; 

rights and access to data (Cohen, Manion, & Morrison, 2013, p.111). 

The purpose of ethics in research is to identify and consider the ethical 

responsibilities during the process of research. There were several ethical considerations 

as outlined above given by Cohen, Manion, & Morrison (2013) which were carefully 

observed in this study. The basic ethical demands being considered were no tangible or 

psychological damage could come to any person because of the research. All subjects in a 

research study should be ensured that any data collected from or about them will be held 

in secret. No deliberately misrepresenting the subjects of a study to some or all phases of 

the research (Fraenkel & Wallen, 2009, p.66).  

Informed consent of the participants was one of the issues which were ensured. 

Johnson & Christensen (2000) explain that researchers need to strike a balance between 

the quest for truth, and the ‘participants’ rights and values’ possibly endangered by the 

research. Informed consent has been defined by Johnson & Christensen (2000) as the 

events in an inquiry after being conversant of facts that would be probable to impact their 

decisions. The knowledgeable agreement is ensured by “agreeing to participate in a study 



104 
 

after being informed of its purpose, procedures, risks, benefits, alternative procedures, 

and limits of confidentiality” (Johnson, & Christensen, 2000, p.202).  Strategies for 

rationally “informed consent” by the US Department of Health, Education, and Welfare 

(1971) are: “(a) A fair explanation of the procedures to be followed and their purposes. 

(b) A description of the attendant discomforts and risks reasonably to be expected. (c) A 

description of the benefits reasonably to be expected.  (d) A disclosure of appropriate 

alternative procedures that might be advantageous to the participants.  (e) An offer to 

answer any inquiries concerning the procedures. (f) An instruction that the person is free 

to withdraw consent and to discontinue participation in the project at any time without 

prejudice to the participant” (Cohen, Manion, & Morrison, 2013, p.122). 

The researcher got approval letters in August 2018 from the management of The 

Grand College, Pakistan where the research was conducted. The researcher also collected 

the “consent forms" from the research participants before the start of the study (see 

Appendix H). The motive of the research has been described in the “plain language 

statement” (see Appendix-G) and also was clarified to the research subjects at the 

beginning. The “plain language statement” establishes that research helps the participants 

and will not damage the participants and the outcomes and findings would be handled 

sensitively (Irfan, 2013).  

Privacy is a basic value, a ‘basic human need’ (Caplan, 1982, p. 320), its outcomes 

are “anonymity, confidentiality, and informed consent” (Cohen, Manion, & Morrison, 

2013, p.128). The total “anonymity and confidentiality” of the data in the study were 

ensured in this study. Respondents were asked while filling questionnaires and during 

pre-and post-test not to mention names, addresses, and related details. The secrecy of the 
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subjects had been guaranteed for the pre and post-tests, questionnaires in addition to 

interviews. Besides, the researcher attempted to ensure the anonymity of the research site 

as well (see 3.3). The researcher upheld confidentiality regarding the data collected from 

the participants. It was explained on the accomplishment of the study, the records files 

would be destroyed. Briefly, the researcher attained “informed consent”, permission from 

the authorities, evaded deception, ensured confidentiality, anonymity, and risk of harm, 

demonstrated respect, avoided compulsion, and adhered to the principles mentioned in 

the literature (Cohen, Manion, & Morrison, 2013, p.111). 

When we run experiments and interventions in educational settings the ethical 

question arises for example what about the benefits of the research to the control group? 

The ethical dilemma to provide benefits of the research to the control group was faced 

due to the time and administrative constraints and also considered as a limitation of the 

study.  This study aims to explore the effects of the PGA on writing performance and 

writing anxiety. Two intact groups were randomly categorized as the control group and 

the experimental group with the consent of all the students and the college administration. 

The control group was taught by using the conventional ESL academic writing approach 

(Product) while the experimental group was taught by using the new PGA which was 

new in the context. The control group contributed to the research and was also received 

some of the indirect benefits, for example, the introduction of the PGA in the institution 

caused consciousness-raising, and even after the experiment the writing teachers could 

incorporate the PGA as a teaching writing framework. 
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3.13 Triangulation of the data 

Triangulation facilitates the validation of data through cross verification from 

more than two sources. It tests the consistency of findings obtained through different 

instruments and increases the chance to control, or at least assess, some of the threats or 

multiple causes influencing our results Cohen, Manion, and Morrison, 2018). 

Triangulation is demarcated equally “the use of multiple methods, with offsetting 

or counteracting biases, in investigations of the same phenomenon to strengthen the 

validity of inquiry results” (Greene, et.al., 1989, p. 256). The most important advantage 

of using triangulation is that all approaches have some prejudice and boundaries; 

therefore “the use of a single method to investigate a phenomenon will produce biased 

and limited results.” It is suggested to use more than one method of data collection to 

explore the understudy phenomena from a further perspective (Cohen et al., 2018).  

Qualitative methods are used to explore the results gained through quantitative 

thematic analysis to understand what way the Process-Genre method improves the 

students’ writing performance and writing anxiety. The data obtained from participating 

students’ and teachers’ interviews about the effects of the intervention on writing 

performance and writing anxiety are incorporated to improve the internal validity of the 

study. To triangulate the data, the researchers obtained findings through different 

procedures to heighten the dependability and trustworthiness of the data and their 

interpretation.  

3.14 Quantitative Data Analysis  

The first research objective is to investigate the effects of the Process-Genre 

approach (PGA) to teach writing on the writing performance at Intermediate Level. The 
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data were quantitatively analyzed with the help of IBM SPSS Statistics 25 and obtained 

descriptive statistics: mean, and standard deviation and inferential statistics: Wilcoxon 

signed-rank test and paired sample T-test to compare the mean scores of the CG and the 

EG to see the effect, effect size and to test the hypotheses.  

The second research objective is to study the effects of process-genre teaching 

writing methodology on writing anxiety. A quantitative survey technique has used by 

administering the questionnaire; Second Language Writing Anxiety Inventory (SWLAI). 

The data were quantitatively analyzed with the help of IBM SPSS Statistics 25 and 

obtained descriptive statistics: mean, standard deviation, and inferential statistics: 

Wilcoxon signed-rank test and correlation to see the effect, effect size, and to test the 

hypotheses.  

The population is the total number of students enrolled in intermediate at TGC and 

two intact groups of ESL intermediate writing students and ESL intermediate writing 

students are selected as the sample for the study. Parameters are the estimated calculated 

values from the population based on the calculated values from the sample called a 

statistic and, in this study, mean scores of writing performance and writing anxiety are 

termed as statistics and the parameters. 

3.15 Qualitative Thematic Analysis  

In this MMR study, qualitative research is also considered an important research 

paradigm of inquiry that requires “rigorous and methodical methods to create useful 

results.” Thematic analysis is a pertinent qualitative research method that could be 

utilized when analyzing qualitative data sets (Novwell, et al, 2017) to exploration the 
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results in this study.  It is a collection of procedures that emphasize classifying “patterned 

meaning” through a dataset. In this study the following thematic Analysis includes a six-

phase procedure for conducting the exploration was kept in mind: (a) Familiarization 

with the data: This stage requires reading and re-reading the data, to become engaged and 

thoroughly familiar with its subject matter. (b) Coding: This stage entails producing 

concise labels. (c) Generating initial themes: This stage includes analyzing the codes and 

collating data to distinguish considerable broader patterns of meaning. (d) Reviewing 

themes: This stage entails examining the nominee themes against the dataset. (e) 

Defining and naming themes: This stage requires the development of a comprehensive 

analysis of each theme. (f) Writing up: This final phase consists of knitting together the 

systematic description and data excerpts (Braun, et al, 2019 p.860).  

 

 

Figure 18: Qualitative Thematic Analysis Braun, et al, 2019 p.860 
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3.15.1 Grouping of the Key Themes 

The key threads of research are related to the effects of the PGA on writing 

performance and writing anxiety. In the interviews, the efficiency of the PGA is enquired 

from the intermediate ESL writing students and the ESL writing teachers. Themes 

indicting in figures 19 and 22 are conceived in advance by using the deductive approach 

and themes related to figures 20, 21, and 23 are found effective to analyze the results of 

the interviews to categorize key themes by using the inductive approach. 

These key themes are extracted from the total qualitative semi-structured data set 

by using inductive thematic analysis by keeping in mind the key interviews domains. The 

reported data is the most frequently recorded and accumulatively emerged under-

discussed themes. Interviews qualitative data that failed to be categorized under the key 

domains are not reported. The qualitative findings are quite aligned with the quantitative 

anticipated results that the PGA is an effective teaching ESL writing methodology to 

improve writing performance and to reduce writing anxiety.  

3.15.2 Themes related to the Effect of PGA on Academic Writing Performance  

Figure 19 illustrates themes related to the effects of the PGA on academic writing 

performance at the intermediate level including the performance subcomponents “of 

content, organization, vocabulary, language use, and mechanics.” More prominently, it 

maintains a symbiotic link between the subcomponents and the academic writing 
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performance. 

 

Figure 19: Themes related to Academic Writing Performance 

3.15.3 Themes related to Contributory Features of the Process- Genre Approach 

 Figure 20 explains the features of the process-genre approach identified from the 

interviews of the ESL academic writing students and teachers to maintain that PGA is an 

effective academic writing pedagogy as compared to the conventional product approach. 

The conventional widespread product approach is missing these features and causes the 

inadequacy of writing ability among ESL writing learners in Pakistan.  
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Figure 20: Contributory Features of the Process- Genre Approach 

3.15.4 Themes Related to the Causes of Writing Anxiety  

 It is already explained in the literature that the traditional product approach 

triggers writing anxiety among ESL academic writing students. Figure 21 illustrates the 

following are some of the causes of writing anxiety derived from the participants’ 

interviews. Personal negative beliefs and low self-confidence are the writing anxiety 

causes experienced by the students reported in the interviews. Furthermore, social 

pressure including peers and fear of evaluation are added causes of writing anxiety. 
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Figure 21: Themes related to causes of writing Anxiety 

3.15.5 Themes Related to the Types of Writing Anxiety  

Figure 22 illustrates themes related to the effects of the causes of writing anxiety. 

These causes create three different subtypes of writing anxiety “cognitive anxiety, 

somatic anxiety, and avoidance behaviour” (Chang, 2004). ESL students’ and teachers’ 

interviews refer to the different fears that cause cognitive anxiety, somatic anxiety, and 

avoidance behaviour.  More importantly, it maintains a symbiotic link between the 

writing anxiety subscales and the overall ESL writing anxiety.  
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Figure 22: Themes related to Writing Anxiety 

3.15.6 Themes Related to Writing Anxiety Coping Strategies   

 Figure 23 illustrates themes related to the students’ writing anxiety coping 

strategies embedded in the process-genre teaching framework. In the students’ 

interviews, these are the four most repeated writing anxiety coping strategies. The 
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experimental group students were in the position to figure out their strategies applied 

during the intervention.  

 

Figure 23: Themes related to Writing Anxiety Coping Strategies 

3.16 Summary of the Chapter 

The current chapter provides a justification and explanation of the applied research 

methodological choices to investigate the effects of a Process-Genre version to 

instructing ESL writing to Pakistani intermediate learners. The entire research design and 

data gathering, and data analysis tools are selected according to the main and subsidiary 

research queries by following the research ethical considerations. The chapter further 

gives details regarding the pilot study, research site, participants, and the intervention. 
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CHAPTER FOUR 

RESULTS AND ANALYSIS 

Introduction  

This chapter includes the findings reached through quantitative data analysis on 

both descriptive and inferential levels about the effect of the process-genre approach on 

writing performance and writing anxiety. The quantitative results are obtained from the 

pre-test and post-test writing performance scores and the second language writing anxiety 

inventory (SLWAI) 22-items questionnaire scores. Furthermore, through the 

triangulation, the qualitative findings from the participating ESL writing students’ and 

teachers’ interviews and interpretative analysis regarding the effectiveness of the process-

genre approach to improve the writing performance and to reduce writing anxiety are 

integrated to offer explicative interpretations. 

4.1 Characteristics of the Participants of the Study (Students) 

The characteristics of the participating students from The Grand College are 

presented in Table 7. There is a total population of 3000 intermediate students (TGC) 

divided into groups. The total sample size is 80 ESL academic writing students and 22 

ESL academic writing teachers. ESL academic writing students were already divided into 

two intact groups of 40 students each. The two intact groups were labeled as control and 

experimental groups and selected as a sample for this quasi-experimental study. Students 

in both groups almost share the identical details given in the table except for the mother 

tongue L1. Among TGC participating students 16 speak Urdu, 59 students speak Punjabi 

and 05 students speak other regional languages as their mother tongue including Saraiki, 

Balti, and Pashto.   
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Table 7  

Characteristics of the Participating ESL Academic Writing Students 

Item Parts Numbers 

Gender Male 80 

   

Age 
16-18 80 

18-above - 

Mother Tongue 

L1 

Urdu 16 

Punjabi 59 

Others 05 

Academic 

Background 

Second School Certificate 80 

Any Other Equivalent Certificate - 

 

4.2 Characteristics of the Participants of the Study (Teachers) 

 The characteristics of the 20 TUC teachers participating in this study are 

presented in table 8. There were 12 female and 08 male ESL academic writing TGC 

teachers with a ratio of 3:2 (female= 03 and male =02) who expressed their consent to 

take part in the study by having semi-structured interviews. There were 14 teachers in the 

age group from 25 to 35 years of age and 06 from 36 to 45. All of them have almost the 

same academic qualification i.e., M.Phil. the minimum requirement to teach in TGC at 

the intermediate level. There were 16 lecturers and 04 Assistant Professors of English 

who took part in this study. 15 TGC teachers use Punjabi as their mother tongue whereas, 

03 TGC teachers use Urdu and 02 teachers who use other regional languages of Pakistan 

as their mother tongue.  
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Table 8  

Characteristics of the Participating ESL Academic Writing Teachers 

Item Parts Numbers 

Gender 
Male 08 

Female 12 

Age 
25-35 Years 14 

36-45 Years 06 

Mother Tongue 

L1 

Urdu 03 

Punjabi 15 

Others 02 

Academic 

Qualification 

M Phil in Applied Linguistics                                        

English Literature 

08  

12 

Designation  
Lecturer in English 16 

Assistant Professor of English 04 

Teaching 

Experience  

 

5-10 Years 

 

13 

10- 15 Years  
 

07 

 

4.3 Effect of the Process-Genre Approach on Academic Writing Performance  

The effect denotes the variance that an independent variable causes on a 

dependent variable. In this study process-genre teaching ESL, the academic writing 

approach is an independent variable (the intervention) and the writing performance scores 

are one of the dependent variables.  

The ‘ESL composition profile’ is based on five standards with different values are 

“content, organization, vocabulary, language use, and mechanics” (See Appendix -B). 

Bacha (2001) confirms about Jacobs et al.’s rubric ‘ESL writing Profile’ (1981) has high 
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constructed validity. In this study pre and post-tests were evaluated according to ESL 

writing profile by two independent markers and later the average was taken as a score.  

The numerical evidence is shown by the comparison of pre-and post-test scores of 

the control group (CG) and experimental group (EG). The overall mean scores 

differences are as follows: the control group (CG) pretest total mean score is 56.00 and 

the posttest total mean score is 62.90, this result reflects a slight improvement in total 

mean scores. The second comparison of pre-and post-test scores of the experimental 

group (EG) reflects that the pretest total scores have improved from 56.27 to 80.57.  

At the pretest stage, the comparison of total mean scores of CG is 56.00 and EG is 

56.2750. This comparison shows that both groups are at the same level. The scores of 56 

achieved by both the groups at the beginning of the experiment are because of the 

participants’ previous knowledge and practice of ESL academic writing. At the posttest 

stage, the comparison of total mean scores of CG is 62.90 and EG is 80.5750. This 

comparison of the total mean scores shows a considerable difference between both 

groups.  

According to the study procedures after the ethical approval for the experiment, at 

the pretest stage, two intact groups (control group and experimental group) were taken as 

the sample and were given an ESL writing performance pretest. After 12 weeks of 

intervention which was an ESL academic writing module planned and delivered to the 

experimental group by following the process-genre methodology. The control group was 

taught the same content with the traditional product approach. Lastly at the post-test stage 

again ESL writing performance posttest was given to both groups. 

 The same content was imparted to both the groups by the participating ESL 
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academic writing teachers having possible available likenesses in terms of qualification 

and experience. The only deciding factor that can cast an effect on the students’ writing 

performance is the teaching methodology and, in this study, the control group was taught 

the same content through the traditional teaching writing approach and the experimental 

group was taught by following the process-genre teaching writing framework.  

The total posttest mean score of 62.90 achieved by the control group did not 

improve much after 12 weeks due to the traditional product-based ESL academic writing 

framework. The product approach follows the behavioristic model of teaching writing. 

The model text essays from the textbook were given to the control group students to 

memorize and reproduce. The focus of the product approach is the end product and not to 

teach the writing process. Consequently, the total posttest mean score achieved by the 

control group did not significantly improve. 

The total posttest mean score of 80.57 achieved by the experimental group 

considerably improved after 12 weeks due to the process-genre-based ESL academic 

writing framework. The same content delivered to the control group including descriptive 

essays topic was taught through the newly introduced amalgamated process-genre 

approach to the experimental group. In this study, the threats of internal validity were 

carefully controlled, and the improved results were obtained due to the contributory 

features of the process-genre approach including the interaction of several stages of the 

writing process, modeling and deconstruction, collaborative activity, peers’ and teachers’ 

guided text analysis and genre awareness. 

In this study, a qualitative lens is also used to further explain the already attained 

quantitative results. Qualitative thematic analysis (TA) identifies and combines to reduce 
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the number of emerging themes that eventually come up within the major themes (Frey, 

2018). ESL writing teachers and students were interviewed to find out the responses 

regarding the effectiveness of the PGA.  

4.3.1 Themes Related to Contributory Features of the Process-Genre Approach 

In this study, the respondents affirm that the PGA is an effective approach to 

improve ESL learners’ academic writing performance. During the extended talk while 

answering the question ‘how this approach is effective’, the most stated features of the 

PGA about the improvement of students’ academic writing performance were (a) 

interaction of several stages (b) modeling and deconstruction (c) collaborative activity (d) 

peers’ and teachers’ guided text analysis (e) genre awareness.  

4.3.1.1 Interaction of Different Stages 

According to the interview responses, 07 TGC teachers consider the PGA an 

effective approach because of the feature that it integrates different stages of the process 

of writing. This point is also reflected in the following sample ESL writing teachers’ 

interview extracts. One of the teachers, (TCU T11) reports, “I believe PGA is an effective 

way of teaching because it has a proper roadmap involving many stages.” Further in the 

discussion, the point was made by TGC T 16 “Yes, PGA is a comprehensive process, and 

it certainly covers every important aspect through which student can overcome their 

reluctance towards English.” TGC S56 comments about the effectiveness of the PGA: 

“PGA is an effective methodology as it is based on several steps.” One of the main 

reasons behind the improvement in performance is that PGA involves the interaction of 

several stages. At the pre-writing stage, different sources of information were gathered 

such as pieces of evidence, statistics, and own experience to exemplify, associate, or 
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describe, and thus they attained the communicative purpose. According to the 

interpretation of these points made by ESL participating teachers and students, the PGA 

is a systematic and effective writing methodology as it involves the interaction of 

different stages of the process of writing.  

The interpretation for the improved writing performance is that the PGA involves 

several stages in the entire writing process. PGA has a stage of joint construction in 

which students practically contribute ideas. These ideas are a great source to improve 

their range of content knowledge, later triggers support actions such as thinking and 

group dialogue by involving their knowledge along with and gripping of new ideas from 

their class fellows. The experimental group’s development in their written text proposes 

that they are facilitated by the teacher’s and peers’ guided text analysis and, as a result, 

they performed better in the post-test. According to the interpretation of these points, it is 

explained by ESL participating teachers and students that the PGA is a systematic 

effective writing methodology as it involves the interaction of different stages of the 

process of writing.  

4.3.1.2 Modelling and Deconstruction  

Modeling and deconstruction are important contributory features of the PGA 

described by the TGC participating 10 teachers and 35 students of the experimental 

group. According to the TGC T 20 explains, “PGA is effective because it includes 

modeling and deconstruction which must be implemented during the teaching and 

learning process:  chooses a certain type of genre, teacher and the students discuss the 

text genre by modeling and deconstruction.” PGA has come up as an effective approach 

in improving ESL academic writing performance. TGC S 62 commented about the 
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overall effectiveness of the PGA, “writing should be taught with this new methodology 

called process-genre approach as it could develop the true understanding of the process 

of different types of writing.” The process-genre approach has come up as an effective 

approach to improving ESL academic writing performance in this study. These stages of 

modeling and deconstruction are to initiate a helpful collaborative culture to improve 

writing performance because the modeling stage is meant to give students in-depth 

material about the text type. The provisions of diverse text sources of the genre for 

students are intended to offer to understand. It is deduced from the findings that the 

modeling and deconstruction stage support ESL academic writing learners to grasp how 

effective academic writers track the pertinent construction for effective writing. 

These stages of modeling and deconstruction are found helpful to improve writing 

performance as suggested by one of the TGC T15, “Modelling stage is meant to give 

students in-depth information about the text type. The provision of varied text sources of 

the genre for students are aimed at getting them to understand how the organization of 

the text.” It is surmised from the above findings that the modeling and deconstruction 

stage help ESL academic writing learners to comprehend how effective academic writers 

follow the relevant structure for effective writing. 

4.3.1.3 Collaborative Activity  

Teaching writing is not an individual activity as it was practiced in the 

conventional product approach; rather writing should be taken as a process that involves 

different stages. The benefit of the process-genre teaching ESL framework is that it is 

based on the collaborative nature that helps the learners to improve their writing 
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performance. It was mentioned by 10 TGC teachers and 35 TGC ESL academic writing 

students in their interviews.  

 The TGC T 04 describes this feature as one of the important and effective 

features of the PGA, “The adapted process-genre writing instructional framework while 

incorporating strategy by giving an equally important focus on the writing process. The 

inclusion of planning, drafting, revising, and editing as stages of the process-genre 

instructional framework reflects the importance of the collaborative nature of writing.” 

At this stage, the instructor and learners work collectively as a starting point to draft. 

Generally, the teacher facilities writing procedures of students’ “thinking, drafting and 

revising” stage. Learners provide material and thoughts, and the instructor composes the 

list of produced points on the black/whiteboard. A model is provided for students to 

follow. It nurtures a “collaborative writing” environment among students and teachers. 

 The following point was discussed by the students regarding the effectiveness of 

the PGA by the TGC S 74, “models of different types of writing provide by the teacher 

with a systemic explanation of how writing works and students afterward provide with 

sufficient opportunities to engage in writing activities.” A process-genre combined tactic 

is a merger of models, both by the process-based approach and the genre-based method 

which appears far easier to set a text up in a contented sort of writing.  

It is interpreted that in the PGA writing is considerably viewed both from the 

viewpoint of the “reader and the writer.” One of the merits of this amalgamated method is 

a robust connection between “writer, reader, and teacher/instructor, both in and outside 

class.” This approach also assimilates “all communication skills: listening, reading, 

writing, and speaking” (p.74). The findings suggest that the collaborative nature of the 
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newly introduced PGA is an important contributory feature that is entirely missing in the 

traditional Product approach where writing is seen as an individual activity. 

4.3.1.4 Teachers’ and Peers’ Guided Text Analysis 

 It is one of the important characteristics of the PGA that it allows teachers and 

students to help by offering input in form of the text analysis. It was revealed by TGC 08 

teachers and 23 students as a salient feature to expand their writing ability and to advance 

writing performance. TGC S 50 comments in favour of the PGA due to this contributory 

feature, “It was quite interesting and supporting that during the learning ESL writing 

with the process genre approach students were asked to provide written feedback on their 

friend’s draft and highlighted the errors or mistakes and gave the correct inputs. When 

peer-feedback was finished, the text was consulted with the teacher to clarify their 

friends’ comments.” It is found that the PGA involves the ESL academic writing teachers 

and students to support by presenting their contribution through text analysis of the group 

mate students’ written work. It was found that this feature helped a lot to improve ESL 

academic writing students’ ability to write. It was quite stimulating and supporting as 

mentioned in the interviews. In learning ESL writing through the process genre approach 

students were inquired to do written criticism on their colleague’s draft and specify the 

errors or faults and provide the appropriate contribution. After the peers’ criticism was 

done, the manuscript was further checked by the instructor to elucidate supplementarily.  

The ESL academic writing students along with the teachers find the step termed 

as joint construction an important contributory feature of the PGA. TGC T 6 expresses 

his opinion, “The intervention group’s improvement in the written text suggests that they 

benefitted from the students’ and teachers’ guided text analysis as a result, they were 
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able to produce a well-written text at the end.” Both teachers read papers for evaluation 

and feedback and learners may also “check, discuss, and evaluate their work with fellow 

students” for final revising and editing. The final draft will encourage and boost the 

confidence among learners as they have drafted the text of a particular genre keeping in 

view the context and purpose of writing. Therefore, the findings demonstrate that peers’ 

and teachers’ guided text analysis help the ESL academic writing learners to improve 

writing performance by sharing and reading along with the teachers’ clarification and 

comments through constructive criticism.  

 4.3.1.5 Genre Awareness 

The concept of genre awareness relates to the ability to comprehend and apply 

specific linguistic features. This is one of the features of the PGA that promotes the 

ability to write in different conditions and for different purposes. The advantage of genre 

awareness is to promote the real writing ability by grasping the features of a particular 

text type. It was considered an effective feature by 11 TGC teachers and 32 students.  

TGC T 15 observed, “Genre knowledge enables students to go beyond the written 

material, its linguistic forms and the processes involved in writing tasks which helps them 

to communicate their ideas and establish connections.” The students found this effective 

feature quite positively. TGC S 46 opines: “This suggests that the awareness of text types 

gives students more opportunities to accomplish their tasks.” This feature is considered 

very imperative by the teachers TGC T 10 comments: “It allows students to move from 

the surface-analysis level to a deep understanding of the text purposes and language 

use.” Genre knowledge inculcated through the implantation of the PGA empowers 

students to deeply analyses “the written material, its linguistic forms and the processes 
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involved in writing tasks, which help to communicate the ideas and establish 

connections.” This contributory feature of the PGA suggests that the deep understanding 

of text types gives students more prospects to complete their written tasks satisfactorily.  

Therefore, the findings establish that genre awareness is an important contributory 

feature of the PGA, and it helps ESL academic writing students by enabling them to learn 

the particular linguistic features and knowledge which lead them to understand the usage 

of the particular text type in different conditions and purposes.   

To recapitulate it is agreed among the ESL writing teachers that there is a need to 

improve the writing performance and there are reasons behind the low writing 

performance. Students are worried and feared by the inadequacy of writing ability in 

English. PGA in this quasi-experimental research has shown significant improvement 

among ESL intermediate ESL writing students and confirms in the ESL writing teachers’ 

interview results. TGC T7 comments that “PGA could be a workable approach given its 

multi-step and systematic approach. It is surely helpful to students in terms of getting 

over their fears of writings with the improvement of their writing performance.”  TGC T5 

very aptly compared the product and the process-genre approach in these words, “Yes, it 

doesn’t restrict students like the Product Approach and Genre Approach. It is surely 

effective. The focus shifts to the learner-centered approach … Yes, I think the process 

genre approach is a very effective and scientific teaching writing approach. It leads to a 

process of text analysis collaboratively” Therefore, it is interpreted that the PGA is a 

workable systematic learner-centered approach that has the highlighted contributory 

features as compared to the traditional Product Approach and these features make it an 

effective ESL academic writing framework as suggested in the above findings. After 
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modeling, planning, and joint construction, it is the phase to start the task of writing texts 

independently on an associated topic of a particular genre.  Students are given time to 

write independently, and the teachers are accessible to help and refer to the process 

during and afterward. 

4.3.2 Sub-Components wise Performance Scores Comparison  

The (CG) group comparison of the pre and posttest sub-component scores are 

content 30% was improved from 16.67 to 18.30, organization 20% was improved from 

11.42 to 13.57, vocabulary 20% was improved from 11.47 to 13.57, language use 25% 

was improved from 14.30 to 15.30 and mechanics 5% was improved 2.12 to 3.26. When 

scores of the (CG) subcomponents are compared there was an insignificant difference 

between the pre-and post-test subcomponents scores.  

The (EG) group comparison of the pre and posttest subcomponents showed the 

improved results; content 30% was improved from 16.67 to 23.17, organization 20% was 

improved from 11.87 to 16.07, vocabulary 20% was improved from 11.57 to 16.62, 

language use 25% was improved from 14.02 to 20.95 and mechanics 5% was improved 

2.12 to 3.75.  

The standard deviation of (CG) measured 9.22 in the pretest and 9.25 in the post-

test as compared to the value of 9.30 measured in the pretest and 8.94 measures in the 

(EG) posttest.  Therefore, it is concluded that the S.D values of the (CG) are higher than 

the (EG). It reflected that there was a greater dispersion to its mean in the (CG). 

Table 9  

Writing Performance Descriptive Statistics 

Group N  Minimum Maximum Mean Std. Deviation 
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Controlled Content pre-30% 40  12.00 23.00  16.6750 2.85897 

Content post 30% 40  12.00 23.00 18.3000 3.18450 

Organization pre-20% 40  6.00 19.00 11.4250 4.15647 

Organization post 20% 40  6.00 19.00 13.5750 4.29005 

Vocabulary pre-20% 40  7.00 19.00 11.4750 3.57332 

Vocabulary post 20% 40  7.00 17.00 12.4700 3.70646 

Language pre-25% 40  1.00 24.00 14.3000 5.37897 

Language post 25% 40  6.00 23.00 15.3050 4.62705 

Mechanics pre-5% 40  1.00 4.00 2.1250 .96576 

Mechanics post 5% 40  1.00 4.00 3.2650 1.05945 

Total Pre 40  39.00 73.00 56.00 9.22372 

Total Post 40  39.00 73.00 62.90 9.25809 

Valid N (listwise) 40      

Experimental Content pre-30% 40  12.00 23.00 16.6750 3.09166 

Content post 30% 40  10.00 31.00 23.1750 5.71497 

Organization pre-20% 40  6.00 19.00 11.8750 4.11494 

Organization post 20% 40  10.00 20.00 16.0750 2.93858 

Vocabulary pre-20% 40  7.00 19.00 11.5750 3.69953 

Vocabulary post 20% 40  9.00 20.00 16.6250 3.16785 

Language use 25% 40  1.00 24.00 14.0250 5.31803 

Language post 25% 40  10.00 25.00 20.9500 3.60875 

Mechanics pre-5% 40  1.00 4.00 2.1250 1.01748 

Mechanics post 5% 40  1.00 5.00 3.7500 1.21423 

Total Pre 40  39.00 73.00 56.27 9.30670 

Total Post 40  64.00 96.00 80.57 8.94682 

Valid N (listwise) 40      

 

The descriptive statistics of (CG) and (EG) are also displayed in the following 

boxplots Figure 25 and 26. “A boxplot is a method for graphically depicting groups of 

numerical data through their quartiles.” A boxplot is a standardized way of exhibiting the 

dataset based on a five-number summary: “the minimum, the maximum, the median, and 

the first and third quartiles” (Edwards, 2017, p.22). It is explained in Figure 24 which is 

an illustration of its interpretation.  
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Figure 24: Boxplot interpretation (Edwards, 2017, p.22) 

 

Figure 25: Control Group writing Performance Boxplot 

The boxplot shown in Figure 25 is the graphical representation of the descriptive 

analysis of the (CG). The horizontal axis shows the subcomponents of writing 
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performance at pre-and post-test results simultaneously. Mean scores are shown in the 

table besides, the boxplots show the median value along with the minimum, the 

maximum, and the first and third quartiles. It is shown that the dispersion between pretest 

and posttest content, organization, vocabulary, and mechanics is not much as compared 

to the subcomponent of the language use which is greater in the pretest. The median 

values of the subcomponents are very close, except the median value of the 

subcomponent of the organization which was improved in the posttest as compared to the 

pretest.  

 

Figure 26: Experimental Group Writing Performance Boxplot 

 

The boxplot shown in Figure 26 is the graphical representation of the descriptive 

analysis of the (EG) on the horizontal axis which shows the subcomponents of writing 

performance at pre-and post-test results simultaneously. It is reflected that the median 
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values have considerably improved in all the subcomponents of the writing performance 

which is the positive effect of the intervention of PGA for 12 weeks. In the scores of the 

section ‘language use’ posttest, there are two unresponsive students represented by two 

dots below the main matrix. It shows that there is a negative effect on their writing 

performance in the subcomponent of language use even after the intervention.   

The boxplots presented below in Figures 28 are the graphical representation of the 

total pre-and post-test scores of the (CG) and (EG). In the (CG) the results are 

insignificantly different. The median value is improved but the data dispersion shows the 

same pattern in both pre-and post-test results. Comparatively, the boxplot of the (EG) 

presented in the figure shows that the results have improved. The median value improved 

from 58 to 82 and the data dispersion reduced which confirms the positive effects of the 

intervention.   

 

 
Figure 27: Experimental Group Total Performance Score Boxplot 

4.3.3 Selection of Statistical Test to Measure Effect  
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Descriptive statistical measures the central tendency and dispersion. However, 

inferential statistics are used to make inferences from the data to more general conditions. 

There are a few fundamental considerations to select the appropriate statistical test. 

However, the appropriate statistical analysis must be decided before starting the study. 

The assumption of normality needs to be checked for many statistical procedures and the 

Kolmogorov-Smirnov (K-S) test is considered as a pivotal test for the assessment of 

normality of data (Ghasemi & Zahediasl, 2012). The Z value is the test statistics of the 

test like f test, t-test, etc. This value is computed based on a given sample to compute the 

actual probability of making a type I error (p-value) under the given sample. If this value 

is greater than 1.96 the test is significant. When it is greater than 1.96 our p-value is 

always less than 0.05. The significant (less than 0.05) KS test indicates the non-normality 

of related data.   

Table 10  

Kolmogorov-Smirnov Test 

 

Table 10 shows the outcomes of the “Kolmogorov-Smirnov (K-S) test” for the 

pre-and post-test academic writing subcomponents’ z value and the assumptions for 

statistical significance (2-tailed) are reached with the help of IBM SPSS Statistics 25. It is 

determined that the parametric test is not appropriate for the subcomponents of academic 

writing performance because it is not normally distributed except for the total scores.  
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Figure 28: Statistical Test Selection (Hanneman, Kposowa and Riddle, 2012, p.19) 

The parametric tests are constructed on assumptions using the data associated 

with the normal distribution used in the analysis, whereas, instead, the non-parametric 

test is not governed by parameters. 

“The ‘Wilcoxon signed-rank test’ is the nonparametric test equivalent to the 

paired t-test.  The Wilcoxon signed-rank test does not undertake normality in the data; it 

is used to relate two sets of scores that come from the same participants. It is appropriate 

to examine any variation in scores from one-time point to another” (Hanneman, Kposowa 

and Riddle, 2012, p.25) 
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Table 11  

Wilcoxon Signed Ranks Test 

Group Content 

post 

30% - 

Content 

30% 

Organization 

post 20% - 

Organization 

20% 

Vocabulary 

post 20% - 

Vocabulary 

20% 

Language 

post 25% - 

Language 

25% 

Mechanics 

post 5% - 

Mechanics 

5% 

Controlled Z -.057 -2.392 -.085 -.315 -.321 

Asymp. 

Sig. (2-

tailed) 

.954 .017 .932 .753 .748 

Experimental Z -4.643 -3.944 -4.454 -4.774 -4.590 

Asymp. 

Sig. (2-

tailed) 

.000 .000 .000 .000 .000 

 

 

Table 11 shows the z values of the subcomponents scores, the Z value of the 

subcomponent ‘content 20%’ is -0.57 in (CG) as compared to the Z value = - 4.64 in 

(EG) and the p < 0.001 shows statistically significant results.  Similarly, in the (EG) 

other subcomponents: organization, vocabulary, language use, and mechanics the results 

reflect the same pattern of improvement in the positive ranks and the p < 0.001 which 

shows the significant effect of the intervention on the (EG) as compared to the (CG).   

To compare the mean scores of total pre-and post-test scores the paired sample t-test is 

applied. The below table shows the paired sample statistics and paired sample t-test 

results. The mean difference in the (CG) is 0.92 and the t- value is 0.93 with p > 0.001 as 

compared to the mean difference in the (EG) is 24.3 and the t-value is 12.61with p <  

Table 12  

Paired Samples T-Test Statistics 

Group Mean 
        N 

40 

                               Std. Deviation 

 

Controlled Pair 1 Total Pre 56.00 9.22372 

Total Post 62.90 40 9.25809 
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Experimental Pair 2 Total Pre 56.27 40 9.30670 

Total Post 80.57 40 8.94682 

Group 

Paired Differences 

    T df     Sig. (2-tailed) 

  

95% Confidence Interval of the 

Difference 

Lower Upper 

Control   -2.93780 1.08780 -.930 39 .358 

Experimental  -28.19759 -20.40241 -12.61 39 .000 

 

Paired Samples Correlations 

Group Pair Posttest-Pretest  N Correlation Sig. 

Experimental    40 .768 .000 

Control   40 .109 .504 

 

Table 12 also shows the paired sample correlation statistics between post and 

pretest total scores of the (CG) and the (EG). The results show that there is a moderate to 

a strong statistically significant correlation between post and pre-test scores of the (EG); 

the correlation coefficient value is .768 with a p < 0.001. There is no significant 

correlation found in the (CG) post and pretest total scores.   

4.3.4 Effect of the Intervention on Writing Performance and Hypothesis Testing  

 The paired sample t-test was applied to know the effect of the period of 12 weeks 

on the total ESL academic writing performance scores among the control group. The 

control group results show that the pretest mean score is 56.00 and the post-test mean 

score is 56.92, the t value is 0.930 with the P values of 0.35. The effect size is denoted as 

Cohen’s d; the d values are calculated with the equation d= t value /√𝑛. The CG paired-

sample t value shows that there is no statistically significant difference between the pre-

and post-test ESL academic writing performance with a small effect size of 0.14.  

The experimental group results show that the pretest mean score is 56.27 and the 

posttest mean score is 80.5. The t value is 12.61 with a P value of .000. The effect size 

noted as Cohen’s d values are calculated with the equation d= t value /√𝑛. The EG 
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paired-sample t values show that there is a statistically significant effect between the pre-

and post-test ESL academic writing performance with a large effect size of 2.04.  

It was determined that teaching ESL academic writing through the process-genre 

approach (PGA) improved the ESL academic writing performance. Therefore, the null 

hypothesis 𝐇𝟎(𝟏)- Teaching ESL academic writing through the process-genre approach 

will not significantly improve ESL academic writing performance test scores were 

rejected and an alternative hypothesis 𝐇𝟏(𝟏)- Teaching ESL academic writing through the 

process-genre approach will significantly improve ESL academic writing performance 

test scores were accepted. 

4.4 Effect of the Process-Genre Approach on Writing Anxiety  

Writing anxiety is one of the reasons for low academic writing performance as 

explored and elaborated by researchers. This study is planned to explore the effect of the 

PGA on writing anxiety. The construct of writing anxiety was measured after the 

approval from the tool developer by administering a second language writing anxiety 

inventory (SLWAI) a 22-item three-dimensional Likert scale questionnaire 

conceptualized by Cheng (2004). The Likert-scale questionnaire (SLWAI) (see Appendix 

-A) established by Cheng (2014) is “valued as 1 (strongly agree), 2 (agree), 3 (neither 

agree nor disagree), 4 (disagree), and 5 (strongly disagree agree).”  

In this study at the pretest stage, all the participants (Control and Experimental) 

were given the questionnaire SLWAI to know about the numeric values of the anxiety 

scores. According to the values of questionnaire 5 is the highest number for showing the 

highest level of writing anxiety.  

Participants of both CG and EG showed high subsection-wise scores of writing 
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anxiety at the pretest stage. The control group at pretest stage score of cognitive anxiety 

is 4.31, somatic anxiety is 4.33, and avoidance behaviour is 4.28. The experimental group 

at the same pretest stage also reflected similar scores: cognitive anxiety 4.22 somatic 

anxiety 4.28 and avoidance behaviour 4.26.   

Table 13-16 shows the descriptive statistics of the pre-and post-test anxiety scores 

according to the second language writing anxiety inventory (SLWAI). There are 22 

questions or items, those are scored on the 5 values scale, 3 is the neutral value, 1and 2 

are the positive (not having the writing anxiety), and 4 and 5 are the negative values 

(having writing anxiety). In Table 13, the statistics are the results of the SLWAI pretest 

of the control group which reflected the pattern of negativity, and the mean value of each 

item is above the value of 4. Therefore, it is concluded that students of the CG are facing 

the issue of overall writing anxiety.   

Table 13  

Pretest Control Group Descriptive Statistics 

(“Cognitive Anxiety, Somatic Anxiety, Avoidance Behavior”) 

 

N Minimum Maximum Mean Std. Deviation 

“1- Anxiety Repudiated 40 1 5 4.33 .730 

2- Heart Pounding under Time Restriction 40 4 5 4.32 .474 

3- Apprehensive about Assessment 40 4 5 4.45 .504 

4- No Worries regarding free Expression of Thoughts 40 2 5 4.38 .667 

5- Avoid writing in English 40 2 5 4.38 .628 

6- Mind goes blank before writing 40 2 5 4.33 .656 

7- Fear of comparison 40 2 5 4.30 .608 

8- Physical Effects while Writing 40 2 5 4.38 .628 

9- Have Distress of Reduced Evaluation 40 3 5 4.35 .533 

10- Do Best Efforts to Avoid Writing Situations 40 1 5 4.35 .834 

11- Thoughts jumbled under Time Restriction 40 2 5 4.37 .628 

12- Write in English if Mandatory 40 2 5 4.35 .622 

13- Got panic if asked to write under Time Constraint 40 2 5 4.05 .639 
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14- Fear of being derided by peers 40 4 5 4.30 .464 

15- Freeze up if unexpectedly ask to write 40 2 5 4.40 .632 

16- All possible Excuses to evade writing 40 2 5 4.33 .656 

17- No fears about others about my writing 40 2 5 4.28 .716 

18- Look for chances and likelihoods to write 40 2 5 4.38 .628 

19- Body feel stiff and tense while writing 40 4 5 4.48 .506 

20- Fear of being sample in class 40 2 5 4.40 .632 

21- Fear of being Poorly Rated 40 4 5 4.38 .490 

22- Not worried and write in English when likely” 40 2 5 4.33 .616 

Valid N  40     

 

Table 14  

Pre-Test Experimental Group Descriptive Statistics 

 N Minimum Maximum Mean Std. Deviation 

“1- Anxiety Repudiated 40 1 5 4.28 .816 

2- Heart Pounding under Time Restriction 40 2 5 4.20 .687 

3- Apprehensive about Assessment 40 2 5 4.15 .700 

4- No Worries regarding free Expression of Thoughts 40 1 5 4.25 .927 

5- Avoid writing in English 40 2 5 4.25 .707 

6- Mind goes blank before writing 40 2 5 4.38 .740 

7- Fear of comparison 40 2 5 4.18 .675 

8- Physical Effects while Writing 40 2 5 4.30 .723 

9- Have Distress of Reduced Evaluation 40 2 5 4.25 .707 

10- Do Best Efforts to Avoid Writing Situations 40 2 5 4.23 .698 

11- Thoughts jumbled under Time Restriction 40 2 5 4.35 .736 

12- Write in English if Mandatory 40 1 5 4.23 .800 

13- Got panic if asked to write under Time Constraint 40 2 5 4.30 .723 

14- Fear of being derided by peers 40 1 5 4.15 .770 

15- Freeze up if unexpectedly ask to write 40 1 5 4.28 .816 

16- All possible Excuses to evade writing 40 2 5 4.25 .707 

17- No fears about others about my writing 40 1 5 4.33 .829 

18- Look for chances and likelihoods to write 40 1 5 4.35 .834 

19- Body feel stiff and tense while writing 40 1 5 4.18 .781 

20- Fear of being sample in class 40 2 5 4.27 .716 

21- Fear of being Poorly Rated 40 2 5 4.20 .687 

22- Not worried and write in English when likely” 40 1 5 4.30 .823 

Valid N  40     
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The statistics in Table 14 show the results of the CG writing anxiety posttest 

scores. The outcomes of the pre-and post-test writing anxiety of the CG are not 

significantly different; the mean score of all the items is above the value of 4 except items 

no. 17 and 18, valued at 3.9, and 3.95 which also shows the negative tendency. It is clear 

from the results that the teaching of writing between the period of pre-and post-test does 

not affect the writing anxiety of the students of the CG.  

In Tables 15 and 16, the results are shown of the pre-and post-test writing anxiety 

among the EG. The scores of the pretest are measured at the beginning of the experiment. 

The results show that the mean value of all the items is above 4 which is a negative scale 

that tells that the students of EG have the issue of overall writing anxiety. 

Table 15 

 Posttest Control group Descriptive Statistics 

 N Minimum Maximum Mean Std. Deviation 

“1- Anxiety Repudiated 40 2.00 5.00 4.2500 .89872 

2- Heart Pounding under Time Restriction 40 2.00 5.00 4.0500 .81492 

3- Apprehensive about Assessment 40 2.00 5.00 4.1500 .80224 

4- No Worries regarding free Expression of Thoughts 40 2.00 5.00 4.1750 .87376 

5- Avoid writing in English 40 2.00 5.00 4.0500 .93233 

6- Mind goes blank before writing 40 2.00 5.00 4.1500 .94868 

7- Fear of comparison 40 2.00 5.00 4.2000 .88289 

8- Physical Effects while Writing 40 2.00 5.00 4.1250 .85297 

9- Have Distress of Reduced Evaluation 40 2.00 5.00 4.2250 .89120 

10- Do Best Efforts to Avoid Writing Situations 40 1.00 5.00 4.1000 .92819 

11- Thoughts jumbled under Time Restriction 40 1.00 5.00 4.2000 .96609 

12- Write in English if Mandatory 40 2.00 5.00 4.1750 .87376 

13- Got panic if asked to write under Time Constraint 40 2.00 5.00 4.1000 .84124 

14- Fear of being derided by peers 40 2.00 5.00 4.1000 .84124 

15- Freeze up if unexpectedly ask to write 40 2.00 5.00 4.1500 .94868 

16- All possible Excuses to evade writing 40 2.00 5.00 4.1500 .89299 
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17- No fears about others about my writing 40 1.00 5.00 3.9000 1.19400 

18- Look for chances and likelihoods to write 40 1.00 5.00 3.9500 1.03651 

19- Body feel stiff and tense while writing 40 2.00 5.00 4.1750 .87376 

20- Fear of being sample in class 40 2.00 5.00 4.1750 .87376 

21- Fear of being Poorly Rated 40 1.00 5.00 4.0000 .87706 

22- Not worried and write in English when likely” 40 1.00 5.00 4.1000 1.00766 

Valid N  40     

 

Table 16 

 Post Test Experimental Group Descriptive Statistics 

 N Minimum Maximum Mean Std. Deviation 

“1- Anxiety Repudiated 40 1.00 4.00 1.9000 .92819 

2- Heart Pounding under Time Restriction 40 1.00 5.00 1.8750 1.01748 

3- Apprehensive about Assessment 40 1.00 5.00 1.9000 1.05733 

4- No Worries regarding free Expression of Thoughts 40 1.00 4.00 1.8000 .96609 

5- Avoid writing in English 40 1.00 5.00 1.8000 .96609 

6- Mind goes blank before writing 40 1.00 4.00 1.7500 .89872 

7- Fear of comparison 40 1.00 4.00 1.8000 .88289 

8- Physical Effects while Writing 40 1.00 5.00 1.8000 .96609 

9- Have Distress of Reduced Evaluation 40 1.00 4.00 1.8000 .96609 

10- Do Best Efforts to Avoid Writing Situations 40 1.00 5.00 1.8750 1.09046 

11- Thoughts jumbled under Time Restriction 40 1.00 5.00 1.8750 1.09046 

12- Write in English if Mandatory 40 1.00 5.00 1.8250 1.03497 

13- Got panic if asked to write under Time Constraint 40 1.00 4.00 1.8000 .96609 

14- Fear of being derided by peers 40 1.00 4.00 1.7750 .97369 

15- Freeze up if unexpectedly ask to write 40 1.00 5.00 1.8250 1.10680 

16- All possible Excuses to evade writing 40 1.00 5.00 1.8750 1.01748 

17- No fears about others about my writing 40 1.00 4.00 1.7250 .90547 

18- Look for chances and likelihoods to write 40 1.00 4.00 1.7250 .90547 

19- Body feel stiff and tense while writing 40 1.00 4.00 1.8250 .95776 

20- Fear of being sample in class 40 1.00 4.00 1.7250 .90547 

21- Fear of being Poorly Rated 40 1.00 4.00 1.8000 .96609 

22- Not worried and write in English when likely” 40 1.00 4.00 1.7750 .89120 

Valid N  40     

 

   Table 16 shows the results of posttest writing anxiety among EG. These scores 

are measured after the intervention of 12 weeks writing module based on the process-
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genre methodology of teaching writing. The overall ESL writing anxiety scores dropped 

from 4.2 to 1.8 on average, which indicates that the writing anxiety was present before 

the intervention which is supplanted with the absence of writing anxiety after the 

intervention. These results help to constitute that the intervention has positive effects on 

overall writing anxiety among the EG.  

4.4.1 Themes Related to the Causes of Writing Anxiety 

 ESL academic writing students and teachers highlighted the existence of the 

factors that cause all three types of writing anxiety during the interviews. The interview 

transcripts were analyzed by thematic analysis and the following themes emerged related 

to the causes of writing anxiety:  personal negative belief and low self-confidence, low 

linguistic competence, peer and social pressure, and fear of evaluation and testing. 

4.4.2.1 Personal Negative Beliefs and Low Self-Confidence 

It was highlighted by the ESL academic writing students and teachers during the 

interviews that learners’ personal and interpersonal negative beliefs about their writing 

abilities are one of the major causes of their writing anxiety.  

Most of the learners are worried and have fears about their writing ability in 

English. During the discussion in response to the follow-up question about such negative 

beliefs, the ESL writing teachers and students accentuate the issues that are well termed 

by TGC T 14 as “lack of confidence and weak English education.” Students are not 

confident about their writing ability TGC S 10 asserts, “We feel worried when we are 

aware of the fact that we are not proficient in written expression of the English 

language.”  TGC S 42 explains the causes, “Most of us are not exposed to writing at the 

school level, so we feel uncomfortable when asked to write at the college level.” Students 
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are taught writing in schools and colleges through the authoritative teacher-centered 

product. That is one of the reasons for the low confidence in their writing ability. TGC T 

12 confirms, “Students have been passive learners who have never been encouraged to 

put their thoughts on paper after listening and reading in the class, so it is obvious that 

they get nervous while creating any text.”   It is evident from the findings that students 

are not confident about their writing ability, because they thy feel worried when they 

think that they are not capable in their written expression of the English language. In 

other words, they have personal negative beliefs about their writing ability and usually 

underrate themselves. This unhelpfulness is because most of them are not asked 

frequently to write in English, so they feel stressed when they respond to ESL academic 

write tasks.  

   It is interpreted that self-confidence is extremely important for students’ 

effective response to the writing task. It is found that even students having writing ability 

may not essentially think of themselves as proficient writers and may experience writing 

anxiety. Therefore, a lack of confidence in the ESL students’ writing ability that is the 

result of the in-use authoritative teaching ESL writing methodology is identified as the 

cause of writing anxiety. 

4.4.2.2 Low Linguistic Competence 

It is found that low linguistic competence is another reason for writing anxiety, 

and it influences their effective written responses. There were15 ESL academic writing 

teachers and 72 students who affirmed that low linguistic knowledge was the reason for 

their writing anxiety experience. TGC T 11 opines: “ESL writers often carry the burden 

of learning to write in English; particularly they are facing language difficulties, such as 
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an inadequate grasp of vocabulary and grammar as the main problem with English 

writing and as the main source of writing anxiety.” The product-based approach does not 

offer peers’ and teachers’ corrective text analysis thus linguistic problematic areas remain 

unattended.  ESL academic writing students face the issue of low linguistic competence 

because of the less usage of the target language in their daily routine. The language 

contact of the ESL students is limited that TGC T12 further explains, “English is their 

second language and most of the students come from Urdu medium background so yes, 

they hesitate to write the English language.” The students' linguistic knowledge is not 

focused and it is an identified cause of writing anxiety. TGC S 65 complains about the 

lack of ESL writing practice, “We are often taught English in Urdu, and writing in 

English is not easy for us.” Low linguistic knowledge is considered the main problem 

with ESL academic writing and one of the main sources of writing anxiety. Another point 

is that ESL academic writing students face the issue of low linguistic competence 

because of the less usage of the target language in their daily routine. The language 

contact of the ESL students is limited. English is their second language and most of the 

students come from Urdu medium background, as a result, they vacillate to write the 

English language. In the traditional writing teaching methodologies, ESL students' 

linguistic knowledge is not focused to improve, and it is an identified cause of writing 

anxiety. It was reported that ESL students were often taught English in Urdu and writing 

in English is very pressing for ESL writers. 

 Therefore, findings demonstrate that linguistic knowledge is essential for writing 

and ESL academic writing students’ teaching methodology should be thoughtfully 

adapted to improve their linguistic knowledge to reduce writing anxiety.  
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4.4.2.3 Peer and related Social Pressure 

The prevalent teacher-centered product-based approach considers writing as an 

individual activity and focuses on accuracy and the end product. The students do not 

share their pieces of writing with fellow students. This is found another cause for writing 

anxiety and 48 TGC students mentioned in the interviews that they felt nervous to show 

or discuss their written work in the class. TGC S 32 explains, “I found that other students 

can write better than me and I tried to avoid the situation.” Similarly, peer pressure in 

the academic setting and social pressure at large cause writing anxiety among ESL 

academic writing students. The students do not share their pieces of writing with fellow 

students and memorize and reproduce the text without applying or even comprehending 

the process of writing. The proponents of the traditional product-based approach do not 

see writing as a collaborative activity. Rather they take it as an individual activity that 

causes writing anxiety found in this study.  

The findings suggest that there is no culture of collaborative writing in the present 

product-based teaching writing and the fellow student writers find a sense of competition 

and therefore are reluctant to share their written work due to peer and social pressure. 

4.4.2.4 Fear of Evaluation  

ESL writing learners experienced a high level of writing apprehension as reflected 

in the anxiety scores of the control group and experimental group before the intervention. 

Fear of evaluation was found to be another reason for the students' writing anxiety.  TGC 

T 3 reports, “They are in constant fear that they will make mistakes, or they will be 

mocked for their poor performance in the subject of English.” Another issue is the high 

expectations from the students and as a result, they become anxious with the fear of 
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underperformance. TGC T 12 comments in the interview, “Students feel that they are 

unable to match the high standards. They fear that their understanding of the English 

language is not up to the mark. They hesitate because the usage of English is not a 

permanent part of their daily routine.” It is interpreted that the fear of evaluation is 

another cause of writing anxiety and poor writing experience further shrinks self-

confidence. Fear of appraisal was found another cause for the students' writing anxiety as 

they were in persistent fear that they will make errors, or they would be ridiculed for their 

poor performance in the subject of English. There is another related fear that is to meet 

high expectations from the students set by the parents, teachers, or society. Consequently, 

students feel that they are unable to match the high standards set by others. They fear that 

their understanding of the English language is not up to the mark. This interpreted point 

is further explained that the fear of assessment is an added cause of writing anxiety. Fear 

of evaluation accordingly condenses self-confidence that leads to writing anxiety. The 

conventional model of teaching ESL writing based on the product approach is being 

followed at the school level that mostly encourages students for rot learning and 

memorization. Consequently, ESL academic writing students experience high writing 

anxiety caused by the above-identified reasons. 

ESL academic writing teachers and students are of the view that the education 

system in Pakistan has different strata. The conventional model of teaching ESL writing 

based on the product approach is being followed at the school level that mostly 

encourages students for rot learning and memorization. Consequently, ESL academic 

writing students experience high writing anxiety caused by the above-identified reasons.  
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4.4.3 Themes Related to the Types of Writing Anxiety  

 Writing anxiety caused by different reasons is divided into three subsections or 

types. According to Chang (2004), there are three acknowledged subsections of writing 

anxiety Cognitive Anxiety, Somatic Anxiety, and Avoidance Behavior.  In the 22 items 

SLWAI questionnaire used in the current study, questions 1,3,7,9,14,17,20,21 are 

designed to measure Cognitive Anxiety, questions 2,6,8,11,13,15,19 are designed to 

measure Somatic Anxiety and questions 4,5,10,12,16,18,22 are designed to measure 

Avoidance Behavior. The numeric results show at the pretest stage that students from 

both the control and experimental groups experience a high level of all three types of 

writing anxiety. The ESL students’ and teachers’ interviews reaffirmed similar findings. 

4.4.3.1 Cognitive Anxiety 

Cognitive anxiety is an undesirable sensitivity to the whole writing process. 

Participants of the study explain the existence and causes of cognitive anxiety among 

ESL writing students including negative feelings, fear of negative washback, and related 

negative concerns. It is found that cognitive anxiety is experienced by 74 TGC ESL 

academic writing students and all the TGC ESL academic writing teachers.  

 TGC T10 comments, “Cognitive anxiety and performance are associated. 

Specifically, anxiety has been shown to have negative effects on writing performance.” A 

similar finding is expressed by the TGC T 17: “Negative relationship between test 

anxiety and L2 writing performance is primarily due to the cognitive components.” The 

ESL students give the reason for cognitive anxiety. TGC S54 briefs, “My writing task is 

highly influenced by expectations from my parents and teacher. They have high 

expectations, and it is enough pressurizing” It is found that the previous poor writing 
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experience and the burden to perform causes cognitive anxiety. It is maintained from the 

findings that cognitive anxiety and performance are associated with constructs and 

cognitive anxiety like other subtypes of anxiety cast a negative effect on writing 

performance. There are many reasons for cognitive anxiety including the previous poor 

writing experience and the burden to perform. The teachers’ and the students’ interview 

results and the quantitative results show that ESL writing students are facing the issue of 

cognitive anxiety based on negative feelings. Anxiety has an undesirable impact, and it is 

associated adversely. It is interpreted that the teachers’ and students’ interview results are 

quite aligned with the quantitative results that the ESL writing students are facing the 

issue of cognitive anxiety based on the negative feeling, the anxiety of undesirable 

impact, and associated adverse apprehensions.  

4.4.3.2 Somatic Anxiety 

The second subsection of SLWAI is the “Somatic anxiety” that is related to the 

“physiological (physical) aspects including heart-pounding, perspiration, trembling, fear, 

strain, and uneasiness” (Chang, 2004, p.234). It is agreed that the students face the issue 

of somatic anxiety when they write in English, and it is also found from the ESL writing 

students’ responses to the questionnaire SLWAI (Appendix-A).   

There are many reasons for somatic anxiety given by the teachers and students of 

ESL writing e.g., lack of exposure to the target language results in low levels of 

confidence regarding ESL writing. TGC T 18 explains: “They do feel anxiety and certain 

physical effects are witnessed when they must speak or write in English. Their confidence 

level is considerably low because they are not much used to communicating in English; 

this anxiety becomes evident in their written expression.” ESL students’ lack of writing 
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ability results in a panic situation and low writing performance. The teaching 

methodologies being used are not conducive to alleviating somatic anxiety among ESL 

writing students.                                                                

ESL academic writing students and teachers say that when students cannot do 

their tasks, they become anxious and agitated. TGC T 6 shares: “The teenagers usually 

crack their knuckles or joints or leave the papers incomplete.” Findings show that there 

are many reasons for somatic anxiety according to the teachers and students of ESL 

writing e.g., lack of acquaintance to the target language results in low levels of 

confidence. Additionally, ESL students’ deficient writing ability results in a dread 

situation that induces truncated writing performance. The traditional teaching 

methodologies are not advantageous and supportive to lessen somatic anxiety among 

ESL writing students. 

It is, therefore, interpreted those students faced pressure to perform and obtain 

good marks in the writing exam for that they require the proper organization of ideas 

under time pressure. Teachers also witnessed that sometimes the students who are 

competitive and ambitious but lack proper language skills show such physical signs of 

writing anxiety.                                                                                             

4.4.3.3 Avoidance Behaviour 

The third type is avoidance behaviour: behaviour and attitude of preventing the 

writing circumstances or writing activities are characterized as ‘avoidance behaviour’.  In 

the interviews and discussion, it is discussed that the students face the issue of avoidance 

behaviour due to many factors the chief one lacks linguistic competence, low level of 
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confidence and feel a fear of presentation when they are asked to write in English.  TGC 

T 13 comments: “Students are new to writing English composition because they were not 

asked to do it earlier; they will certainly wish to avoid it.” TGC T 11 comments “ESL 

Urdu medium students write in English only when it is compulsory. Students are reluctant 

to speak or write in English.”  This shows that the lack of language contact and lack of 

ESL writing practices result in avoidance behaviour among ESL writing students.    

TGC S17 explains his experiences: “I am not interested in doing so. If the task is 

to write an English composition, then I do it only because it is compulsory. If the option 

is given then I select the easy way out, which is to avoid writing in English. In day-to-day 

life, I communicate in my mother tongue.” ESL writing students are reluctant to write in 

English. The findings have explained the reasons for avoidance behaviour. The absence 

of writing culture and lack of exposure to the target language results in low levels of 

confidence regarding ESL writing 

These responses indicate the reasons for avoidance behaviour given by the 

teachers and students of ESL writing e.g., the absence of writing culture and lack of 

exposure to the target language results in low levels of confidence regarding ESL writing. 

Further, ESL students’ avoidance behaviour is a cause of their poor writing performance. 

The teaching methodology being used is not favourable and helpful to alleviate this 

avoidance behaviour.   

4.4.4 Themes Related to Writing Anxiety Coping Strategies 

The second language writing anxiety inventory (SLWAI) questionnaire was 

administered again to get the posttest results of subsection-wise writing anxiety scores 

from both CG and EG after 12 weeks. For 12 weeks, the CG was taught the academic 
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writing content through a traditional product approach and the EG was taught the same 

ESL academic writing content through the newly introduced PGA. 

  The participants of the control group showed again high subsection wise scores of 

writing anxiety at the posttest stage. The control group at posttest stage score of cognitive 

anxiety is 4.12 somatic anxiety is 4.13 and avoidance behaviour is 4.10. In comparison, 

participants of the experimental group at the same posttest stage showed much-condensed 

writing anxiety scores: cognitive anxiety 1.80 somatic anxiety 1.82, and avoidance 

behaviour 1.81. These results reflect the effectiveness of the ESL writing methodology 

shift from the teacher-centered to the student-centered, from individual to collaborative 

from one draft activity to multi draft activity, and from a linear model to recursive model 

of the process-genre approach: a model where one can go back and forth to different 

stages of writing.   

The participants of the experimental group were interviewed to know how their 

viewpoint about the effectiveness of the PGA in reducing writing anxiety. While 

answering the interview questions TGC S56 one of the EG students says about how PGA 

helps to counter writing anxiety: “I do not feel nervous at all while writing in English 

with the help of new teaching writing technique. Now I feel comfortable. In the past, I did 

worry about getting a poor grade but now I believe that I have improved my writing 

skill.” It is evident from the points made by the ESL writing students that in the product 

approach the burden to perform in the written exam without any collaboration is a cause 

of writing anxiety while in the new PGA the students’ and teachers’ guided text analysis 

helps them to cope with this fear of performance and ultimately the reduction of writing 

anxiety.  
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There were many contributory features of the PGA. The collaborative nature is 

one of them. TGC S 77 says about the effect on writing anxiety: “I do not feel nervous 

anymore and not scared if my model of text is debated in the class.”  It is interpreted that 

the introduction of PGA promotes peer evaluation and corrective feedback which 

consequently reduces the fear of being exposed in front of other class fellows and 

teachers. TGC S 49 comments after the intervention: “No, I never tried it but now I 

always seek a chance for writing and speaking my thoughts in English. I write what is in 

my mind.” It is found that the PGA’s collaborative nature helped the students to 

overcome the previous negative feeling about the writing experiences. TGC S66 

comments about the effectiveness of the PGA in writing anxiety reduction, “No, I am not 

afraid in class, at all now and think if my writing is going to be discussed in class that 

will be a good thing because if my mistakes are discussed in the whole class there will be 

a better chance to improve with help of the teacher and fellow students.” The responses 

indicate that the help of a teacher and fellow students at the joint construction stage of the 

PGA is helpful in the reduction of writing anxiety among ESL academic writing students. 

It is recognized from the responses of the EG students after the intervention for 12 weeks 

that PGA is effective in reducing all three types of writing anxiety: cognitive anxiety, 

somatic anxiety, and writing avoidance behaviour. These results substantiate the findings 

of posttest writing anxiety scores of the experimental group students.  

The experimental group (EG) students are asked to describe the effectiveness of 

the PGA regarding reducing writing anxiety and improving writing performance after the 

intervention.  
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There were found four students’ strategies embedded in the PGA to reduce 

writing anxiety by using the process-genre approach. The first strategy emerges during 

the intervention that writing is taken as a collaborative activity involving writers, 

teachers, and peers rather than an individual activity. All participants found that this 

collaborative nature promoted by the process-genre framework assistances them to 

decrease writing nervousness. The second strategy is applied to avail preparation time to 

review the models of the genre and time to build background knowledge is an effective 

strategy to reduce writing anxiety. Teachers’ and peers’ role in the new process-genre 

approach is also found helpful strategy because the positive feedback and constructive 

criticism is taken as a good way to reduce writing anxiety and it also further leads to 

boost self-confidence and self-correction. The application of the new recursive nature of 

the process-genre approach is another helpful strategy to reduce writing anxiety. 

Table 17  

ESL Learners’ Strategies to Reduce Writing Anxiety 

Strategies to Reduce Anxiety 
Target to Reduce Sub-

division of Writing Anxiety 

(Chang, 2004) 

Rate of 

Responses 

 
Collaborative writing  

Somatic Anxiety, Avoidance 

Behavior 
23 

 
Preparation Time  

Cognitive Anxiety 22 

 
Peers’ and teachers’ positive feedback 

and constructive criticism  

Somatic Anxiety, Avoidance 

Behavior 
21 

 
Applying the recursive process of 

writing for different genres of 

academic writing. 

Cognitive Anxiety, Somatic 

Anxiety 
18 
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Table 17 shows the rate of responses recorded in the interviews by the 

participants of the study. The interviews of participating ESL writing students found the 

above-mentioned learners’ strategies targeting to reduce sub-division of writing anxiety 

accordingly.  

It is, therefore, interpreted that in the application of the PGA, ESL teaching model 

writing is viewed as a recursive and collaborative process that enables to move back and 

forth for editing before reaching the final draft. It reduces writing anxiety while writing 

different genres of academic writing. The students’ strategies that emerged during the 

intervention are considered effective in writing anxiety and the same findings reflected in 

the posttest experimental group writing anxiety scores at all three subdivisions of 

“cognitive anxiety, somatic anxiety, and avoidance behaviour.”  

4.4.5 Writing Anxiety Sub-Components Wise Scores Comparison  

The reliability of the questionnaire is one of the most important issues. The 

Cronbach’s Alpha (α) is a “measure used to assess the reliability, or internal consistency, 

of a set of scale or test items.  

Table 18 shows the values of Cronbach’s (α) of both control and experimental 

groups and anxiety subscales-wise. All the scores of the table below reflected the α 

values much greater than the acceptable range and it is an affirmation that the SLWAI 

22- item questionnaire which is being used in this study to measure the writing anxiety 

and its related subscales in both CG and EG pre-and post-intervention is reliable and 

internally consistent.  
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Table 18  

Reliability Statistics of Second Language Writing Anxiety Inventory 

Writing Anxiety  

Sub-Scales 

Control Group  

Cronbach's Alpha  

Experimental Group 

Cronbach's Alpha 

Pretest  

α   

Posttest 

 α   

Pretest 

α   

Posttest 

α   

Cognitive Anxiety (Cog)  .915 .941 .957 .912 

Somatic Anxiety (Som) .929 .945 .939 .968 

Avoidance Behavior  

(Avd Beh) 
.925 .949 .958 .977 

Total (22 items)  .923 .945 .951 .952 

 

4.4.5.1 Confirmatory Factor Analysis of the Questionnaire (CFA)  

Confirmatory factor analysis (CFA) is a quantitative data analysis technique that 

fits the “family of structural equation modeling (SEM) techniques.” CFA agrees for the 

valuation of “the fit between observed data and an a priori conceptualized, theoretically 

grounded model that specifies the hypothesized causal relations between latent factors 

and their observed indicator variables” (Mueller & Hancock, 2001, p.252).  

Confirmatory factor analysis is made to conclude if the given data is appropriate 

among the “item-factor structures” gained from the primary factor analysis. Typically, fit 

indexes for “GFI, CFI, NFI, RFI, NNFI, and IFI of .90 and above were accepted as an 

acceptable fit, and .08 and below for RMSEA” (Hu & Bentler, 1999 cited in Çetin, 

Yaman, & Peker, 2011, p.2264). 
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Table 19  

Pretest SLWAI Confirmatory Factor Analysis Statistics 

 

Item Loading (t) Value Error Cov 

Q1 0.74 10.42 0.12 

Q2 0.52 7.74 0.21 

Q3 0.55 7.83 0.23 

Q4 0.77 10.50 0.12 

Q5 0.55 8.23 0.20 

Q6 0.63 9.12 0.17 

Q7 0.52 7.12 0.28 

Q8 0.63 9.56 0.14 

Q9 0.56 8.22 0.21 

Q10 0.60 8.42 0.22 

Q11 0.59 8.54 0.19 

Q12 0.49 6.93 0.27 

Q13 0.53 7.88 0.21 

Q14 0.49 7.18 0.24 

Q15 0.63 8.72 0.21 

Q16 0.60 9.09 0.16 

Q17 0.69 9.28 0.19 

Q18 0.72 10.89 0.83 

Q19 0.68 9.89 0.13 

Q20 0.64 9.98 0.12 

Q21 0.62 9.69 0.13 

Q22 0.71 11.16 0.065 
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Figure 29: Pretest SLWAI Confirmatory Factor Analysis 
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Table 20  

Posttest SLWAI Confirmatory Factor Analysis Statistics 

 

Item Loading (t) Value Error Cov 

Q1.1 1.42 11.46 0.20 

Q2.1 1.35 11.29 0.22 

Q3.1 1.36 10.97 0.29 

Q4.1 1.43 11.33 0.23 

Q5.1 1.41 11.53 0.19 

Q6.1 1.43 11.21 0.26 

Q7.1 1.44 11.77 0.15 

Q8.1 1.43 11.79 0.14 

Q9.1 1.52 12.05 0.098 

Q10.1 1.43 11.45 0.21 

Q11.1 1.47 11.36 0.24 

Q12.1 1.47 11.88 0.13 

Q13.1 1.44 12.14 0.074 

Q14.1 1.44 11.92 0.12 

Q15.1 1.48 11.46 0.22 

Q16.1 1.43 11.62 0.17 

Q17.1 1.42 11.05 0.29 

Q18.1 1.40 11.28 0.24 

Q19.1 1.46 12.02 0.098 

Q20.1 1.48 11.91 0.12 

Q21.1 1.39 11.74 0.14 

Q22.1 1.44 11.60 0.18 
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Figure 30: Pretest SLWAI Confirmatory Factor Analysis 
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Table 21  

SLWAI Confirmatory Factor Analysis Fit Index 

 

 Pretest SLWAI Posttest SLWAI 

Chi-square 267.13 631.37 

d.f 206 206 

P-value 0.00265 0.000 

RMSEA 0.061 0.062 

NFI 0.97 0.96 

NNFI 0.99 0.98 

CFI 0.99 0.98 

IFI 0.99 0.98 

RFI 0.96 0.96 

 

Confirmatory factor analysis (CFA) for the Pretest SLWAI fit indexes were 

calculated and the Chi-square value was established to be significant (χ2 = 267.13, d.f = 

206, p= .002). The fit index values were established to be as follows: RMSEA= .061, NFI 

= .97, CFI =.99, IFI = .99, RFI =.96 and GFI =.90. These fit index values recommend that 

the three factors model generated a good fit. 

Confirmatory factor analysis for the Posttest SLWAI fit indexes were calculated 

and Chi-square value was originated (χ2 = 631.37, d.f = 206, p = .000). The fit index 

values were established to be as follows: RMSEA= .062, NFI = .96, CFI =.98, IFI = .98, 
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RFI =.96 and GFI = .92. These fit index values suggested that the three factors model 

generated a good fit. 

The comparison of pre-and post-test writing apprehension subscale-wise results 

among CG indicated that teaching writing through the traditional teaching writing 

methodology showed a slight reduction in writing anxiety. For example, the Cog1 mean 

score was 4.3156 and the Cog2 mean score was 4.1250, indicating a very small reduction 

of 0.19. 

 In EG the scores of both pre-and post-intervention are compared and it was 

evident that there was a significant reduction in the scores in all the subscales of writing 

anxiety.  Cog1 mean score was 4.22 which was dropped to 1.80 in Cog2, Som1 mean 

score was 4.28 and Som2 mean score was 1.82 and AvBeh1 mean score was 4.26 as 

compared to the AvBeh2 mean score was 1.81. The mean scores of writing anxiety 

subscale-wise scores lead towards the result that there was a significant effect of the 

intervention among the EG. 
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Table 22  

Writing Anxiety Subscale-wise Descriptive Statistics 

Group N  Minimum Maximum Mean Std. Deviation 

Controlled Cog1 40  2.00 5.00 4.3156 .59914 

Cog2 40  1.75 5.00 4.1250 .81601 

Som1 40  2.00 5.00 4.3321 .61414 

Som2 40  1.86 5.00 4.1357 .78310 

AvBeh1 40  2.00 5.00 4.2893 .60565 

AvBeh2 40  1.71 5.00 4.1000 .83437 

Valid N (listwise) 40      

Experimental Cog1 40  1.63 5.00 4.2250 .64872 

Cog2 40  1.00 4.00 1.8031 .87151 

Som1 40  1.71 5.00 4.2821 .63764 

Som2 40  1.00 4.29 1.8214 .94082 

AvBeh1 40  1.43 5.00 4.2643 .70473 

AvBeh2 40  1.00 4.43 1.8107 .90489 

Valid N (listwise) 40      

 

 

Figure 31: Control Group Writing Anxiety subscale-wise Boxplot 
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The box plot in Figure 32 shows the descriptive statistics of the control group 

(CG). Cog1 and Cog2 show the comparison of pre-and post-test cognitive anxiety scores 

which are not significantly different. There was some improvement as the scores 

decreased in the posttest score and the trend is persistent with the Somatic and Avoidance 

Behaviour writing anxiety constructs. There are a few dots shown below all the matrixes, 

which indicate the exceptional individual having no writing anxiety at both the pre-and 

post-test stages.  

 

Figure 32: Experimental Group Writing Anxiety subscale-wise Boxplot 

 

The box plot Figure 33 shows the descriptive statistics of the experimental group 

(EG). Cog1 and Cog2 show the comparison of pre-and post-test cognitive anxiety scores 

which are significantly different. There was an improvement as the scores decreased in 

the post-test score and the trend is persistent with the Somatic and Avoidance Behavior 

writing anxiety constructs. There are a few dots shown below all the pre-test matrixes 
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that indicate the exceptional individual having no writing anxiety likewise there are few 

dots at the posttest writing anxiety results and those indicate that the unresponsive 

students have no effects of the intervention. 

4.4.5 Selection of Statistical Test to Measure Effect 

The assumption of normality needs to be checked for many statistical procedures 

and the Kolmogorov-Smirnov (K-S) test is considered a pivotal test for the assessment of 

normality of data (Ghasemi & Zahediasl, 2012). 

Table 23  

One-Sample Kolmogorov-Smirnov Test 

 Cog1 Cog2 Som1 Som2 AvBeh1 AvBeh2 

N 80 80 80 80 80 80 

Kolmogorov-Smirnov Z 2.410 2.252 2.333 2.324 2.557 2.154 

Asymp. Sig. (2-tailed) .000 .000 .000 .000 .000 .000 

 

 

 

Table 23 shows the outcomes of the “Kolmogorov-Smirnov (K-S) test” intended 

for the pre-and post-test writing anxiety subscale-wise z value and assumptions for 

statistical significance (2-tailed) with the help of IBM SPSS Statistics 25. All the writing 

anxiety subscale Z values are above the value = 1.96 Therefore, it is determined that 

parametric tests are not appropriate.  

The “Wilcoxon signed-rank test is the nonparametric test comparable to the 

paired t-test.  The Wilcoxon signed-rank test does not assume normality in the data”; it is 

used to associate two groups of scores that come from the same subjects. It is appropriate 

to examine any transformation in scores.  
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Table 24 shows the results of Wilcoxon signed ranks and test statistics; it is the 

difference between the positive and negative ranks among the different constructs of the 

data. The results calculated with the help of IBM SPSS 25 by applying the test areas 

pretested in the CG z value of Cog2 - Cog1 is -1.62 and p = .104,  Z value of Som2 -  

Som1 is -1.88 with p = 0.59 and the z value of  AvBeh2 - AvBeh1is -1.27 with p = .202  

as compared to the EG results z value of Cog2 - Cog1 is -5.51 and p < 0.001,  Z value of 

Som2 - Som1 is -5.47 with p < 0.001 and the z value of  AvBeh2 - AvBeh1is -5.38  with 

p < 0.001. These statistically significant results have shown that the writing anxiety 

subscale-wise scores dropped to the range that the EG students’ writing anxiety has 

reduced after the intervention. 

Table 24  

Wilcoxon Signed Ranks Test 

Group Cog2 Cog1   Som2 -   Som1  AvBeh2 - AvBeh1 

Controlled Z -1.624 -1.889 -1.275 

Asymp. Sig. (2-tailed) .104 .059 .202 

Experimental Z -5.514 -5.475 -5.380 

Asymp. Sig. (2-tailed) .000 .000 .000 

 

4.4.6 Effect of the Intervention on Writing Anxiety and Hypothesis Testing 

Wilcoxon ranked test is a non-parametric test that was applied as a substitute for 

paired sample t-test to know the effect of the traditional product-based ESL academic 

teaching for 12 weeks on writing anxiety scores.  

The CG results show the difference of post and precognitive anxiety score. Z 

value of Cog is -1.62 and p = .104, Z value of Som1 is -1.88 with p = 0.59 and the z value 

of AvBeh1is -1.27 with p = .202 as compared to the EG results z value of Cog2 is -5.51 
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and p < 0.001, Z value of Som2 is -5.47 with p < 0.001 and the z value of AvBeh2 is -

5.38 with p < 0.001.  

In the control group scores, there is no statistically significant difference 

measured in Z value among the scores of all three subsections of writing anxiety: 

“cognitive anxiety, somatic anxiety, and avoidance behaviour” at the posttest as 

compared to the pretest stage. Whereas the experimental group Z values reflected the 

statistical difference between the post and pretests scores of all three subsections of 

writing anxiety: “cognitive anxiety, somatic anxiety, and avoidance behaviour.” 

The effect size was calculated with the equation r = Z value / √n. In the control 

group effect size of the 12 weeks, traditional product-based ESL academic teaching on 

cognitive anxiety is -0.25, somatic anxiety is - 0.29, and avoidance behaviour effect size 

is -0.201. In the experimental group the effect size of the PGA on cognitive anxiety is -

0.871, somatic anxiety is -0.865, and avoidance behaviour effect is -0.850. The calculated 

effects size of the control group is small as compared to the large effect size calculated 

from the anxiety scores of the experimental group. 

It was determined that teaching ESL academic writing through the proce ss-

genrewriter process) reduced the writing anxiety subsection scores. Therefore,through 

writeroprocess 𝐇𝐨𝟐-Teaching ESL academic writing throughwritep rocess-genre 

approach will not significantly reduce writi,ng anxiety subsections: cognitive anxiety, 

somatic anxiety and avoidance behaviour scores were rejected and 𝐇𝟏(𝟐)- Teaching ESL 

academic writing through the process-genre approach will significantly reduce writing 
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anxiety subsections: cognitive anxiety, somatic anxiety, and avoidance behaviour scores 

were accepted. 

4.4.7 Association between Writing performance and Writing Anxiety Scores 

The correlation coefficient was calculated among the total writing performance scores 

at the pre-and post-test and subscale-wise writing anxiety scores among the control and 

experimental groups to determine the association between the writing performance and 

anxiety scores. The results of the pre-test total scores have shown a strong negative 

correlation. It means that if the total performance scores are increasing the writing 

anxiety subscale score is decreasing. 

The correlation coefficient values of the total pretest writing performance scores with 

writing anxiety subscale of the CG are Cog1 -.625, Som1 -.60, and AvBeh1 -.62, and the 

p-value in all three cases is less than 0.00. It indicates the statistical significance of these 

results. The correlation values of the total pretest writing performance scores with the 

posttest writing anxiety subscale of the EG are Cog1 -.71, Som1 -.65, and AvBeh1 -.74, 

and the p-value in all three cases is less than 0.001. It indicates the statistical significance 

of these results.  

The results of the post-test total scores have shown a strong negative correlation. It 

means that if the total performance scores are increasing the writing anxiety subscale 

score is decreasing. The correlation values of the total post-test writing performance 

scores with the writing anxiety subscale of the CG are Cog2 -.54, Som2 -.47, and 

AvBeh2 -.49, and the p-value in all three cases is less than 0.001. It indicates the 

statistical significance of these results. The correlation values of the total posttest writing 
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performance scores with the writing anxiety subscale of the EG are Cog2 -.79, Som2 -

.82, and AvBeh2 -.8.10, and the p-value in all three cases is less than 0.001. It indicates 

the statistically significant correlation coefficient values 

Table 25  

Pre and Posttest Correlations 

Group Cog1                                     Som1                  AvBeh1 Total Pre 

 Control  

Total Pre 

Correlation -.625 -.607 -.629   1 

Sig. (2-tailed) .000 .000 .000  

N 40 40 40    40 

Experimental 

Total Pre 

 Correlation -.717 -.652 -.74   1 

Sig. (2-tailed) .000 .000 .000  

N 40 40 40     40 

 

Group Cog2                                     Som2                   AvBeh2 Total Post 

 Control 

Total Post 

 Correlation -.543 -.470 -.493   1 

Sig. (2-tailed) .000 .002 .001  

N 40 40 40   40 

Experimental 

Total Post 

 Correlation -.798 -.820 -.810   1 

Sig. (2-tailed) .000 .000 .000  

N 40 40 40   40 

 

 

4.5 Summary of the Chapter  

In this chapter, results and analysis are presented to determine the effects of the PGA 

on ESL academic writing performance and writing anxiety. The pretest and posttest 

writing performance scores of the control group (CG) are not significantly different. The 
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total mean scores of the pretest and posttest of the CG and The EG were compared by the 

paired-sample t-test. It was found that the EG results significantly improved. 

Scores of the Cornbrash’s Alpha (α) values of SLWAI pre and post CG and the 

EG are much greater than the acceptable range of being reliable and internally consistent. 

The Wilcoxson signed-rank test was used to compare the pretest and posttest anxiety 

scores of the CG and EG at all three subdivision levels of writing anxiety. The results 

reflected that the posttest anxiety scores of the EG significantly reduced as compared to 

the pretest anxiety scores.   
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CHAPTER FIVE 

 DISCUSSION OF FINDINGS 

Introduction  

The chapter presents the discussion of the study findings presented in the previous 

chapter. The study has two research objectives: one is to explore the effect of the process-

genre teaching writing framework on ESL academic writing performance and the second 

is to explore the effect of the process-genre approach on writing anxiety at the 

intermediate/pre-university level in Pakistan.  

In this chapter, the findings are discussed that teaching academic writing through 

the newly introduced process-genre approach is effective in improving students’ 

academic writing performance and reducing writing anxiety. The chapter further explains 

the implications of the study findings, compares the actual results with the expected 

results, and relates the findings with the findings of other researchers. 

5.1 Effect of the Process-Genre Approach on Writing Performance 

It is highlighted and considered PGA as a solution to develop ESL students’ 

writing competence being a ‘coherent comprehensive theory’. Gupitasari (2013) confirms 

that with the implementation of the process-genre approach the students’ writing ability is 

improved during this classroom action research. Ghufron (2016) studies the effectiveness 

of the process-genre approach over the conventional product approach and the findings 

explain the effectiveness of PGA.  Tuyen et al. (2016) find out that the process genre 

approach overtook the traditional approaches in writing ability “in terms of content, 

vocabulary, grammar, and organization.” The results of this study suggested that “PGA 

should be used as a pedagogical tool to teach writing for EFL upper secondary students in 
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Asian contexts.” Pujianto et al. (2014) discover process-genre approach is helpful and 

effective to develop writing skills among students. This study is descriptive qualitative in 

nature, which specifies the positive results with the process-genre approach application.  

Tuyen, Osman, Dan, and Ahmad (2016) applied the process genre approach to show the 

improvement of EFL students' ability in academic writing. The findings of the study 

show the stages of the process-genre approach can be helpful in the final draft. Agesta 

(2016) concludes that the process-genre approach application in teaching writing is 

assisting students to progress their writing ability. Belmekki & Sekkal (2018) reinforce 

the importance of the process genre approach as they use this approach to advance 

students’ accomplishments in writing business letters. This was action research that 

confirmed the significant effects of the process-genre approach on the students’ writing 

achievement.  

The findings of the study are quite aligned with the previous research and support 

that PGA is an effective approach to improve ESL learners’ academic writing 

performance. The study aims to find out the outcomes of the process-genre teaching ESL 

writing model. This quasi-experimental study divided the samples; into two intact groups 

the CG and the EG. The EG was taught the12 week writing module (Selected prescribed 

content from the Punjab Textbook Board) through the process-genre approach while the 

other CG was taught the same content of ESL writing through the conventional Product 

approach for the same period. After the intervention, the total mean difference score 

between the pretest and the posttest scores of the EG and the CG were compared. 

Findings showed a significant improvement in the performance test scores of the EG who 

was taught academic writing through PGA.  
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5.1.1 Contributory Features of the Process-Genre Approach 

Writing is socio-cognitive activity and writers should know the process of writing, 

the purpose of writing, and the audience. It is claimed that the combination of both the 

Process and the Genre approaches to teaching ESL writing is an effective pedagogical 

shift from the traditional ESL writing methodologies and compensates for the flaws. This 

blend of process and genre approaches intends to develop students’ satisfactory 

understanding of the processes of writing, the purposes of writing, and the contexts. 

following are contributory features of PGA to be an effective alternative teaching ESL 

academic writing approach within the context.  

5.1.1.1 Interaction of Different Stages 

There are certain contributory factors behind the improved writing performance 

scores of the EG students including (a) interaction of several stages (b) modeling and 

deconstruction (c) collaborative activity (d) peers’ and teachers’ guided text analysis (e) 

genre awareness.  

According to the participants of the study, PGA involves the interaction of several 

stages in the entire writing process. PGA promotes modeling and deconstruction as an 

initial stage of teaching writing with the help of activities to make the students understand 

what the course of successful academic writers is and how they employ strategies for 

effective writing. At the pre-writing stage, different sources of information are gathered 

such as pieces of evidence, statistics, and own experience to exemplify, associate, or 

describe, and thus they attain the communicative purpose.  
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The interpretation for the improved writing performance is justified as PGA 

involves several stages in the entire writing process. PGA promotes modeling as an initial 

stage of teaching writing with the help of activities to make the students understand what 

the course of successful academic writers is and how they employ strategies for effective 

writing. At the pre-writing stage, different sources of information are gathered such as 

pieces of evidence, statistics, and own experience to exemplify, associate, or describe, 

and thus they attained the communicative purpose. PGA has a stage joint construction in 

which students practically contribute ideas taken as a great source to improve their range 

of content knowledge with the support actions such as thinking and group dialogue 

(Badger& Whilte, 2000) by involving their knowledge with and gripping new ideas from 

their class fellows. The experimental group’s development in their written text proposes 

that they are facilitated by the teacher’s and peers’ guided text analysis and, as a result, 

they performed better in the post-test. According to the interpretation of these points, it is 

explained by ESL participating teachers and students that the PGA is a systematic 

effective writing methodology as it involves the interaction of different stages of the 

process of writing.  

5.1.1.2 Modelling and Deconstruction  

It is explained in the literature that at this stage a model of the genre is introduced 

to provide students with the prospect to evaluate features of the target genre and the 

purpose of the text; for example, the motive of an argumentative essay is to convince the 

audience. The organization of the text in an argumentative essay is modeled and students 

flow along with the realization of the purpose of an argumentative essay.  
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The findings suggest that Modelling and deconstruction are important 

contributory features of the PGA described by participating teachers and students of the 

experimental group. It was maintained in the interviews that the PGA is useful because it 

includes modeling and deconstruction which must be executed during the teaching and 

learning of a certain type of writing genre. Both the ESL academic writing teacher and 

the students discuss the text genre by modeling and deconstruction.  

The process-genre approach has come up as an effective approach to improving 

ESL academic writing performance in this study. These stages of modeling and 

deconstruction are to initiate a helpful collaborative culture to improve writing 

performance because the modeling stage is meant to give students in-depth material about 

the text type. The provision of diverse text sources of the genre for students is intended to 

offer to understand. It is deduced from the findings that the modeling and deconstruction 

stage support ESL academic writing learners to grasp how effective academic writers 

track the pertinent construction for effective writing. 

5.1.1.3 Collaborative Activity  

In the phase of collaborative writing, the instructor and learners work collectively 

typically in the PGA, the teacher initiates the writing procedures through the stages of 

“thinking, drafting and revising.” In the PGA ESL learners are provided with material 

and thoughts, and a list of points on the black/whiteboard by the instructor and models 

are provided for students to follow as an example. These steps are about a “collaborative 

writing” environment among students and teachers. 
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Teaching writing is not an individual activity as it is practiced in the conventional 

product approach; rather writing should be taken as a process that involves different 

stages. The benefit of the process-genre teaching ESL framework is that it is based on the 

collaborative nature that helps the learners to improve their writing performance and the 

improved process-genre writing instructional framework including “the stages of 

planning, drafting, revising, and editing as stages of the process-genre instructional 

framework” mirrors the significance of the collaborative nature of writing. 

 Findings suggest that the models of different types of writing provided by the 

teacher and their methodical explanations about how writing works. Further, students are 

afterward provided adequate opportunities to involve in writing activities, which 

strengthened them to reflect on and compare their writing with others. The suggested 

findings are justified that the collaborative nature of the PGA is an important contributory 

feature. 

5.1.1.4 Teachers’ and Peers’ Guided Text Analysis 

 It is suggested based on findings that the PGA involves the ESL academic writing 

teachers and students to support by presenting their contribution employing text analysis 

of the groupmate students’ written work. It was found that this feature helped a lot to 

improve ESL academic writing students’ ability to write. It was quite stimulating and 

supporting as mentioned in the interviews that during the writing learning process ESL 

writing through the process genre approach students were asked to do written feedback 

on their colleague’s draft and indicate the errors or mistakes and provide the appropriate 

contributions. Peer feedback was also done; the text was further checked by the teacher to 

elucidate supplementarily.  
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It is believed that the feature of joint construction is an important contributory 

feature of the PGA, and the student is helped through the students’ and teachers’ guided 

text analysis; consequently, the writing performance is provided. Therefore, the findings 

justify that peers’ and teachers’ guided text analysis benefit the ESL academic writing 

learners to progress writing performance by sharing and reading along with the teachers’ 

explanation and explanations through productive text appraisal.  

 5.1.1.5 Genre Awareness 

The findings suggest that genre awareness relates to the ability to comprehend and 

apply specific linguistic features. This is one of the features of the PGA that promotes the 

ability to write in different conditions and for different purposes. The advantage of genre 

awareness is to promote real writing ability by grasping the features of a particular text 

type and is considered an effective feature.  

Genre knowledge inculcated through the implantation of the PGA empowers 

students to deeply analyze the written material, its linguistic forms, and the processes 

involved in writing tasks, which help to communicate the ideas and establish connections. 

This contributory feature of the PGA suggests that the deep understanding of text types 

gives students more prospects to complete their written tasks satisfactorily. Therefore, the 

findings are further clarifying that genre awareness is an important contributory feature of 

the PGA and it helps ESL academic writing students by qualifying them to learn the 

particular linguistic features and knowledge which lead them to comprehend the practice 

of the particular text type in different circumstances and motivations.   
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5.1.2 Performance Scores Comparison  

In this study, numeric shreds of evidence show the statistically significant positive 

effect of PGA on the writing performance subcomponents when PGA is adopted for ESL 

writing instruction (see Appendix-K CG and EG sample Students’ performance pre and 

posttests). Content includes features like extent, relevance, and subject knowledge. The 

content, pre-and post-test scores of the EG are compared and there is a significant 

improvement in the mean score. The organization includes features like coherence, 

fluency, clarity, and logical sequence. The organization, pre-and post-test scores of the 

EG are compared and there is an improvement in the mean score. Vocabulary includes 

features like the range of words or richness, appropriate register, and word form mastery. 

The vocabulary, pre-and post-test scores of the EG are compared and there is an 

improvement in the mean score. Language use includes the features like accuracy, use of 

the article, word order, tenses, use of prepositions, and overall sentence construction.  

The language used, pre-and post-test scores of the EG are compared and there is an 

improvement in the mean score. Mechanics includes features like paragraphing, spelling, 

capitalization, and punctuation. The mechanics, pre-and post-test scores of the EG are 

compared and there is an improvement. 

The participants explain that in delivering the PGA-based writing module, the role 

of a teacher is to provide real-life situations and help learners to understand the writing 

purpose and ruminate the tenor, field, and mode. After identifying the social context, 

learners do the planning, drafting, and proofreading according to language use and 

organization of text according to the genre. The teacher initiates by helping the students 
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to prepare for writing by setting a context and purpose of writing in a particular genre, for 

example, a descriptive essay.  

It is interpreted that according to the participants setting a context triggers the 

schemata which helps the students to familiarize themselves with the features of the 

genre by keeping in the mind the context and purpose of writing. A model of the genre is 

introduced and provides students with the opportunity to analyze features of the target 

genre and the purpose of the text; for example, the purpose of an essay is to convince the 

reader. In this phase, the teacher and students work collectively as a starting point to 

draft. It is expressed in the findings, and it is further explained that the teacher facilities 

the writing procedures of students’ thinking, drafting, and revising stage. Students 

provide information and thoughts, and the teacher composes the list of the produced 

points on the black/whiteboard. A model is provided for students to follow as an 

example. It nurtures a collaborative writing environment among students and teachers. 

After modeling, planning, and joint construction, it is the phase to start the task of writing 

texts independently on an associated topic of a particular genre.  Students are given time 

to write independently, and the teachers are accessible to help and refer to the process 

during and afterward. Both markers read papers for evaluation and feedback and students 

may also “check, discuss, and evaluate their work with fellow students for final revising 

and editing.” The final draft will encourage and boost the confidence among learners as 

they have drafted the text of a particular genre keeping in view the context and purpose of 

writing.  
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5.2 Effect of Process-Genre Approach on Writing Anxiety 

The current study is unique because no earlier study was found regarding the 

effects of PGA on writing anxiety. Adeel (2011) aimed to investigate the anxiety-

provoking factors in Pakistani ESL writing learners. He uncovered that the self-

perceptions of learners about the writing process and methods and stereotypical formal 

classroom based on the behavioristic model are major factors.  

It is significant to figure out the reasons for writing anxiety to understand 

manifested challenges. ESL students experience several contributory factors for writing 

anxiety including instructional practices, poor writing skill improvement, absence of the 

composition process understanding, and commanding a “teacher-centered product-based 

model of teaching.” Younas et al. (2014) established that fear of teachers’ undesirable 

remarks, insufficient and inconsistent writing practices, linguistic difficulties, time 

constraints, and demand for flawless writing are the causes of writing anxiety. Qashoa 

(2014) found that writing tests, cognitive and linguistic factors cause writing anxiety. 

Kirmizi and Kirmizi (2015) studied the causes of foreign language anxiety and furnished 

the list including learners' self-perceived proficiency, fear of being negatively evaluated, 

time pressure, and nervousness. Wahyuni, Oktavia, and Marlina (2019) found the sources 

of writing anxiety including topic selection, lack of linguistic and background 

knowledge, and the teaching methods lacking writing practices. Genc &Yayli (2019) and 

Aloairdhi (2019) added the list of students that lacks effective feedback from teachers 

and peers, a lack of confidence, the problem with generating ideas, and finding 

supporting details caused writing anxiety. Furthermore, Jawas (2019) pointed out that 
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pressuring setting and a restricted classroom environment also caused writing 

apprehensions. 

The numeric pieces of evidence show in this study that the participants of both 

CG and EG showed high subsection-wise scores of writing anxiety at the pretest stage. 

The control group at pretest stage score of cognitive anxiety, somatic anxiety, and 

avoidance behaviour are high. The experimental group at the same pretest stage also 

reflected similar scores. When the EG scores of both pre-and post-intervention were 

compared and it was evident that there is a significant reduction in the scores in all the 

subscales of writing anxiety.  

Writing anxiety is an issue of ESL writing students and affects their writing 

performance. The second objective of the current research is to find out the outcomes of 

the process-genre tactic on writing anxiety and to reply to the research question effects of 

PGA were measured on writing anxiety among the CG and EG after the intervention. 

“Second language writing anxiety inventory (SLWAI)” established by Cheng (2004) is 

permitted for the investigation after the authorization. The study is also proposed to see 

the effect of PGA on “sub-levels of writing anxiety, Somatic Anxiety, Avoidance 

Behavior, and Cognitive Anxiety” (Ajmal & Irfan, 2020). The SLWAI questionnaire 

which is being used in this study to measure the writing anxiety and its related subscales 

in both CG and EG pre-and post-intervention found reliable and internally consistent.  

5.2.1 Causes of Writing Anxiety  

 ESL academic writing students and teachers accentuated the existence of the 

factors that cause all three types of writing anxiety. The findings indicate the causes of 

writing anxiety: personal negative belief and low self-confidence, low linguistic 
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competence, peer and social pressure, and fear of evaluation and testing. 

5.2.1.1 Personal Negative Beliefs and Low Self-Confidence 

The interview data collected from the ESL academic writing students and teachers 

confirm that learners’ personal and interpersonal negative beliefs about their writing 

abilities are one of the major causes of their writing anxiety. Most of the learners are 

worried and fear about their writing ability ascribed to lack of confidence and weak 

English education.  

It is evident from the findings that students are not confident about their writing 

ability, the reason behind that is they thy feel worried when they think that they are not 

capable in their written expression of the English language. In other words, they have 

personal negative beliefs about their writing ability and usually underrate themselves. It 

is also because most of them are not asked frequently to write in English, so they feel 

hard and stressed when they respond to ESL academic write tasks.  

The traditional extensively engaged ESL academic writing approach named 

product approach is the reason for this cause of low confidence and negative feelings 

about writing. ESL academic writing students are taught writing in schools and colleges 

through the authoritative teacher-centered product which makes them passive learners 

who have never been stimulated to put their thoughts into paper after listening and 

reading in class, they rely on model essays and learn the patterns by heart and reproduce 

the similar text so it is obvious that they get nervous while creating any text.  

The interpretation indicates that self-confidence is enormously important for 

better writing performance and to reduce writing anxiety. It is found due to the lack of 
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confidence that even students proficient in writing ability experience writing anxiety. 

Therefore, it is required to introduce the ESL academic writing methodology having the 

features to encourage students and enhance the level of confidence about writing 

activities. 

5.2.1.2 Low Linguistic Competence 

The findings suggest that low linguistic competence is a cause for writing anxiety 

that negatively impacts their ability to produce effective written responses. It is quite 

demanding for ESL writers to learn ESL writing; particularly if they are facing language 

difficulties, such as “an inadequate grasp of vocabulary and grammar.” Low linguistic 

knowledge is considered the main problem with ESL academic writing and one of the 

main sources of writing anxiety. Another point is that ESL academic writing students 

face the issue of low linguistic competence because of the less usage of the target 

language in their daily routine. The language contact of the ESL students is limited. 

English is their second language and most of the students come from Urdu medium 

background, as a result, they vacillate to write the English language. In the traditional 

writing teaching methodologies, ESL students' linguistic knowledge is not focused on 

improvement and it is an identified cause of writing anxiety. It was reported that ESL 

students were often taught English in Urdu and writing in English is very pressing for 

ESL writers. 

 Therefore, findings are justified that linguistic knowledge is essential for writing 

and ESL academic writing students’ teaching methodology should be thoughtfully 

adapted to improve their linguistic knowledge to reduce writing anxiety. The process-

genre approach offers features integrating different stages like the prewriting stage. In 
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this stage, students are exposed to different models of the particular genre and they get 

valuable input to add linguistic knowledge e.g. lexical choices and syntactic structures.  

5.2.1.3 Peer and related Social Pressure 

It is found that the widespread teacher-centered product-based approach reflects 

writing as an individual activity and focuses on exactness and the end product parallel to 

the exposed model. The students do not share their pieces of writing with fellow students 

and memorize and reproduce the text without applying or even comprehending the 

process of writing. The proponents of the traditional product-based approach do not see 

writing as a collaborative activity rather they take it as an individual activity that causes 

writing anxiety found in this study.  

In the Process-Genre Approach, the stage of joint construction promotes 

collaboration and helps the learners to counter the writing avoidance behaviour. Peer 

pressure and social pressure are found because if the students feel that those other 

students can write better than them and try to avoid the situation due to the peer pressure 

and that leads to unnecessary competition. 

The findings further explained as peer pressure in the academic setting and social 

pressure at large cause writing anxiety among ESL academic writing students. No 

principle of collaborative writing is followed in the existing product-based teaching 

writing and the fellow student writers find a sense of competition and therefore are 

hesitant to write due to peer and social pressure.  
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5.2.1.4 Fear of Evaluation  

The interview data collected from the ESL academic writing students and teachers 

confirm that ESL writing learners experienced a high level of writing apprehension as 

reflected in the anxiety scores of the control group and experimental group before the 

intervention. Fear of appraisal was found another cause for the students' writing anxiety 

as they are in persistent fear that they will make errors, or they will be ridiculed for their 

poor performance in the subject of English. There is another related fear that is to meet 

high expectations by the students set by the parents, teachers or society also make the 

ESL writers anxious with the fear of showing a deficit performance. Consequently, 

students feel that they are unable to match the high standards set by others. They fear that 

their understanding of the English language is not up to the mark.  

 This interpreted point is further explained that the fear of assessment is an added 

cause of writing anxiety. Fear of evaluation accordingly shrinks self-confidence that leads 

to writing anxiety. The conventional model of teaching ESL writing based on the product 

approach is being followed at the school level that mostly encourages students to do rot 

learning and memorization. Consequently, ESL academic writing students experience 

high writing anxiety caused by the above-identified reasons.  

The process-genre approach has multiple features to counter the fear of 

evaluation, but I would like to present the feature guided text analysis by the fellow 

students and teachers before producing the final draft or the independent stage of writing 

as a solution embedded in the newly introduced process-genre teaching writing 

methodology from the study findings. When the students follow the step-by-step 
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sequence of the PGA from the prewriting stage to the final draft the fear of evaluation is 

gradually neutralized. 

5.2.2 Types of Writing Anxiety  

  The numeric results show at the pretest stage that students from both the control 

and experimental groups experience a high level of all three types of writing anxiety. 

Similar findings were reaffirmed in the ESL students’ and teachers’ interviews. 

Writing anxiety caused by different reasons is divided into three subsections or 

types. According to Chang (2004), there are three acknowledged subsections of writing 

anxiety: “Cognitive Anxiety, Somatic Anxiety, and Avoidance Behavior.”   

5.2.2.1 Cognitive Anxiety 

Cognitive anxiety is an unwanted over-consciousness reflected in the writing 

process. Both the numeric pieces of evidence and the analysis of the interviews confirm 

in the current study the existence and causes of cognitive anxiety. The findings suggest 

that cognitive anxiety causes including ESL students’ negative feelings, “fear of negative 

washback, and related negative concerns.”  

 It is maintained from the findings that cognitive anxiety and performance are 

associated with anxiety constructs and cognitive anxiety like other subtypes of anxiety 

cast a negative effect on writing performance. There are many reasons for cognitive 

anxiety including the previous poor writing experience and the burden to perform causes 

cognitive anxiety. The interpretations are based on the teachers’ and the students’ 

interviews and the quantitative results that ESL writing students are facing the issue of 
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cognitive anxiety. That is based on the negative feeling us suggesting that the 

introduction of the PGA could considerably reduce cognitive anxiety.  

The contributory features of the PGA are the difference between the high pre and 

reduced post-test anxiety scores of the experimental group. When we engage our students 

to write by following a systematic and step by step teaching approach as compared to the 

rote learning and learning by heart culture promoted by the traditional methodology the 

stressful and pressurizing writing experience would also turn into an encouraging 

empowering and less stressful writing experience. Therefore, fear of negative washback 

and related negative concerns are found and could be addressed by using the process-

genre approach to teach ESL academic writing.  

5.2.2.2 Somatic Anxiety 

It is evident from the quantitative anxiety scores and the interviews responses that 

the participating students face the issue of somatic anxiety. The second subsection of 

SLWAI is the “Somatic anxiety” that is related to the “physiological (physical) aspects 

including heart-pounding, perspiration, trembling, fear, strain, and uneasiness.” 

Findings show that there are many reasons for somatic anxiety according to the 

teachers and students of ESL writing lack of acquaintance to the target language results in 

low levels of confidence. Additionally, ESL students’ deficient writing ability outcomes 

in a dread situation that induce truncated writing performance. The traditional teaching 

methodologies are not advantageous and supportive to lessen somatic anxiety among 

ESL writing students. The findings also show that ESL academic writing students do feel 

anxiety and certain physical effects are witnessed when writing in English due to their 
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considerably low confidence level. ESL students are not needfully accustomed to writing 

in English and somatic anxiety is apparent. When ESL academic writing students cannot 

complete or find it hard to finish their writing task, they become anxious and agitated and 

leave the papers incomplete. The interpreted findings justify those students face pressure 

for high performance in the writing exam while having the deficiency to organize and put 

the ideas on paper under a time constraint due to somatic anxiety.                                                                                            

5.2.2.3 Avoidance Behaviour 

The third type of writing anxiety is avoidance behaviour faced by the students of 

the control and experimental group as revealed in the quantitative and qualitative research 

findings.  

The behaviour of unwillingness to participate in writing activities is characterized 

as avoidance behaviour. It is found that the students face the problem of avoidance 

behaviour because of many aspects: lack of linguistic competence, low level of 

confidence, and feeling of fear of presenting and discussing their written work among 

peers when they are asked to write in English.  

The findings suggest that when students have less experience of writing in 

English, they will wish to evade it. Lack of ESL students’ target language contact is 

found another reason because most students are from Urdu medium and they write in 

English only when it is compulsory and consequently, they are reluctant to write in 

English.  The findings have explained the reasons for avoidance behaviour: the absence 

of writing culture and lack of exposure to the target language.  
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5.2.3 Writing Anxiety Coping Strategies 

The findings suggest that the intermediate learners of the EG develop and use the 

four most frequently used strategies to reduce writing anxiety embedded in the newly- 

introduced process-genre approach. Numerous causes of writing anxiety identified in the 

literature are aligned with the findings of this study including a commanding teacher-

centered product-based model of teaching, fear of teachers’ negative comments, 

insufficient and inconsistent writing practices, low self-perception/confidence and 

interpersonal threats, lack of understanding of composition process and linguistic 

difficulties, time constraint, demand for flawless writing, frequent writing tests, a 

problem with generating ideas and finding supporting details and restricted classroom 

environment. Keeping the above challenges in mind, the model and application of the 

process-genre tactic are developed as an effective ESL teaching writing instruction for 

diminishing writing anxiety. 

Collaborative writing means working in pairs or small groups for outline 

development by providing the situation and identifying the purpose. Teacher and Peer 

seeking is an effective strategy as per the participants to develop the culture of 

collaborative writing in the group. Collaborative writing is a cognitive strategy for 

anxiety alleviation and the motive is to support the conjoint activity this collaborative 

writing strategy promotes a friendly and comfortable setting embedded in the fourth stage 

‘joint construction’ of the process-genre tactic.  

The process approach highlights that writing is a procedure that starts with the 

prewriting stage comparing brainstorming ideas, planning, organizing, and selecting 

ideas. The study confirms the finding that ‘preparation’ is an effective learner’s strategy 
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to reduce writing anxiety. Preparation for writing is a sort of training i.e. to outline the 

ideas before starting writing help students to start their work and ease up their anxieties 

even when they lack writing cognitive competence.  

It is argued that students are anxious if they do not have ideas. It is important for 

building background knowledge of students before writing. Preparation, the first stage of 

the process-genre approach, is an effective student strategy to reduce writing anxiety as 

observed in this study. Fear of undesirable assessment/feedback from instructors and 

peers and manifold pressures on students to write and perform in terms of accuracy of 

form is one of the main reasons for ESL writing anxiety established in numerous studies. 

The role assigned to ESL teachers and peers in this new teaching writing method is to 

provide positive feedback and constructive criticism. This strategy is observed helpful in 

reducing the somatic anxiety and avoidance behaviour among ESL writing learners, as 

social pressure among peers and teachers’ traditional role to admonish and underline 

every mistake in red ink is reversed in PGA.  

In the traditional product approach of teaching writing, model texts are memorized 

to reproduce similar text linearly. Later this text-oriented approach is critiqued as it 

dispirits the cognitive process. Through the process approach, writing is being taught as a 

process that involves different stages. The process approach is perceived unobtrusive as it 

focuses merely on the writer and overlooks the audience. The genre approach was 

introduced to accommodate the social aspects and purpose of writing. Different above-

discussed text-, writer- and reader-oriented methodologies have boundaries, and the 

notion of an amalgamation is somewhat innovative in the area of ESL teaching writing. 

In the present study, the exertion of the process-genre framework is observed besides 
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being reported to be an effective strategy to reduce writing anxiety among ESL student 

writers in Pakistan.  

Writing demands both linguistic and cognitive competencies along with the 

ability to synthesize according to the form and purpose of writing to become 

communicative. Linguistic knowledge based on “vocabulary, spelling, syntax, and 

grammar” is a precondition for written communication. Similarly, the cognition process, 

the ability to apply the language system to become intelligible, is also equally important 

for composition. Incompatibility in any of the above competencies causes an unpleasant 

feeling that hampers the process of writing and hurts writing anxiety.  

5.3 Summary of the Chapter  

Writing performance and writing anxiety are both symbiotic facets. The findings 

of the study explored in the previous chapter are discussed and further interpreted to 

explain the effect of the newly introduced process-genre teaching academic writing 

methodology. The chapter also elucidated the reasons and the implications of the study 

findings compared the results with the findings of previous research in the field. 
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CHAPTER SIX 

CONCLUSION 

Introduction  

This chapter presents a summary of findings consistent with the research 

questions. It also explains the limitations of the current study and suggests the areas of 

future research and makes recommendations.  

6.1 Effect of the PGA on Academic Writing Performance   

The first research objective (p.8) was to review the outcomes of the PGA on ESL 

academic writing performance. Based on the research objective RQ1 and related 

subsidiary questions RQ1.1 and 1.2 (p.8-9) are posed regarding the effect of PGA on ESL 

academic writing performance. The findings of the academic writing performance are 

presented below. The pre-and post-test tallies of the control group (CG) are quite close to 

each other. The control group which was being taught through the conventional approach 

has a light positive effect only on the subcomponent of the organization. 

 The pre-and post-test totals of the experimental group (EG), the total scores of 

the (EG) as compared to the pretest total scores improved which shows the significant 

outcomes of the process-genre based approach of writing instruction used as an 

intervention for 12 weeks. Overall mean totals of the pre-and post-test of the CG and EG 

fulfill the assumptions of a normal distribution and therefore parametric paired sample T-

test is applied to compare the mean scores. “Wilcoxon signed-rank test” results show the 

comparison of subcomponents of ESL writing profile, positive and negative ranks 

between pre-and post-test of the CG and the EG. This comparison confirms that there is a 

significant positive effect on the ranks of EG scores.  
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The findings support that PGA helps improve the sub-components of ESL 

academic writing. The results of this study that PGA has a significant positive effect on 

the students’ writing performance. The findings in this study are quite aligned with the 

findings of the previous studies about the effects of PGA on students’ writing quality and 

performance in different contexts. Different studies as discussed indicate that process-

genre methodology in teaching writing is effective in advancing writing capability among 

ESL learners.  

Findings suggest that the positive effect of the process-genre instructional model 

is because it is based on two levels one is the genre level and the second is the process 

level. After developing genre awareness and genre knowledge, the next is to develop 

students’ writing process; teachers and students cultivate strategies for planning by 

setting writing goals, generating, organizing, and drafting ideas. Belbase, (2012) also 

highlights the two levels and different stages involved in the writing process while 

keeping in mind the genre knowledge. This technique allows learners to inspect the 

relationship between motive and form as they make use of the processes of “prewriting, 

drafting, revision, and editing” (Badger & White, 2000).  

According to the participants employing these steps improves learners’ 

understanding of the process and also of diverse text types. PGA joint strategy is a 

combination of models, both by the process-based approach and the genre-based method 

appears far easier to set a text up in a comfortable genre and the role of the teacher is to 

expose the model and guide to develop lexical, syntactic resources, and rhetorical 

patterns. Hyland (2004) contends that although there are advocates of both approaches 

and glorify process and Genre Approach individually these approaches are not “mutually 
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exclusive, although each focus on different aspects of writing” (Hyland, 2004, p. 20). 

Badger and White (2000) have also indicated that the encounter between these two 

methods “misguided, and damaging classroom practice because process, product, and 

place (in the sense of settings, functions, and background) of writing are closely inter-

related” (Badger & White 2000, p. 157). 

The significant improvement of scores of the experimental group is also indicated 

in the semi-structured interviews that teaching writing through PGA relies on the above-

discussed features of the PGA including context development and initiating 

consciousness regarding the communicative purpose, possible audience, and the 

background knowledge of the subject of a particular topic. Furthermore, about the 

effectiveness of PGA, the most significant features that added to the development of 

learners’ academic writing performance are the interaction of several stages: modeling 

and deconstruction, collaborative activity, peers’ and teachers’ guided text analysis, and 

genre awareness.  

6.2 Effect of the PGA on Writing Anxiety  

The second research objective (p.8) is to examine the outcomes of PGA on ESL 

writing uneasiness/anxiety. Based on the research objective, RQ2 and subsidiary 

questions RQ2.1 and 2.2 (p.9) were posed regarding the aftereffects of the process-genre 

teaching writing framework on ESL writing anxiety. The second language writing 

anxiety inventory (SLWAI) a 22 item Likert 5 scale questionnaire developed by Cheng 

(2004) was used to collect data on writing anxiety scores at the pre-and post-intervention 

phases. The reliability of the feedback form is one of the most important issues and 



193 
 

Cornbrash’s Alpha (α) is a measure used to evaluate the reliability and internal 

dependability.  

All the scores of the Cornbrash’s Alpha (α) values of pre and post-test the CG and the 

EG are much greater than the acceptable range and it is an affirmation that the SLWAI 

questionnaire to measure the writing anxiety and its related subscales in both the CG and 

the EG pre-and post-intervention is reliable and internally consistent.  

The “descriptive statistics” show the results of the SLWAI pretest of the CG and EG 

which reflect the pattern of negativity. The descriptive statistics show the results of the 

SLWAI posttest of the CG which reflects the pattern of negativity. The results of the pre-

and post-test writing anxiety of the CG are not significantly different.  

The descriptive statistics show the results of the SLWAI posttest of the EG which 

reflects that the overall writing anxiety scores dropped. It indicates that the writing 

anxiety was present before the intervention which is supplanted with the absence of 

writing anxiety after the intervention. This helped to constitute that the intervention has 

positive effects on overall writing anxiety among the EG.  The results are presented 

through descriptive statistics of writing anxiety (three subscale-wise “cognitive anxiety, 

somatic anxiety, and Avoidance behaviour”). 

Kolmogorov-Smirnov the normality test of SLWAI pre and post-test, the CG and EG 

scores showed that the scores were not normally distributed, and “Wilcoxon signed-rank 

test” does not undertake normality in the data; it is used to associate two sets of tallies 

that come from the same participants. “Wilcoxon signed-rank test” results display the 

comparison of SLWAI writing anxiety subscales positive and negative ranks between 
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pre-and post-test of the CG as well as the EG. This comparison confirms that there are 

significant positive effects in the ranks of EG scores.  

 Quantitative data analysis in this study is carried out to understand what the 

responses to the research questions are and the qualitative data analysis further explains 

these results. The writing performance of the experimental group significantly improved. 

This improvement was perceived by the participants due to the contributory features of 

the PGA that stand PGA out as compared to the Product Approach. These contributory 

features are a) interaction of different stages, b) modeling and deconstruction, c) 

collaborative activities, d) teachers’ and peers’ text analysis, and e) genre awareness. 

Students are worried and fear the inadequacy of writing competence due to perceived 

causes of writing anxiety including a) personal negative beliefs and low self-confidence, 

b) low linguistics competence, c) peers’ and related social pressure and d) fear of 

evaluation.  

The qualitative data analysis of teachers’ interview results is quite aligned with 

the quantitative results that the ESL writing students are facing the issue of cognitive 

anxiety. ESL pre-university writing students face high Somatic anxiety due to many 

reasons according to the teachers of ESL writing e.g., lack of contact to the “target 

language” results in low levels of confidence and low writing performance. The prevalent 

conventional teaching ESL writing methodologies do not help alleviate somatic anxiety 

among ESL writing students. There are many reasons for the avoidance behaviour of ESL 

writing students given by the teachers of ESL writing e.g., the absence of writing culture, 

lack of contact with the “target language”, low levels of confidence, and lack of writing 

ability results in writing avoidance behaviour. After the intervention of a 12-week 
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teaching writing module based on PGA, students of the EG were interviewed to ask about 

the effects of PGA on writing anxiety.   

The findings of this study present that PGA has a significant positive effect on 

reducing ESL students’ writing anxiety. Different studies on writing anxiety discuss the 

levels and factors that cause writing anxiety in different contexts including Pakistani ESL 

writing settings. For example, Dar and Khan (2015) discussed the levels of writing 

anxiety among Pakistani private and public sector university undergraduate students, and 

the results of the study concluded that most students face a high and moderate level of 

writing anxiety. It was suggested in this study that teaching methodologies should be 

changed to reduce the issue of ESL writing anxiety among students. Younis et al. (2014) 

explained the reasons for writing anxiety amongst university learners in Pakistan. This 

study found out that there are several reasons for writing anxiety among ESL academic 

writing students: fear of teachers’ negative comments, lack of linguistic knowledge, time 

constraint, error-free writing, insufficient writing practices, and lack of genre knowledge. 

Fareed, Ashraf, and Bilal (2016) discovered that some of the major problems faced by 

Pakistani ESL academic writing students are writing anxiety and lack of ideas. 

Accordingly, these problems are caused by various factors including inappropriate 

writing instructions. Hassan (2001) figured out some probable reasons for writing anxiety 

from “linguistic and cognitive” viewpoints. He maintained that in the Pakistani context, 

the major contributing factors are “poor skill development, lack of understanding of the 

composing process, and authoritative teacher-centred, product-based model of teaching.”  

PGA proves significantly effective in reducing three sorts of writing anxiety: 

“cognitive anxiety, somatic anxiety, and avoidance behaviour.” These results substantiate 
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the findings of posttest writing anxiety scores of the experimental group students. What 

are those strategies to reduce writing anxiety when they are taught through the new 

process-genre approach of teaching writing is one of the questions in mind before the 

intervention?  It is observed that collaborative writing, preparation, peers’ and teachers’ 

positive feedback and constructive criticism, and applying the recursive process of 

writing for different genres of academic writing are the ESL Learners’ strategies to 

decrease writing anxiety. To establish the effectiveness of PGA after the intervention the 

performance scores of the EG writing performance are discussed. According to the 

participants, there are five sub-themes regarding the effectiveness of the PGA. These 

themes are (a) interaction of several stages (b) modeling and deconstruction (c) 

collaborative activity (d) peers’ and teachers’ guided text analysis (e) genre awareness.  

6.3 Recommendations  

Chapter1 section 1.5 describes the ESL academic writing context of the study. 

Keeping in view the study context, the research findings reached through quantitative and 

qualitative data analysis, it is suggested by the researcher that ESL writing teachers at 

school and college level (Matric and Intermediate/pre-University level) in Pakistan 

should replace the existing product approach with PGA as a writing pedagogy. ESL 

writing teachers must apply the process-genre approach (PGA) in the classes and 

encourage students to understand the process of writing for different genres of academic 

writing. PGA is an adaptable, interactive, learner-centered, and resourceful approach that 

nurtures progressive effects on ESL students.  The paradigm shift is suggested from 

conventional “grammar or product-based teaching methods” to more practical, operative, 

and expedient approaches of teaching writing grounded on PGA an eclectic approach to 
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teaching academic writing at intermediate level students. It enables them to meet the 

academic writing requirements and expectations during their higher educational pursuits 

and real-life situations.  

Occupational training programs in ESL teaching writing should be designed 

where teachers can positively improve their modern teaching awareness. ESL writing 

instructors should be trained to implement PGA in academic writing classes. The post-

test outcomes of the EG showed a substantial advancement in academic writing 

performance and reduced writing anxiety. The researcher thus considers that all the 

instructors should be keen to imply PGA-based teaching of writing. It is, therefore, 

suggested that ESL writing teachers should be provided opportunities for the required 

specialized training. This pedagogical shifting might face many challenges from the ESL 

writing teachers’ including attitude, unlearning, and allocation of time for the PGA 

training.  

ESL writing instructors are required to involve the learners in real-life associated 

writing topics; all the rehearsals should track a set of the route according to PGA 

methodology. Process- Genre-based approach has proved effective in different contexts 

and at different levels. It is important to mention that PGA is relatively new in Pakistan; 

however, this approach has the potential to be an effective ESL writing pedagogy if 

followed by the instructors of ESL writing in Pakistan.  

It is suggested that the preparation of textbooks and material for the ESL writing 

teachers and students should be based on PGA. ESL writing teachers should also be 

skilled in making a holistic evaluation. Most of the ESL writing teachers in Pakistan do 
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not point out all mistakes by different subcomponents of writing e.g., “content, 

organization, vocabulary, language use, and mechanics.” They turn the written work red, 

and this practice is not helpful. It is suggested that ESL writing teachers in Pakistan 

should provide proper awareness about holistic evaluations of essays. 

It is suggested that PGA instruction exemplary (Figure12) suggested in this study 

should be implemented for coaching ESL writing especially at the intermediate level. It is 

also suggested that ESL writing learners should be taught the structures for the different 

academic genres because the teaching of different academic genres is significant in 

making learners ready for the real world. 

6.4 Limitation of the Research  

This investigation was restricted in different means because of the time restrictions 

predominantly. Regarding the generalisability of data, it is essential to mention that the 

data of this exploration connect to a specific college in a specific region of Pakistan and 

might, consequently, not be generalizable and also the findings of the current research are 

hard to generalize at different ESL student writers with divergent learning circumstances, 

or diverse stages, for example, “primary, secondary, and postgraduate” stages. 

The quantitative data of this investigation were gathered from the appraisal of only 

one genre, that is, a descriptive essay written in the pre and post-tests. It is one of the 

limitations that the study unheeded concerns related to a longer-term adaptation of PGA 

in teaching, for example, different types of genres, learners’ improvement of genre 

awareness over an extended period, and the perceptions of the ESL instructors and 

learners towards PGA over a longer period.  The limitations identified by the researcher 

are presented in the following points: 
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• The experiment of Process-Genre-based lessons was conducted in one class/ the 

experimental group or group only, it would be better if added clusters became part 

of this experimentation. 

• Another important constraint is that the participating ESL writing teachers were 

teaching through PGA for the first time. They were participating in the study to 

implement PGA, which was new in the context, I tried with my utmost efforts to 

train and be aware of them, yet I had to rely on them with the challenge. 

• The participants in this experiment were ESL “readers and listeners” so there was 

an incessant risk of their inadequate comprehension of the pre-and post-

intervention questionnaires. 

• The ethical concern about providing the same benefits of the treatment/ 

intervention to the control group along with the experimental group could not be 

ensured due to the time and some administrative constraints, However, 

contribution in the research is much appreciated and acknowledged and the 

control group may get possible benefits of teachers’ training sessions about the 

PGA.    

• Due to a lack of awareness about the university resources and the accessibility of 

these resources, the researcher confronted numerous glitches in the availability of 

related literature in the early stage of the research. Later on, with the help of 

guidance from the supervisor and fellow scholars these issues were resolved and 

the availability of the resources for example HEC digital library helped to access 

the related referred literature. 
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The conclusions of the current study are drawn from a small cluster of 

participants; these outcomes are hard to generalize. Therefore, it is also suggested for 

upcoming researchers in the arena of ESL writing pedagogy that comparative cross-

sectional and longitudinal studies at different levels should be conducted to obtain 

justifiable and generalizable results for ESL curriculum developers, language teacher 

trainers, and policymaking. 

6.5 Suggestions for Future Research  

This study results show a significant improvement in students’ performance 

subsequently getting the intervention grounded on PGA briefly, these students performed 

better with reduced writing anxiety as compared to the students receiving conventional 

product-based teaching ESL writing instructions.  

The investigator proposes that more qualitative action research should be planned 

in ESL writing pedagogy research expansively by adding data collected from tools such 

as participant observations or video/audio taping. I strongly suggest that longitudinal and 

cross-sectional research should also be planned to explore the results of PGA on ESL 

academic writing and other genres of writing. I also think it is desirable to find out the 

roles of teachers’ and peers’ responses, and teaching materials while teaching writing 

through Process-Genre Approach. 

It is also desirable to investigate the relationship between L1 and L2 writing 

anxiety along with the comparison of the causes of L1 and L2 writing anxiety.   

6.6 Final Words 

In conclusion, teaching ESL academic writing will be improved, when the 

appropriate, conversant, state of the art Process-Genre teaching academic writing 
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methodology is applied. The outcomes of this research are beneficial for ESL academic 

writing teachers and policymakers, which indicate that the application of the Process-

Genre approach is supportive of the development of ESL learners’ academic writing 

ability and dropping writing anxiety. The importance of writing ability in wider spheres 

of life and especially in academics is unquestionable; thus I would like to transpire with 

the words of Sir Francis Bacon, “Reading maketh a full man; conference a ready man; 

and writing an exact man.”  
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ESL Essay Writing Rubric 
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Appendix G 

Plain Language Statement 

Study Title and Research Details 

 Title: Effects of Process-Genre Approach (PGA) o English as Second Language (ESL) 

Students’ Academic Writing at Intermediate Level 

Research Details: This study is a Ph.D. student’s research project required for the award 

of a doctoral degree Ph.D. (Education) in the division of Education, University of 

Education Lahore, Pakistan.  

This research project is being deliberated by Mr. Abrar Ajmal (a Ph.D. student 

from the University of Education) under the supervision of Dr. Humaira Irfan (Assistant 

Professor of English). You are requested to take part in this research project but it is 

important to follow the aims and objectives of this research in the first place. It is also 

suggested to go through the following details of the project before making your decision 

to take part in this research. It is completely your discretion to take part in this research 

and you can withdraw your participation at any time without giving any reason. Your 

withdrawal will not affect you in any case. 

Before you decide to be a part of this research project voluntarily, it is significant 

for you to comprehend why this study is being completed and what it will include. Please 

take your time to read the following information cautiously and deliberate it with others if 

you desire so. Kindly probe, if there is any ambiguity or if you would want to know more 

information.  
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This research is to explore the effects of the emerging combined “Process-Genre 

Approach (PGA)” on writing performance and writing anxiety among ESL intermediate 

academic writing learners in Pakistan.  

The data will be collected through pre-and post-tests, “Second Language Writing Anxiety 

Inventory (SWLAI)” a three-dimensional Likert Scale 22 item questionnaire, and semi-

structured interviews. Pre- and post-tests will be used to collect data afore and afterward 

the intervention which is a purposefully deliberate academic writing module based on 

process-genre teaching writing methodology. Qualitative data will be collected from the 

students’ and teachers’ interviews.  

Writing nervousness/‘anxiety’ is one of the major challenges and this study explores the 

aftereffects of process-genre teaching writing framework on writing anxiety among ESL 

intermediate/pre-university students. ESL writing anxiety data will be collected before 

and after the designed academic writing module based on the process-genre approach.  

The purpose of this research project is to put forward some practical ideas, approaches, 

strategies, and practices for ESL academic writing students and teachers to improve the 

overall quality of writing and to reduce writing anxiety.  

Thank you for your time to read this information, for further detail or any concern please 

contact Dr. Humaira Irfan Principal Supervisor at humaria.ifran@eu.edu.pk 
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Appendix H 

Research Participants’ Consent Form 

 

Title of Project:  Effects of Process-Genre Approach (PGA) o English as 

Second Language (ESL) Students’ Academic Writing at 

Intermediate Level 

 

Name of Researcher:  Abrar Ajmal 

 

 

(1) I endorse that I have read and understood the Plain Language Statement for 

the above study and have had the chance to ask the queries. 

 

(2) I comprehend that my contribution is deliberate and that I am allowed to 

extract at any time, without giving any cause. 

 

(3) As a participant, I realize that my involvement in this study is not connected to 

my course. 

 

(4) I am informed that “paper files will be shredded, computer files will be 

deleted, audiotapes will be destroyed, and my real name will be kept anonymous.”  

 

(5) I decide to participate in the above research project. 

 

Name of Participant:   -------------------------------- 

  

Signature:  ------------------                                                                  Date:    --------------- 
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Appendix I 

Process- Genre Based Lesson Planning Guidelines 

Adapted from (Huang & Junzhang, 2019, p.24)  
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Appendix J 

Participants’ Interviews Sample Transcripts  

Interview Questions for ESL Writing Teacher 1 

• “What do you think while writing in English your students feel any nervousness 

at all? 

 
Yes, Students feel that they are unable to match the high standards of the 

teachers. They fear that their understanding of the English language is not up 

to the mark. They hesitate because the usage of English is not a permanent 

part of their daily routine.   

• Do they feel heart-pounding/perspiration/trembling/panic /freeze up or physical 

effect while writing under a time constraint? 

 
Not all the students panic but yes those who do not have English medium 

schooling, do feel the anxiety to speak or write in English. Their confidence 

level is considerably low because they are not much used to communicating in 

English; this anxiety becomes evident in their written expression.  

• Do they feel worried while writing English composition if they know that will be 

evaluated? And they feel worried about getting a poor grade? 
 

It is natural to feel worried when they are aware of the fact that they are not 

proficient in their written expression of the English language. 

• Are they often willing to write their thoughts in English? 

 
It varies from student to student, boys from English medium backgrounds are 

at ease to express their thoughts in English but other students are not 

comfortable. The second category of students avoids the usage of the English 

language to let people know what they are thinking about.   

• Do they try their best to avoid the situation when they are asked to write English 

compositions? 

 
It depends on the student how much he is exposed to the English language. If a 

student is accustomed to writing English composition, then he won’t have any 

issues. However, if a student is new to writing an English composition because 

he was not asked to do it earlier, he would certainly like to avoid it.    

• Do they complain of being blank and jumbled thoughts when they are asked to 

write in English? 

 
Yes, it even happens to those students who have been using the English 

language from the earlier stages of their lives. They feel the problem in the 
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formation of sentences and stress gets doubled when they have to write it as 

well.  

• Are they worried about their language writing ability as compared to peers of that 

group Or they are not worried about what other people think about their writing 

ability? 

 
No matter how vigilant a student is, he will not like that his teacher should 

point out his mistakes in front of his peers. They can take the critique but do 

not want their class fellows or friends to know about it. 

• Do they only write in English when they have no other option left? 

 
If students are from Urdu medium, then yes they write in English only when 

it is compulsory. Students from English medium backgrounds are not 

reluctant to speak or write in English.    

• Do they have a fear of being derided/ridiculed if other group member read their 

writing? 

 
Yes, they do not want others to know that they are not able to write flawlessly. 

Sometimes this fear becomes a motivating factor for them to improve their 

skills of speaking and writing in English.  

• Do they try their best to make excuses if they are asked to write in English? 

Students with poor skills in reading and writing in English want to have an 

escape. They prefer that teachers should ask brilliant boys to read a paragraph 

in English. Presentation in English is a mammoth task for them and they 

want to avoid such activities in which they have to use the English language.  

• What is the difference between students’ readiness to write in and outside the 

class?  

 
Students with a good grip on the English language easily speak and write in 

English, even outside the class. The situation is different for those who are 

reluctant to use the English language.  

• Do they feel afraid if their sample writing is going to be discussed in the class? 

 
Yes, they feel terrible and want the teacher to avoid it.   

 

 

• What are your students’ anxiety coping strategies and what would be the possible 

role of the introduced process-genre approach (PGA) in applying these students’ 

strategies? 
 
I encourage my students to speak in English, I communicate with them in 

English and I correct them if they make any mistakes without rebuking them. 
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It will build confidence among the students; the practice will make them 

overcome their fears regarding the English language. 

• Do you think the process-genre approach is an effective teaching writing 

approach to improve writing performance as compared to the traditional product 

approach?  
I believe it is effective because it has a proper roadmap, and it has been designed 

by keeping in view the complications students feel in learning the English 

language. 

• How process-genre approach can improve the writing performance of writing sub-

components i.e., content, organization, vocabulary, language use, and mechanics? 

It is systematic, it is analytical, it is based on the practical approach, it is 

comprehensive and the step-by-step approach is very pragmatic. Instead of 

confusing students with so many theoretical features, PGA is a minutely 

designed methodology to increase the understanding of language.”   

Interview Questions for ESL Writing Teacher 2 

• “What do you think while writing in English your students feel any nervousness 

at all? 

 
English is their second language and most of the students come from Urdu 

medium background so yes, they hesitate in the usage of the English 

language. They are in constant fear that they will make mistakes, or they will 

be mocked for their poor performance in the subject of English.  

• Do they feel heart-pounding/perspiration/trembling/panic /freeze up or physical 

effect while writing under a time constraint? 

 
The symptoms of their restlessness are not that conspicuous, but their 

performance does expose their anxiety while writing in English. …they do feel 

anxiety and certain physical effects are witnessed when they must speak or 

write in English. Their confidence level is considerably low because they are 

not much used to communicating in English; this anxiety becomes evident in 

their written expression.                                                                           

• Do they feel worried while writing English composition if they know that will be 

evaluated? And they feel worried about getting a poor grade? 

 
Yes, they understand that they will be awarded poor marks and it makes them 

uncomfortable.  Most of them are not exposed to writing on their own at the 

school level, so they feel uncomfortable when asked to write at the college level. 

• Are they often willing to write their thoughts in English? 

 
The majority is not interested to do so, and students prefer to write in roman 

English to Urdu. 
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• Do they try their best to avoid the situation when they are asked to write English 

compositions? 

 
If the task is to write an English composition, then they do it because it is 

compulsory. If the option is given then they select the easy way out, which is to 

avoid writing in English.  …. however, if a student is new to writing English 

composition because he was not asked to do it earlier, he will certainly wish to 

avoid it. If students are from the Urdu medium, then they write in English 

only when it is compulsory. Students are reluctant to speak or write in 

English.   

• Do they complain of being blank and jumbled thoughts when they are asked to 

write in English? 

 
Students fear that they will be mocked for their poor understanding of 

English. They believe it is better to remain silent and complete the task.  

• Are they worried about their language writing ability as compared to peers of that 

group Or they are not worried about what other people think about their writing 

ability? 

 
They indeed remain uncomfortable if their poor English writing skills get 

exposed in front of their peers. 

• Do they only write in English when they have no other option left? 
 

Yes, it includes class tests, assignments, and college and board exams.    

• Do they have the fear of being derided/ridiculed if other group member read their 

writing? 

 
Yes, they do have this fear and they want teachers not to point out their 

mistakes in front of the whole class.  

• Do they try their best to make excuses if they are asked to write in English? 

In class English, they do not have the choice and they have to write in English. 

In day-to-day life, they communicate in their mother tongue. The deliberate 

usage of the English language is not much in practice.  

• What is the difference between students’ readiness to write in and outside the 

class?  

 
They are more willing to write inside the class because they have no choice but 

outside class teachers can’t force them. 

• Do they feel afraid if their sample writing is going to be discussed in the class? 

 
Students feel that they are unable to match the high standards of the teachers. 

They fear that their understanding of the English language is not up to the 
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mark. They hesitate because the usage of English is not a permanent part of 

their daily routine.                  

 

 

• What are your students’ anxiety coping strategies and what would be the possible 

role of the introduced process-genre approach (PGA) in applying these students’ 

strategies? 
 
Through (PGA) mistakes can be curtailed, confidence will increase, and the 

vision will be broadened.    

• Do you think the process-genre approach is an effective teaching writing 

approach to improve writing performance as compared to the traditional product 

approach?  
Yes, it is a comprehensive process, and it certainly covers every important 

aspect through which student can overcome their reluctance towards English. 

• How process-genre approach can improve the writing performance of writing sub-

components i.e., content, organization, vocabulary, language use, and mechanics? 

The number of steps i.e.  Preparation, modeling, planning, joint constructing, 

independent construction, and revising most certainly help to elevate the 

writing performance of the students. Each step is comprehensive and vital to 

get a grip over content, vocabulary, organization, language use, and 

mechanics.”   

Interview Questions for ESL Writing Teachers 3 

• “What do you think while writing in English your students feel any nervousness 

at all? 

 
They surely do. Most of them are not exposed to writing on their own at the 

school level, so they feel uncomfortable when asked to write at a college level. 

• Do they feel heart-pounding/perspiration/trembling/panic /freeze up or physical 

effect while writing under a time constraint? 

 
They panic and try to avoid writing at all. 

• Do they feel worried while writing English composition if they know that will be 

evaluated? And they feel worried about getting a poor grade? 

 
They are in constant fear that they will make mistakes, or they will be mocked 

for their poor performance in the subject of English. English is their second 

language and most of the students come from Urdu medium background so 

yes, they hesitate in the usage of the English language.                                        

• Are they often willing to write their thoughts in English? 
 

Not very often. They are usually not interested in writing. 
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• Do they try their best to avoid the situation when they are asked to write English 

compositions? 

 
Almost always. The majority is not interested to do so, and students prefer to 

write in Urdu. If the task is to write an English composition, then they do it 

only because it is compulsory. If the option is given then they select the easy 

way out, which is to avoid writing in English. In day-to-day life, they 

communicate in their mother tongue. The deliberate usage of the English 

language is not much in practice.      

 …In fact, they are usually not interested in writing. Usually, I find 

my students saying if all books would be in Urdu we would better 

understand. The fact is they don’t want to. ... If they are given choice between 

Urdu and English most of them would choose Urdu.                          

• Do they complain of being blank and jumbled thoughts when they are asked to 

write in English? 
 

Very often. 

• Are they worried about their language writing ability as compared to peers of that 

group or they are not worried about what other people think about their writing 

ability? 

 
They feel diffident especially when they have a peer who has been to better 

schools than them. 

• Do they only write in English when they have no other option left? 
 

Yes.  

• Do they have a fear of being derided/ridiculed if other group member read their 

writing? 
 

Almost always. 

• Do they try their best to make excuses if they are asked to write in English? 

Yes, they make every effort/excuse to avoid the situation. 

• What is the difference between students’ readiness to write in and outside the 

class?  

 
They write more comfortable being outside class because they have no fear of 

being evaluated and judged. Inside the class, most of them are not that 

comfortable for the fear of being derided. 

• Do they feel afraid if their sample writing is going to be discussed in the class? 

 
Always.  
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• What are your students’ anxiety coping strategies and what would be the possible 

role of the introduced process-genre approach (PGA) in applying these students’ 

strategies? 
 
Because most of the students are not good at grammar, I usually start with 

teaching them tenses. Once they have mastered the tenses, their anxiety 

subsides a little. PGA could be a workable approach given its multi-step and 

systematic approach. It will surely be helpful to students in terms of getting 

over their fears of writing. 

• Do you think the process-genre approach is an effective teaching writing 

approach to improve writing performance as compared to the traditional product 

approach?  
By all means. 

• How process-genre approach can improve the writing performance of writing sub-

components i.e., content, organization, vocabulary, language use, and mechanics? 

Since it involves both process and genre approaches, it can help the student 

improve their contextual writings and the relevant sub-components.” 
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Appendix K 

Participants’ Pre and Posttest Writing Specimen Papers 

Pretest Experimental Group Writing Specimen Paper  
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Posttest Experimental Group Writing Specimen Paper  
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