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Abstract

While collaborative, creative and technology-enhanced approaches show strong
research support for writing instruction, few studies examine why these approaches
remain underutilised in Nigerian secondary schools. This mixed-method study identified
teaching practices, their pedagogical value and implementation barriers. A survey of 167
English teachers (103 public, 64 private schools) measured technique frequency using a
four-point Likert scale, supplemented by open-ended responses. Quantitative findings
revealed collaborative learning (M = 3.22), digital integration (M = 3.19) and text
framework support (M = 3.37) were used significantly less than traditional teacher-
directed methods (M = 3.60). Digital tools showed the widest variation (SD = 0.87),
indicating inconsistent adoption. Qualitative analysis revealed that teachers
implementing these approaches reported substantial benefits for student engagement
and writing quality. However, four barriers constrained wider adoption: large class sizes,
insufficient technology infrastructure, limited training in contemporary pedagogies, and
examination pressures. Culturally sustaining resources, including Nigerian folktales and
authentic texts, significantly enhanced engagement. The study reveals a critical paradox:
innovative approaches yield pedagogical benefits when implemented, yet systemic
constraints prevent widespread use. Findings inform professional development and
policy initiatives to expand teachers' instructional capacity and enhance English
language education in Nigerian secondary schools.

Keywords: collaborative learning; creative techniques; digital integration; English
teachers; instructional practices

INTRODUCTION

Reading and writing constitute interconnected language competencies whose integrated
development fundamentally enhances student literacy acquisition. Contemporary
educational research conclusively demonstrates that systematic engagement with reading
programmes yields substantial improvements in writing fluency, accuracy and structural
sophistication (Booth Olson et al, 2023; Abdeta et al, 2026). Reading functions as
essential cognitive scaffolding, exposing learners to genre-specific conventions,
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compositional techniques and linguistic structures that become internalised and
subsequently transferred to independent writing (Ferris & Hedgcock, 2023).
Neurocognitive research further substantiates this relationship, revealing that reading and
writing processes engage markedly overlapping neural systems (Aryanti et al., 2024),
thereby establishing robust theoretical justification for integrated pedagogical
approaches.

Beyond this established empirical foundation, emerging evidence increasingly
supports collaborative, creative and technology-enabled methodologies as effective
alternatives to traditional transmission-based instruction. Collaborative learning
mechanisms encompassing peer critique, collective textual analysis and joint composition
facilitate reciprocal learning through immediate feedback and heightened metacognitive
awareness of compositional processes (Sever & Akyol, 2022). Research substantiates that
peer interaction catalyses cognitive development (Nawaz et al, 2024) whilst
simultaneously cultivating the communicative competencies integral to writing
proficiency (Sholikah & Kusworo, 2025). When pedagogically structured with clarity,
collaborative learning significantly elevates both writing quality and student motivation
(Kheryadi et al,, 2024).

Technology integration similarly demonstrates substantial potential for advancing
reading-based writing instruction. Digital platforms, multimedia resources and
technology-mediated composition tools facilitate access to diverse textual genres, enable
multimodal authorship and furnish real-time formative feedback mechanisms (Bahari &
Gholami, 2023; Li et al, 2024). When accompanied by adequate infrastructure and
professional development, technology integration enhances both student engagement and
literacy outcomes (Abubakar et al., 2024; Sabri et al., 2024).

Culturally sustaining and authentic resources constitute particularly powerful
catalysts for engagement and meaningful learning. Pedagogical research demonstrates
that culturally congruent texts markedly increase learner engagement and comprehension
(Bhowmik & Chaudhuri, 2022; Sutrisno et al., 2024). Local narrative traditions and
indigenous linguistic resources provide culturally grounded entry points to literacy whilst
exposing students to diverse structural and stylistic possibilities. Authentic texts including
periodicals, journalistic materials and community-based resources situate reading and
writing within tangible sociocultural contexts (Aghayeva, 2025).

Despite robust empirical support for these approaches, a critical gap exists between
research evidence and classroom implementation. Existing literature conclusively
establishes that collaborative, creative and technology-enhanced pedagogies improve
writing outcomes. However, few empirical studies examine the specific instructional
practices characterising these approaches in secondary school contexts, the mechanisms
through which they generate educational benefits, or the concrete enabling conditions
supporting their use despite systemic constraints. Research has documented broad
implementation obstacles such as large class sizes, inadequate infrastructure and limited
teacher training (Ajadi, 2024; Nwoke et al., 2024), yet little is known about how teachers
actually implement innovative approaches when conditions permit, what specific teaching
practices constitute collaborative or technology-enhanced instruction, or how teachers
perceive the pedagogical value of these methods based on classroom experience. Graham
and Harris (2016) and Ehlert et al. (2022) document persistent discrepancies between
teachers' knowledge of evidence-based practices and their classroom implementation, yet
the mechanisms underlying these gaps remain underexplored.
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Furthermore, while culturally sustaining pedagogies are theoretically supported,
few empirical studies document how teachers specifically utilise indigenous resources and
authentic local texts in Nigerian secondary schools to enhance writing instruction. Studies
of cultural integration in EFL contexts exist internationally (Sutrisno et al, 2024; Udeh &
Onwanyi, 2024), yet research examining the implementation of culturally sustaining
approaches within the Nigerian educational context specifically remains limited. This
represents a significant underexplored area, such as the intersection between pedagogical
potential and classroom reality, encompassing what teachers do, why they do it, and what
enables or constrains their implementation choices.

This mixed-method study addresses this gap by examining the specific instructional
instantiation of underutilised approaches. Unlike previous research that has researched
the existence of implementation barriers or theoretical benefits of innovative pedagogies
in isolation, this study contributes by first identifying the concrete teaching practices and
activities that teachers employ when implementing collaborative, creative and technology-
enhanced approaches; second, documenting teachers' own perceptions of the pedagogical
value of these approaches based on classroom experience; third, exploring the contextual
enablers and barriers that shape implementation decisions in Nigerian secondary schools;
and fourth, identifying culturally sustaining resources that teachers specifically utilise to
enhance student engagement and writing quality. By illuminating the gap between
pedagogical research and classroom practice, specifically what occurs in secondary school
writing instruction when innovative approaches are employed, this study provides
evidence-based guidance for teacher development and educational policy.

In the Nigerian educational context specifically, while the demonstrated potential of
twenty-first century pedagogical frameworks encompassing technology integration,
collaborative structures and learner-centred models is well-established theoretically,
implementation remains substantially impeded by teacher preparation deficits,
institutional resistance to instructional change and inadequate material resources (Ajadi,
2024). Systemic structural constraints including inconsistent policy implementation,
resourcing insufficiency relative to international benchmarks and fragmented policy
initiatives further undermine sustainable, coherent implementation frameworks (Nwoke
et al, 2024). Moreover, infrastructure barriers specific to Nigerian schools, notably limited
technology access and large classroom enrolments, constrain the implementation of
technology-enhanced and collaborative approaches (Oshowole, 2024; Yahya & Zainuddin,
2024).

The research objectives of this study include identifying the particular practices and
activities constituting underutilised instructional innovations, including collaborative
learning structures, digital integration strategies and culturally sustaining pedagogical
frameworks. Further objectives involved analysing the pedagogical benefits and value
teachers attribute to such approaches, examining the enabling conditions supporting
implementation despite systemic constraints, exploring the authentic and contextual
resources teachers utilise for strengthening student engagement, and identifying the
barriers restricting more extensive adoption of these approaches. By systematically
addressing these objectives, this study illuminates the practical instantiation of
underutilised approaches, documents their pedagogical value despite infrequent
implementation, and identifies both the structural constraints undermining wider
adoption and the enabling conditions supporting successful realisation. This evidence base
informs professional development initiatives and educational policy recommendations
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designed to expand teachers' instructional capacity and enhance English language
education quality within Nigerian secondary school contexts.

METHOD

Study design

This study employed a convergent parallel mixed-method design (Creswell & Clark, 2017)
to examine instructional practices in reading and writing among senior secondary school
English language teachers in Ogbomoso, Nigeria. In a convergent parallel design,
quantitative and qualitative data are collected concurrently, analysed independently, and
subsequently merged at the interpretation stage to produce a more complete
understanding of the phenomenon than either strand could yield alone (Creswell & Clark,
2017; Fetters et al., 2013). This design was selected not merely for its technical
convenience but for substantive epistemological reasons. The research questions required
both the measurement of behavioural frequency across a large population and the
interpretive exploration of the meanings teachers assign to their instructional choices,
goals that are epistemologically complementary rather than contradictory (Greene et al.,
1989; Morgan, 2007).

The quantitative strand operationalised teaching frequency through Likert-scale
items, generating numerical data amenable to descriptive and comparative analysis. The
qualitative strand employed open-ended questioning to access teachers' subjective
accounts of practice, capturing pedagogical reasoning that survey items cannot
accommodate (Bryman, 2016). This methodological integration reflects the pragmatist
philosophical position underpinning mixed-method research, wherein the research
question rather than a single paradigmatic commitment governs method selection
(Johnson & Onwuegbuzie, 2004; Tashakkori & Teddlie, 2010).

Integration of the two strands occurred at the level of interpretation, consistent with
the triangulation protocol described by Morse (2010), whereby quantitative patterns of
underutilisation were interrogated against qualitative accounts of implementation,
enabling explanatory convergence where the findings corroborated each other and
productive divergence where they illuminated contradictions worthy of further
theoretical attention. This approach strengthens the internal validity of the study by
reducing over-reliance on any single data source and mitigating the inherent limitations of
self-report survey data in isolation (Johnson and Onwuegbuzie, 2004).

Participants and sampling

The accessible population comprised all 167 English language teachers employed at senior
secondary schools across three local government areas (LGAs) of Ogbomoso, namely
Ogbomoso North, Ogbomoso South, and Ogo-Oluwa. Of this number, 103 were employed
in public schools and 64 in private schools, yielding a total census of the available teacher
population within the defined geographic boundaries. For the quantitative strand, all 167
teachers submitted usable survey responses. For the qualitative strand, 150 teachers
provided open-ended responses, with 17 omitting this section entirely.

Purposive sampling was employed as the primary sampling strategy. Purposive
sampling is theoretically appropriate when the research objective requires participants
who possess specific characteristics directly relevant to the phenomenon under
investigation (Patton, 2014; Given, 2008). In this study, inclusion criteria mandated that
participants were actively employed at senior secondary level at the time of data
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collection and held direct instructional responsibility for both reading and writing skills
within the English language curriculum. These criteria ensured that all participants had
the experiential authority to report meaningfully on the targeted instructional practices.

The selection of Ogbomoso's three LGAs was purposively determined based on
administrative accessibility, the density of senior secondary schools across both public
and private sectors, and their collective representation of urban, peri-urban, and semi-
rural schooling contexts within the same geopolitical zone of Oyo State. While the
researchers acknowledge that purposive sampling of geographically bounded LGAs limits
the statistical generalisability of findings to other regions or states in Nigeria (Etikan et al.,
2016), this limitation is consistent with the exploratory and contextually grounded aims of
the study. The findings are therefore best understood as analytically generalisable,
informing theoretical understanding of instructional constraints, rather than statistically
representative of all Nigerian secondary school English teachers (Yin, 2014; Lincoln &
Guba, 1985). A further limitation acknowledged here is the potential for response bias
inherent in self-report instruments, whereby teachers may overstate the frequency of
desirable practices or underreport constrained ones (Podsakoff et al., 2003). The inclusion
of the qualitative strand partially addresses this concern, as open-ended responses
provided a secondary check on patterns observed in the Likert-scale data.

Data collection

A researcher-developed survey questionnaire served as the primary data collection
instrument and was structured across three sections. Section A gathered demographic
data including gender, school type, years of teaching experience, and highest educational
qualification. Section B comprised 12 items assessing the frequency of specific teaching
techniques, measured on a four-point Likert scale with response options of Always, Often,
Seldom, and Never. A four-point scale was deliberately adopted to avoid the central
tendency bias associated with mid-point neutral options on odd-numbered scales, thereby
producing more differentiated frequency data (Garland, 1991; Chomeya, 2010). Section C
comprised a single open-ended question inviting teachers to describe additional
techniques they employed in reading and writing instruction, providing qualitative data
unconstrained by the predetermined categories of the structured items (Bryman, 2016).

Content validity was established through expert review by specialists in Arts
Education and in Tests and Measurement within the Faculty of Education, University of
Ilorin, who evaluated item relevance, clarity, and alignment with the study's conceptual
framework. Reliability was assessed through a test-retest procedure administered at a
four-week interval to teachers in non-sample schools. The Pearson Product Moment
Correlation coefficient of r = 0.76 was obtained, indicating acceptable temporal stability of
the instrument (Kline, 2013; Cohen, Manion and Morrison, 2018).

Integration strategy

A critical feature of the mixed-method design was a pre-specified integration strategy
rather than a post hoc merging of results. Consistent with the convergent parallel model
(Creswell & Clark, 2017), the two data strands were designed to address overlapping but
epistemologically distinct dimensions of the same research problem. The quantitative
items measured the reported frequency of collaborative learning, digital integration, and
text framework support, while the open-ended question sought to capture teachers'
descriptions of how and why such techniques were or were not employed. At the analysis
stage, quantitative mean scores and standard deviations were first computed
independently. Qualitative themes were then developed inductively from the open-ended
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responses. Integration was achieved at the interpretation stage through a joint display
approach (Guetterman et al, 2015), wherein quantitative frequency patterns were
systematically compared against qualitative thematic findings to identify points of
convergence, complementarity, and divergence. This triangulation strategy enhances the
overall trustworthiness of the findings by cross-validating numerical patterns with
teachers' lived accounts (Denzin, 2017; Morse, 2010).

Data analysis

Quantitative analysis

Quantitative data from the Likert-scale items were analysed using descriptive statistics,
specifically mean scores and standard deviations, to characterise the frequency of use of
the three focal instructional techniques, namely collaborative learning, digital integration,
and text framework support. The decision to employ descriptive rather than inferential
statistics was deliberate and is justified on two grounds. First, the primary research
objective was to establish the overall frequency profile of instructional practices across
the entire accessible population rather than to test hypotheses about group differences.
Descriptive statistics are the appropriate analytical tool for this purpose (Field, 2024;
Pallant, 2020). Second, because the study targeted the full census of eligible teachers
within the defined LGAs rather than a probability sample, inferential generalisation to a
broader population was not the intended analytical goal (Cohen et al., 2018).

It is nonetheless acknowledged that comparative analysis between sub-groups, for
instance between public and private school teachers or across experience levels, would
enrich the findings considerably. Future research should consider employing independent
samples t-tests or Mann-Whitney U tests to examine whether statistically significant
differences in instructional frequency exist across school type or teacher demographic
variables, as such analyses could illuminate systemic and structural factors shaping
pedagogical choice (Field, 2024).

Qualitative analysis

Qualitative data from the open-ended responses of 150 teachers were analysed using
Braun and Clarke's (2006) six-phase framework for thematic analysis, following an
inductive approach in which themes emerged directly from the data rather than being
imposed from a prior theoretical framework. The six phases were applied as follows.
Phase one involved familiarisation with the data through repeated reading of all 150
responses. Phase two involved systematic generation of initial codes by identifying
meaningful units of text relating to instructional technique, implementation context, and
perceived pedagogical value. Phase three involved collation of codes into candidate
themes. Phase four required review and refinement of themes against the coded dataset
and the full data corpus. Phase five entailed clear definition and naming of final themes
and sub-themes. Phase six involved production of the analytical report integrating
thematic findings with supporting extracts.

To enhance the trustworthiness of the qualitative analysis, several procedures were
employed. Credibility was strengthened through prolonged engagement with the data and
member-checking, whereby a subset of participants reviewed preliminary thematic
interpretations to confirm that the themes accurately reflected their intended meanings
(Lincoln & Guba, 1985). Dependability was supported by maintaining an audit trail
documenting coding decision, theme evolution, and analytical rationale throughout the
analysis process (Shenton, 2004). To assess coding consistency, inter-rater reliability was
established by having a second researcher independently code a randomly selected 20%
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subsample of responses (n = 30). Cohen's Kappa was calculated to quantify agreement
beyond chance, with a coefficient of k = 0.81 indicating strong inter-rater agreement
(Landis & Koch, 1977; McHugh, 2012). Discrepancies were resolved through discussion
and consensus, and the final coding scheme was applied uniformly across the full dataset.

Integration of findings

Following independent analysis of both strands, findings were integrated through a joint
display in which quantitative frequency data and qualitative themes were presented side
by side to facilitate systematic comparison (Guetterman et al., 2015). This integration
stage enabled the researchers to determine where qualitative accounts confirmed,
extended, or problematised the patterns observed in the survey data, thereby fulfilling the
triangulation purpose of the convergent parallel design (Creswell & Clark, 2017; Morse,
2010).

Ethical considerations

Research ethics approval was obtained from the Department of Arts Education, Faculty of
Education, University of Ilorin, prior to data collection. Formal access was negotiated
through official correspondence with school principals, who were provided with a full
explanation of the study's objectives, procedures, and anticipated outputs. Participant
anonymity was maintained by ensuring that neither names nor school identifiers were
recorded on questionnaires or in the final report. Participation was entirely voluntary,
with all teachers informed of their right to withdraw at any point without negative
consequence. Confidentiality was protected through secure storage of all data, with access
restricted to the research team. All procedures adhered to the ethical principles outlined
in the British Educational Research Association (2018) guidelines, including respect for
persons, minimisation of harm, and transparency of purpose.

RESULTS AND DISCUSSION

Results

Quantitative overview of lower-frequency techniques

Analysis of technique usage (Table 1) revealed that collaborative, technology-enhanced
and text framework approaches represent the lowest-frequency instructional methods
employed by teachers. Collaborative Learning achieved a mean score of 3.22 (SD 0.83),
indicating "often" usage but substantially below the overall weighted mean of 3.45. Digital
Integration recorded the lowest mean score at 3.19 (SD 0.87), similarly indicating "often"
usage but with the widest standard deviation, suggesting substantial variation in teacher
implementation. Text Framework Support achieved a mean of 3.37 (SD 0.75), falling below
overall mean though above digital integration. These quantitative findings establish that
while teachers employ these approaches with some regularity, they utilise them less
frequently than traditional, teacher-directed techniques such as reading discussion (3.60)
and text organisation (3.57). This quantitative underutilisation prompted examination of
qualitative data to understand what specific practices characterise these approaches and
why they remain less frequently implemented despite theoretical support.
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Table 1
Mean and Standard Deviation of Techniques Senior Secondary School English Teachers
Employ in Using Reading to Teach Writing in Ogbomoso, Nigeria

S/N  Techniques Mean Std. Dev. Remark

1 Reading Models: I expose students to various text types to 3.52 0.66 Always
understand structure and features before writing.

2 Reading-Writing Integration: I guide students through pre- 3.52 0.74 Always
reading, reading and postreading activities that lead to writing
tasks.

3 Text Analysis: [ help students analyse reading texts to understand 3.49 0.64 Often
organisation and language features for writing.

4 Collaborative Learning: I use pair/group work for students to 3.22 0.83 Often
discuss readings and provide peer feedback on writing.

5 Text Framework: I provide reading-based outlines and templates ~ 3.37 0.75 Often
to support student writing.

6 Differentiated Tasks: I assign varied reading and writing tasks 3.50 0.69 Always
based on students' abilities and needs.

7 Reading Response: I use reading texts as prompts for creative and  3.48 0.68 Often
analytical writing tasks.

8 Text Organisation: I teach students to use reading texts to 3.57 0.57 Always
understand coherence and organisation in writing,

9 Individual Guidance: I provide one-on-one feedback on students' 3.45 0.62 Often
written responses to readings.

10 Digital Integration: I use online tools to help students connect 3.19 0.87 Often
reading and writing activities.

11 Think-Aloud: I demonstrate how to extract writing ideas and 3.47 0.66 Often
patterns from reading texts.

12 Reading Discussion: I facilitate discussions about texts before 3.60 0.59 Always
assigning related writing tasks.

Weighted Mean 3.45

Researcher’s SPSS output 2025

Collaborative and peer-based learning: Specific practices and barriers
Qualitative analysis revealed that teachers implement collaborative learning through three
primary sub-practices: pair and small group work, peer feedback and editing, and drama
and role-play. When describing pair and small group work, teachers articulated specific
structures enabling interaction. One teacher explained, “I use pair work where one student
reads while the other takes notes, then they discuss and write summaries together.”
(Participant 28). Another described, "Group discussion where students read a passage and
discuss the main ideas before writing.” (Participant 103). These descriptions reveal
teachers' understanding of collaborative structures creating peer interaction and shared
meaning-making.

Peer feedback and editing represent more sophisticated collaborative practices. One
teacher elaborated that, "I use structured peer review where students use checklists to
evaluate each other's writing. Students learn as givers and receivers of feedback."”
(Participant 45). Another stated that, "Peer-assisted reading between stronger and weaker
students helps both groups. The struggling reader gets support, and the stronger reader
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reinforces comprehension.” (Participant 150). These practices demonstrate understanding
that peer interaction develops multiple competencies simultaneously.

Drama and role-play represent creative collaborative approaches. A teacher
described that, "Students perform scenes from texts they have read, which deepens their
understanding of character motivation and dialogue, improving their dialogue writing."”
(Participant 53). Another noted that, "Role-play activities for understanding characters and
tone help students embody different perspectives they later represent in writing."(Participant
31). These practices reveal how embodied, performative engagement with texts enhances
narrative understanding.

However, qualitative responses revealed substantial barriers constraining
collaborative implementation. One teacher candidly stated, "I try pair work but with sixty
students in one class it becomes chaotic.”" (Participant 134). Another noted that, "Peer
feedback works better with smaller classes; with 70 students I cannot adequately supervise
or ensure quality feedback.” (Participant 132). A third explained that "Group work helps but
takes too much time in my schedule.” (Participant 46). These responses reveal that while
teachers understand the value of collaborative approaches, large class sizes, limited time
and management challenges prevent frequent implementation. One teacher synthesised
the challenge, stating that "I would use more collaborative activities if class sizes were
smaller and I had preparation time to structure them effectively.” (Participant 86).

Creative and motivational techniques: Specific practices and implementation
Creative and motivational techniques emerged as relatively frequently implemented (22.0
percent of qualitative responses) despite their innovation. Teachers described specific
practices including games, storytelling, competitions and art-based integration. Regarding
games, one teacher stated, "I use word games like Scrabble and crossword puzzles to build
vocabulary, which students then use in writing. Games make learning fun rather than
punitive." (Participant 93). Another explained that "I make games from cardboard and
paper so I can do them regularly even though the school provides no budget for materials.”
(Participant 95). These responses reveal how teachers exercise resourcefulness,
leveraging minimal materials to create engaging learning.

Storytelling and creative writing received substantial emphasis. A teacher described
that "I have students tell stories from their own lives orally, then write them. The oral sharing
helps them plan and receive feedback before writing." (Participant 66). Another stated that
"Creative writing from personal experience is most engaging because students write about
what they know and care about. When students care, they write better." (Participant 111).
These practices reveal understanding of the role of oral rehearsal in writing development
and personal relevance's motivational power.

Competitions and performances represent high-engagement approaches. One
teacher noted that "Poetry recitation competitions engage students because they want to
win and impress peers. The competitive element provides motivation." (Participant 144).
Another elaborated that "We hold annual storytelling and creative writing contests. These
competitions motivate even reluctant writers to produce their best work."” (Participant 28). A
third stated that "Organising inter-class competitions drives students to write their best
because the competition matters to them."” (Participant 30).

Notably, creative and motivational techniques received relatively higher
implementation frequency compared to digital techniques, suggesting that despite
resource constraints, teachers prioritise creative engagement. The enabler appears to be
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accessibility and low-cost implementation; teachers demonstrated creativity in working
within constraints rather than viewing limitations as prohibitive.

Technology and digital tool integration: The implementation gap

Despite theoretical support for technology integration, digital approaches achieved the
lowest usage frequency (3.19) (Table 1). Qualitative analysis revealed that teachers
understand technological benefits but face infrastructure barriers. One teacher stated, "I
use YouTube videos when I can access the computer lab, showing stories with subtitles.
Students watch, discuss and write responses. But I can only do this occasionally because the
lab is always booked." (Participant 21). Another elaborated that "Audio recordings help
struggling readers access complex texts. When available, technology really supports reading-
writing connections.” (Participant 44). These statements reveal that when technology is
accessible, teachers recognise substantial pedagogical value.

Teachers described awareness of online platforms without access to implement
them. One stated, "I know about online literacy platforms like StoryWeaver and African
Storybook, but I can't reliably access them because our internet is too slow and frequently
disconnected. When I can access them, they are excellent resources.”" (Participant 99).
Another noted, "I've heard about Al tools that could support teaching but have no training
or access.” (Participant 147). A third synthesised the barrier, stating that "The digital divide
is real. I try to use online platforms, but students lack devices at home, and school computers
are limited." (Participant 60).

Strikingly, teachers demonstrated knowledge of technological possibilities yet faced
infrastructure barriers preventing implementation. One teacher stated, "I would integrate
technology more frequently if we had reliable internet and enough computers for students to
use. The technology exists; the access does not.” (Participant 103). Another explained that
"Technology integration requires investment we don't have. Our school can barely maintain
the few computers we have, let alone expand them.” (Participant 5). These responses reveal
that low digital integration frequency reflects infrastructure constraints rather than
pedagogical resistance or lack of teacher knowledge.

Differentiated and continuous practice: Supporting diverse learners
Differentiated and continuous practice represented relatively underemphasised
approaches (14.7 percent of responses) yet revealed important insights. Regarding
individualised support, one teacher described, "I try to provide individual conferences with
struggling writers, reviewing their work and discussing improvements. However, with large
classes and limited preparation time, I cannot do this as frequently as students need.”
(Participant 57). Another stated that "I provide one-on-one writing feedback sessions but
only for students who most need it because time constraints prevent reaching everyone.”
(Participant 29). These responses reveal commitment constrained by structural
limitations.

Levelled materials enable differentiation. One teacher explained, "I collect graded
readers at different levels so all students can access appropriate texts. When students read at
their level they comprehend better and can focus on writing skills." (Participant 65).
However, another noted, "I would love to use levelled materials, but our school library has
limited books and little budget for additional resources. Differentiation requires resources we
don't have.” (Participant 142).

Continuous practice emerged as more frequently implemented. One teacher
described, "I require daily journal writing where students write freely without grades. Over
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time, their fluency and confidence improve. This continuous practice is essential."
(Participant 110). Another teacher stated that "We do daily reading logs where students
record what they read and write reflections. This daily practice keeps reading-writing skills
active.” (Participant 114). These approaches require minimal resources yet provide
substantial practice opportunities.

Real-world and contextual resources: Culturally sustaining practice

Real-world and contextual resources (19.3 percent of qualitative responses) revealed how
teachers leverage culturally relevant and authentic materials despite resource constraints.
One teacher explained, "I use Yoruba folktales and proverbs as reading materials. Students
engage more deeply because they recognise cultural knowledge. They then write their own
stories using similar narrative structures.” (Participant 58). Another stated that "When I use
local stories that students already know culturally, they can focus on language features and
narrative structures rather than struggling with unfamiliar content. This makes reading-
writing connections clearer.” (Participant 94).

Authentic texts represented pragmatic resource solutions. A teacher described that
"l bring newspapers and magazines to class because they are cheap and motivating. Students
read about issues they care about, then write persuasive essays about those topics.”
(Participant 111). Another teacher explained that "Using authentic materials like
advertisements, news articles and social media posts makes clear why people read and write.
Students see real-world reading-writing connections.” (Participant 84). These responses
reveal how teachers leverage available materials to create engaging, meaningful literacy
experiences.

Real-life writing tasks represent authentic purpose and audience. One teacher
elaborated that "Students write letters of complaint to local authorities about community
problems. The authentic purpose increases effort and quality. They learn that writing
matters.” (Participant 58). Another stated that "Creating posters and advertisements for
school events gives writing authentic purpose and audience beyond grades. Students take
these tasks seriously because they matter.” (Participant 89). These practices demonstrate
understanding that authentic purpose significantly increases student investment and
writing quality.

Integration of findings: Why underutilised approaches remain uncommon

The integrated analysis reveals that underutilised approaches represent not pedagogical
limitation but rather the result of systemic barriers. Teachers demonstrate clear
understanding of collaborative, creative, technology-enhanced and contextually grounded
approaches' pedagogical value. When conditions permit implementation, teachers employ
these approaches and report substantial benefits. However, large class sizes prevent
effective management of collaborative activities, infrastructure limitations prevent
technology integration, time constraints prevent individualised support, and examination
pressures encourage prioritisation of traditional, efficient approaches over time-intensive
interactive methods.

Notably, teachers demonstrate substantial resourcefulness and adaptive expertise
when implementing underutilised approaches. Creative and motivational techniques
receive relatively higher implementation despite resource constraints, suggesting that
accessibility and low-cost implementation enable more frequent adoption. Real-world and
contextual resources provide powerful enablers, as teachers leverage available materials
and cultural knowledge. Continuous practice approaches enable differentiation within
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resource constraints. Teachers actively work within constraints rather than viewing
limitations as prohibitive, demonstrating professional commitment to innovation.

The quantitative and qualitative data together reveal that quantitative
underutilisation reflects systemic barriers rather than pedagogical limitation. Teachers
understand these approaches and attempt to implement them within constraints. The
specific practices characterising underutilised approaches demonstrate pedagogical
sophistication and evidence-based understanding. Teachers articulate clear pedagogical
rationales for these approaches and report student benefits when able to implement them.

Discussion

This study examined specific instructional practices characterising collaborative, creative
and technology-enhanced approaches in reading-based writing instruction and
investigated why these research-supported approaches remain substantially underutilised
in Nigerian secondary schools. The quantitative analysis revealed that collaborative
learning (3.22), digital integration (3.19) and text framework support (3.37) achieved
lower usage frequencies compared to traditional techniques exceeding 3.50. Qualitative
analysis identified the specific practices teachers employ when implementing these
approaches, the pedagogical value teachers attribute to them, and systemic barriers
constraining their frequent implementation. Findings revealed that teachers demonstrate
sophisticated understanding of collaborative, creative and technology-enhanced
approaches, implement them when systemic conditions permit, and report substantial
pedagogical benefits. However, large class sizes, inadequate technology infrastructure,
limited time and examination pressures constrain more frequent implementation.
Teachers employ substantial resourcefulness and adaptive expertise, implementing
creative and low-cost approaches more frequently than resource-intensive techniques,
and leveraging culturally relevant materials to enhance engagement despite resource
constraints.

The finding that collaborative approaches receive lower frequency implementation
despite theoretical support reflects implementation gaps documented in educational
research. Graham et al. (2022) note persistent discrepancies between teachers' knowledge
of evidence-based practices and their classroom implementation. These qualitative
findings of this study illuminate mechanisms underlying these gaps. Teachers explicitly
articulate understanding of collaborative learning benefits yet describe barriers
preventing frequent use. Large class sizes emerge as a critical barrier, consistent with
extensive literature documenting how overcrowded classrooms constrain interactive
teaching (Seherrie, 2023; Bano et al., 2025; Majeed & Kareem, 2025). One teacher's
statement that peer feedback "works better with smaller classes; with 70 students I cannot
adequately supervise or ensure quality feedback" directly illustrates research findings that
class size fundamentally shapes feasible pedagogical approaches (Yahya & Zainuddin,
2024).

The strikingly low digital integration frequency (3.19, the lowest among all
techniques) combined with teacher articulations of technological benefits reveals
infrastructure as the critical barrier. Teachers stated, "I can't reliably access them because
our internet is too slow and frequently disconnected,” and "The digital divide is real." These
statements directly reflect infrastructure realities extensively acknowledged in literature
regarding Nigerian schools (Alao & Okoliko, 2024; Oshowole, 2024). Importantly, teachers
did not articulate pedagogical concerns or resistance to technology; rather, they identified
infrastructure barriers preventing implementation. This finding contradicts
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interpretations attributing low technology use to teacher resistance or limited knowledge,
instead highlighting systemic constraints requiring policy intervention. Muliani et al.
(2024) demonstrate that technological pedagogical content knowledge alone cannot
overcome infrastructure barriers, rather infrastructure access represents a prerequisite to
implementation.

The relatively higher frequency of creative and motivational techniques (22.0
percent of responses) despite resource constraints reveals how accessibility enables
innovation. Teachers described using minimal materials such as “cardboard and paper" to
create engaging games and leveraging cultural knowledge through “local folktales and
proverbs." This resourcefulness aligns with research on teacher adaptive expertise
enabling practitioners to work effectively within constraints (Sims & Fletcher-Wood,
2021; Olayinka & Deniran, 2025). Teachers demonstrate what Le Fevre et al. (2016) terms
adaptive expertise, enabling them to modify and contextualise instruction within systemic
constraints. The finding that creative approaches receive relatively higher implementation
suggests that when approaches do not require substantial resources or infrastructure,
teachers can and do implement them despite overall resource limitations.

teachers can and do implement them despite overall resource limitations.

The finding that real-world and contextually grounded resources enable
engagement without requiring additional material resources reflects literature on
culturally sustaining pedagogy. Teachers' use of "Yoruba folktales and proverbs” and
authentic materials demonstrate understanding that culturally relevant texts increase
engagement (Udeh & Onwanyi, 2024) and create meaningful learning contexts (Mamba,
2024). These practices reveal how teachers exercise professional judgment to create
engaging experiences leveraging available cultural and community resources. The
pedagogical sophistication evident in teachers' descriptions of authentic purpose and
audience aligns with research demonstrating that meaningful writing contexts
significantly enhance student investment and quality.

The finding that differentiated and continuous practice remain relatively uncommon
reflects both accessibility and resource constraints. Teachers described wanting to
provide individualised support but facing time constraints preventing comprehensive
implementation. However, continuous practice approaches including daily journaling and
reading logs, which require minimal resources, received more frequent implementation.
This pattern suggests that when approaches are feasible within existing structural
constraints, teachers adopt them more readily than approaches requiring additional time
or materials beyond current capacity.

The integration of quantitative and qualitative findings reveals that quantitative
underutilisation masks pedagogical sophistication and teacher understanding. Teachers
articulate clear pedagogical rationales for underutilised approaches and report student
benefits when able to implement them. The discrepancy between quantitative
underutilisation and qualitative evidence of pedagogical value suggests that policy and
practice should focus on systemic interventions enabling broader implementation of
approaches teachers already value and understand.

Strengths and limitations

This study possesses important methodological strengths. The mixed-method design
enabled examination of both the frequency of technique usage and the specific practices
characterising underutilised approaches, providing comprehensive understanding of what
these approaches actually entail. The integration of quantitative and qualitative data
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enabled identification of patterns evident in frequency data while understanding teachers'
perspectives regarding barriers and enablers. The large sample of 167 teacher for
quantitative analysis and 150 for qualitative analysis provided substantial data enabling
robust pattern identification. The study's contextual grounding in Ogbomoso provides
specificity regarding underutilisation patterns in semi-urban Nigerian settings. The
validity and reliability of the questionnaire (test-retest correlation 0.76) ensure the
credibility of measurement.

However, the study possesses some limitations. As self-reported data, teacher
responses may reflect aspirational practice or socially desirable responses rather than
actual classroom behaviour. Teachers may describe approaches they believe are
pedagogically desirable more frequently than they actually implement them. The cross-
sectional design captures practices at a single point rather than tracking implementation
changes over time. In addition, while the study identified barriers and enablers through
teacher descriptions, it did not systematically rank which barriers prove most
constraining or gather detailed implementation data regarding classroom execution. The
study's geographic focus on Ogbomoso limits generalisability to other Nigerian contexts,
though semi-urban settings and school-type distribution may provide reasonable
representation of similar environments. Finally, the analysis depended on teachers'
articulation of barriers and enablers; some teachers provided detailed responses while
others offered brief statements, potentially biasing theme identification toward more
articulate respondents.

Implications and recommendations

The findings generate important implications for professional development and policy.
First, the identification of infrastructure barriers to digital integration suggests that
technology professional development alone will not address underutilisation, rather
systemic investment in computer laboratories, reliable internet access and digital learning
platforms represents a prerequisite to meaningful technology integration. Ministry of
Education should prioritise equipping schools with functional technological infrastructure
as foundational for contemporary literacy instruction.

Second, the identification of large class sizes as barriers to collaborative instruction
suggests that structural interventions reducing class sizes or providing strategies for
managing collaborative activities within large-class contexts would expand
implementation of research-based approaches. Teacher professional development should
address management strategies enabling collaborative learning within existing structural
constraints.

Third, the finding that teachers exercise substantial resourcefulness and adaptive
expertise when working within constraints suggests that professional development should
build on teachers' existing strengths rather than emphasising deficits. Professional
learning communities wherein teachers share resourceful strategies and collectively
problem-solve implementation challenges would leverage existing expertise. Recognition
of teachers' creative approaches to working within constraints would validate
professional competence while identifying scalable innovations.

Fourth, the finding that culturally relevant and real-world materials enable
engagement without requiring additional resources suggests that professional
development should emphasise how teachers can leverage community knowledge, local
materials and authentic contexts to enhance engagement. Curriculum frameworks and
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teaching guides should explicitly encourage culturally sustaining pedagogy and authentic
writing contexts that teachers can implement within existing resource constraints.

Fifth, the identification of examination pressures as barriers constraining time-
intensive approaches suggests that curriculum and assessment reform aligning
examinations with contemporary literacy instruction principles would reduce perceived
tension between test preparation and pedagogical innovation. If assessments value the
writing competencies developed through collaborative and creative approaches, teachers
will experience less pressure to prioritise time-efficient traditional methods.

For future research, several directions require investigation. Longitudinal studies
tracking whether systemic interventions addressing identified barriers result in increased
implementation would illuminate whether barrier removal effectively expands practice.
Observational studies examining alignment between teachers' self-reported practices and
observed classroom behaviour would establish validity. Research investigating how
teachers successfully implement specific underutilised approaches within existing
constraints would identify concrete strategies adaptable across schools. Research
examining student writing outcomes resulting from different approach combinations
would clarify effectiveness of specific underutilised approaches. In addition, research
investigating how schools successfully create enabling conditions supporting instructional
innovation would identify replicable models for expanding underutilised practices.

CONCLUSION

This study established that the underutilisation of collaborative, creative and technology-
enhanced approaches to reading-based writing instruction in Nigerian secondary schools
is systemic in origin, not pedagogical. Teachers demonstrate sophisticated awareness of
evidence-based practices and exercise considerable professional resourcefulness within
their constraints. The central barriers such as large class sizes, inadequate infrastructure,
examination pressure and time constraints operate largely beyond individual teacher
control and require structural rather than individual-level solutions. Addressing these
barriers necessitates targeted infrastructure investment, class size reduction, curriculum
and assessment reform, and professional development that builds upon teachers' existing
strengths rather than presuming deficit. Without such systemic support, the gap between
what teachers know and what they can implement will persist.

Future research should prioritise observational validation of self-reported practices,
longitudinal tracking of implementation following targeted interventions, and the
identification of schools that have successfully created enabling conditions for
instructional innovation. The ultimate goal is to align structural realities with the
pedagogical possibilities that teachers already understand.
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