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ABSTRACT

Writing anxiety remains an affective challenge for EFL learners, particularly where students
have limited exposure to English. The researcher developed the Inspiring Writing Model
(IWM), consisting of nine instructional steps that integrate creative writing tasks and digital
learning tools to reduce writing anxiety and enhance writing proficiency. The model was
informed by the researcher’s experience conducting Inspiring Writing training programs at
Indonesian government institutions. This Research and Development (R&D) study
employed a mixed-methods approach involving questionnaires, pre-test and post-test,
interviews, classroom observations, and expert validation. Participants were 28
undergraduate EFL students. The model achieved a validity score of 93.33%, while the
writing assessment instrument obtained validity of 76.00%. Quantitative data were analyzed
using a paired-samples t-test, while qualitative data were thematically analyzed. The results
showed a significant decrease in writing anxiety (M = 21.07 to 14.32; t(27) = 6.632, p <
0.001; d = 1.25) and improvement in writing proficiency (M = 20.94 to 27.40; t(27) = -9.785,
p < 0.001; d = 1.85), accompanied by confidence, creativity, and positive attitudes toward
writing and digital learning tools. The novelty of IWM lies in its integration of affective
support, creative writing pedagogy, and digital learning tools within one instructional model.

Keywords: Creative Writing, Digital Tools, Inspiring Writing Model, Writing Anxiety,
Writing Proficiency.

A. INTRODUCTION

Writing anxiety remains one of the most persistent affective challenges in English as a
Foreign Language (EFL) classrooms. For many learners, writing in English is not only a
linguistic task but also an emotionally demanding process requiring them to generate ideas,
organize content coherently, apply grammatical knowledge, and select appropriate
vocabulary while anticipating evaluation from teachers and peers. These demands become
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more challenging in EFL contexts, where opportunities for authentic language use outside
the classroom are often limited. Richards (2015) explains that restricted language exposure
may reduce learners’ confidence and writing fluency, while Kirkpatrick (2020) argues that
English language pedagogy should respond to the linguistic and cultural realities of EFL
settings. Consequently, writing anxiety frequently becomes a significant obstacle to
successful writing development.

Research consistently demonstrates that writing anxiety negatively influences both learners’
writing performance and classroom engagement. Across different EFL contexts, studies
have shown that anxious learners tend to avoid writing tasks, participate less actively, and
produce texts below their actual ability (Cheng, 2004; Quvanch & Kew, 2022; Saghafi et al.,
2017; Zhang & Zhang, 2022). Rather than functioning solely as an emotional reaction,
writing anxiety interacts with cognitive processes such as idea generation, organization, and
language production, ultimately reducing writing quality. Collectively, these studies suggest
that writing instruction should address not only linguistic competence but also learners’
emotional readiness to write.

Writing proficiency, meanwhile, remains a central objective of EFL instruction. Effective
writing requires learners to develop ideas, organize information logically, communicate for
specific audiences, and continuously revise their texts throughout the writing process
(Hyland, 2016). Contemporary writing pedagogy therefore recognizes that successful
instruction should integrate cognitive, affective, and technological dimensions of learning.
Within this perspective, creative writing has been found to increase learner engagement, self-
expression, and intrinsic motivation (Maley, 2015; Tu, 2021), while digital learning tools
facilitate collaboration, immediate feedback, and flexible revision, thereby supporting
writing development and reducing learners’ anxiety (Dahlstrom, 2019; Hockly, 2016; Yunus
& Suliman, 2020). Viewed collectively, these findings indicate that effective writing
instruction requires a balanced integration of emotional support, meaningful learning
activities, and technological assistance rather than emphasizing only one instructional
component.

Despite these advances, previous instructional approaches remain fragmented. Traditional
Process Writing Models (Hyland, 2016) primarily emphasize the recursive stages of
planning, drafting, revising, and editing to improve writing quality. Although highly
effective for developing writing processes, these models provide limited explicit strategies
for reducing learners’ writing anxiety or fostering sustained writing motivation. In contrast,
Creative Writing Models (Maley, 2015; Tu, 2021) successfully promote imagination, self-
expression, and learner engagement but often lack systematic instructional procedures,
structured writing assessment, and technology-supported feedback mechanisms. Meanwhile,
studies integrating digital learning tools generally employ technology as supplementary
instructional media rather than embedding it within a comprehensive pedagogical
framework that simultaneously addresses affective and cognitive aspects of writing.
Consequently, existing approaches tend to focus on individual instructional components
instead of integrating writing anxiety reduction, creative writing pedagogy, and digital
learning support into a single coherent instructional model. This fragmentation limits the
availability of practical, empirically validated, and replicable models for EFL writing
instruction.

To address this gap, the researcher developed the Inspiring Writing Model (IWM), a
structured instructional framework integrating creative writing tasks, process-based writing
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instruction, motivational learning principles, and digital learning tools within a unified
pedagogical design. Unlike conventional Process Writing Models that primarily organize
writing into sequential stages, or Creative Writing Models that mainly emphasize creative
expression, the IWM intentionally integrates affective support, creative engagement, and
technology-enhanced writing assistance throughout the instructional process. Digital tools
are not positioned merely as supplementary media but function as integral scaffolding that
supports idea generation, drafting, feedback, revision, and publication. Simultaneously,
motivational activities are systematically embedded to reduce writing anxiety while
strengthening learners’ confidence and willingness to write.

The concept of inspiring writing in this study extends beyond producing interesting texts. It
refers to instructional experiences that foster learners’ intrinsic motivation, creativity,
reflective thinking, and meaningful communication. This conceptualization is supported by
Bandura’s (1997) Self-Efficacy Theory, which emphasizes that learners’ beliefs in their
capabilities influence their motivation, persistence, and performance. It is further informed
by Fredrickson’s (2016) Broaden-and-Build Theory, which explains that positive emotions
broaden learners’ cognitive resources and creative thinking, enabling them to engage more
confidently in writing tasks. In addition, creative writing has been shown to promote
imagination, personal expression, and meaningful engagement with writing (Maley, 2015;
Tu, 2021). Accordingly, inspiring writing in this study is operationalized both as an
instructional process that encourages active engagement through supportive and meaningful
learning activities and as a writing outcome characterized by purposeful, engaging, and
inspirational texts capable of influencing readers positively.

Accordingly, this study aims to develop and validate the Inspiring Writing Model as an
instructional framework capable of reducing writing anxiety and enhancing writing
proficiency among EFL university students. Specifically, the study seeks to describe the
systematic development of the model and evaluate its validity, practicality, and
effectiveness. In this study, validity refers to the extent to which the model is theoretically
grounded and appropriate for EFL writing instruction. Practicality concerns the feasibility
and ease of implementing the model in authentic classroom settings. Effectiveness refers to
the extent to which the model successfully improves students’ writing proficiency while
simultaneously reducing writing anxiety.

Based on these objectives, the study addresses the following research questions:

1. How can the Inspiring Writing Model be systematically developed to address writing
anxiety and writing proficiency in EFL contexts?

2. To what extent is the developed Inspiring Writing Model valid, practical, and effective in
reducing writing anxiety and enhancing writing proficiency among EFL students?

3. What are students’ and teachers’ perceptions of the Inspiring Writing Model for further
improvement?
B. METHOD

This study employed a Research and Development (R&D) design adapted from Borg and
Gall (1983) to systematically develop and validate the Inspiring Writing Model (IWM).
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Although Borg and Gall originally proposed a ten-stage development cycle, the procedure
was condensed into seven stages to accommodate the scope and context of the study while
maintaining the essential principles of product development, validation, revision, and
evaluation. Such adaptation is considered methodologically acceptable because R&D
procedures may be modified according to research needs without compromising their
developmental rigor (Sugiyono, 2015; Gustiani, 2019). In this study, several stages with
similar functions were integrated to improve efficiency. Operational field testing was
incorporated into the main fieldtesting stage, while product revisions were conducted
continuously following expert validation and field testing rather than being treated as
separate phases. Furthermore, the dissemination and implementation stage was not included
because the primary objective of the study was to develop and validate the instructional
model rather than to conduct large-scale implementation. Despite the reduction in stages, the
core developmental logic of Borg and Gall’s framework was preserved, ensuring a
systematic and rigorous process for producing a valid, practical, and effective instructional
model, as presented in Table 1.

Table 1. Modified 7 Stages of the Borg & Gall Model

Original 10 Stages (Borg & Gall) Modified 7 Stages for this Research
a. Research and information collecting a. Research and information collecting

b. Planning b. Planning

¢. Develop a preliminary form of product c. Develop a preliminary form of the product
d. Preliminary field testing d. Preliminary field testing

e. Main product revision e. Main & Operational product revision

f. Main field testing f. Main field testing

g. Operational product revision g. Final product revision

h. Operational field testing

i. Final product revision

j. Dissemination and implementation

Within this developmental framework, a mixed-methods approach was employed to obtain
comprehensive evidence of the model’s effectiveness. Quantitative data were collected to
measure changes in students’ writing proficiency and anxiety levels through pre- and post-
intervention assessments. Complementarily, qualitative data from classroom observations
and interviews were used to explore students’ experiences and perceptions during the
implementation of the Inspiring Writing Model (IWM). The integration of both data types
enabled methodological triangulation, providing a more robust evaluation of the model’s
instructional and affective impact.

The participants of the research were 28 fourth-semester undergraduate students enrolled in
the English Department at a private university in Indonesia. They consisted of six male and
twenty-two female students, aged 19-21 years, and had an intermediate level of English
proficiency, as indicated by their successful completion of prerequisite writing courses in
the department. The participants were selected because they had previously completed basic
writing courses and represented a typical EFL classroom context in which students possessed
fundamental writing knowledge but still lacked confidence and fluency in expressing ideas
in written English. Prior to data collection, institutional approval was obtained from the Head
of the English Department and the course lecturer to conduct the study. All participants were
informed of the purpose and procedures of the research and provided informed consent
before participating. Their participation was entirely voluntary, and they were informed of
their right to withdraw from the study at any stage without academic consequences. To
ensure confidentiality, participants' identities were anonymized using identification codes,
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and all collected data were used exclusively for research purposes and reported only in
aggregate form.

The preliminary version of the Inspiring Writing Model (IWM) was validated by three
experts from Universitas Pendidikan Indonesia (UPI). The validators were selected based on
their expertise in English Language Teaching (ELT), EFL writing pedagogy, curriculum and
instructional design, language assessment, and teacher education. All three validators have
extensive experience in teaching, research, curriculum development, and academic
publication in the field of English language education. Their expertise enabled them to
evaluate the theoretical foundation, instructional design, practicality, and pedagogical
quality of the proposed model. Their recommendations were subsequently incorporated into
the revised version before field testing.

Several research instruments were used to collect data on writing proficiency and writing
anxiety. A preliminary questionnaire identified students’ initial writing difficulties, anxiety
levels, attitudes toward creative writing, and use of digital tools. Writing performance was
measured through pre-test and post-test tasks using the Inspiring Writing Model Scoring
Rubric, an analytic rubric developed by the researcher. It includes eight criteria—Inspiring,
Interesting, Character, Setting, Grammar, Diction, Clarity, and Creativity—each rated on a
five-point scale.

Following the intervention, a post-intervention questionnaire was administered to examine
changes in students’ confidence, perceived anxiety, motivation, creativity, and their
responses to the use of digital learning tools. To complement the quantitative findings, semi-
structured interviews were conducted with selected students to explore their experiences and
perceptions in greater depth. In addition, classroom observation notes from three observers
were used to provide an external evaluation of the instructional process and classroom
dynamics.

Data collection was carried out in several stages. At the beginning of the study, students
completed a preliminary questionnaire to provide baseline information about their writing
anxiety and learning preferences. This was followed by a pre-test writing task, which served
as a reference point for evaluating changes in writing performance. The Inspiring Writing
Model (IWM) was then implemented over two lesson hours, during which nine teaching
instructions were applied sequentially. The implementation emphasized guided writing
stages, creative tasks, Quick Writing activities, and the responsible use of digital learning
tools.

After the intervention, students completed a post-test writing task and responded to the post-
intervention questionnaire. Interviews were conducted shortly afterward to capture students’
reflections while their learning experiences were still fresh. Throughout the implementation,
three observers monitored classroom interaction, student engagement, and the practicality of
the model. Quantitative data were analyzed using SPSS, while qualitative data from
questionnaires, interviews, and observation notes were thematically analyzed. As the core
instructional component of the intervention, the IWM was implemented through nine
structured Teaching Instructions developed by the researcher, as presented in Table 2.

Table 2. Nine Teaching Instructions for The Inspiring Writing Model
NO INSTRUCTION
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Motivate the Students to Write

Explain in detail the Writing Steps

Train How to Use Digital Learning Tools
Lower anxiety by anxiety

Choose the most familiar topics

Write something authentic and inspiring
Convince the students that everyone can write
Create a fun atmosphere in the class

Give samples of Creative Writing

OO ~NOOUITE WN P

C. FINDINGS AND DISCUSSION

This section presents the findings and discussion organized according to the three research
questions.

1. Findings Related to Research Question 1

RQ1: How can the Inspiring Writing Model be systematically developed to address writing
anxiety and writing proficiency in EFL contexts?

The development of the Inspiring Writing Model (IWM) followed the seven modified R&D
stages proposed by Borg and Gall, ensuring a systematic, iterative, and empirically grounded
instructional design process. This framework emphasizes progressive refinement through
cycles of analysis, design, validation, field testing, and revision, allowing the model to
evolve based on real classroom evidence and stakeholder feedback. By adhering to these
structured stages, the development process maintained methodological rigor, internal
coherence, and alignment between theoretical foundations and practical implementation.

a. Research and Information Collecting

The preliminary study revealed that students experienced considerable writing anxiety,
particularly related to grammar accuracy, vocabulary limitations, and fear of negative
evaluation. A total of 81.08% of respondents (30 of 37 students) either agreed or strongly
agreed that they worry about grammatical or spelling mistakes when writing. None of the
students disagreed with this statement. These findings confirmed previous studies (e.g.,
Cheng, 2004; Quvanch & Kew, 2022) that writing anxiety functions as both an affective and
cognitive barrier.

b. Planning

Based on the needs analysis, the instructional framework was designed to integrate process
writing stages, Quick Writing strategies, familiar topic selection, digital scaffolding, and
structured confidence-building activities to address both affective and cognitive dimensions
of writing. The planning phase resulted in the formulation of the Outline of the Inspiring
Writing Model, which operationalized these components into a coherent sequence of nine
instructional procedures aimed at systematically reducing writing anxiety while enhancing
writing proficiency.

c. Developing the Preliminary Form of the Product
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The preliminary product consisted of structured teaching modules, PowerPoint-guided
instruction, an analytic scoring rubric, and integration of digital platforms such as
WhatsApp, Google Search, ChatGPT, Grammarly, and Microsoft Word Online. The model
was intentionally designed to reduce anxiety by emphasizing production before correction,
particularly through timed Quick Writing tasks. In addition, the integration of digital tools
was strategically aligned with specific stages of the writing process to provide scaffolding
support without undermining students’ authorship and independent thinking.

d. Preliminary Field Testing

Preliminary field testing was conducted in a small class of four students to examine
practicality and initial responsiveness. The implementation demonstrated high student
engagement, increased writing fluency, and reduced hesitation during writing tasks.
Although this phase emphasized qualitative observation rather than statistical testing, early
behavioral indicators suggested decreased anxiety and greater spontaneity in writing
production. Students began composing texts more confidently during Quick Writing
sessions, indicating that the model’s emphasis on structured freedom and idea generation
was functioning as intended.

e. Main Product Revision

Based on feedback from the small-class trial and the three expert validators, several revisions
were implemented. These included clearer sequencing of writing stages, more explicit
pedagogical guidance on digital tool usage, and improved time allocation per instructional
activity. The revisions strengthened the internal coherence and practicality of the model. By
mapping digital tools more explicitly to specific stages of the writing process, the model
became more systematic and easier to implement in broader classroom contexts.

f. Main Field Testing

The refined IWM was implemented in a class with 28 undergraduate EFL students. Multiple
instruments were used to evaluate effectiveness, including pre-test and post-test writing
assessments, writing anxiety questionnaires, interviews, and classroom observations.

g. Final Product Revision

The final stage involved refining the model based on the results of the main field test,
including feedback and recommendations from students, observers, and validators. The
evaluation findings were carefully reviewed to ensure that the model was both effective and
practical for classroom implementation.

The final product included complete lesson plans, a PowerPoint presentation, and assessment
tools. The output of this stage was the finalized version of the Inspiring Writing Model, ready
for use and future dissemination.

2. Findings Related to Research Question 2

RQ2: To what extent is the developed Inspiring Writing Model valid, practical, and effective
in reducing writing anxiety and enhancing writing proficiency among EFL students?
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The answer to this question is derived from a comprehensive analysis of the pre-test and
post-test results, complemented by questionnaire data collected after the implementation of
the Inspiring Writing Model. The comparison of students’ performance before and after the
intervention provides empirical evidence of changes in writing proficiency and anxiety
levels, while the questionnaire responses offer insight into students’ perceptions, confidence,
and motivation. Together, these quantitative and perceptual data sources provide a holistic
basis for evaluating the model’s validity, effectiveness, and practicality in EFL writing
contexts. The results of the pre-test and post-test are presented in Table 3.

Table 3. Scores of Writing Anxiety and Writing Proficiency

STUDENTS ANP)E{ IEETY All\Dl?(ISI;rTY PROFPIICQZIIEENCY PROIPZ(I)CSI-II;NCY
S-01 23 21 195 34
S-02 17 15 185 25.5
S-03 20 14 20.5 275
S-04 27 11 235 29.5
S-05 19 18 195 30.5
S-06 18 11 22 29.5
S-07 16 7 19 26.5
S-08 23 18 195 25.5
S-09 24 13 195 32
S-10 12 13 20 255
S-11 23 14 26 275
S-12 16 16 235 26.5
S-13 18 17 19 25.5
S-14 25 14 19 28.5
S-15 24 14 225 25
S-16 15 7 23 29
S-17 23 17 16.5 26.5
S-18 10 18 18.75 23.25
S-19 20 18 19 27
S-20 23 15 21 26.5
S-21 23 15 20 26.5
S-22 25 14 18 26
S-23 24 11 23 27.5
S-24 31 16 20.5 32
S-25 21 12 255 30.5
S-26 29 16 22 21
S-27 18 12 22.5 26
S-28 23 14 25 26.5

a. Validity & Reliability

In terms of validity, the model demonstrates strong content and construct validity. It was
explicitly grounded in the identified learner needs, particularly grammar-related anxiety and
fear of negative evaluation, and its components align with established theories of process
writing and affective learning. The integration of cognitive scaffolding and emotional
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support further strengthens its construct coherence. Instrument reliability analysis supports
this validity claim. The analytic scoring rubric achieved acceptable interrater reliability
coefficients of 0.705 in the pre-test and 0.863 in the post-test, indicating consistent scoring
between raters and improved agreement after model implementation. The higher reliability
coefficient in the post-test may reflect greater consistency in students' writing performance,
which enabled the raters to apply the analytic scoring criteria more consistently. These
values confirm that the assessment instrument was stable and dependable for measuring
writing proficiency changes.

Based on the three expert validators, the Inspiring Writing Model demonstrates initial
validity in terms of theoretical foundation, instructional design, and the preliminary
assessment framework. The model achieved a high validity score of 93.33%, while the
writing assessment instrument obtained an acceptable validity of 76.00%. The validators
confirmed the overall feasibility and conceptual soundness of the model, along with several
recommendations for improvement. Therefore, the Inspiring Writing Model is considered
appropriate for application after revisions addressing the clarity of objectives, critical
literacy indicators, and assessment descriptors.

Furthermore, the reliability of the questionnaire was examined using Cronbach's Alpha. The
analysis yielded a Cronbach's Alpha coefficient of 0.865, indicating good internal
consistency. This result suggests that the questionnaire items consistently measured the
intended construct and were therefore considered reliable for collecting students' perceptions
of the Inspiring Writing Model.

b. Effectiveness

Regarding effectiveness, the Paired Sample t-test revealed statistically significant

improvements in both writing anxiety and writing proficiency. The results showed a significant
decrease in writing anxiety (M = 21.07 to 14.32; t(27) = 6.632, p < 0.001; d = 1.25) and a significant

improvement in writing proficiency (M = 20.94 to 27.40; t(27) = -9.785, p < 0.001; d = 1.85). The
corresponding effect sizes (Cohen's d = 1.25 for writing anxiety and Cohen's d = 1.85 for
writing proficiency) indicate large practical effects, suggesting that the observed
improvements were not only statistically significant but also educationally meaningful.
Mean score improvements were observed across nearly all participants, particularly in idea
development, clarity, creativity, and structural organization. These findings support the
theoretical assumption that reducing writing anxiety facilitates better cognitive engagement
in writing, thereby contributing to improved writing proficiency.

c. Practicality

In terms of practicality, post-intervention questionnaire data show high levels of positive
student perception. A total of 92.9% of students reported increased confidence, 85.7%
experienced reduced anxiety, and 85.8% felt more motivated to write. Students described
the model as clear, enjoyable, engaging, and structured yet flexible. Classroom observations
further confirmed high engagement, manageable implementation procedures, and a strong
motivational climate. Collectively, these findings indicate that the IWM fulfills the
practicality criterion within the R&D framework, demonstrating feasibility and positive
reception in real classroom contexts.
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3. Findings Related to Research Question 3

RQ3: What are students’ and teachers’ perceptions of the Inspiring Writing Model for
further improvement?

The answer to this question is based on qualitative data from post-intervention
questionnaires, interviews, and classroom observations. These sources provide insights into
students’ perceptions, experiences, and responses to the Inspiring Writing Model. The
findings are summarized in Table 4.

Table 4. Distribution of Responses to Three of the Seventeen Questionnaire Statements

No Statement Strongly Agree  Neutral Disagree St_rongly
Agree Disagree

The Inspiring Writing Model

1 made me feel more confident in 67,9% 25,0% 7,1% 0% 0%
my writing.
| feel that the Inspiring Writing

2 Model has reduced my writing 35,7% 50,0  14,3% 0% 0%
anxiety.
| am motivated to write more after

3 participating in the Inspiring 42,9% 42,9% 14,3% 0% 0%
Writing Model.

The questionnaire results show a consistently strong positive response toward the Inspiring
Writing Model (IWM), particularly in students’ confidence, anxiety reduction, and
motivation. A total of 67.9% strongly agreed, and 25% agreed that the model increased their
confidence, while 35.7% strongly agreed and 50% agreed that their writing anxiety
decreased during the learning process. In addition, 42.9% strongly agreed, and 42.9% agreed
that they felt more motivated to write after participating in the program. These findings
indicate that the structured guidance and creative tasks effectively create a supportive
environment that makes writing less intimidating and more engaging.

Qualitative findings reinforce these results. Initially, students reported limited vocabulary,
grammatical difficulties, and fear of making mistakes, but after implementation, they
described feeling less anxious, more confident, and better able to organize ideas. Digital
tools were perceived as helpful for revising and refining their work. Observers likewise
highlighted the model’s practical value and its effective integration of creative and
humanistic approaches, while recommending clearer guidance to prevent overreliance on Al
tools.

4. Discussion

The findings suggest that the Inspiring Writing Model (IWM) provides a systematic
instructional framework for addressing two major challenges frequently encountered in EFL
writing classrooms: writing anxiety and limited writing proficiency. Developed through the
modified Borg and Gall Research and Development framework, the model underwent
iterative stages of needs analysis, planning, expert validation, classroom implementation,
and revision. This systematic development process ensured that the instructional design was
theoretically grounded while remaining responsive to authentic classroom needs. Rather than
merely producing an instructional product, the iterative refinement strengthened the
coherence, practicality, and pedagogical relevance of the model.
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The effectiveness of the IWM can be understood from its integration of several
complementary instructional components that have often been examined separately in
previous studies. Traditional process writing models primarily emphasize planning, drafting,
revising, and editing to improve writing quality (Hyland, 2016), whereas creative writing
approaches mainly encourage imagination, self-expression, and learner engagement (Maley,
2015; Tu, 2021). Likewise, many technology-enhanced writing studies focus on the benefits
of individual digital tools without embedding them within a comprehensive pedagogical
framework (Dahlstrém, 2019; Hockly, 2016). In contrast, the IWM systematically combines
affective support, process writing, creative writing pedagogy, motivational strategies, and
digital learning tools into a unified instructional model. This integration may explain why
the implementation of the model was associated with improvements in both learners’
emotional readiness and writing performance.

The findings may also be interpreted through Bandura’s (1997) Self-Efficacy Theory, which
argues that individuals’ beliefs in their capabilities strongly influence their motivation,
persistence, and performance. Students who participated in the IWM reported greater
confidence after experiencing structured writing activities supported by manageable learning
tasks and constructive feedback. Rather than expecting students to produce polished texts
immediately, the model gradually built confidence through scaffolded writing experiences.
As learners experienced repeated success in completing increasingly challenging writing
tasks, their beliefs in their writing abilities appeared to strengthen, contributing to lower
writing anxiety and greater willingness to write.

The reduction of writing anxiety can also be explained through Fredrickson’s (2016)
Broaden-and-Build Theory. Positive emotional experiences broaden learners’ cognitive
resources, allowing them to think more creatively, generate ideas more freely, and engage
more actively in learning. Within the IWM, supportive classroom interactions, encouraging
feedback, familiar writing topics, and enjoyable creative activities created a psychologically
safe learning environment in which students felt more comfortable expressing their ideas.
Consequently, emotional support functioned not merely as an additional classroom activity
but as an essential instructional component that facilitated both cognitive engagement and
writing development.

One instructional component that appears particularly influential is Quick Writing. Unlike
conventional writing activities that often emphasize grammatical accuracy from the
beginning, Quick Writing encourages learners to prioritize idea generation within a limited
time before focusing on revision and editing. This approach reduces fear of making mistakes
and minimizes the cognitive overload commonly experienced by anxious writers (Cheng,
2004). As a fluency-oriented pre-writing activity, Quick Writing allows students to develop
writing confidence through repeated low-pressure practice before progressing to more
accurate and polished compositions (Hyland, 2016). These findings support previous studies
suggesting that separating fluency from accuracy during the early stages of writing promotes
greater confidence, creativity, and writing engagement.

Another important contribution of the IWM lies in the pedagogically differentiated use of
digital learning tools. Rather than treating technology as a generic instructional aid, the
model assigns each digital tool a specific function within the writing process. Google Search
facilitates idea generation, background knowledge development, and vocabulary
exploration. ChatGPT serves as a brainstorming and drafting assistant that helps learners
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overcome writer’s block while maintaining students’ responsibility for generating original
content. Grammarly primarily supports language accuracy by providing immediate feedback
on grammar, spelling, punctuation, and clarity during revision. Microsoft Word Online
assists drafting, editing, and document organization through accessible writing features,
whereas WhatsApp provides an authentic platform for publishing students’ writing,
encouraging peer interaction, immediate sharing, and increased writing motivation. This
stage-specific integration allows technology to function as instructional scaffolding that
supports students’ learning without replacing their own cognitive efforts.

The large improvements observed following the implementation of the IWM should not be
interpreted solely in statistical terms. Beyond statistical significance, the findings indicate
meaningful educational improvements in learners’ confidence, motivation, writing fluency,
creativity, and willingness to participate in writing activities. These educational gains are
particularly important in EFL contexts where emotional barriers frequently discourage
learners from expressing their ideas in written English. Therefore, the practical value of the
model lies not only in improving writing scores but also in fostering a more positive and
confident writing experience.

The principal contribution of the Inspiring Writing Model extends beyond combining
creative writing activities with digital technologies. Its novelty lies in systematically
integrating affective support, process writing, creative writing pedagogy, motivational
strategies, and stage-specific digital scaffolding into a single empirically validated
instructional framework. Unlike many previous instructional approaches that emphasize
only one or two of these dimensions, the IWM operationalizes all components through nine
interconnected teaching instructions that guide both teachers and learners throughout the
writing process. This integrated design provides a more comprehensive pedagogical
framework for reducing writing anxiety while simultaneously improving writing
proficiency.

The findings also have important pedagogical implications for English language teaching.
They suggest that writing instruction should extend beyond teaching grammar and text
organization alone. Teachers may reduce writing anxiety more effectively by combining
structured writing processes with motivational support, meaningful creative activities, and
carefully guided digital technologies. Rather than replacing students’ writing abilities,
artificial intelligence and other digital tools should be integrated responsibly as scaffolding
that supports idea generation, revision, and reflection while maintaining learners’ authorship
and critical thinking. Consequently, the IWM may serve as a practical instructional
framework for teachers seeking to integrate creative pedagogy and responsible Al-assisted
writing into contemporary EFL classrooms.

Nevertheless, several alternative explanations should be considered when interpreting these
findings. Improvements in students’ writing performance may have been partially influenced
by repeated writing practice, increased familiarity with writing tasks, or greater familiarity
with the assessment procedures. Although these factors cannot be completely separated from
the intervention, writing practice alone is unlikely to explain the observed improvements
because the instructional program intentionally integrated motivational support, creative
writing activities, Quick Writing, structured process writing, and stage-specific digital
learning tools into a coherent instructional framework. The combined influence of these
complementary instructional components appears more likely to account for the positive
outcomes than repeated practice alone.
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Despite these encouraging findings, several limitations should be acknowledged. First, the
study employed a one-group pre-test—post-test design without a comparison group;
therefore, causal conclusions regarding the effectiveness of the IWM should be interpreted
cautiously. Second, the participants consisted of only 28 undergraduate EFL students from
a single institution, limiting the generalizability of the findings to broader educational
contexts. Third, the intervention was conducted within a relatively limited instructional
period. Future research is therefore recommended to employ randomized or quasi-
experimental designs involving larger and more diverse samples, longer implementation
periods, and different educational settings, including secondary schools, English for Specific
Purposes (ESP) programs, and online or blended learning environments. Such studies would
provide stronger evidence regarding the long-term effectiveness, scalability, and
transferability of the Inspiring Writing Model across various EFL contexts.

D. CONCLUSION

This study aimed to develop and evaluate the Inspiring Writing Model (IWM) as an
instructional approach to reduce writing anxiety and improve writing proficiency in EFL
contexts. The findings provide evidence that the model successfully addresses the three
research questions.

Regarding RQ1, the Inspiring Writing Model offers a structured instructional framework
that integrates creative writing, affective support, and digital learning tools to facilitate
students' writing development. The model encourages learners to generate ideas confidently,
express themselves meaningfully, and engage actively throughout the writing process.

Regarding RQ2, the findings indicate that the Inspiring Writing Model is valid, practical,
and effective for EFL writing instruction. Its implementation was associated with reduced
writing anxiety, improved writing proficiency, and positive classroom engagement,
demonstrating its potential to support both affective and cognitive aspects of writing.

Regarding RQ3, students and teachers expressed positive perceptions of the model. Students
reported greater confidence, lower writing anxiety, improved idea development, and
meaningful use of digital learning tools, while teachers viewed the model as practical and
applicable in classroom instruction. Their suggestions mainly concerned refining
instructional sequencing and promoting responsible use of artificial intelligence to further
enhance the model.

Overall, the Inspiring Writing Model provides a pedagogically meaningful contribution to
EFL writing instruction by integrating creative writing, motivational support, and digital
technologies within a coherent instructional framework. The model offers an alternative
approach for helping learners become more confident writers while improving their writing
proficiency and may serve as a practical reference for teachers and researchers seeking to
address both the affective and cognitive dimensions of writing.

Future studies are recommended to examine the implementation of the Inspiring Writing
Model in secondary school settings, where learners may have different levels of writing
anxiety and language proficiency. Further research may also explore its application in
English for Specific Purposes (ESP) contexts, such as business, tourism, or engineering
programs, to determine its adaptability across disciplinary needs. In addition, investigating
the effectiveness of the model in fully online or blended learning environments would
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provide valuable evidence regarding its scalability and suitability for technology-mediated
EFL instruction
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