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Abstract

This study investigated Indonesian senior high school students’ self-regulated writing (SRW)
strategies in composinganalytical exposition text and examined gender differences in SR W strategy
use. While priorresearch hadexplored SRW strategies across various contexts, limited attention had
been given to high school learners across gender and within specific genres, resulting in an
incomplete understanding of how these strategies were employed in context-specific writing tasks.
This study employed a quantitative descriptive design, involving 110 eleventh-grade students from
a reputable public high school in Malang, Indonesia. Data were collected using the Writing
Strategies for Self-Regulated Learing Questionnaire (WSSRLQ) and were analyzed through
descriptive statistics and independent sample t-test. The findings revealed that students
demonstrated a high level of SRW strategy use (M = 3.30), with social-behavioral strategies
emerging as the most often utilized (M = 3.38), while metacognitive strategies were the least
employed (M =3.19). Although female students reported slightly higheruse of SRW strategies (M
= 3.32) than males (M = 3.26), no statistically significant gender difference was found (p = .384,
Cohen’s d = 0.17). Theoretically, these findings refined the understanding of SRW as a context-
sensitive construct by suggesting that SRW strategy use may be shaped more by contextual learning
demands than by gender differences alone. Pedagogically, the study may benefit English teachers
and curriculum practitioners by highlighting the importance of integrating explicit metacognitive
strategy instruction alongside collaborative learning practices to enhance students’ writing
development, particularly in demanding genres such as analytical exposition text.

Keywords: Analytical Exposition Text; Gender Differences; Indonesian EFL Students; Self-
Regulated Writing Strategies.

INTRODUCTION

Despite its central role in academic success, writing remains one of the most
challenging skills for second and foreign language learners. Beyond demonstrating
linguistic competence, writing requires learners to coordinate higher-order thinking,
organization, and self-management. In many educational contexts, including EFL
settings, students are increasingly expected to produce written texts that reflect critical
thinking, coherence, and independent learning ability. However, writing remains a
persistent challenge, particularly for adolescent learners who are still developing
linguistic competence and self-regulatory capacity.

In Indonesia, this issue becomes increasingly important within the Merdeka
Curriculum, which emphasizes learner-centeredness, autonomy, and reflective learning
(Hutabarat et al., 2025). Despite thisemphasis, Indonesian EFL students continue to face
difficulties in organization, vocabulary, grammar, and content development, as well as
affective aspects such as motivation and self-confidence (Irawati et al., 2020; Sartika et
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al., 2023). These challenges are particularly critical at the senior high school level, where
students are expected to engage in cognitively demanding writing tasks while
simultaneously learning to regulate their process independently.

Writing requires learners to simultaneously manage multiple cognitive, linguistic,
and affective processes. Learners are expected not only to generate ideas and organize
arguments, but also monitor language use, revise their work, and maintain motivation
through the writing process (Graham, 2007). Such complexity suggests that successful
writing depends not merely on linguistic knowledge but also on learners’ ability to
regulate their writing process. One genre that reflects these demands is analytical
exposition text, which requires students to state positions, develop logical arguments, and
maintain coherence throughout the text (Anderson & Anderson, 1997; Martin & Rose,
2008). As demonstrated by Matsumura et al. (2015), the cognitive demands of writing
assignments predicted multiple features of students’ writing performance, including their
ability to organize their writing. Hence, learners may apply self-regulatory processes such
as planning, monitoring, and evaluating, reflecting their writing organization.

Considering this issue, an appropriate strategy is needed to support the students’
writing process and outcomes. One approach that has received considerable attention in
supporting writing development is self-regulated writing (SRW), which refers to learners’
ability to actively manage their writing process through cognition, metacognitive, social,
and motivational strategies (Teng and Zhang, 2016). Previous studies have shown that
SRW contributes to improved writing quality and supports students’ writing development
(Ahmed, 2023; Forbes, 2019; Kartika 2015; Roderick, 2019; Teng & Huang, 2018;
Zimmerman & Bandura; 1994). These strategies operate across the writing process,
enabling learners to set goals, monitor progress, and evaluate their performance. Through
this process, learners not only become more independent writers, but also develop greater
learner autonomy, which has been associated with improved writing quality (Cer, 2019).

A growing body of research has examined the use of SRW strategies among EFL
learners. However, SRW strategy use is not similar across learners. Previous studies have
generally revealed that while students tend to employ SRW strategies at moderate to high
levels, they tend to rely more heavily on certain dimensions, particularly social-
behavioral strategies such as seeking help from peers, teachers, and other resources
(Abadikhah et al., 2018; Umamah et al., 2022; Umamah and Cahyono, 2022). From a
socio-cognitive perspective, self-regulation is influenced by the reciprocal interaction
among personal, behavioral, and environmental factors (Bandura 1986; Zimmerman,
1989). Since SRW involves learners’ ability to manage cognitive, metacognitive,
motivational, and social processes during writing, differences in personal characteristics
may affect how learners utilize self-regulatory strategies.

Gender is considered important in writing research not merely as a demographic
category, but as a socially constructed factor that may influence learning behaviors and
academic engagement, which may contribute to differences in how male and female
students approach learning process and academic tasks. As demonstrated by Bussey and
Bandura (1999), gender-related beliefs and behaviors are developed through social
interactions and cultural expectations rather than being solely determined by biological
factors. Consequently, these gender-related experiences may influence individuals’
motivation, emotional regulation, learning behaviors, and responses to learning
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environments, all of which are closely related to self-regulatory processes that influence
academic performance.

In language learning contexts, previous studies reported that female students often
employ a wider range of learning strategies and demonstrate greater use of social and
affective strategies than male students (Kines, 2021). Nevertheless, the consistency of
these differences remains debated across contexts, suggesting that gender-related
variations in learning behavior may be shaped by contextual and instructional factors.
Such findings indicate that gender may influence how students plan, monitor, evaluate,
and manage their writing process. Therefore, examining gender differences in SRW
strategies may provide a deeper understanding of how students regulate their writing and
respond to writing demands.

Previous studies have reported mixed findings regarding the relationship between
gender and SRW strategies. While several prior works reveal that female students
outperform males in applying SRW strategies (Dinsa, 2023; Teng & Huang, 2018; Woo
& Kim, 2024), other studies have found no significant gender differences (Umamabh et
al., 2022; Zhang et al., 2026) or inconsistent patterns across contexts. Rather than merely
indicating contradictory findings, these results reveal a theoretical issue concerning the
role of gender in SRW strategies that remains inconclusive and may be context-
dependent. Specifically, it remains unclear whether gender influences SRW as a
multidimensional construct or whether its influence is limited to particular dimensions of
SRW, such as cognitive, metacognitive, motivational, or social strategies. Since most
existing studies have focused on overall SRW scores, the extent to which different
dimensions of SRW may vary across gender remains insufficiently understood.

Methodologically, existing studies have largely examined SRW among university-
level learners within general writing tasks, with limited attention given to senior high
school students and genre-specific writing contexts. This focus may overlook important
variations in SRW strategy use, as self-regulatory capacities are still developing during
adolescence and may function differently from those of adult learners.

Further, prior studies have predominantly examined SRW in general writing tasks,
with little attention to specific genres such as analytical exposition texts, which requires
students to construct more complex arguments, evaluate evidence, and maintain logical
coherence. Consequently, the limited evidence concerning Indonesian senior high school
learners may restrict the applicability of existing findings to local educational contexts,
particularly within the Merdeka Curriculum, which emphasizes learner autonomy and
self-regulated learning (Hutabarat et al., 2025). Therefore, there remains limited
understanding of how different SRW dimensions are employed by male and female high
school learners when engaging in specific and cognitively demanding writing tasks such
as analytical exposition text.

In response to these gaps and in line with Teng and Zhang’s (2016) suggestion to
enhance the generalizability of SRW research by incorporating diverse learner variables,
this study investigates Indonesian senior high school learners’ use of self-regulated
writing strategies in composing analytical exposition texts, with a particular focus on
gender differences. Theoretically, it contributes to the SRW literature by extending the
understanding of SRW as a multidimensional and context-sensitive construct, particularly
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by examining how its cognitive, metacognitive, motivational, and social dimensions are
distributed across gender. Pedagogically, the findings are expected to provide insights for
English teachers in designing writing instruction that better supports students’ strategic
writing development, especially in teaching analytical exposition writing. Practically, the
study offers empirical evidence from the Indonesian senior high school context that may
inform curriculum implementation and classroom practices aimed at fostering students’
self-regulated learning and writing autonomy. Specifically, this study addresses the
following research questions: (1) Which dimensions of self-regulated writing (cognitive,
metacognitive, social, and motivational) are most frequently used by Indonesian senior
high school students in writing analytical exposition texts? (2) Are there significant
differencesin the use of SRW strategy dimensions between male and female students?

METHOD

Research Design

This study employed a quantitative descriptive survey design to examine
Indonesian senior high school students’ use of self-regulated writing (SRW) strategies
and to compare their strategy use across gender. This design was considered appropriate
because the study aimed to identify the level and distribution of SRW strategy use without
manipulating instructional treatment or classroom conditions. The survey design also
enabled the researcher to collect standardized self-report data from a relatively large
group of students and to examine patterns of SRW strategy use across cognitive,
metacognitive, social-behavioral, and motivational-regulation dimensions.

Participants

The study was conducted at a public senior high school in Malang, Indonesia. The
participants were 110 eleventh-grade students selected through purposive sampling. The
inclusion criteria required participants to (1) have completed a unit on analytical
exposition text and (2) have prior experience in writing this genre. The researcher then
reported the inclusion criteria to the English teacher, ensuring the participants
recommended by English teacher were based on the criteria.

Further, the English teacher assisted in identifying classes that had completed the
analytical exposition unit prior to data collection. The teacher’s role was limited to
confirm students’ eligibility based on the predetermined criteria rather than selecting
participants according to academic ability, writing performance, or other characteristics.
To minimize potential selection bias, all students within the selected classes who met the
inclusion criteriawere invited to participate in the study.

The participants included 40 male students (36%) and 70 female students (64%),
aged between 15-17 years. The unequal number of male and female students reflects the
natural composition of the selected classes, where female students outnumbered male
students in each of classes. This imbalance was not intentionally designed but was
maintained to preserve the authenticity of the classroom context.
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Table 1. Demographic Information of the Research Participants

Gender Percentage Frequency Age
Male 36% 40
15-17
Female 64% 70
Instrument

Data were collected using the Writing Strategies for Self-Regulated Learning
Questionnaire (WSSRLQ) developed by Teng and Zhang (2016). This instrument is
designed to measure students’ SRW strategies use in second language writing context. It
consists of 40 questionnaire items, measuring four dimensions of SRW strategies:
cognitive, metacognitive, social-behavioral, and motivational-regulation strategies. The
questionnaire was relevant to both research questions because it allowed the researcher
to identify students’ overall and dimensional SRW strategy use and to compare the scores
between male and female students.

Each item was rated on a four-point Likert scale ranging from 1 (strongly disagree)
to 4 (strongly agree). All items are written in positive statements. Therefore, the
researcher did not apply reverse coding to obtain the total score. The questionnaire was
translated into Indonesian to ensure clarity and participants’ understanding in filling the
form and to minimize potential misunderstanding arising from language differences.

The translation process involved adapting the original English items into
Indonesian while maintaining their conceptual meaning within the context of self-
regulated writing. To establish content validity, the translated version was reviewed and
validated by an expert, a doctoral lecturer in Applied Linguistics specializing in writing
and English language teaching. The validation process focused on evaluating semantic
equivalence between the English and Indonesian versions, clarity of wording, language
appropriateness, and the relevance of translated expressions to the intended meaning of
each item. Specifically, the validator reviewed whether the Indonesian translation
accurately reflected the meaning of the original questionnaire items and provided
suggestions for revision where necessary. Based on the feedback, several items were
refined to improve clarity and equivalence.

Although back-translation was not conducted in the present study, semantic
equivalence was strengthened through expert judgment, comparison with the original
meaning, and revision of potentially unclear wording before pilot testing. Therefore, the
instrument was treated as an expert-validated Indonesian adaptation of the original
WSSRLQ.

Data Collection and Analysis

Prior to the main data collection, a pilot study was conducted to a group of 17
students who were not part in the main sample. The purpose of the pilot study was to
evaluate whether the translated and validated questionnaire that is adopted from Teng and
Zhang (2016) was comprehensible to the students or not. The pilot data then were
analyzed using SPSS version 26 to assess reliability. The results indicated high internal
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consistency, with an overall Cronbach’s alpha 0.913. The reliability coefficients for each
dimension were as follows: cognitive (a = .868), metacognitive (oo = .707), social-
behavioral (a.=.851), and motivational regulation (a=.815), all is beyond the acceptable
threshold of 0.70, indicating satisfactory reliability.

Following the pilot testing, the final questionnaire was administered online via
Google Forms. Prior to participation, students were informed about the purpose of the
study and provided consent by selecting an agreement option before filling the
questionnaire. Data collection was conducted in the classroom setting under the
researcher’s supervision. The collected data were analyzed using both descriptive and
inferential statistics by implementing SPSS version 26. Descriptive statistics, including
mean score and standard deviations, were utilized to report students’ overall level and
frequency of SRW strategy use, as well as the distribution across the four dimensions.

To interpret students’ levels of SRW strategies, the mean scores were categorized
into three levels (low, moderate, and high) based on the classification proposed by Oxford
and Burry-Stock (1995), which has been widely applied in strategy-based educational
research. In addition, mean scores were calculated separately for each SRW dimensions—
cognitive, metacognitive, social-behavioral, and motivational-regulation—to identify the
most and least frequently used strategies. The mean scores ranging from 1.0-2.4 were
categorized as low, 2.5-3.4 as moderate, and 3.5-4.0 as high levels of strategy use. The
categorization was employed to facilitate interpretation of students’ SRW strategy use
and comparison across the four SRW dimensions.

To address the second research question, inferential statistics were employed to
investigate the differencesbetween the SRW strategies dimension across gender, in which
an independent samples t-test was utilized to do so. Prior to conducting the analysis, the
assumptions of normality and homogeneity of variance were examined. The Shapiro-
Wilk test indicated that SRW scores were normally distributed for both male students (W
= .973, p = .443) and female students (W = .971, p = .100). In addition, Levene’s test
demonstrated that the assumption of homogeneity of variance was satisfied (F = .002, p
=.962). Therefore, the use of independent-samples t-test was considered appropriate. To
complement significance testing, Cohen’s d was calculated to determine the magnitude
of gender differences in SRW strategy use.

FINDINGS

SRW Strategy Use among Students

The analysis revealed that Indonesian senior high school students demonstrated a
relatively frequent use of self-regulated writing (SRW) strategies when composing
analytical exposition text. The overall mean score was 3.30 (SD = 0.36), with students’
scores ranging from 2.53 to 4.00. This result indicates that the participants generally
engaged in various forms of writing regulation, including managing content, monitoring
writing progress, seeking feedback, and maintaining motivation during the writing
process. The relatively small standard deviation further suggests that the use of SRW
strategies was not limited to asmall number of students but represented a fairly consistent
tendency across the participants.
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SRW Strategies Dimensions

Further analysis examined students’ use of SRW strategies across dimensions,
involving cognitive, metacognitive, social-behavioral, and motivational-regulation
strategy, to identify which SRW dimensions were most and least frequently used as
presented in Table 2. However, the distribution was not completely balanced. Social-
behavioral strategies obtained the highest mean score (M = 3.38, SD = 0.46), followed
closely by motivational-regulation strategies (M = 3.37, SD = 0.42). Cognitive strategies
were also frequently used (M = 3.21, SD = 0.42), while metacognitive strategies received
the lowest mean score among the four dimensions (M = 3.19, SD = 0.51).

Table 2. Descriptive Statistic of Students’ SRW Strategy Dimensions

Dimension N Mean Std. Dev
Cognitive 110 3.21 42256
Metacognitive 110 3.19 50756
Social-Behavioral 110 3.38 45990
Motivational-Regulation 110 3.37 41783

Analysis across SRW dimensions revealed a clear pattern. Social-behavioral (M =
3.38) and motivational-regulation strategies (M = 3.37) were the most frequently
employed dimensions, whereas metacognitive strategies were the least applied (M =
3.19), althoughsstill indicating relatively frequent use. This pattern suggests that students
tended to regulate their writing more strongly through external support and motivational
control than through higher-order planning, monitoring, and self-evaluation. The
prominence of social-behavioral strategies indicates that students frequently relied on
feedback, discussion, and support from others during the writing process. In contrast, the
relatively lower mean score of metacognitive strategies suggests that students may have
been less accustomed to independently planning, monitoring, and evaluating their writing
development.

The item-level pattern further supports this interpretation. Within the social-
behavioral dimension, receiving and using teacher feedback emerged as one of the most
frequently reported strategies, indicating the central role of teacher guidance in students’
writing regulation. Meanwhile, collaborative writing was reported less frequently,
suggesting that although students valued external support, they appeared to depend more
on teacher feedback than on peer-based writing collaboration. In the cognitive dimension,
students most frequently reported checking whether the content of their writing was
clearly expressed, whereas reviewing course materials was less frequently used. This
indicates that students paid attention to the clarity of their written product but may not
have consistently used previously learned materials as resources for writing.

A similar tendency was found in the metacognitive dimension. Students frequently
used online resources to help generate ideas before writing, but reading related articles
was among the least frequently reported strategies. This pattern suggests that students’
planning practices were more practical and immediate rather than deeply reflective or
research-based. In the motivational-regulation dimension, students tended to make
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writing more enjoyable and personally meaningful, while competition-based motivation
was less frequently used. This finding indicates that students were more likely to regulate
motivation through personal interest and emotional engagement than through comparison
or competition with peers.

Gender Comparison of SRW Strategy Dimensions

Gender comparison also showed a highly similar pattern. Female students reported
slightly higher overall SRW strategy use (M = 3.32, SD = 0.35) than male students (M =
3.26, SD = 0.37). However, the difference was not statistically significant, t(108) = -
0.874, p = .384, with a small effect size (Cohen’s d = 0.17). This result indicates that
gender had negligible practical influence on students’ overall SRW strategy use in the
present context.

As displayed in Table 3, male and female students utilized cognitive,
metacognitive, social-behavioral, and motivational-regulation strategy at high level
(between 3.01-4.00), suggesting that self-regulated writing strategies commonly
regardless of gender. Although the female students reporting slightly higher levels in
cognitive (M = 3.23 vs 3.18), metacognitive (M = 3.21 vs 3.12), and motivational-
regulation strategies (M =3.40 vs 3.33), the differences were minimal and not statistically
significant (all Sig. values > 0.05). Meanwhile, social-behavioral strategies showed
identical mean scores for both groups (M = 3.38), indicating a similar reliance on
feedback and external support across gender.

Table 3. Comparison of Dimension of SRW Strategies Across Gender

Dimension Gender N Mean S'.g' (2- df ’Cohen
tailed) sd
o Male 40 3.18
Cognitive 548 -0.60 108 0.12
Female 70 3.23
- Male 40 3.12
Metacognitive 258 -1.14 108 0.22
Female 70 3.21
] .955 0.06 108 0.01
Behavioral Female 70 3.38
ivati - Male 40 3.33
Motivational 400  -0.85 108 017
Regulation Female 70 3.40

The independent-samples t-tests revealed no statistically significant gender
differences across any SRW dimension. For the cognitive dimension, the difference
between male and female learners was not significant, t (108) = -0.60, p = .548, d = 0.12.
indicating a negligible effect size. Similarly, no significant differences were found in the
metacognitive dimension, t (108) = -1.14, p = .258, d = 0.22, although female students
reported slightly higher use of metacognitive strategies. The social-behavioral dimension
showed identical scores across gender, t (108) = 0.06, p =.955, d =0.01, indicating almost
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nonexistent effect. Likewise, the motivational-regulation dimension did not differ
significantly between both groups, t (108) = -0.85, p = .400, d = 0.17.

Overall, the effect sizes across all dimensions ranged from negligible to small,
indicating that gender had minimal practical influence on students’ use of all dimensions
of SRW strategies, including cognitive, metacognitive, social-behavioral, and
motivational-regulation, when composing analytical exposition texts.

Item-Level Patterns

At the item level, several patterns are worth noting. Students most strongly
emphasized content clarity, teacher feedback, and making writing more enjoyable. In
contrast, they reported lower engagement with reviewing course materials, reading
related articles before writing, collaborative writing, and competition-based motivation.
These tendencies support the dimension-level finding that students’ SRW was strongly
supported by feedback and motivation, whereas pre-writing planning and independent
metacognitive engagement were comparatively less dominant.

Minor item-level variations were observed across gender. Male students most
frequently reported setting goals to guide their writing, whereas female students had a
higher tendency to utilize online resources during the planning process. Within
motivational regulation, male students had a higher concern in achieving good grades,
while female student reported a greater tendency in improving their writing quality by
employing higher use of self-encouragement. Despite these variations, both groups
demonstrated lower engagement in strategies associated with pre-writing activities, such
as reading related articles, and in both externally and internally driven motivational
strategies, such as persistence-related strategies for male students and competition-based
motivation for females. Overall, the findings indicate that male and female students
shared largely comparable SRW profiles, with only slight differences in how they
regulated planning and motivation during writing.

DISCUSSION

This study aimed to investigate Indonesian senior high school students’ use of self-
regulated writing (SRW) strategies in composing analytical text and to examine whether
gender differences exist in such strategy use. The findings revealed that students
employed SRW strategies at a high level overall, with no statistically significant
differences across gender. In addition, variations were observed across the four SRW
dimensions, with social-behavioral strategies emerging as the most frequently utilized
and metacognitive strategies are the least preferred, although all dimensions remained
within the high-use category.

The high overall use of SRW strategies suggests that the participants were generally
aware of the need to regulate different aspects the writing process when composing
analytical exposition texts. This finding demonstrated that a high level of SRW strategy
use among high school learners aligns with the studies of Bai and Guo (2021), Sari et al.
(2023), and Umamah et al. (2022), which reported that learners actively engage in
regulating their writing process.
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However, rather than merely reflecting learners’ awareness of SRW strategies, the
finding may also indicate the nature of the writing task itself. Analytical exposition
writing requires students to state claims, organize arguments, evaluating evidence, and
maintain logical coherence throughout the text (Anderson, 2002). These demands
correspond closely to the cognitive, metacognitive, motivational, and social dimensions
of SRW, as learners must not only develop arguments but also monitor the quality of their
reasoning, sustain motivation, and seek support when needed. Consequently, students
may need to engage in various self-regulatory strategies to accomplish the task
successfully.

The relatively high level of SRW use may also be interpreted in relation to
educational practices in Indonesia. Under the Merdeka Curriculum, greater emphasis is
placed on learner autonomy, active participation, and reflective learning (Hutabarat et
al., 2025). Although the present study did not directly examine instructional practices
within the setting, the findings may indicate that learners had a prior learning experiences
that deals with strategy utilization throughout the writing process. As suggested by Teng
(2016), Woodrow (2011), and Zhang et al., (2016), students who are more frequently
exposed to strategy-based instruction are more likely to develop greater awareness and
effective use of SRW strategies.

Across the four SRW dimensions, namely cognitive, metacognitive, social-
behavioral, and motivational-regulation, participants reported using social-behavioral the
most frequently. More specifically, receiving teacher feedback and revising writing based
on feedback emerged as the most highly utilized strategies. This tendency indicates that
students perceive feedback as an essential resource in improving their writing. While prior
research also highlighted EFL students’ reliance on external support, such as teacher
feedback, as greatly used strategies (Sari et al., 2023; Tran, 2021; Umamah et al., 2022;
Umamah & Cahyono, 2020; Zhang et al., 2026), the present finding may be understood
more deeply through the Indonesian educational context.

Indonesian classrooms have traditionally been characterized by relatively strong
teacher authority and teacher-centered instructional practices (Bjork, 2005). Within such
environments, teachers’ feedback is often seen as a credible source of guidance and
academic validation. Consequently, students may develop a tendency to rely on teacher
feedback when evaluating and revising their writing. In addition, Indonesian society is
generally characterized as collectivist, where learning is frequently perceived as a socially
mediated process rather than an entirely individual activity. Such sociocultural
characteristics may contribute to learners’ preference to seek help form external sources
when accomplishing writing tasks. Therefore, the preferred social-behavioral strategies
in the present study may reflect not only individual learning preferences but also broader
sociocultural and educational influences that shape how students regulate their writing.

Nevertheless, this finding should not be interpreted as evidence that students lack
independent learning abilities. Rather, it may suggest that the students perceive feedback
and external support as part of valuable components of their writing development. Since
SRW theory promotes the importance of environmental resources in self-regulation
(Zimmerman, 2000), seeking assistance from teachers and peers can be considered as an
adaptive form rather than a deficiency. The dominance of feedback-related strategies may
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then suggest opportunities for educators to further strengthen students’ independent
regulatory skills in both learning and completing their assignments.

On the contrary, metacognitive strategies emerged as the least often utilized,
although still within the high category. It reflects that planning, monitoring, and
evaluating writing may be more challenging than seeking feedback or regulating
motivation, suggesting that these processes were not internalized yet within the writing
activities. This finding supports a prior study by Zhang et al., (2016) that demonstrated
relatively lower use of metacognitive strategies among EFL learners. Unlike cognitive
strategies that focus on immediate task completion, metacognitive strategies require
learners to establish goals, monitor progress, and evaluate performance throughout the
writing process. These processes reflect higher-order regulatory functions that may not
develop automatically without explicit instructional support. The finding that reading
related articles was among the least frequently employed strategies further reflects that
students may devote less attention to prior writing activities such as planning.

Another possible explanation can be linked to the second least chosen dimension
by students, namely motivational-regulation. As proposed by Teng and Zhang (2016),
metacognitive and motivational dimensions are closely interconnected. It reflects the
essential role of metacognition inthe SRL process (Winne and Hadwin, 2010), suggesting
that students’ ability to plan and monitor their learning is influenced by their motivation
to engage in the task. This is further confirmed by Shen and Bai (2022), who revealed
that motivation-regulation dimension not only directly affects students’ writing, but also
facilitates the use of other SRW strategies.

However, although motivational-regulation strategies were reported at a relatively
high level in the present study, metacognitive strategies remained the least often utilized
dimension. This pattern may suggest that students were generally able to maintain their
motivation and engagement during writing but were less accustomed to employing
higher-order regulatory processes such as planning, monitoring, and self-evaluation.
Consequently, the findings showed that sustaining motivation alone may not
automatically lead to the frequent use of metacognitive strategies. Rather, the effective
utilization of metacognitive strategies may require pedagogical intervention, particularly
through instructional practices that explicitly promote planning, self-monitoring, and
evaluation during writing.

In terms of gender, this study found that there is insignificant difference of SRW
strategies usage across gender. Furthermore, the observed mean difference between male
and female students was relatively small, suggesting limited practical significance. This
result is in line with previous studies (Dinsa, 2023; Umamah et al., 2022; Zhang et al.,
2026), suggesting that both male and female students generally utilized four dimensions
of SRW strategies regardless of gender. It reinforces the view that self-regulation is
strongly influenced by contextual and environmental factors rather than by gender alone.

From a socio-cognitive perspective, self-regulation develops through interactions
among personal, behavioral, and environmental factors (Bandura, 1986). Since male and
female learners in the present study were drawn from the same educational context,
received similar instruction, and completed the same writing tasks, they were likely
exposed to comparable opportunities for developing SRW strategies. Consequently,
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contextual factors may become a stronger influence on SRW development rather than
gender-related differences. This interpretation is also consistent with Hadwin et al.
(2017), who emphasizesthat self-regulation is context-dependent and socially situated.

Although the overall differences were not statistically significant, female students
reported slightly higher levels of SRW strategy use than male students. This pattern has
been repeatedly confirmed in previous research (Dinsa, 2023; Teng & Huang, 2018; Woo
& Kim, 2024; Yuliani & Fadhly, 2020). At the same time, contrasting findings have also
been reported, with some studies indicating higher strategy use among male students
(Umamah et al., 2022; Zhang et al., 2026). These inconsistencies reinforce the argument
that gender differences in SRW strategies are not universal but rather influenced by
contextual and educational factors.

Further analysis of SRW dimensions across gender revealed slight differences in
strategy preferences. Social-behavioral strategies appeared as the most often used strategy
by male students, indicating a preference for external support such as feedback and peer
interaction. This finding is consistent with earlier research suggesting that some learners,
aside the specific gender, rely more on collaborative learning environments to support
their writing process (Umamah et al., 2022; Umamah & Cahyono; 2020). On the other
hand, female students demonstrate a higher tendency to employ motivational -regulation
strategies, reflecting stronger internal control over their learning through self-talk,
emotional control, and interest enhancement. While these patterns may suggest subtle
differences in how learners approach writing task, the absence of significant statistical
differences indicate that such variations should not be overstated. Instead, the findings
reflect that both male and female students utilized a relatively similar SRW strategies
when composing analytical exposition texts.

Taken together, the findings highlight the importance of viewing SRW as
multidimensional and context-sensitive construct. The prominence of social-behavioral
strategies and the comparatively lower use of metacognitive strategies suggest that
students regulate their writing through a combination of external support and self-directed
processes, although the balance between these dimensions may vary depends on
instructional and sociocultural contexts. Therefore, rather than emphasizing gender
differences, greater attention should be directed toward supporting balanced development
across all SRW dimensions, particularly in enhancing students’ metacognitive awareness
and independence in writing.

CONCLUSION

This study investigated Indonesian senior high school students’ use of self-
regulated writing (SRW) strategies in composing analytical exposition texts and explored
whether gender differences existed in the use of such strategies. The findings revealed
that students generally demonstrate SRW strategies across multiple dimensions at a high
level, reflecting their active engagement in managing the writing process and indicating
that self-regulation has become an important component of writing developmenteven at
the secondary school level. However, the unequal prominence of SRW dimensions
demonstrates that students do not regulate writing in a balanced manner. While external
support through feedback and social interaction plays a central role in students’ writing
regulation, reflective process such as planning, monitoring, and evaluation appeared to
be least chosen by the learners.
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These findings highlight the importance of understanding SRW as a context-
sensitive construct shaped not only by individual characteristics but also by the
sociocultural and instructional contexts in which writing occurs. The prominence of
social-behavioral strategies may reflect how classroom practices and learning cultures
value interaction, guidance, and feedback as part of the writing process. At the same time,
the relatively lower use of metacognitive strategies suggests the need for more explicit
support in helping students develop higher-order regulatory abilities that enable them to
become more independent writers.

The insignificant gender differences in the present study further reflects that
students’ writing regulation may be influenced more strongly by shared educational
experiences than by gender itself. This finding contributes to ongoing discussions
regarding gender and self-regulated learning by indicating that gender-based variations
in SRW are not universal and should be interpreted within specific educational and
sociocultural contexts.

These findings contribute to the literature by providing empirical evidence from the
underexplored context of Indonesian senior high school and by focusing on gender as a
certain variable and a specific genre, namely analytical exposition text considered as a
cognitively demanding task. Further, it provides evidence that contextual andd
instructional factors may act a more influential role than gender in shaping students’ use
of SRW strategies. Pedagogically, the results suggest the need to strengthen and integrate
metacognitive strategy instruction into writing classrooms to foster greater learner
autonomy in writing and promote a more balanced development of SRW dimensions.

Nevertheless, this study is limited by its relatively limited small and imbalance
number of participants, context-specific sample, and reliance on self-reported data, which
may limit generalizability. Therefore, future research is recommended to involve more
diverse participants, adopt mixed-method approaches, examine contextual variables and
other writing contexts to provide a more comprehensive understanding of SRW strategy
use across different learning environments.
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