
RESEARCHMATTERS

The Impact of a National Writing
Project Site’s Summer Institute:
Exploring Educator Beliefs onWriting
andWriting Instruction

H. Michelle Kreamer
Educational Curriculum and Instruction, University of Louisiana
at Lafayette, Lafayette, Louisiana, United States

Megan C. Breaux
Educational Curriculum and Instruction, University of Louisiana
at Lafayette, Lafayette, Louisiana, United States

ABSTRACT: This study explores educator attitudes, beliefs, and experiences regarding writ-
ing and writing instruction before and after participating in a week-long Summer Institute
(SI) facilitated by leaders at one National Writing Project (NWP) site. Throughout the SI,
the 12 educators (i.e., instructional coaches and classroom teachers) participated in per-
sonal, creative, and professional writing designed to support them as writers and writing
instructors. Study participants completed a survey before the SI and at its conclusion, which
captured their perceptions, attitudes, beliefs, and experiences about writing and writing
instruction, as well as the importance of writing in education. Findings demonstrated that
many participants viewed themselves as writers prior to the SI with this amount increasing
at the conclusion of the SI, and many reported increased writing confidence. There were
inconsistencies in the ways participants defined what it means to “be a writer,”and findings
suggest that writer identity is influenced by writing confidence and enjoyment, with some
participants struggling to navigate the dual identities of writer and writing teacher. Study
findings suggest that addressing the writer-teacher identity crisis is crucial for fostering
effective writing instruction. Teachers need time, space, and opportunity to immerse them-
selves in their writing and practice different skills to then apply to their instruction. Buy-in
from school districts to provide such opportunities and a willingness to support teacher
autonomy will enable teachers to better support students as writers and engage them in
meaningful writing instruction for authentic tasks and audiences.

KEYWORDS: educator perceptions, National Writing Project, self-efficacy, writing, writing
identity, writing instruction
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ntroduction

riting has long been considered the “the neglected element of American school
eform” (National Commission on Writing in America’s Schools and Colleges
NCWASC], 2003, p. 9) and is an area of struggle for many students. The most
ecentNationalAssessment of Educational Progress (NAEP)ReportCard forWrit-
ng is from 2011. In this report, only 27% of 8th and 12th graders earned a score
ndicating “solid academic performance” (National Center for Education Statistics
NCES], 2012, p. 1), meaning the vast majority were below academic expectations.
iven that 2017 NAEP writing assessment data were not released and, according
o the NAEP Assessment Schedule, another is not scheduled until 2032, 21 years
ill have gone by between writing assessments, whereas reading and math data
ome out every 2 years (National Assessment Governing Board [NAGB], 2020).
nderstandably, this lack of regularly collected, large-scale writing assessment data
akes it difficult to examine trends in youth writing, as well as the impacts of
riting instruction in schools across the nation.

Despite this, writing is an integral part of people’s lives (Zinsser, 1988), and
riting skills have considerable academic and real-world implications. In sec-
ndary schools, writing across the content areas aids in content area understanding
Fisher & Frey, 2013; McLaughlin, 2015), as well as successful communication of
houghts and ideas (Grünke & Leonard-Zabel, 2015). Beyond the school setting,
riting skills can impact hiring decisions (Wiens, 2012) and promotions (Simonds,
013). Those with advanced literacy skills, including reading and writing, have
reater access to a variety of well-paying careers (National Literacy Institute, 2024).
nfortunately, research suggests the number of students entering college who
equire writing remediation has increased since the 1970s (Faulkner, 2013), and
riting is frequently ranked by employers as a top deficiency in new hires (NEA,
007, as cited in Urquhart & Frazee, 2012). To better prepare students for the
riting demands they are sure to face, they need effective writing instruction,
ncludingmore opportunities for writing, teacher modeling, and authentic writing
asks (Fisher & Frey, 2013; Gallagher, 2006, 2011; Zinsser, 1988).

While writing and writing instruction should not just be happening in
nglish Language Arts (ELA) classrooms, “the complexity of writing instruction
as leftmany teachers feeling inadequate and poorly trained to teachwriting skills”
Curtis, 2017, p. 18). On one hand, challenges associated with writing, such as
riting apprehension, writer’s block, and writing intimidation, can impact teach-
rs’ confidence toward their writing and their instruction of writing (Grünke &
eonard-Zabel, 2015; Zimmerman et al., 2014). On the other hand, teachers who
dentify as writers and have a high sense of self-efficacy have been shown to pro-
uce favorable outcomes, including in their ownwriting and instruction of writing
Writing & Pedagogy 16:2 (December 2025)
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(Bandura, 1997; Bifuh-Ambe, 2013; Zimmerman et al., 2014). Because teachers
who feel confident as writers are more likely to create writing-rich, student-
centered classrooms that promote students’ growth as writers (Bifuh-Ambe, 2013;
Hall & White, 2019), understanding these teacher perspectives is essential for
improving writing instruction.

For 50 years, the National Writing Project (NWP) has operated with a model
of teachers teaching teachers “to advance writing and the teaching of writing”
(National Writing Project, 2024). A core principle of NWP is that supporting
teachers as writers and writing instructors will impact their teaching of writing,
with the goal of supporting students as writers. Participation in this organization
“provide[s] opportunities for teachers to understand the full spectrum of writ-
ing and help them envision themselves as writers” (Bifuh-Ambe, 2013, p. 138).
Through NWP writing-intensive workshops, often referred to as Summer In-
stitutes (SI), teacher participants have developed or strengthened their writing
identity (Donovan et al., 2023), reported increased confidence/self-efficacy as writ-
ers (Athans, 2022; Locke et al., 2011), and applied this knowledge and skill to
their teaching of writing (Athans, 2022). Other research not specifically connected
to NWP has also acknowledged the impact of educators engaging in writing to
support their writing instruction (Curtis, 2017; Yoo, 2017; Zimmerman et al.,
2014). At the same time, many teachers do not have a course specifically focused
on teaching writing as part of their teacher preparation programs (Athans, 2022;
Donovan et al., 2023), demonstrating a gap in how future educators are being
prepared to teach writing.

Given the far-reaching impact of writing, as well as associated challenges, it
is essential to provide opportunities for teachers to strengthen their identities and
skills as writers and teachers of writing, so they can, in turn, create classroom envi-
ronments that nurture and develop student writers. Tomeet this need, as members
of the leadership team at one NWP site, the authors planned and facilitated a
week-long SI for area educators. The goal of the professional development (PD)
was to support the participants as writers and writing instructors as they engaged
in writing exercises to encourage discovery, analysis, and reflection. Through a
combination of creative, personal, and professional writing, as well as the creation
of a writing lesson that could be implemented in their classrooms, participants
were encouraged to tap into their identities as writers and writing instructors.

Literature Review

Self-Efficacy

Self-efficacy is the belief a person possesses concerning their ability to complete
a task or achieve a goal (Bandura, 1986). Informed by social cognitive theory,
Writing & Pedagogy 16:2 (December 2025)
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andura (1986) asserts that people who view themselves as having high self-
fficacy expect desirable or favorable outcomes whenworking on a task or goal and
hose with low self-efficacy expect undesirable results. Characteristics associated
ith individuals who display highly efficacious attitudes include setting personal
oals, trying harder when they do not reach set goals, and stressing less, all of
hich contribute to goal attainment (Bandura, 1986, 1997). Conversely, someone
ith low self-efficacy often lacks these qualities, making goal attainmentmuch less
ikely (Bandura, 1986, 1997).

Individuals gain a better sense of self-efficacy through practice and the even-
ual successful acquisition of skills associated with a goal, ultimately creating
compounding effect (Bandura, 1986, 1997). Therefore, the role of teachers’
elf-efficacy is important in understanding its impact on classroom instruction.
lthough self-efficacy has been linked to individuals’ success, many teachers have
ow self-efficacy about their own writing skills and writing instruction (Curtis,
017; Grünke & Leonard-Zabel, 2015; Yoo, 2017), suggesting that more needs to
e done to support increased teacher confidence in these areas.

Recent research has expanded on how teacher self-efficacy specifically impacts
riting instruction. Cohen (2023) asserts that teachers’ confidence in their ability
o teach writing is directly linked to the depth and quality of their instructional
ractices. Those with higher self-efficacy are more likely to implement varied
nstructional strategies and maintain persistence when facing challenges in teach-
ng writing. PD experiences, particularly those focused on writing instruction,
lay a crucial role in building teacher self-efficacy. Collaborative environments
rovide opportunities to share ideas and develop practical instructional solutions,
hich can increase teachers’ self-efficacy (Chong & Kong, 2012). Furthermore,
hilippakos et al. (2023) indicate that targeted PD can significantly improve
eachers’ confidence in both their writing abilities and their capacity to teach
riting effectively. These improvements in self-efficacy contribute to more in-
ovative approaches, with the potential for positive impacts on student writing
utcomes.

elf asWriter

eliefs about what it means to “be a writer” vary and can range from being a
ublished, best-selling author to someone who keeps a journal. Writing identity,
njoyment, and confidence are all contributing factors in viewing oneself as a
riter. Research has been conducted on the role of teachers positioning students as
riters to help them strengthen their writing identity (Skerrett, 2013; Vetter, 2010).
imilarly, participation in writing workshops, such as NWP’s Summer Institute,
an provide opportunities for educators to be positioned as writers and tap into the
Writing & Pedagogy 16:2 (December 2025)
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idea of seeing themselves as a writer (Athans, 2022; Bifuh-Ambe, 2013; Donovan
et al., 2023; Locke et al., 2011). This is critical, since Street & Stang (2009) argue
that identity is fundamental to teachers’ development as writers, asserting that
educators must first become comfortable and confident with writing before they
can effectively teach it.

One study on the impact of participation in an SI found participants appre-
ciated the opportunity to collaborate, found writing to be a “creative release” that
allowed for self-discovery, and felt empowered and more confident to use their
voice (Athans, 2022). In Cremin & Oliver’s (2016) systematic literature review on
teachers as writers, the researchers explained that teachers’ own school experiences
with writing impacted whether or not they identified as a writer. They also no-
ticed there was a “tendency towards negativity, often marked by the language of
self-doubt and self-critique” (p. 22), with many teachers not identifying as writers
themselves. Dierking & Fox (2013) provide crucial insight into this dynamic, with
research showing that as teachers develop stronger professional identities through
support and advanced knowledge, their instructional confidence grows accord-
ingly. This suggests that targeted PD can simultaneously enhance teachers’ writing
identities and instructional capabilities.

Yoo (2017) also examined the concept of teacher as writer with a focus on
creative writing. She found many participants had limited confidence in their cre-
ative writing abilities, impacting their self-efficacy and writing identity. However,
through participation in creative writing, participants saw the impact on their
writing skills as well as how this could impact their writing instruction. This
highlights how writing identity and confidence are interrelated and how identi-
fying as a writer has the potential to impact writing instruction. In one study that
examined impacts of a writing methods course for pre-service teachers (PSTs),
participants engaged in personal and creativewriting following awriter’s workshop
approach (Zimmerman et al., 2014). Through course participation, researchers
noted that writing self-efficacy increased and “created powerful shifts in the ways
PSTs thought of themselves as writers and future teachers of writing” (p. 149),
highlighting the value of in-depth writing experiences to support future teachers
as writing instructors.

Writing Instruction

While specific student writing data is a notable gap in existing literature (NAGB,
2020; NCES; 2012), there has been some research on writing instruction. Graham
(2019) examined studies about classroom writing practices, explaining that “the
overall picture that emerged from the 28 studies reviewed was that writing instruc-
tion in most classrooms is not sufficient” (p. 280). Among other issues, limited
Writing & Pedagogy 16:2 (December 2025)
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ime spent teaching writing and insufficient opportunities for student writing
ere noted concerns (Graham, 2019). Another issue is the idea of “assigning”
riting tasks rather than providing writing instruction (Benko, 2016; Gallagher,
006).When this happens, teachers might explain a writing task, but mini-lessons,
eacher modeling, and/or writing workshops are not being consistently used to
elp students truly progress their writing skills. To break from this common chal-
enge of assigning versus teaching writing, an understanding of effective writing
nstruction is needed.

ffectiveWriting Instruction

hether elementary students creating their first narrative, high schoolers tackling
research essay, or members of a community writing group, certain instructional
pproaches are consistently described as best practices for effective writing in-
truction. Among these are the use of writing workshops, explicit instruction, and
uthentic writing and publishing opportunities.

Writing workshops are a structured approach to writing instruction “in which
tudents are engaged in developing their craft and are guided by a mature writer—
he teacher” (Whitaker, 2005, p. 2).Writingworkshops provide time for students to
ompose writing, conference with peers and the teacher, and allow opportunities
or reflection (Whitaker, 2005) and are powerful because they can help establish
writing community, requiring students to actively engage in the writing pro-
ess (Tompkins, 2019). Furthermore, conferencing as part of a writing workshop
llows teachers the opportunity to provide individualized support, an important
omponent of effective writing instruction (Mulligan & Dawson, 2014).

Given the challenge of writing being assigned and not taught, explicit in-
truction is needed to aid in effective writing. Benko (2016) explains this is
nstruction that “target[s] a particular writing skill” (p. 219). In one study, PSTs
ealized the need to provide secondary students with explicit instruction in writing
onventions and types of writing (Sherry, 2017). Teacher modeling can provide in-
truction on specific writing skills. For example, when a teacher models writing an
pening paragraph or brainstorming ideas for an essay, they are showing students
heir thinking and making the process transparent as opposed to simply sharing a
nal, polished piece of writing (Gallagher, 2006; Hall & White, 2019).

Another frequent practice of effective writing instruction is the need for
uthentic writing and publishing opportunities. The Understanding by Design
UbD) framework calls for authentic assessments (Wiggins &McTighe, 2011), and
riting is no different. In one science class, a teacher brought in writing to aid
tudents’ content area understanding while simultaneously providing a real-world
riting task (Kohnen, 2013). When students choose what they will write about
Writing & Pedagogy 16:2 (December 2025)
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or select a topic of interest, this promotes ownership and can make the writing
experience more personally meaningful (Kinloch &Drew, 2008; Tompkins, 2019).
Additionally, the chance to make writing public, whether through instructional
approaches like Author’s Chair (Tompkins, 2019) or submissions to online blogs,
writing competitions, or news outlets, can engage and motivate student writers
because it will be experienced by a real audience (Whitaker, 2005).

Barriers to EffectiveWriting Instruction

Despite existing research on the elements of effective writing instruction, many
teachers lack the support, resources, confidence, or experiences to implement these
practices effectively. In one study, teachers described their own secondary writing
experiences as lacking guidance on how to improve their writing and attributed
writing success to “natural” skills (Read & Landon-Hayes, 2013). In this way, the
teachers saw writing as something that was inherent rather than a learned skill
that could be improved on. Beyond secondary schooling, many universities do
not adequately prepare future teachers to teach writing (Graham, 2019) or lack
a writing methods course altogether (e.g., Athans, 2022; Read & Landon-Hayes,
2013). Donovan et al. (2023) addressed the issue of not having a writing methods
course for PSTs, explaining that teachers “recalled having to figure it out on their
own” (p. 19) and that their writing instruction was influenced by “replicating what
they saw colleagues do or how they were taught as K-12 students” (p. 19). Relat-
edly, Graham (2019) acknowledged this concern, recommending approaches to
writing-focused professional development to address the gap inwriting instruction
preparation, highlighting the need for teachers to cultivate these necessary skills.
However, Cremin &Oliver (2016) found that in studies in which PSTs had writing
methods courses or workshops, their writing confidence was positively impacted.
Similarly, another study found that PSTs began to see themselves as writers and
writing instructors following involvement in a writer’s workshop (Zimmerman
et al., 2014). Therefore, it is critical teachers are not only equipped with knowledge
of best practices for writing instruction but are positioned as writers, becoming
immersed in experiences that increase their confidence as writers and writing
instructors.

The Present Study

Writing instruction has long been considered "the neglected ’R’" (NCWASC; 2003),
and understanding educator attitudes, beliefs, and experiences regarding writing
and writing instruction remains essential for supporting student writers (e.g.,
Bifuh-Ambe, 2013; Hall &White, 2019). Prior research, notably Cremin &Oliver’s
(2016) systematic review, indicated that reflecting on one’s writing experiences,
Writing & Pedagogy 16:2 (December 2025)
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articipating in the writing process, and being immersed within a writing com-
unity can shape teachers as writers and writing instructors. However, this review
ynthesized studies conducted prior to 2016. As such, it did not account for sig-
ificant changes in education brought about by the past decade, including the
OVID-19 pandemic (Hamilton et al., 2020; Van Lancker & Parolin, 2020) and
volving expectation for teachers’ roles (Trybus, 2019). These shifts have likely
nfluenced how teachers view themselves as writers and educators, underscoring
he need for updated, in-depth understanding of their perspectives.

While research has been conducted to determine what makes writing instruc-
ion effective (e.g., writingworkshops, explicit instruction, authentic opportunities
or writing and publishing), there is little recent research examining teacher beliefs
n writing. Furthermore, this study is needed because it allowed the researchers
o examine if intensive, writing-focused PD influenced teachers’ identities and
erceptions of instructional approaches in today’s educational landscape. As such,
he purpose of this study was exploratory in nature, meant to identify potential
hanges in teachers’ beliefs and perceptions about themselves as writers and writ-
ng instructors following a week-long, writing-intensive Summer Institute (SI).
pecifically, the researchers sought to answer the question: In what ways, if any,
o intensive writing experiences influence teachers’ perceptions of themselves as
riters and their outlook on writing instruction?

ethodology

esearch Design

or the present study, researchers used a convergent parallel mixed-methods de-
ign (Creswell & Plano Clark, 2017) to explore educators’ perceptions, attitudes,
eliefs, and experiences regarding writing and writing instruction before and after
articipating in a writing-focused SI. A survey was used to collect quantitative data
hrough Likert-scale survey items, as well as qualitative data through open-ended
tems (See Appendix A for survey items analyzed as part of this study). Pre-survey
ata were collected at the start of the first day of the institute, and post-survey
ata were gathered on the last day. This pre–post design enabled comparisons
o identify changes in participants’ writing identity, confidence, enjoyment, and
eliefs about writing and approaches to writing instruction.

I: Context, Structure, and Participants

he SI, hosted by a local NWP site, was grounded in a theoretical perspective
hat views writing as a social, meaning-making activity, particularly emphasizing
eachers’ own writing identities (Cremin & Baker, 2010). Central to the institute’s
Writing & Pedagogy 16:2 (December 2025)
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approach was the belief that teachers must first engage deeply with their own
writing to support student writers effectively. This perspective aligns with NWP’s
core principle of teacher-writers developing personal writing identities and reflec-
tive practices (Cremin & Baker, 2010). The SI was designed for middle and high
school teachers and instructional coaches, who were invited to apply for the PD
experience. Those accepted to participate in the SI earned a $500 stipend provided
by a local school district that partnered with the NWP site.

Framed within the NWP approach, the institute emphasized writing as a re-
cursive, generative process that prioritizes personal exploration, critical reflection,
and pedagogical innovation (Pella, 2011). Each day of the SI followed a consis-
tent structure designed to support participants’ writing and professional growth.
Mornings began with an opening writing exercise that invited personal reflection,
followed by a book discussion of selected chapters from the text When Challenge
Brings Change: How Teacher Breakthroughs Transform the Classroom (Murphy
& Smith, 2023). SI participants engaged in various writing exercises targeting
different aspects of writing identity.

Participants were provided multiple opportunities for generative writing
across various genres and purposes. Writing exercises were carefully designed to
help participants explore their professional and personal writing identities, chal-
lenge formulaic writing approaches, develop creative and critical writing skills,
and cultivate supportive, collaborative writing environments. Furthermore, the
institute emphasized the social nature of learning by incorporating peer sharing
and feedback sessions, team meetings for collaborative planning, and authentic
opportunities for participants to share their work.

The week concluded with a showcase where participants shared a piece of
writing and an originalmini-lessonwith an audience including district and univer-
sity personnel, an authentic opportunity to demonstrate the integration of personal
writing experiences with pedagogical practices. This final activity served as a cul-
minating experience, enabling participants to synthesize their learning and reflect
on their growth as teacher-writers.

Participant Demographics

SI participants brought diverse educational backgrounds, years of experience, and
subject areas, contributing a broad range of perspectives on writing and writing
instruction. Furthermore, they represented a mix of teachers new to the NWP
model as well as those who had prior experience with NWP. The group consisted
of two instructional coaches, eight high school teachers, and two middle school
teachers. In total, the 10 classroom teachers represented seven different schools
within the district. Regarding teaching experience, four participants were classified
Writing & Pedagogy 16:2 (December 2025)
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s early-career educators, with fewer than 6 years of experience. Another four
articipants were mid-career educators, with 6 to 15 years of experience, and
he remaining four participants were late-career educators, with over 16 years of
xperience. Among the teachers, one taught social studies, one taught math, and
ight taught ELA.

tudy Recruitment

he SI was invitational in nature, with approximately 20–25 teachers invited.
hile 18 educators completed the application, some declined upon acceptance,

esulting in a total of 12 participants for the week-long SI. Since these individuals
articipated in the SI, they met the inclusion criteria to be part of this research
tudy.

On the first day of the SI, the 12 participating educators were presented with
he option to participate in this study to better understand their experiences,
eliefs, and practices as writers and writing instructors. The researchers provided
hem with a physical copy of the consent form, read this aloud, and made clear
o the group that participation in the research study was not a requirement of the
I. The consent form explained that SI participants who joined the study would
e entered into a drawing for a $50 Amazon gift card, held after the SI. To ensure
articipants did not feel coerced into consenting to be part of the study, everyone
ubmitted a consent formmarking whether or not they would participate. In doing
o, everyone submitted a form, but individual choices were not disclosed to the
roup. It was also made clear that everyone would be asked to complete a survey
t the start and end of the SI; however, only the data of those who consented to
e part of the study would be analyzed. All 12 SI participants (100% participation
ate) consented to be part of the study.

ata Collection

re- and post-surveys were administered through Qualtrics to capture perspec-
ives across several dimensions, including participants’ perceptions as writers and
riting instructors and their beliefs about writing instruction. The surveys were
eveloped by the researchers—both experts in writing and writing instruction—
rounded in relevant literature and refined through an iterative process. These
urveys included both Likert-scale items (some of which had multiple sub-
uestions) and open-ended questions, allowing for a comprehensive exploration
f participants’ experiences. For this study, the researchers specifically looked at
tems addressing perceptions, attitudes, beliefs, and experiences regarding writing
ndwriting instruction, excluding questions about writing community and partic-
pant views of the teaching profession more broadly. As such, 16 pre-survey items
Writing & Pedagogy 16:2 (December 2025)
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(7 open-ended and 9 Likert-scale) and 10 post-survey items (4 open-ended and
6 Likert-scale) were analyzed. The difference in total survey items varied because
some questions did not need to be repeated. For instance, on the pre-survey partic-
ipants were asked, “What types of writing do you typically engage in?” Since there
were only 5 days between surveys, this would not have changed and therefore did
not need to be asked again. Similarly, participants were asked about the frequency
of the types of writing tasks assigned to students on the pre-survey, but were not
asked about this on the post-survey, since the SI took place in the summer and this
would not have varied during this period.AppendixA includes all survey questions
analyzed for this study.

The pre-survey was administered on the first day of the SI (a Monday) and
the post-survey was administered at the end of the week-long PD (a Friday). Once
surveys were completed, data were downloaded fromQualtrics and stored securely
on a university OneDrive to ensure confidentiality.

Data Analysis

For the Likert-scale survey items, researchers calculated the frequency of responses
for each scale point (i.e., 1 to 5) to observe shifts in participants’ ratings before
and after the SI, following established methods for analyzing Likert-type data
in educational research (Harpe, 2015). Additionally, averages were calculated for
each survey item using Excel’s average function to provide a general sense of
participants’ responses at each time point while acknowledging the limitations of
applying means to ordinal data (Sullivan & Artino, 2013). The averages were used
descriptively to compare pre- and post-survey trends and were not interpreted as
indicative of a normal distribution or central tendency, following best practices
for educational research using Likert scales (Chen & Liu, 2020). This approach
allowed researchers to examine changes in participants’ self-reported enjoyment,
confidence, instructional practices, and beliefs without overemphasizing statistical
generalizations.

Qualitative data from open-ended questions were analyzed thematically. Re-
sponses were coded and categorized to identify recurring patterns and key themes
related to writing identity, confidence, enjoyment, and instructional practices.
Thematic analysis provided insights into participants’ experiences and percep-
tions, complementing the quantitative findings (Pregoner, 2024). Qualitative
themes were triangulated with the observed quantitative trends to offer a com-
prehensive understanding of the data (Silva et al., 2024). This integrated analysis
highlighted both the nuanced changes captured in open-ended responses and the
shifts in patterns revealed through the Likert-scale items, providing a holistic pic-
ture of the impact of the SI on participants’ writing-related attitudes and practices.
Writing & Pedagogy 16:2 (December 2025)
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o further enhance the trustworthiness and transferability of the findings, the re-
earchers have included detailed descriptions of the research setting, participants,
nd procedures, as recommended by Creswell & Poth (2018).

thical Considerations

rior to the SI, Institutional Review Board approval was obtained, and the study
as conducted in accordance with ethical guidelines for educational research. As
tated previously, participation in the study was voluntary and not a requirement
or the SI. Informed consent was obtained from all participants before data were
ollected. Those who chose to participate in the study were entered into a drawing
or a $50 Amazon gift card, which took place after the conclusion of the SI. Survey
ata collected did include participant names to analyze pre- and post-survey data
ffectively and examine changes in participant beliefs; however, this was securely
tored to protect participant identity.

esults

his study explored educators’ perceptions, attitudes, beliefs, and experiences
egarding writing and writing instruction, before and after participating in a
riting-intensive SI. Findings from survey data are detailed below.

elf asWriter

articipants’ perceptions of themselves as writers centered on three main aspects:
dentity, enjoyment, and confidence. The following subsections detail how research
articipants viewed themselves as writers before and after the SI, as well as changes
n their writing enjoyment and confidence.

riter Identity

o assess writer identity, participants were asked if they viewed themselves as a
riter and to share an experience in which they felt like a writer. Analysis revealed
hat many participants (9/12; 75%) identified as writers before participating in the
I. Additionally, all participants, even those who did not self-identify as writers,
ere able to share moments when they saw themselves as writers. The initial
ositive identification as writers is unsurprising given that they opted into the
riting-intensive SI. However, some responses highlighted a lack of self-assurance
r reliance on external markers of legitimacy. One participant noted, “I feel like I
m more of an amateur writer. My work has never been formally published, and
only write for my own pleasure,” suggesting self-recognition was tempered by
he absence of formal publication. Another participant shared, “I start[ed] really
Writing & Pedagogy 16:2 (December 2025)
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writing when I was in my late twenties. I’ve published several education articles
under a pen name and published two poetry books." Interestingly, this participant
uses the adverb really suggesting that writing is only meaningful if published for a
larger audience. Another said, “For a while, I didn’t call myself a writer, but rather
just a person who writes,” hinting at a reluctance to claim the title.

On the post-survey, nearly all participants affirmed themselves as writers
(11/12; 91.67%). Many expressed a continued identification as writers with re-
sponses such as, “I’ve always considered myself a writer,” and “I think anyone who
writes can be a writer.” However, post-survey responses reflected a nuanced shift
with more confident writer self-identification. For example, one participant who
did not initially identify as a writer said, “Yes, I didn’t realize I could write like
that.” Several others touched on the idea that anyone can be a writer, nomatter the
level at which they write, pointing to a developing writer identity.

When examining pre-survey data, there was evidence of both external and in-
ternal factors that impacted participants’ writer identity. For some, writer identity
was tied to past achievements or external praise, such as winning a contest or re-
ceiving positive feedback from a professor.While these experiences validated their
writing, they also suggest that, for some, writer identity was not fully internalized
and was dependent on external factors. Interestingly, other participants connected
their identity as writers with emotional coping mechanisms, highlighting writing
as a vital outlet for emotional processing. Several respondents emphasized the role
of writing in managing emotions and navigating challenging times. For instance,
one described journaling as a tool to center themselves. In the post-survey, there
were still examples of a focus on external validation, but there was greater emphasis
on authentic self-expression and connection rather than public recognition. The
experience of the one participant who did not fully internalize a writer identity
following the SI provides important insight into the complexity of identity de-
velopment. The description of feeling like a writer “in this bubble” suggests that
identity shifts can be limited by contextual or personal factors and may require
personalized, ongoing support. This finding calls attention to the need for dif-
ferentiated and sustained PD approaches that acknowledge individual differences
in growth and barriers to identity integration. Examples of internal and external
factors impacting writer identity are in Table 1.

Writing Enjoyment

All participants were asked to rate their enjoyment of writing on the pre- and
post-surveys using a Likert scale (1 = Not enjoyable to 5 = Extremely enjoyable).
By converting the Likert-scale items to numbers, averages were calculated using
Excel. The average of responses on the pre-survey was 3.8, showing participants
Writing & Pedagogy 16:2 (December 2025)
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Pre-Survey

Perceptions based on external factors

� “I remember hearing from my professor that this is your best writing prompt ever.”
� “Winning a first-place award in a writing contest convinced me of my passion.”
� “Being recognized for my poetry gave me confidence.”

Perceptions based on internal factors

� “Writing has always been a way to process my emotions.”
� “I keep a diary to process emotions, especially in high-stress situations.”
� “Writing as a reflective activity helps me center and problem-solve.”
� “When I struggled in life, writing was my escape.”

Post-Survey

Perceptions based on external factors

� “Sharing my breakthrough and getting a connected response… it is hard to get a
message across when others haven’t lived it.”

� “Hearing affirmations from a peer made my writing feel valuable.”

Perceptions based on internal factors

� “Writing the poems felt good to let out stories and emotions I’ve kept locked up for
years.”

� “Writing the ode allowed me to express deeply held emotions without needing
perfection.”

Table 1:Writer Identity: Perceptions Based on External and Internal Factors
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enerally considered writing to be moderately to very enjoyable. On the post-
urvey, the average increased to 4.5, showing participants generally considered
riting to be very enjoyable to extremely enjoyable. It is worth noting that on
he pre-survey, professional writing tasks were reported as being most frequently
ompleted while creative writing tasks, such as poetry or fiction, were the least
requent. In particular,many participants reported focusing on practical tasks such
s emails, lesson planning, and reports while some expressed a desire for more
reative outlets, such as poetry or prose.

While not all participants engaged in creative writing, survey data did reveal
riting served as a source of fulfillment and self-expression for some SI partici-
ants. One teacher described writing as a "happy place where I can express myself
ully," underscoring a deep, emotional connection to writing. Following the SI,
articipants reported enhanced enjoyment in writing activities that allowed them
o experiment without judgment. For instance, one participant described how they
njoyed the “playful exercises thatmadewriting feel like an exploration, not a task,”
emonstrating an appreciation for the process of writing. Another stated, “Par-
icipating in daily reflective writing warm-ups made writing feel more integrated
Writing & Pedagogy 16:2 (December 2025)
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into my routine.” These experiences allowed participants to reconnect with the
enjoyment of writing, free from external demands, and appreciate it as a space for
personal growth and professional exploration.

Writing Confidence

Prior to the SI, when asked to rate their confidence in writing based on Likert items
(1 = Not confident to 5 = Extremely confident), participants’ average response
was 3.8, indicating participants were moderately to very confident in their writing
abilities. The average rating after the SI was 4.1 (very confident).

Pre-survey reflections highlighted how past experiences with positive feed-
back from mentors and teachers influenced participants’ confidence. Others
explained that they gained confidence from presenting their work to a wider au-
dience, including one participant who shared that they had recently submitted a
poem for publication. Even though several participants indicated positive expe-
riences, others noted the challenge of transferring personal writing confidence to
their writing instruction. For instance, one participant explained, "I feel confident
as a writer and love the process but translating that to teaching students can be
tough." Another explained that despite feeling confident, they “still feel challenged
in a curriculum that stifles creativity,” indicating external factors that can impact
one’s teaching instruction and perceived abilities.

Despite these challenges, post-survey responses suggest that the SI nurtured
participant confidence by emphasizing process over perfection, providing a space
for writing feedback, and encouraging them to reframe their thinking about aca-
demic writing. Table 2 includes participant quotes that highlight participants’
writing confidence following the SI.

Post-Survey

� “This experience has been a confidence booster, especially letting go of rigid ’academic’writing structures.”
� “I realized my level of intelligence and skill in writing through the community’s feedback.”
� “Now I believe in my abilities to get kids interested in writing and feel less doubtful.”
� “Realizing I don’t need to write perfectly made me more confident.”

Table 2: Self as Writer and Writing Confidence

Self asWriting Instructor

The researchers also examined participants’ perceptions and practices as writ-
ing instructors, including beliefs about effective writing instruction, instructional
practices, and confidence level.
Writing & Pedagogy 16:2 (December 2025)
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eliefs AboutWriting Instruction

articipants rated the effectiveness of various approaches to writing instruction
sing a Likert scale (1= Not effective to 5 = Extremely effective) before and
fter the SI. On the pre-survey, most participants indicated they believed the
pproaches were at least slightly effective, with only one participant indicating
heir belief that the statement “Authentic writing experiences such as publishing for
eal audiences” was not effective. Direct instruction, genre-based approaches, and
lended instructionalmethods were seen asmost effective (66%–75% rated as very
r extremely effective). Workshop models with peer collaboration and authentic
riting experiences were rated as less effective (only 50% rated as very or extremely
ffective).

However, on the post-survey, zero participants responded “not effective” to all
he statements, indicating participants believed all approaches were at least slightly
ffective following the SI. All participants indicated workshop models with peer
ollaboration to be very or extremely effective on the post-survey, and 75% of
articipants ranked authentic writing experiences as very or extremely effective.
hese increases are notable because these were seen as the two least effective
pproaches prior to the SI. However, it must be noted that these were value/belief
tatements regarding certain approaches towriting instruction and did not address
hether study participants changed their practices or not.

ractices asWriting Instructor

xperiences with writing instruction were addressed through a Likert-scale item
1= Strongly disagree to 5= Strongly agree) that asked about participants’ writing
nstruction. All participants agreed or strongly agreed that they demonstrate stages
f the writing process as part of writing instruction. Except for one, all teacher
articipants agreed or strongly agreed that they share their own experiences related
o writing with their students and provide personal writing examples to their
tudents. These statements demonstrate writing instruction that most participants
eported they engage in when teaching or coaching teachers.

However, there was greater variation in response from teacher participants re-
ardingmodeling writing for students and discussing their writing habits/routines
ith students. Interestingly, the statements that blend the ideas of teacher as writer
nd teacher as writing instructor had greater variation in response, with three
eachers indicating neither agree or disagree to modeling writing and two teachers
isagreeing or strongly disagreeing that they discuss their writing habits/routines
ith students.

When asked to describe a typical writing lesson, one participant explained
hat students frequently “write a CER paragraph that incorporates an original
Writing & Pedagogy 16:2 (December 2025)
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claim, relevant evidence, and sound reasoning.” However, they added that this is
a “formulaic type of writing standardized testing requires” that removes the joy of
writing instruction. When compared to this participants’ explanation of personal
writing, there seems to be a disconnect between the writing they compose and the
kind of writing they teach / their students compose. If this is the case, it is possible
modeling their writing or discussing their writing habits would not be aligned
or not seem appropriate given curricular expectations. Similarly, another teacher
explained they “find it difficult to add creativity and fun to writing instruction due
to the restrictions of [the curriculum]” but noted they still model writing for their
students.

Survey participants were also asked about the extent to which they prioritize
their responsibility as a writing instructor or coach compared to other aspects of
literacy instruction (e.g., reading instruction). Initially both instructional coaches
indicated they give writing equal priority, but after the SI both indicated pri-
oritizing writing much higher. In the teacher subgroup on the pre-survey, all
participants indicated writing received equal or higher priority as part of their
literacy instruction. On the post-survey, writing priority as part of literacy instruc-
tion increased on average, with two (20%) indicating equal priority, two (20%)
indicating somewhat higher priority, and six (60%) indicating much higher pri-
ority. On both surveys, there was no instance in which writing was seen as less of
a priority, but after the week-long SI, writing did increase as a priority for many
participants.

To further examine writing instructor practices, the teacher participant sub-
group was asked about the frequency (Never, Rarely, Sometimes, Frequently,
Always) with which they teach or assign certain types of writing. Argumenta-
tive and persuasive writing were types that all indicated they implement at least
sometimes. Seven participants (70%) indicated argumentativewriting assignments
occur frequently or always as part of their writing instruction, while six (60%) said
the same about persuasive writing. Creative writing was the kind of writing less
frequently assigned, with two (20%) participants indicating they rarely assign this
and six (60%) indicating this is something they assign sometimes.

Confidence asWriting Instructor

Participants were also asked to select the Likert response (1=Not confident to 5=
Completely confident) that best represents their level of confidence in effectively
performing 18 writing-related tasks. On the pre-survey, the teacher subgroup was
most likely to indicate the following statement as a task in which they felt com-
pletely confident in their teaching ability: “Address commonwriting challenges and
obstacles” (9/10; 90%). The following four statements were next most frequently
Writing & Pedagogy 16:2 (December 2025)
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oted as tasks in which the teacher subgroup felt confident performing with 8/10
articipants (80%) indicating feeling completely confident:
� Develop writing prompts
� Foster a supportive writing environment
� Assess writing for content and organization
� Guide students in generating and organizing ideas for writing

The instructional coach subgroup indicated feeling completely confident in
heir ability to “Utilize rubrics effectively for writing assessment” (2/2; 100%).With
ne notable exception, no participants from either subgroup indicated feeling not
onfident about the various tasks. The statement that did receive a response of
not confident” came from a teacher participant addressing the task “Differentiate
riting instruction for diverse learners.”

Upon examination of post-survey data, there were increases in reported levels
f confidence on some itemswhile participants indicated less confidence for others.
or instance, on the post-survey, no participants selected “not confident,” and there
ere fewer overall responses of “slightly confident.” However, these increases in
onfidence did not necessarily extend all the way to participants feeling completely
onfident in their abilities. In fact, all five statements on which teachers were
ost likely to indicate complete confidence on the pre-survey had fewer instances
f complete confidence on the post-survey. While 90% of participants initially
ndicated complete confidence when addressing common writing challenges and
bstacles, only 60% reported this same level of confidence on the post-survey.
n the pre-survey, 80% of teacher participants reported they were completely
onfident in their ability to (a) develop writing prompts, (b) foster a supportive
riting environment, (c) assess writing for content and organization, and (d) guide
tudents in ideas for generating and organizing writing. However, the number
f participants who were completely confident in these skills on the post-survey
anged from 40% to 60%, showing a drop in those who were completely confident
n these tasks prior to the SI. This suggests exposure to best writing practices
hroughout the SI might have impacted participant perceptions regarding their
erceived confidence in implementing said practices.

mportance ofWriting in Education

o understand beliefs about the importance of writing in education, participants
anked statements using a Likert scale (1= Strongly disagree to 5=Strongly agree)
n the pre- and post-surveys. These were: (a) “All teachers are teachers of writing,”
b) “All educators should prioritize teaching writing skills,” (c) “Proficiency in
riting is essential for academic and/or professional achievement,” (d) “Effective
riting instruction enhances students’ overall learning experience,” (e) “Writing
Writing & Pedagogy 16:2 (December 2025)
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is a fundamental skill that should be integrated across all subject areas,” and (f)
“Developing strong writing abilities is crucial for students’ future success.” Based
on pre-survey data, no participants disagreed with the above statements; however,
some indicated they neither agreed nor disagreed with certain statements. The
highest levels of agreement were noted for statement (f) (average rating = 4.9)
and statement (d) (average rating = 4.8). Statement (a) received the lowest level
of agreement on the pre-survey (average rating = 4.6). Following the SI, every
statement received a unanimous rating of strongly agree (average rating = 5.0).

Discussion

What It Means to “Be aWriter”

The study revealed the participants’ initial hesitation in claiming a writer identity.
At first, 75% of participants identified as writers, but their responses demonstrated
a range of beliefs about what constitutes a legitimate writer identity. After the SI,
this percentage increased to 91.67%, suggesting a positive shift in participants’
self-perception as writers. Furthermore, the criteria for identifying as writers also
evolved. This complexity aligns with existing research showing that writing iden-
tity is shaped by various factors, including personal experiences and self-efficacy
(Cremin & Oliver, 2016).

At the start of the SI, many participants relied heavily on external markers
to validate their identity as writers. One participant expressed uncertainty about
writing status due to lack of formal publications, underscoring the perception
that without formal recognition, they could not fully claim a writer identity. This
hesitation supports Street & Stang’s (2009) research showing that teachers must be
comfortable and confident with writing before they can effectively teach it. By the
SI’s conclusion, participants began adopting a more internalized understanding
of what it means to be a writer, demonstrating that targeted PD experiences that
emphasize personal engagement with writing enable participants to redefine what
counts as legitimate writing (Athans, 2022; Bifuh-Ambe, 2013; Zimmerman et al.,
2014).

Self-Efficacy andWriter Identity: An Interplay Between Identity,
Confidence, and Enjoyment

After being given the space to write creatively and reflectively, study data revealed
increases in participants’ writing identity, confidence, and enjoyment of writing
with a notable increase in enjoyment. This finding echoes Dierking & Fox’s (2013)
description of the relationship between confidence and identity: greater confidence
encourages teachers to write more, reinforcing their sense of self as writers. Addi-
tionally, participants described stronger emotional connections to writing, using
Writing & Pedagogy 16:2 (December 2025)
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t as a form of self-expression and a coping mechanism, allowing them to process
ifficult moments in their lives. This finding underscores the role of personal
nvestment and enjoyment in writing identity development. The emergence of
motional and personal connections to writing in participants’ responses suggests
transformation as they moved beyond viewing writing solely as a professional
bligation.

The observed interplay between identity, confidence, and enjoyment aligns
ith Bandura’s (1997) concept of self-efficacy. Participants who began the SI with
ow self-efficacy regarding writing reported considerable increases in both their
onfidence and willingness to identify as writers by the end of the SI. This shift
n participants’ understanding of writer identity aligns with Bifuh-Ambe’s (2013)
esearch showing that sustained PD can help teachers develop more positive atti-
udes toward writing and increased confidence in their abilities both as writers and
riting teachers.

dentity Crisis: Writer VersusWriting Teacher

he study also highlights a recurring tension in participants’ professional lives:
alancing their personal identity as writers with their instructional role as writing
eachers. While many participants initially identified as writers, they struggled to
econcile their own writing practices with the demands of teaching writing in
tructured, often prescriptive environments. Cremin & Oliver (2016) highlight
he challenges teachers face in navigating their writing identities within institu-
ional contexts, noting that teachers often have narrow conceptions of writing
nd experience tensions between their personal writing practices and professional
xpectations.

One of the most notable findings was that the SI provided participants with a
pace to renegotiate their dual identities as both writers and writing teachers. Ini-
ially, many participants reported feeling disconnected from their personal writing
ecause of pressures of classroom instruction. This underscores the professional
ilemma faced by educators who view writing primarily as a task to teach rather
han as a meaningful practice to experience alongside their students (Cremin &
liver, 2016; Street & Stang, 2009). However, the SI experience facilitated a shift in
erspective formany. Participants described how engaging in personal and creative
riting during the SI allowed them to see writing not just as a skill to be taught but
s a shared experience that could enrich their classroom instruction. This aligns
ith Zimmerman et al.’s (2014) findings that personal writing experiences can
ransform teaching approaches.

Despite positive shifts in participants’ identities, challenges remained, partic-
larly regarding the tension between authentic writing practices and curricular
Writing & Pedagogy 16:2 (December 2025)
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mandates. Many participants expressed frustration with the constraints imposed
by standardized testing and prescribed curricula, which often leave little room
for creativity or personal expression in the classroom. This finding illustrates the
broader systemic issue that while research-based best practices advocate for cre-
ativity, student choice, and authentic writing (Cohen, 2023),many teachers operate
in environments that prioritize formulaic approaches. In this study, participants’
reflections on tensions between personal writing identity and institutional expec-
tations reveal how school context likely shapes the translation of PD learning into
classroom practice. Factors such as curricular mandates, administrative support,
available resources, and student demographics may either facilitate or constrain
teachers’ ability to implement new writing instruction strategies. Therefore, future
research should explore how these contextual variables impact the sustainability
and nature of instructional changes following PD. The collaborative nature of the
SI enabled participants to explore innovative strategies for blending mandated
curricular requirements with more meaningful writing experiences. As Chong &
Kong (2012) argue, collaborative contexts have an impact on teacher efficacy. Thus,
teacher self-efficacy in writing instruction could increase when educators collabo-
rate in supportive environments where they can share ideas and develop practical
solutions. The next section details ways PD can be leveraged to aid teachers as
they bridge the gap between formulaic writing practices and approaches to writing
instruction that allow for creativity and enjoyment of writing.

Ultimately, study findings suggest that addressing the writer-teacher identity
crisis is crucial for fostering effective writing instruction. When teachers can in-
tegrate their personal writing practices with their instructional responsibilities,
they are better positioned to advocate for meaningful writing experiences, even
within rigid institutional constraints. Participants demonstrated a transformative
understanding of their dual professional identities, recognizing that being a writer
and teacher are not mutually exclusive (Cremin & Oliver, 2016; Street & Stang,
2009). Moving forward, PD programs should prioritize creating spaces where
teachers can engage deeply in personal writing while simultaneously exploring
ways to bring authentic writing into their classrooms. Doing so can help teachers
move beyond the identity crisis and develop a more holistic sense of themselves
as both writers and educators (Bifuh-Ambe, 2013; Yoo, 2017; Zimmerman et al.,
2014).

Fostering TeacherWriters: Time, Space, and Opportunity

For teachers to “be” writers, they need an environment conducive to writing,
including both time and space to immerse oneself in their practice. The SI pro-
vided this environment, offering extended periods for writing and peer discussion.
Writing & Pedagogy 16:2 (December 2025)
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articipants, some of whom reported rarely writing creatively before, indicated
njoying both creative and reflective writing during the SI. However, without
ime and space for writing exploration, teachers might be less likely to engage in
riting that brings enjoyment or personal exploration, which could impact their
dentity as writers. This aligns with post-survey data inwhichmultiple participants
pecifically referenced “time” as a needed support to foster a writing community.
elatedly, lack of time was seen as a barrier to continued writing for some. This
ligns with the work of Bifuh-Ambe (2013), who called for PD workshops with
adequate time for teachers to explore their ownwriting skills” (p. 152), something
till needed today. Graham (2019) recommended that teachers and administrators
esign and deliver writing-focused PD, use the same materials in classrooms, and
rioritize “changing classroom practices to ultimately promote students’ growth as
riters” (p. 294). In this way, PD is addressing the disconnect between formulaic
riting often happening in schools and the types of writing that was privileged
uring the SI. To extend this study, it would be beneficial to examine teachers’ class-
oom practices following the SI to see how, if at all, their instruction is impacted
y their participation in the SI.

When asked what supports would be needed to aid them in continuing to
rioritize their personal writing, over 40% of SI participants specifically refer-
nced writing retreats, suggesting the importance in dedicating not only time
ut a place to immerse oneself in writing without other distractions. Since past
riting experiences can impact teacher confidence and ultimately influence writ-
ng pedagogy (Cremin & Oliver, 2016), educators need ongoing opportunities to
ngage in writing that can increase their confidence and enjoyment of writing.
hen given the opportunity, Yoo (2017) found teachers saw value in engaging

n creative writing to improve their own writing and writing instruction, and that
here was a need to “generate spaces for teachers to authentically engage in writing

as teachers were eager to voice their desires to develop their writer selves”
p. 9). By positioning educators as writers through PD opportunities, such as the
I or a writing retreat, teachers are practicing necessary skills that can positively
mpact self-efficacy (Bandura, 1997). This can also strengthen theirwriting identity
Athans, 2022; Bifuh-Ambe, 2013) and improve their confidence regarding their
riting and ability to teach writing (Philippakos et al., 2023).

Teachers also need to experience being writers to aid them in seeing the
mpact of various approaches to writing instruction. Prior to the SI, workshop
odelswith peer collaboration and authenticwriting experienceswere rated as less
ffective compared to other approaches to writing instruction. However, after the
I, beliefs about the effectiveness of these two approaches increased considerably.
ince participants experienced both approaches during the SI, this suggests they
ound them to be effective throughout the week, resulting in higher ratings of
Writing & Pedagogy 16:2 (December 2025)
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effectiveness following the SI. Not only does this show a need for integrating
these approaches into participants’ writing instruction, but it highlights the value
of teachers experiencing instruction and not just assigning writing tasks. For in-
stance, the importance of collaboration was not as strongly recognized until the
participants engaged in a workshop model and experienced the benefit of peer
collaboration. Relatedly, modeling effective writing strategies, such as those used
throughout the SI, has been found to improve teacher attitudes toward writing
(Curtis, 2017). By providing teachers with such PD opportunities, they will be
exposed to best practices, which can influencewriting instructionwith the ultimate
goal of supporting student writers.

Conclusion

The purpose of this study was to report findings following a week-long, writing-
intensive PD examining potential changes in teachers’ beliefs and perceptions
about themselves aswriters andwriting instructors.Whilemany study participants
indicated they saw themselves as writers prior to the SI, following the week-long
PD there was an increase in participants who identified as writers. Furthermore,
there was a notable difference in participants’ confidence regarding their writing
identity. Similarly, participant perceptions regarding the importance of writing
instruction were generally strong at the start of the SI; however, post-survey data
indicated that beliefs about the effectiveness of certain writing practices and the
priority of writing instruction increased and strengthened. This study supports
previous research that has indicated the positive impact that collaborative, targeted
PD experiences (Chong & Kong, 2012; Philippakos et al., 2023), like NWP’s Sum-
mer Institute, can have on teachers as writers and writing instructors. However,
there are study limitations that must be noted.

This study’s findings are limited to the experiences and perceptions of a small
sample of 12 educators who voluntarily participated in the writing-intensive SI.
Previous research has indicated teacher self-efficacy as writers/writing instructors
can have impacts on their pedagogy and student writing outcomes (e.g., Cohen,
2023). Given the potential of sustained PD positively impacting teachers’ writing
identity, it is recommended this research be expanded with larger groups of teach-
ers participating in writing-focused PD. Since study participants mainly consisted
of ELA educators, it is also recommended that teachers from across content areas
and grade levels are exposed to this kind of PD. Given different content expertise, it
would be interesting to see the ways, if any, in which teachers differ before and after
experiencing an SI in their writing identity, beliefs about writing instruction, and
confidence in teachingwriting. It would also benefit PSTs to participate in awriting
methods course so they are equipped with best practices for writing pedagogy
Writing & Pedagogy 16:2 (December 2025)
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uring their teacher preparation experience. While not all PSTs are exposed to
uch a course (Athans, 2022; Donovan et al., 2023), early educational experiences
o prepare future teachers as writing instructors can aid their writing confidence,
etter preparing them to serve as writing instructors and support student writing.

Additional study limitations include the self-reported nature of survey re-
ponses, which may introduce biases, and the brief time between the pre- and
ost-survey being administered. To address the latter, a follow-up survey adminis-
ered later could have shed insight on if post-survey data remained consistent over
ime or was a result of the SI having just ended. As such, future research should
xamine long-term impacts of intensive PD experiences (such as participant per-
eptions over the course of a year), aswell as the impact of ongoing PD.While study
ndings indicated positive impacts onparticipants’ writing identity and confidence
s writers at the end of the SI, future research should be conducted over a longer
eriod, such as the duration of an academic year. In particular, future research
hould examine how, if at all, instruction is impacted during the academic year
ollowing participation in the SI. The need for this was made evident by one par-
icipant who acknowledged that the “isolated setting” of the SI allowed her to have
somewhat increased writer identity but explained that outside of this setting she
id not anticipate viewing herself as a writer. This further highlights the need for
ustained partnerships between PD providers, such as NWP sites, and school dis-
ricts to prioritize ongoing authentic writing opportunities that encourage teachers
o assume and maintain a writer identity, aligning with recommendations from
raham (2019). This will require buy-in from school districts, whichmust provide
eachers with time and space for writing. Additionally, districts must support
eacher autonomy so existing curricula can bemodified and instruction adjusted as
eeded. In doing so, teachers will be better able to support students as writers and
ngage them in meaningful writing instruction for authentic tasks and audiences.
y embracing the NWP’s "teachers teaching teachers" model, districts can create
n ecosystem where writing instruction thrives. When educators see themselves
s writers, they transform their classrooms into communities of authors in which
very student finds voice and the power to improve the blank page.
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Appendix A: Survey Excerpts

The following appendix includes pre- and post-survey items that were analyzed for
the scope of this research study. Survey items that were not analyzed as part of this
study have been removed for relevance and space. In the sub-section, “Perceptions,
Attitudes, Beliefs, and Experiences Regarding Writing Instruction,” italicized
text indicates a slightly varied survey question for those participants who were
instructional coaches, not current classroom teachers.

Part 1: Pre-Survey

Section I:
Perceptions, Attitudes, Beliefs, and Experiences RegardingWriting

1. Do you consider yourself a writer? Why or why not?
a. Can you describe a specificmoment or experience in which you saw yourself

as a writer?
2. What types of writing do you typically engage in (e.g., professional reports,

emails, creative writing)?
3. What barriers or concerns, if any, do you have regarding your personal writing

(e.g., time constraints, writing skill/ability)?
4. For this item, please indicate how you rate your enjoyment of writing.

1= Not enjoyable at all
2= Slightly enjoyable
3= Moderately enjoyable
4= Very enjoyable
5= Extremely enjoyable

5. For this item, please indicate how confident you feel in your writing abilities.
1 = Not confident
2= Slightly confident
3= Somewhat confident
4 = Fairly confident
5= Completely confident

6. For this item, please read the following statements and select the Likert response
that best represents the frequency at which you engage in the listed writing
activities.
1= Never
2= Rarely
3= Sometimes
4= Frequently
5= Always
Writing & Pedagogy 16:2 (December 2025)
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a. Writing emails
b. Writing texts
c. Keeping a personal journal or diary
d. Writing notes or memos
e. Writing lesson plans
f. Writing creative fiction or poetry
g. Writing creative nonfiction
h. Updating a blog or personal website
i. Participating in online forums or social media discussions
j. Writing letters to friends or family members
k. Writing to-do lists or task reminders
l. Writing in a planner or calendar

m. Writing professional reports
n. Crafting résumés or cover letters
o. Participating in collaborative writing projects

erceptions, Attitudes, Beliefs, andExperiencesRegardingWriting Instruction

7. For this item, please indicate the extent to which you agree with the following
statements regarding your writing instruction.
1= Strongly disagree
2= Disagree
3= Neither agree nor disagree
4= Agree
5= Strongly agree

a. I actively demonstrate various stages of the writing process to my students/to
the teachers I work with.

b. I share personal anecdotes and experiences related to writing with my
students/with the teachers I work with.

c. I provide examples of my own writing to illustrate writing concepts to my
students/to the teachers I work with.

d. I encourage students/teachers I work with to observe my writing techniques
and strategies as a model for their own work/teaching.

e. I regularly discuss my writing habits and routines with students/teachers
I work with to help them develop their own writing practices/develop or
enhance their writing instruction.

8. For this item, please indicate the extent to which you agree with the following
statements regarding the importance of writing in education.
1= Strongly disagree
2= Disagree
3= Neither agree nor disagree
Writing & Pedagogy 16:2 (December 2025)
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4= Agree
5= Strongly agree
a. All teachers are teachers of writing.
b. All educators should prioritize teaching writing skills.
c. Proficiency in writing is essential for academic and/or professional achieve-

ment.
d. Effective writing instruction enhances students’ overall learning experience.
e. Writing is a fundamental skill that should be integrated across all subject

areas.
f. Developing strong writing abilities is crucial for students’ future success.

9. For this item, please indicate to what extent you prioritize your responsibility as
a writing instructor/coach in comparison to other aspects of literacy instruction
(e.g., reading instruction).
1= Much lower priority
2= Somewhat lower priority
3= Equal priority
4= Somewhat higher priority
5= Much higher priority

10. For this item, please indicate how frequently you teach or assign the following
types of writing to your students/provide support to the teachers you work with
for the following types of writing.
1= Never
2= Rarely
3= Sometimes
4= Frequently
5= Always

a. Argumentative writing
b. Expository writing
c. Narrative writing
d. Descriptive writing
e. Persuasive writing
f. Creative writing

11. Describe a typical writing lesson/example of writing instruction in your class-
room. /Describe a typical coaching or professional development session youmight
facilitate that is focused on writing instruction.

12. For this item, please select the Likert response that best represents your level
of confidence in your ability to effectively perform each of the stated tasks.
1 = Not confident
2= Slightly confident
Writing & Pedagogy 16:2 (December 2025)
© University of Toronto Press, 2025



160 Kreamer and Breaux

1

1

 h
ttp

s:
//u

tp
pu

bl
is

hi
ng

.c
om

/d
oi

/p
df

/1
0.

31
38

/w
ap

-2
02

5-
00

11
 -

 H
el

en
 "

M
ic

he
lle

: K
re

am
er

 <
hm

kr
ea

m
er

@
lo

ui
si

an
a.

ed
u>

 -
 S

at
ur

da
y,

 D
ec

em
be

r 
27

, 2
02

5 
11

:2
6:

36
 A

M
 -

 I
P 

A
dd

re
ss

:7
6.

72
.1

27
.2

51
 

3= Somewhat confident
4 = Fairly confident
5= Completely confident

a. Design writing tasks
b. Deliver writing instruction
c. Provide grammar feedback
d. Facilitate students’ peer review sessions
e. Develop writing prompts
f. Incorporate technology into writing instruction
g. Foster a supportive writing environment
h. Differentiate writing instruction for diverse learners
i. Utilize writing conferences for individualized feedback
j. Scaffold writing instruction for varying skill levels
k. Implement strategies for teaching revision and editing
l. Integrate writing across the curriculum

m. Address common writing challenges and obstacles
n. Assess writing for content and organization
o. Utilize rubrics effectively for writing assessment
p. Provide feedback on writing mechanics (e.g., punctuation, spelling)
q. Guide students in generating and organizing ideas for writing
r. Foster a growth mindset in students’ approach to writing

3. For this item, please select the Likert response that best represents your
opinion on the effectiveness of various approaches to teaching writing.
1= Not effective
2= Slightly effective
3= Moderately effective
4= Very effective
5= Extremely effective

a. Direct instruction with structured writing exercises
b. Process-based writing instruction with emphasis on drafting and revision
c. Inquiry-based approaches where students explore topics through writing
d. Workshop models incorporating peer review and collaborative writing
e. Genre-based instruction focusing on specific types of writing (e.g., narra-

tive, argumentative)
f. Authentic writing experiences such as publishing for real audiences
g. Blended approaches combining multiple instructional methods

4. What barriers or concerns, if any, do you have regarding your writing instruc-
tion (e.g., time constraints, teacher or student skill/ability, curriculum)/ability
to support teachers as writing instructors (e.g., time constraints; teacher, student,
or coach skill/ability, curriculum)?
Writing & Pedagogy 16:2 (December 2025)
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15. Please upload an example of a writing task you assigned to your students
during the 2023-24 school year. /Please upload an example of writing-
focused resources you provided to teachers during the 2023-2024 school year, if
applicable.

16. Reflecting on your own experiences, in what ways does your identity as a
writer shape both your approach to teaching writing and your efforts to foster
a supportive and empowering writing environment for your students/your
approach to supporting teachers’ writing instruction?

Part 2: Post-Survey

Section I:
Perceptions, Attitudes, Beliefs, and Experiences RegardingWriting

1. Now that you have participated in the Summer Institute, do you consider
yourself a writer? Why or why not?
a. Can you describe any moments during the institute when you felt like a

writer?
2. Now that you have participated in the Summer Institute, please indicate how

you rate your enjoyment of writing.
1= Not enjoyable at all
2= Slightly enjoyable
3= Moderately enjoyable
4= Very enjoyable
5= Extremely enjoyable

3. Now that you have participated in the Summer Institute, please indicate how
confident you feel in your writing abilities.
1 = Not confident
2= Slightly confident
3= Moderately confident
4 = Very confident
5= Extremely confident

4. What supports (e.g., curriculum resources, professional development sessions,
writing retreats) do you think would help you to continue pursuing/prioritizing
your personal writing?

Perceptions, Attitudes, Beliefs, and Experiences Regarding
Writing Instruction

5. Now that you have participated in the Summer Institute, please indicate
the extent to which you agree with the following statements regarding the
importance of writing in education.
Writing & Pedagogy 16:2 (December 2025)
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1= Strongly disagree
2= Disagree
3= Neither agree nor disagree
4= Agree
5= Strongly agree
a. All teachers are teachers of writing.
b. All educators should prioritize teaching writing skills.
c. Proficiency in writing is essential for academic and/or professional achieve-

ment.
d. Effective writing instruction enhances students’ overall learning experi-

ence.
e. Writing is a fundamental skill that should be integrated across all subject

areas.
f. Developing strong writing abilities is crucial for students’ future success.

6. Now that you have participated in the Summer Institute, please indicate to
what extent you prioritize your responsibility as a writing instructor/coach in
comparison to other aspects of literacy instruction (e.g., reading instruction).
1= Much lower priority
2= Somewhat lower priority
3= Equal priority
4= Somewhat higher priority
5= Much higher priority

7. Do you have ideas for future writing lessons/coaching or professional develop-
ment sessions sparked by this week’s professional development? If yes, please
describe one idea or potential lesson/coaching or professional development
session.

8. Now that you have participated in the Summer Institute, please select the
Likert response that best represents your level of confidence in your ability
to effectively perform each of the stated tasks.
1 = Not confident
2= Slightly confident
3= Moderately confident
4 = Very confident
5= Extremely confident
a. Design writing tasks
b. Deliver writing instruction
c. Provide grammar feedback
d. Facilitate peer review sessions
e. Develop writing prompts
f. Incorporate technology into writing instruction
Writing & Pedagogy 16:2 (December 2025)
© University of Toronto Press, 2025



163The Impact of a National Writing Project Site’s Summer Institute

 h
ttp

s:
//u

tp
pu

bl
is

hi
ng

.c
om

/d
oi

/p
df

/1
0.

31
38

/w
ap

-2
02

5-
00

11
 -

 H
el

en
 "

M
ic

he
lle

: K
re

am
er

 <
hm

kr
ea

m
er

@
lo

ui
si

an
a.

ed
u>

 -
 S

at
ur

da
y,

 D
ec

em
be

r 
27

, 2
02

5 
11

:2
6:

36
 A

M
 -

 I
P 

A
dd

re
ss

:7
6.

72
.1

27
.2

51
 

g. Foster a supportive writing environment
h. Differentiate writing instruction for diverse learners
i. Utilize writing conferences for individualized feedback
j. Scaffold writing instruction for varying skill levels
k. Implement strategies for teaching revision and editing
l. Integrate writing across the curriculum

m. Address common writing challenges and obstacles
n. Assess writing for content and organization
o. Utilize rubrics effectively for writing assessment
p. Provide feedback on writing mechanics (e.g., punctuation, spelling)
q. Guide students in generating and organizing ideas for writing
r. Foster a growth mindset in students’ approach to writing

9. Now that you have participated in the NWP-A Summer Institute, please select
the Likert response that best represents your opinion on the effectiveness of
various approaches to teaching writing.
1= Not effective
2= Slightly effective
3= Moderately effective
4= Very effective
5= Extremely effective
a. Direct instruction with structured writing exercises
b. Process-based writing instruction with emphasis on drafting and revision
c. Inquiry-based approaches where students explore topics through writing
d. Workshop models incorporating peer review and collaborative writing
e. Genre-based instruction focusing on specific types of writing (e.g.,

narrative, argumentative)
f. Authentic writing experiences such as publishing for real audiences
g. Blended approaches combining multiple instructional methods

10. In what ways, if any, have your barriers or concerns regarding your writing
instruction (e.g., time constraints, teacher or student skill/ability, curricu-
lum)/ability to support teachers as writing instructors (e.g., time constraints;
teacher, student, or coach skill/ability, curriculum) shifted after being part of
the NWP-A Summer Institute? Please explain.
Writing & Pedagogy 16:2 (December 2025)
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