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Genre-based approaches are widely used in the pedagogy of academic
writing. Although they are seen as particularly suitable for novice academic
writers, there is ongoing debate about how explicitly genres should be
taught. Some genre pedagogues argue that the conventional method of
teaching genres — referred to as explicit genre teaching — may be overly
formulaic and prescriptive. Consequently, they advocate for fostering genre
awareness in novice academic writers. However, there is no solid empirical
evidence to support these discussions, particularly from a developmental
perspective. To address this research gap, we are conducting a longitudinal
intervention study in upper secondary education to compare the
effectiveness of the aforementioned genre-based approaches (explicit genre
teaching vs. genre awareness approach) in the context of academic writing.
In this paper, we focus on clarifying the concept of genre awareness. We
begin with a brief introduction to genre pedagogy and demonstrate how the
concept of genre awareness emerged as a critique of established approaches
to genre pedagogy. Building on this, we present the first part of our genre-
based treatments to illustrate how we operationalised the genre awareness
approach in contrast to explicit genre teaching.
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1. Introduction

Genre-based approaches are widely used in the pedagogy of academic writing
and are influential in both first and second language learning contexts (Thaiss,
2012:18; Paltridge, 2014:303). These approaches focus on the analysis and the
teaching of specific genres, e.g. research papers (Wingate, 2012:28). Even though
genre-based approaches are seen as particularly suitable for novice academic writ-
ers by providing them with linguistic scaffolds (Russell et al., 2009: 409; Han &
Hiever, 2018: 44), there is an ongoing debate about how explicitly genres should
be taught. Some genre pedagogues (Devitt, 2004; Downs & Wardle, 2007; Johns,
2008; Hanson, 2009; Clark & Hernandez, 2011) have argued that the way genres
are usually taught — referred to as explicit genre teaching (EGT) — might be
too formulaic and prescriptive, failing to adequately prepare students to adapt
their writing to different contexts. Thus, explicit genre teaching may cause issues
regarding transferability. In response, they suggest focusing more strongly on the
development of genre awareness in novice academic writers. By doing so, the
genre awareness approach (GAA) seeks to enable “learning how to learn in new
writing situations” (Hanson, 2009: xii).

However, there is no solid empirical basis for these discussions around the
advantages and disadvantages of different genre-based approaches to teaching
academic writing, especially from a developmental perspective. To address this
research gap, we are conducting a longitudinal intervention study in upper sec-
ondary education in which we compare the effectiveness of the aforementioned
genre-based approaches (EGT vs. GAA) in the context of academic writing.

In this paper, we focus on discussing the concept of genre awareness. More
specifically, we address the following questions: What exactly do some genre ped-
agogues refer to, when they use the term? How can genre awareness be achieved
in the classroom? How can it be operationalised as a treatment? We begin with a
brief introduction to genre pedagogy, presenting different notions of genre across
different genre schools. In doing so, we demonstrate how the genre awareness
approach has emerged as a critique of explicit genre teaching (Chapter 2). Build-
ing on this, Chapter 3 focuses on genre awareness within the broader framework
of metalinguistic awareness: How are these concepts related, and which facets of
metalinguistic awareness does the genre awareness approach address? Finally, in
Chapter 4, we present the first part of our genre-based treatments in order to illus-
trate how we operationalised the GAA in contrast to EGT.



Developing genre awareness in novice academic writers in secondary education

2. The emergence of the concept of genre awareness in genre pedagogy

Genre-based approaches focus on the analysis and teaching of specific genres and
aim to enable “students to understand and control the conventions and discourse
of their discipline” (Wingate, 2012: 28). The best-known international genre-based
approaches to teaching (academic) writing are English for Specific Purposes (ESP;
Swales, 1990; Hyland, 1999), developed in the UK, and the Sydney School, which
has its origins in literacy projects for primary schools in Australia and builds
on the theoretical foundations of Systemic Functional Linguistics (SFL; Halliday,
1978; Paltridge, 1997; Rose, 2012; Rose & Martin, 2012).

Despite many parallels, the genre schools established slightly divergent
notions of genre (Johns, 2008) and contributed different methodical elements to
genre pedagogy. In ESP, genre refers to a class of communicative events (e.g. dis-
sertations) (Paltridge, 2014:303; Swales, 1990:58), whereas in the Sydney School,
genres are conceptualised at a more abstract level, distinguishing genres as, for
example, descriptions, narratives or discussions (Rose & Martin, 2012:53-57).
The main common definitional aspects of genre between ESP and the Sydney
School are their understanding of genres as goal-oriented, social, and conventional
(Rose & Martin, 2012: 53-55; Swales, 1990: 58). Likewise, members of both schools
assume a largely prototypical structure of genres and conduct empirical research
to gain knowledge about these structures. Swales (1990) introduces the term
moves to refer to the functional paragraphs in the discourse structure of genres.
These moves achieve certain communicative intentions (e.g. establishing a ter-
ritory in a scientific introduction), and they can comprise various steps, which,
in turn, are realised through established linguistic features (e.g. claiming central-
ity, making topic generalisations, reviewing items of previous research) (Swales,
1990:137-166; see also Paltridge, 2014:303). Similarly, Rose and Martin consider
genres as staged (2012: 53-55). The stages of a genre can be identified through tex-
tual analysis (Bawarshi & Reift, 2010:176).

From an early stage on, both ESP and SFL tried to transfer their research
results to teaching and learning contexts. Swales, for example, presents various
activities (e.g. providing students with prototypical examples while also offering
opportunities to recognise differences between genres across various discourse
communities through transdisciplinary collaboration), that allow students in aca-
demic writing classes to gain genre knowledge through genre analysis and scaf-
folded writing activities. (e.g. Swales, 1990: Chapters 9 and 10). Other proponents
of ESP or SFL have developed so-called teaching-learning cycles. These cycles
comprise three to five phases (e.g. Feez, 1999; Rose, 2008) and guide learners
towards writing a new genre by moving from analytical to productive work phases.
The teaching-learning cycle of the Sydney School, for example, differentiates three
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phases: deconstruction, joint construction and independent construction (Rose,
2008:155). The deconstruction phase guides learners in analysing prototypical
texts as well as the communicative and cultural context of a genre. Joint construc-
tion means that, in the next step, the teacher and the whole class collaboratively
write an example text in the target genre. In the final phase of the teaching-learning
cycle (independent construction), students draft their own texts independently.

EGT is considered particularly suitable for novices in academic writing, as
it provides linguistic scaffolds, follows a systematic approach, and is responsive
to learners’ needs (Hyland, 2008:547; Russell et al., 2009: 409; Han & Hiever,
2018: 44). Critics of EGT, however, argue that it is too product-oriented (Cope &
Kalantzis, 1993), as well as too reproductive (Luke, 1996) and prescriptive (Prior,
1995). According to these critics, EGT might lead to formulaic knowledge that is
limited to the mastery of a single genre and not transferable across different gen-
res (Clark & Hernandez, 2011), and therefore may be demotivating in the long run
(Lee, 2006). Proponents of the Writing Across the Curriculum approach (WAC)
even questioned whether genres can be taught explicitly at all. According to this
view, genre knowledge is tacit and can only be acquired through immersion in
authentic contexts (Russell et al., 2009: 409).

In reaction to the criticism of EGT, some genre pedagogues (such as Devitt,
2004; Downs & Wardle, 2007; Johns, 2008; Hanson, 2009; Clark & Hernandez,
2011; Tardy et al.,, 2022; Deng et al., 2024) have suggested not to teach genres too
explicitly and in isolation from one another, but that genre awareness should be
developed in novice academic writers. Ann Johns, who has made significant con-
tributions to the development of this concept in recent years, defines genre aware-
ness as the “rhetorical flexibility necessary for adapting [...] socio-cognitive genre
knowledge to ever-evolving contexts” (Johns, 2008:238). According to Johns, the
main premise of SFL-oriented writing curricula — teaching students a few
selected, decontextualised key genres (such as exposition, discussion or historical
recount) — is insufficient to prepare students for writing in real-life contexts
(ibid.: 245). She emphasises that, because writing in real-life situations is highly
diverse and context-dependent, it is crucial for students to develop the ability to
adapt genre schemata to specific situations. As Johns (2002:239) argues, genres
are abstract socio-cognitive schemata that constantly evolve in response to the
changing communicative needs of discourse communities, which are influenced
by social, technological and ideological shifts. She further points out that genres
vary significantly in terms of prototypicality, with even widely recognised genres,
such as the research paper, exhibiting considerable variation depending on con-
text (ibid.: 246).

Based on this, the GAA aims to empower novice academic writers to become
“good researchers into genre” (Russell et al., 2009: 409) and “discourse analysts”
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(Bawarshi & Reiff, 2010:184). The goal is to develop a “metacognitive under-
standing of genre” (Clark & Hernandez, 2011: 65) and the ability to “learn how to
learn in new writing situations” (Hanson, 2009:xii). Genre awareness, therefore,
focuses on “learning strategies rather than static features” (Devitt, 2004:197) and
is based on the following methodological principles:

Analysing the context

In contrast to EGT, the genre awareness approach places a much stronger empha-
sis on a thorough analysis of the writing context. For example, Johns (2008:244)
developed an extensive framework for prompt analysis, in which students are
encouraged to analyse writing tasks according to important criteria such as pur-
pose, writer’s role, content, audience, assessment, sources, etc. Devitt (2004) takes
this a step further by encouraging students to immerse themselves in discourse
communities using ethnographic methods such as interviews, observation logs,
etc., to understand and critically reflect on the use of genres in authentic contexts.
This approach is seen as pedagogically valuable, particularly for more advanced
students:

In advanced composition courses, I have asked students to contact experts in
using the genres they wish to study, people who have been using the genres for
some period of time. From the experts and other sources, they gather samples of
the genres to analyze. They interview the experts, including discourse-based
interviews based on their analyses of the samples. (Devitt, 2004:201)

Comparing different genres

Comparing different genres plays a significant role in the GAA (e.g. Hyon, 2001;
Johns, 2002; Devitt, 2004; Cheng, 2007; Yasuda, 2011). For instance, Johns (2002)
and Devitt (2004) encourage students to compare familiar genres with unfamiliar
ones to identify similarities and differences in form and function. Hyon (2001)
compares diverse genres such as hard news stories, feature articles, textbooks, and
research articles in terms of content, structure, language style, and purpose to
raise students’ rhetorical awareness. Yasuda (2011) focuses on the genre of email
and differentiates it based on varying functions (writing an e-mail to make an
appointment, to express congratulations, to make an announcement, to apply for
a job, etc.) in order to gain “insights into the extent to which [students] are aware
of the social context and are able to use pragmatically appropriate expressions”

(ibid.:119).
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Destabilizing genre schemas

While EGT often aims to provide genre schemata for students to be used as tem-
plates, which then are supposed to be filled with context-appropriate content, this
approach is criticised by some advocates of the GAA as being too prescriptive and
“formulaic — a sort of ‘do it like this’ method” (Clark & Hernandez, 2011: 66). The
GAA therefore seeks to destabilise students’ existing genre schemas from time to
time and to encourage them to reflect on their subjective genre theories. Johns
(2002:246), for instance, points out that students, especially at the beginning of
their studies, often have very simplistic genre theories. Thus, they tend to dismiss
familiar school genres as mere expressions of opinion and, in contrast, view aca-
demic genres as being purely fact-based. By regularly destabilising students’ genre
theories, the GAA aims to develop the ability for situation-appropriate schema
revision. Additionally, Devitt (2004) and Coe et al. (2002) emphasise the need
to reflect with students on the ideological and hegemonic implications of genres:
“Who can — and who cannot — use this genre? Does it empower some people
while silencing others?” (Coe et al., 2002: 6).

However, it should be noted that there are currently no studies comparing
EGT with GAA to examine the assumptions put forward by genre pedagogues. It
also remains unclear whether the GAA might be too demanding for novice aca-
demic writers, especially those from diverse linguistic and cultural backgrounds.
In addition, employing ethnographic methods in the classroom may pose some
challenges. Furthermore, there is the question of whether novice academic writers
might become confused if genre schemas are destabilised too early or too often.

Another gap in the research is the lack of sufficient clarification of what
exactly is meant by “awareness” in the context of genre awareness. To address this
issue, the next chapter will attempt to discuss the objectives of the GAA within the
broader framework of metalinguistic awareness.

3.  Facets of Metalinguistic Awareness in the Genre Awareness Approach

While metalinguistic awareness plays a role in all genre-based approaches, only
the GAA establishes its development as a central goal. The following discussion
examines the specific facets of metalinguistic awareness that the GAA emphasises.

First of all, the GAA can be linked to the concept of textual awareness (cf.
Gombert, 1993; Feilke et al., 2014; Schicker, 2020; Akbulut & Schmolzer-Eibinger,
2023). In recent years, the concept of textual awareness has become a key concept
in the linguistic and pedagogical discourse, especially in the German-speaking
area. Textual awareness requires a reflective approach to texts, both in terms of the
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text as a product and the writing process (Uebel, 2023:219). It encompasses the
capacity to “deal with text-specific linguistic units in a reflective and controlled
manner” (Uebel, 2023:189f.) and manifests itself in the “ability to communicate
about texts” (Weidacher, 2007:50), especially in “operations of evaluation and
analysis of the linguistic features and deficiencies of a text” (Schicker, 2020:50).
The GAA targets the development of fextual awareness, as it focuses on reflecting
and evaluating the typical structural elements of genre-specific text types in line
with their communicative objectives and functions within a given domain.

The GAA also fits in with the aim of the concept of literal awareness
(Brockmeier, 1998). Brockmeier (1998:228) defines literal awareness as the ability
to engage with and reflect on written texts (Brockmeier, 1998:311). In his view,
literal awareness represents a reflexive approach to language that is specifically
linked to the experience of writing and the options for language use offered by
written communication (Brockmeier, 1998:311). Brockmeier asserts that literal
awareness is not only about texts but also about the act of writing itself. Given that
written language can be viewed as “disembedded language” (Donaldson, 1978),
that requires the capacity to reflect on “autonomous textual meaning” (Olson, see
Brockmeier, 1998: 256), literal awareness manifests itself not only in the ability to
reflect on structure but also on meaning. In this respect, literal awareness focuses
not only on the reflection and evaluation of the typical structures of genre-specific
texts, but also on their meaning and, beyond that, on the process of producing
texts of a certain genre.

Moreover, Brockmeier claims that both language and thought can be
regarded as an interwoven part of a discourse. This can be illuminated by exam-
ining the linguistic practices through which thought is expressed in language
(Brockmeier, 1998: 231). In the context of writing, these are referred to as “literacy
practices” (Baynham, 1995), which are shaped by domain-specific discourses and
also manifest themselves in typical structures and schemata of genre-specific texts.
These practices are also reflected in the GAA, particularly by destabilising and
reflecting on the structural features and schemata of genres through joint reflec-
tion between learners (see Chapter 2).

The literacy practices associated with academic literacy are evident in the
so-called “moves” (Swales, 1990), which can be perceived as manifestations of
domain-specific language use within academic contexts. By reflecting on “moves”
in academic text types, the GAA aims to promote students’ writing competence in
the academic context. Therefore, this approach is designed to build confidence in
the use of domain-specific literacy practices by exploiting genre-specific patterns
of conventionalised language use.

However, as the communicative needs of discourse communities are in a
state of constant flux (see Chapter 2), it is necessary to adopt a flexible approach
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to the reflection and awareness of genre-specific texts, which is a main concern
of the GAA. The GAA aims to facilitate an understanding of the genre-specific
characteristics of a given text, thereby enabling adaptation to different commu-
nicative contexts. In order to facilitate the transfer of genre knowledge across con-
texts, it suggests concentrating on the socio-cultural practices associated with a
given genre. Consequently, the question of what constitutes a genre in a specific
communicative context becomes a key issue. This question can be answered pri-
marily by a functional-pragmatic perspective (Uebel, 2023:192). In this regard,
genre awareness is closely related to pragmatic awareness, which can be defined
as an individual’s knowledge about the interlocutor(s), the context, and the socio-
cultural environment in which communication takes place (Eisenchlas, 2011).

4. Explicit Genre Teaching vs. Genre Awareness Approach — comparing
two genre-based treatments longitudinally

In this chapter, we give a detailed description of the first part of the two treatments
of EGT (explicit genre teaching) and GAA (genre awareness approach), which we
developed in our longitudinal intervention study. But first, a brief description of
the study’s research design will be presented to provide a clear understanding of
the context behind the treatment development.

The research project Developing Academic Writing — a Genre-Based Lon-
gitudinal Intervention Study investigates the effectiveness of two genre-based
approaches (EGT vs. GAA) in developing academic writing in upper secondary
schools in Austria, as well as their effects on academic writing motivation. There-
fore, the results of the two intervention groups are compared with the achieve-
ments of students in a control group (implicit genre acquisition), who only receive
feedback on their academic writing performance. The longitudinal study com-
prises six measurement points (see Figure 1). All texts are written in German. In
total, 364 students from 14 classes in 6 different Austrian schools participated in
the first measurement point of the study.

At the pre-test in grade 9 (MP 1), several control variables (in particular read-
ing comprehension [Bauerlein et al., 2012], general intelligence [Weif3, 2019], and
students’ linguistic background) were assessed in addition to students’ first acad-
emic writing performance and students’ academic writing motivation. In grades
10 and 11, students in the two treatment groups will participate in three interven-
tions, each immediately followed by a post-test (MP 2 to MP 4). In addition, two
follow-up tests (MP 5 and MP 6) will be carried out to investigate transfer (to
another genre) as well as the long-term effects of the different treatments.
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Interventions at MP 2, MP 3 and MP 4:

Treatment group 1: Explicit genre teaching + Feedback
Treatment group 2: Genre awareness approach + Feedback
Comparison group; Feedback

Academic writing motivation

Academic text qualit (+ long-term effect) (+ transfer)
al y g

MP1 MP 2 MP 3 MP 4

I
|
|
Control variables |
|
|
| MP 5 MP 6

—_ - o — — ——

Figure 1. Design of the longitudinal intervention study (MP = measurement point)

Academic writing task

Solve the following writing task (time constraint: 100 minutes).

Dear students,

please imagine the following situation: You have passed your final school exams
and now, you want to study at a university. For the application process, you are asked to
write an academic paper (text length: more than 350 words) about a given subject.

The university asks you to write a text according to the following task:

Outline the scientific controversy in the three papers on the question ‘Does social
media have an impact on mental health?. Provide information on the current state
of research by comparing and discussing the different positions and arguments of the
authors. Finally, summarise your most important findings and draw comprehensible
conclusions for research.

Figure 2. Academic writing task for the genre “Kontroversenreferat” (translated from
German into English)

The genre used to assess the quality of academic texts is the so-called “Kontro-
versenreferat”, which was developed for academic writing instruction in German
literacy classes (Akbulut et al., 2020; Bushati et al., 2018; Feilke & Lehnen, 2011).
This genre requires discourse synthesis writing (Segev-Miller, 2007), in which
learners synthesise (three) partly controversial scientific texts (each with an aver-
age text length of approximately 500 words) on a specific research question and
derive a conclusion for the research in the field. To create a socially embedded
writing situation, the writing of the “Kontroversenreferat” is imagined to take
place during the admission procedure at the university. Thematically, the contro-
versies refer to the area of health education (e.g. Does social media have an impact
on mental health?) (see Figure 2).

To investigate whether an EGT cycle or a GAA shows a greater effect on
the development of academic writing in an upper secondary school context, we
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developed two different treatments for each of the three interventions. The fol-
lowing description presents the designs of both treatments for the first interven-
tion phase at measurement point 2. The first intervention focuses on how to write
the introduction to a research paper and lasts three lessons of 45 to 50 minutes
each. It comprises three instructional phases (see Table 1): Both treatment groups
participate in the analysis of an expert introduction (see Chapter 4.1) and in a col-
laborative writing task (see Chapter 4.4). However, the treatments differ in their
core stage and the order of the classroom activities: Following the central design
principles of EGT, students in the EGT treatment group are provided with “move
posters” (see Chapter 4.2) in order to work intensively on explicit genre knowl-
edge about introductions and the prototypical linguistic choices used to accom-
plish specific moves (see “In-depth work on linguistic features” in Table 1) before
they fulfil the collaborative writing task. In contrast, students in the GAA treat-
ment conduct a comparative analysis of introductions and other academic genres
after writing a collaborative introduction, which allows for genre comparison and
schema revision (see Chapter 4.3).

Table 1. Phases of the two genre-based treatments on scientific introductions

Explicit genre teaching (EGT) Genre awareness approach (GAA)
Analysing a research paper introduction using Analysing a research paper introduction
move-analysis using move-analysis

Developing control over the genre: In-depth work  Collaborative writing of a research paper
on linguistic features of prototypical moves in introduction

research paper introductions

Collaborative writing of a research paper Schema revision: Comparing a research
introduction paper introduction to a handbook article

introduction and a preface

By ensuring that both treatments are of equal duration and differ only in a
core phase, which reflects the key principles of each approach, we aim to min-
imise the influence of confounding factors in the interpretation of our results. The
following sub-chapters provide a detailed description of the different phases and
their pedagogical purposes.

4.1 Analysing a research paper introduction using move-analysis

The first phase, which both treatments (EGT and GAA) have in common, intro-
duces students to academic texts, specifically the prototypical introductions of
research papers. It is based on the principles of move analysis with the aim of
modelling and deconstructing a certain genre (Feez, 1999; Swales, 1990).
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The sequence begins with a joint reading of a research vignette (i.e., a short
description of a research project, containing information on the current discourse
regarding the topic) on the topic of ‘mental health and social media. Since the
research vignette aligns with the topic, methodology, and research questions of
the introduction that will be analysed in the next step, students can fully focus on
the linguistic analysis of the research paper introductions.

After reading the research vignette, the teacher introduces the concept of
‘moves’, thereby explaining the prototypical structure of a research paper intro-
duction. The following moves (see Table 2), based on Bushati et al. (2018: 54-55),
are used in both treatments and are consistently colour-coded across all materials,
so that they can be easily identified by the students:

Table 2. Moves of the introduction to a research paper based on Bushati et al. (2018)

Move 1 Demonstrating the relevance of the topic
Move 2 Referring to the scientific discourse
Move 3 Identifying the need for research

Move 4 Describing plans/research project

Move 5 Explaining the structure of the text/work

After being introduced to the concept of moves, students receive a worksheet
containing a research paper introduction divided into five sections, each repre-
senting a prototypical move commonly found in research paper introductions. All
five moves are listed in a random order at the bottom of the worksheet. The stu-
dents’ task (in pairs) is to match each move to the appropriate section of the text.
For instance, in the first section of the text, students are supposed to identify the
move demonstrating the relevance of the topic. The exercise is followed by a joint
discussion of the students’ results. This task allows students to build a schema for
a prototypical research paper introduction and develop an initial intuition for the
linguistic features used to accomplish specific moves.

In order to deepen their understanding of the genre, in the next step students
are provided with a so-called move table (i.e. a blank table that they can use to
write down typical phrases for each move throughout the treatment) and exem-
plary phrases to help them understand the concept. For example, together with
the students, it is explored that the phrase “in recent years [...] has been the sub-
ject of much debate” is used to accomplish the move demonstrating the relevance
of the topic. The students are then asked to find typical phrases for each move in
the research paper introduction and record them in their move table. The task
is followed by a group review of the results to consolidate understanding of the
moves in an introduction and the linguistic choices used to accomplish them.



[12]

Muhammed Akbulut et al.

The aim of this phase, which both treatments have in common, is to help stu-
dents understand the conventions of scientific discourse by systematically break-
ing down and identifying the underlying moves and associated typical
formulations in research paper introductions. This not only promotes analytical
thinking and text comprehension, but also enables students to recognise patterns
and structures within scientific texts. Furthermore, the completed move table can
be used as a scaffold (Hyland, 2008) for writing scientific introductions.

4.2 Developing control of the genre

In the second phase of the EGT treatment (see Table 1), students continue to
engage intensively with the moves of a scientific introduction, focusing on linguis-
tic features and exploring alternative formulations. Thus, the students (working in
groups) are provided with a new research vignette (see Chapter 4.1) and five move
posters. The five move posters (see Figure 3 for an example) provide:

- detailed information about the relevance and function of the moves in a
research paper introduction,

- typical phrases that can serve as scaffolds (Hyland, 2008) for students, offer-
ing linguistic support for the realisation of the moves, and

- a paragraph from an authentic research paper in which the move is imple-
mented.

Students are encouraged to read the move posters attentively and to use the
information and linguistic scaffolds provided to them to explore different pos-
sibilities for accomplishing the five moves of a research paper. The results are
recorded on worksheets as intermediate products of the writing process that can
be used in the next phase of the intervention (see Chapter 4.4). This idea of break-
ing down text production to a clause- or paragraph-level is in line with activi-
ties provided in existing EGT approaches (see e.g. Feez, 1999:13; Swales & Feak,
1994).

In general, this phase of the treatment aims to develop control over the genre
research paper introduction. In order to achieve this, the activities used in this
phase are consistent with key stages in EGT cycles: Similar to the text modelling
and deconstructing phase in teaching-learning cycles, learners are given “oppor-
tunities to explore, manipulate and practise language” (Feez, 1999:13). Further-
more, the activities clearly represent the benefits of EGT identified by Hyland
(2008:547), especially those of explicitness, systematicity, and support. By impli-
cation, the learning activities presented in this subchapter can be seen as typical
practices of EGT, which have been criticised by proponents of the GAA for being
too prescriptive and product-oriented (see Chapter 2).



Developing genre awareness in novice academic writers in secondary education

In einem wissenschaftlichen Text

wird aufgezeigt, warum es von
Interesse ist, sich mit einer
Frage/einem Thema zu beschaftigen
(2. Aktualitat, gesellschaftliche,
soziale, historische Bedeutung etc.).

Warum macht man das?
I ... damit den Leser:innen klar

ist, warum die Frage/das
.

Beispiel aus einer wi
Einleitung:

the Ugly: Die
,  subjektiver
igendatter. Das

lichen

[ J
RELEVANZ DES THEMAS AUFZEIGEN

fdz O

Fachdidaktikzentrum
che

Dazu kann man sich
diese Fragen
stellen:

«  Warum ist die Frage/das
Thema relevant/wichtig?

* Welche Griinde gibt es, sich
mit dieser Frage/diesem
Thema zu beschéftigen?

* Gibtes einen aktuellen
Ausloser, warum man sich mit
dieser Frage/diesem Thema
beschiftigen sollte?

Thema von Bedeutung ist.
Bedeutung (3). [..]

So kannst du das sprachlich in deiner Einleitung ausdriicken:

Vor dem Hintergrund p st q
pist ein relevanter Aspekt, weil g

von zentraler Bedeutung.
zentraler/relevanter geworden.
von zunehmender
Relevanz/Bedeutung.

p, deswegen ist q ein relevanter L Die p ist  aufgrund q

ST T G ED S Ts,COp Die Auseinandersetzung mit dem Thema p ist  notwendig, weil a

von Bedeutung, da q
in letzter Zeit

Das Thema p hat zunehmend an Bedeutung gewonnen.

in den letzten Jahren

Figure 3. Move poster

4.3 Collaborative writing of a research paper introduction

As mentioned above, in both treatments, GAA and EGT, students are asked to
write a coherent introduction to a specific research topic presented to them in
their research vignettes (see Table 1). Students in the EGT treatment write their
introductions based on the phrases and linguistic features that they have worked
with in the two previous phases (analysis of an expert introduction, in-depth
work with move posters) and which they have collected in their move tables. In
contrast, the students in the GAA treatment write their introductions solely based
on the moves and linguistic choices they have explored in the expert introduction
(phase 1; see Table 1). The introduction is to be written on a blank poster using a
different colour for each move. The students write collaboratively in small groups.

Once the scientific introductions have been drafted, the final texts are dis-
played around the classroom. Each group is then presented with an introduction
written by another group on a different research vignette/topic than their own.
The students are asked to read and analyse the introduction, focusing on the
domain-specific realisation of the moves in a research paper introduction. The
teacher then selects some introductions and discusses the students’ results from
their analysis of the text of another group.
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4.4 Schema revision: Comparing a research paper introduction to a
handbook introduction and a preface

In contrast to the students in the EGT treatment, the students in the GAA treat-
ment write their own introductions immediately after the analysis of the expert
introduction without further exercises focusing on linguistic features.

However, in accordance with the principles of the GAA, in the third phase
of the GAA treatment, the students are confronted with further academic genres
(see Table 1) and asked to compare them. This comparative approach aims to raise
students’ genre awareness in order to encourage them to make flexible use of the
moves and linguistic features commonly found in research paper introductions.
In doing so, it seeks to overcome the limitations of ‘mastering a single genre) as
emphasised in EGT (Clark & Hernandez, 2011), and aims to develop students’
ability for schema revision (Johns, 2002) and knowledge adaptation for new writ-
ing situations.

The schema revision phase consists of three steps: First, the teacher begins by
explaining that the prototypical moves of a research paper introduction should be
seen as adaptable tools that need to be applied and used in different ways depend-
ing on the academic writing context. With this increased emphasis on the con-
text of the target genre, a key principle of genre awareness approaches is realised
in this treatment (Devitt, 2004:201; Johns, 2008:244). In addition, students are
made aware that the expert introduction they analysed in an earlier stage is a
prototype of an empirical research paper, while at the same time making stu-
dents aware of the fact that not every academic text is automatically an empirical
paper. In order to provide students with a comprehensive understanding of dif-
ferent types of academic texts, the similarities and differences between a literature
review and an empirical paper are presented and discussed in the classroom.

The second step is dedicated to the comparison of different genres (see e.g.
Hyon, 2001; Johns, 2002; Devitt, 2004). Students are given a worksheet with an
expert introduction to a handbook chapter on social media and mental health.
The text is divided into three sections and the students’ task is to read the intro-
duction and to analyse which moves can be found in which section. Students
work in small groups to correctly match three of the five moves they already know
from phase 1 (analysing an expert’s introduction). In addition, the students have
to find a move that is not marked as a separate section in the text but is part of
another move (i.e. referring to the scientific discourse). Students are also asked
to analyse a move that cannot be found in the introduction to a handbook chap-
ter (i.e. identifying research needs) and to argue why this move cannot be found
in an introduction to a handbook article. In addition, students are asked to find
common phrases (for each move) in the given text that are used in scientific intro-
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ductions. The results are then discussed in the classroom. The teacher emphasises
that the moves do not always have to be followed in a strict order and that they
can be interwoven, as the example of move 2 (referring to the scientific discourse)
shows.

In the next step of this phase, further genre comparison work is conducted to
deepen the understanding of different genres. Academic novices often struggle to
differentiate between the linguistic choices of prefaces and introductions, so the
students are given a preface to a bachelor thesis. In small groups, they are asked to
read the preface and the write down similarities and differences between the pref-
ace and introduction found in various academic genres. Subsequently, the find-
ings are again discussed in a plenary session to clarify that different moves are
realised in a preface compared to a scientific introduction and that the type of lan-
guage and phrases used are quite different.

The practices of genre comparison and reflection, as implemented in this
phase, are central to the GAA and aim to destabilise genre schemata and guide
students towards a more flexible and independent use of genres, their discourse
structures and moves, and their associated phrases and linguistic features (e.g.
Johns, 2002; Devitt, 2004).

5. Conclusion

This paper aimed to discuss the concept of genre awareness, which has gained
prominence in academic writing discourse in recent years, and to explore how it
might be defined and operationalised within the context of an academic writing
intervention in upper secondary education. To this end, the most prominent
genre-pedagogical approaches were introduced and traced historically, examining
how genre awareness emerged as a response to critiques of the predominant genre-
pedagogical approaches known as EGT (explicit genre teaching). This discussion
also outlined the fundamental principles of GAA (genre awareness approach) and
how these can be implemented in the classroom.

The paper then sought to illustrate how genre awareness can be situated
within the broader concept of metalinguistic awareness — an endeavour that
presents certain challenges, as the term metalinguistic awareness itself lacks a
consistent definition and is conceptualised differently across research traditions.
Nonetheless, it has been demonstrated that metalinguistic awareness plays a
major role in the GAA, as it aims to develop not only textual but also literal and
pragmatic awareness.

Finally, it was shown how, within the Developing Academic Writing project,
the genre-based approaches of EGT and GAA are operationalised to examine
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their longitudinal impact on academic writing skills and academic writing moti-
vation. The results of the project, the first longitudinal intervention study on aca-
demic writing, will provide insights into whether the frequently voiced criticisms
of EGT are justified and whether the GAA can effectively address the problems
commonly associated with EGT.
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