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Abstract 

This study examines the impact of genre-based instruction (GBI) supported by online platforms—Blackboard and YouTube—on Saudi 

undergraduate EFL learners‘ writing development. Grounded in systemic functional linguistics, the intervention was designed to enhance 

students‘ genre awareness, workplace writing performance, and engagement with digital learning tools. A quasi-experimental design was 

employed with 88 first-year students divided into an experimental group (n = 45) receiving GBI and a control group (n = 43) following a 

traditional skills-based curriculum. Data were collected through pre- and post-tests of writing tasks, a genre awareness scale, platform 

engagement metrics, and follow-up interviews with a purposive subsample. Quantitative analyses included paired- and 

independent-samples t-tests, ANCOVA, regression, and mediation/moderation models, while qualitative data were thematically analyzed. 

Results indicate that GBI significantly improved students‘ genre awareness and writing performance compared to the control group, with 

active participation on Blackboard and YouTube further predicting stronger outcomes. Engagement was found to mediate the relationship 

between genre knowledge and writing performance, while English proficiency moderated the relationship between engagement and 

writing performance. Qualitative findings reinforced these trends, highlighting the perceived value of online tools in extending classroom 

practice. The study underscores the pedagogical potential of integrating genre pedagogy with digital platforms to foster transferable 

writing skills in EFL contexts. 
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1. Introduction 

Writing in a second or foreign language is widely recognized as one of the most challenging skills to master, particularly in contexts 

where English serves primarily as a classroom subject rather than a medium of daily interaction. In Saudi higher education, undergraduate 

learners of English as a Foreign Language (EFL) often demonstrate limited ability to produce extended texts that are coherent, 

well-structured, and linguistically accurate. Despite extensive exposure to grammar- and vocabulary-based curricula, many students 

continue to struggle with organizing ideas, aligning form with communicative purpose, and adapting writing strategies to different 

contexts and audiences. This persistent gap has drawn attention to the need for pedagogical approaches that move beyond discrete 

language skills and instead emphasize writing as a purposeful, genre-based social practice. 

Genre-based instruction (GBI), rooted in systemic functional linguistics and genre theory, offers such an approach. By explicitly modeling 

how texts are structured to achieve communicative goals, GBI enables learners to deconstruct authentic exemplars, collaboratively 

reconstruct similar texts, and ultimately produce independent writing that reflects awareness of genre-specific conventions. Prior studies 

in EFL contexts have shown that GBI enhances learners‘ textual organization, critical thinking, and confidence in writing. However, the 

majority of this research has been conducted in face-to-face, text-centered environments, with comparatively less attention to how digital 

platforms can mediate and extend the pedagogical potential of GBI. 

In Saudi universities, where digital learning infrastructures are widely institutionalized, two platforms dominate classroom practice: 

Blackboard, the official learning management system (LMS), and YouTube, a popular multimodal resource for both formal and informal 

learning. Blackboard provides a structured environment for course management, assignment submission, and interactive forums, while 

also enabling teachers to scaffold learning activities asynchronously. YouTube, by contrast, offers access to authentic and semi-authentic 

video resources that can demonstrate genre conventions through multimodal exemplars, thereby enriching the input available to learners. 

Integrating these platforms into GBI thus creates a dual channel of instruction: Blackboard for systematic delivery and interaction, and 

YouTube for dynamic modeling and reinforcement of genre features. Despite their ubiquity, little empirical research has examined how 

the combined use of these tools can enhance genre-based pedagogy in the Saudi EFL context. 

This study therefore replicates and extends prior work on GBI by embedding its instructional cycle within Blackboard and YouTube. The 

research design seeks not only to measure the impact of GBI on learners‘ writing performance but also to evaluate how 

technology-mediated delivery influences learners‘ genre awareness, engagement, and perceptions of writing development. By situating 

genre-based pedagogy within the digital realities of Saudi higher education, the study contributes both to the literature on GBI and to the 
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growing body of research on technology-supported language learning. 

Research Questions and Hypotheses  

Guided by this rationale, the study addressed the following research questions: 

RQ1: Does a genre-based teaching approach improve students‘ awareness and understanding of different text types compared to a 

traditional approach? 

H1: Students taught through a genre-based approach will show significantly higher levels of genre awareness than those taught through a 

traditional approach. 

RQ2: Does a genre-based teaching approach lead to better performance in academic writing tasks than a traditional approach? 

H2: Students taught through a genre-based approach will achieve significantly higher scores on academic writing tasks than those taught 

through a traditional approach. 

RQ3: How does students‘ engagement with online learning tools (e.g., Blackboard/YouTube) relate to their development of genre 

awareness and writing performance? 

H3: Higher levels of engagement with online learning tools will be positively associated with students‘ genre awareness and writing 

performance. 

RQ4: To what extent does English proficiency moderate the relationship between online engagement and writing performance? 

H4: English proficiency will significantly moderate the relationship between online engagement and writing performance, such that 

students with higher proficiency will benefit more from online engagement within the genre-based approach. 

2. Literature Review 

2.1 Theoretical Foundations of Genre-Based Instruction 

Genre-based instruction (GBI) is grounded in Systemic Functional Linguistics (SFL) (Halliday, 2014) and the Sydney School tradition 

(Martin & Rose, 2008), both of which view genres as recurrent, socially situated text types serving specific communicative purposes. 

Within this paradigm, teaching writing through genre entails explicit modeling of text structures, analysis of linguistic features, and 

scaffolded learner practice (Hyland, 2007). This contrasts with product- or process-only approaches by equipping learners with both 

rhetorical awareness and linguistic resources. 

The pedagogical cycle of GBI typically follows three stages: modeling, joint construction, and independent construction (Feez, 1999). 

During modeling, exemplar texts are introduced and deconstructed; in joint construction, learners collaborate with teachers to create texts; 

and in independent construction, they apply their knowledge autonomously. This cyclical pedagogy resonates with Vygotsky‘s (1978) 

sociocultural theory of learning, emphasizing scaffolding within the zone of proximal development (Derewianka, 2012). The integration 

of context, purpose, and form positions GBI as both a linguistic and a meaning-making pedagogy (Lee, 2013; Osman, 2004). 

2.2 Empirical Evidence from International Contexts 

A robust body of international research supports GBI‘s effectiveness across EFL and ESL contexts. Studies consistently report significant 

improvements in writing quality, organization, and genre awareness when compared to traditional or purely process-based instruction (Kia 

et al., 2022; Khatib & Mirzaii, 2016; Lee, 2006; Swami, 2008; Zare-Ee, 2008; Alhammad, 2025). These gains span various genres, 

including expository essays, descriptive texts, summaries, medical reports, and letters (Farooqui et al., 2022; Osman, 2004). 

Beyond writing, evidence also suggests GBI enhances reading comprehension (Qi & Rui-Ying, 2004; Jin et al., 2024) and listening 

comprehension (Chen & Chen, 2021), indicating transferability of genre awareness across skills. Moreover, research highlights that GBI 

particularly strengthens higher-order writing skills (organization, content, rhetorical flexibility), with relatively less—but still 

meaningful—impact on lower-level skills such as grammar and mechanics (Hyland, 2007; Yaylı, 2011; Yasuda, 2011). 

GBI‘s benefits are not limited to linguistic outcomes. Learners report enhanced confidence, autonomy, and metacognitive awareness 

(Byrnes, 2009; Tardy, 2009; Cheng, 2025). However, scholars also caution against overly rigid application of genre frameworks, which 

may stifle creativity. To mitigate this, some recommend maintaining genre as a flexible, open framework that promotes critical and 

creative thinking (Cornelius & Cotsworth, 2015; Lee, 2013). 

2.3 Genre-Based Instruction in Arab and Saudi Contexts 

In Arab EFL settings, writing pedagogy remains largely dominated by grammar-focused and prescriptive approaches that prioritize 

accuracy over communicative purpose (Denman & Al-Mahrooqi, 2019). This often produces students who are linguistically competent 

but unable to construct coherent, purposeful texts aligned with academic or professional demands. In Saudi Arabia, Al-Seghayer (2022) 

notes that writing instruction is often constrained by memorization practices, leaving little space for authentic discourse tasks. 

Empirical evidence of GBI in Saudi higher education is still limited. However, emerging studies suggest promising outcomes. For 

instance, Farooqui et al. (2022) found that exemplar-based genre instruction enhanced Saudi learners‘ ability to engage with authentic 

academic tasks. Broader Gulf studies indicate that contextualized pedagogies, including task-based and communicative approaches, foster 

positive student engagement and improved writing performance (Al-Mahrooqi & Denman, 2017). These findings point to the potential of 
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GBI to bridge the gap between traditional form-focused instruction and the communicative and analytical demands of academic writing in 

Saudi universities. 

2.4 Gaps in Literature 

Despite encouraging global and regional evidence, significant gaps remain in the Saudi EFL context: 

1) Limited empirical work directly investigates genre pedagogy with Saudi undergraduates, especially in large-scale or longitudinal 

formats. 

2) Mixed-methods studies that combine quantitative performance measures with qualitative learner perceptions are scarce, leaving the 

holistic impact of GBI underexplored. 

3) Systematic analysis of writing subskills—content, organization, grammar, vocabulary, and mechanics—in relation to genre pedagogy 

is largely absent. 

4) Few studies examine how genre knowledge transfers across modalities (reading, listening, writing) in Arab academic settings. 

The present study addresses these gaps by adopting a mixed-methods design that evaluates both writing performance and learner 

perceptions, thereby contributing empirical and contextualized insights into the adaptability of genre pedagogy in Saudi universities. 

2.5 Genre Pedagogy in Digital Contexts: The Role of YouTube and Blackboard as Mediational Tools 

The integration of genre pedagogy with digital platforms such as YouTube and Blackboard is reshaping how educators teach and how 

students engage with academic genres. These tools serve as mediational means, supporting both the delivery and acquisition of genre 

knowledge, especially in EFL and discipline-specific classrooms (Hafner & Miller, 2011; Hyland, 2007). 

2.6 Digital Mediation and Genre Pedagogy 

Digital mediation in genre pedagogy involves using online platforms to enhance the teaching and learning of academic and professional 

genres. Hafner et al. (2023) emphasize that digital platforms expand the communicative repertoire of teachers and learners, allowing for 

more dynamic, scaffolded genre instruction. Wardani et al. (2021) show how technological mediation enables instructors to model 

rhetorical moves more effectively, support peer collaboration, and engage students in authentic genre tasks. 

These affordances align with Hyland‘s (2007) view that genre pedagogy is most effective when embedded in socially situated, scaffolded 

contexts — something digital tools can facilitate through feedback loops, interaction, and flexible content delivery. 

2.7 YouTube as a Genre-Teaching Tool 

YouTube is widely adopted in classrooms to explain difficult concepts, reinforce discipline-specific terminology, and model genre moves. 

Its multimedia format supports varied learning styles and enhances emotional and cognitive engagement — key components in genre 

uptake (Fredricks et al., 2004; Lindstrand, 2018). 

However, the pedagogical impact of YouTube depends on how instructors curate and contextualize videos. As Jackman (2019) and 

Shoufan & Mohamed (2022) emphasize, guided integration leads to better genre awareness and learner outcomes. In ESP contexts, 

YouTube has been found to improve both rhetorical comprehension and learner motivation (Adu-Marfo et al., 2024; Hafner & Miller, 

2011). 

2.8 Blackboard and Online Learning Environments 

Blackboard, a widely used LMS, supports genre pedagogy by enabling instructors to provide structured genre models, scaffolded 

assignments, and recursive feedback. Features such as discussion boards, document uploads, and peer comments create conditions that 

align with genre pedagogy‘s emphasis on process writing and social interaction (Motlhaka, 2020; Alhumsi & Alshaye, 2021; Saeed et al., 

2021). 

Still, challenges such as complex interfaces, inconsistent staff training, and weak integration can reduce its impact (Li, 2022; Roopchund, 

2022). Pérez-Llantada (2024) argues that for platforms like Blackboard to serve as effective mediational tools, educators require not only 

technical support but also training in digital genre pedagogy. 

2.9 Engagement and Transfer of Genre Knowledge in EFL Writing 

A core aim of genre pedagogy is not just to teach discrete text types but to enable learners to transfer genre knowledge across novel 

communicative contexts (Tardy, 2009; Alhammad, 2025; Liu et al., 2025; Samaranayake et al., 2025). Transfer involves the ability to 

identify genre cues, adapt structure and tone, and apply rhetorical strategies across disciplines and genres (James, 2009; Kang, 2022; 

Insuwan & Thongrin, 2025; Rachawong & Phusawisot, 2025). 

Genre knowledge in EFL writing includes formal features (e.g., structure), rhetorical purposes, writing processes, and subject-matter 

content. Studies indicate that novice writers often prioritize formal aspects initially, with rhetorical and process elements developing more 

gradually (Zhang & Zhang, 2021; Thaksanan & Chaturongakul, 2023; Budiwati, 2021; Driscoll et al., 2019; AlGhamdi, 2025; Zhang et 

al., 2025). Genre-based instruction (GBI) supports engagement by emphasizing audience, purpose, and structure; for instance, 

Thongchalerm & Jarunthawatchai (2020) found that students receiving GBI improved both genre awareness and writing performance, 

while Wang (2013) noted that it leads to more reflective and rhetorically sound writing (Mai, 2025; Sari et al., 2025; Yuan et al., 2025). 
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Engagement is multidimensional—behavioral, cognitive, and emotional—and influences genre uptake (Fredricks et al., 2004; Hafner, 

2014; Saricaoglu & Dinçer, 2025). Peer feedback and collaborative writing deepen engagement, particularly in helping learners 

internalize and apply genre conventions (Wu et al., 2022; Dost, 2025). 

While explicit genre instruction promotes genre awareness, transfer is not automatic (James, 2009). It requires metacognitive support and 

reflection, with studies confirming that explicit GBI outperforms implicit or modeling-only instruction in supporting stable genre transfer 

(Liu et al., 2023; Kang, 2022; AlGhamdi, 2025; Zhang et al., 2025). Transfer can occur within genres (e.g., from one argumentative essay 

to another) and across genres or media (e.g., from narrative to digital video; Tseng, 2021). Reflective writing and portfolio-based 

assessment enhance metacognitive awareness and thus support transfer (Driscoll et al., 2019). In a recent study of EFL teachers in PD 

programs, Hamman‐Ortiz et al. (2022) found that teachers who were highly engaged during genre training were significantly more likely 

to apply genre techniques in new teaching contexts. Academic discipline also mediates transfer, as learners from STEM backgrounds 

often struggle more with narrative or reflective genres than those in the humanities (Tardy, 2009). Therefore, genre instruction should be 

tailored to discipline-specific expectations (Hyland, 2002; Dost, 2025; Saricaoglu & Dinçer, 2025). 

In conclusion, explicit engagement with genre knowledge via instruction, feedback, and reflective practice leads to meaningful 

improvements in writing proficiency and supports learners‘ ability to adapt genre strategies across contexts. While genre pedagogy 

provides the tools for rhetorical flexibility, learner engagement and metacognitive support are key to actualizing successful transfer 

(Alhammad, 2025; Liu et al., 2025; Samaranayake et al., 2025; Rachawong & Phusawisot, 2025; Mai, 2025; Sari et al., 2025; Yuan et al., 

2025; AlGhamdi, 2025; Zhang et al., 2025; Saricaoglu & Dinçer, 2025; Dost, 2025). Digital tools like YouTube and Blackboard offer 

genre educators new pathways to scaffold learning, support diverse learner needs, and promote engagement. Their effectiveness, however, 

relies on careful instructional design, educator digital literacy, and alignment with genre-specific pedagogical principles (Hyland, 2007; 

Hafner, 2014). At the same time, much of this research has been conducted outside Gulf higher education, and empirical evidence from 

Saudi tertiary EFL contexts—particularly those that systematically combine genre pedagogy with institutional platforms such as 

Blackboard and video-sharing tools like YouTube—remains limited. Against this backdrop, the present study investigates how a 

genre-based intervention mediated by Blackboard and YouTube shapes Saudi undergraduates‘ genre awareness, workplace writing 

performance, and engagement with digital tools, thereby addressing these gaps. To achieve this, a quasi-experimental mixed-methods 

approach was employed, as detailed in the following methodology section, which outlines the participants, intervention, instruments, and 

analytical procedures. 

3. Methodology  

This study adopted a quasi-experimental mixed-methods design to evaluate the effectiveness of genre-based instruction (GBI) on the 

writing development and genre awareness of Saudi undergraduate EFL learners. The design combined quantitative and qualitative strands 

to provide both breadth and depth of evidence. Quantitative data were obtained from pre- and post-intervention writing tests, a Genre 

Awareness Survey, and online engagement metrics, while qualitative insights were gathered from semi-structured interviews with a 

purposive subsample of participants. This design enabled triangulation across multiple data sources and allowed the study to address the 

four research questions presented in the Introduction. 

3.1 Participants 

The study sample consisted of 88 male undergraduate EFL students, aged between 18 and 21, enrolled in the English foundation program 

at a public university in the Western region of Saudi Arabia. The participants were divided into two intact groups:  

a) Experimental group (n = 45): Received genre-based instruction enhanced with YouTube instructional videos and Blackboard-mediated 

activities. 

b) Control group (n = 43): Continued with the conventional skills-based curriculum focusing on grammar, vocabulary, and sentence-level 

drills. 

Group allocation was determined by pre-existing class enrollment, consistent with the quasi-experimental approach. Baseline 

homogeneity was tested using pre-test scores, which confirmed no significant differences between the two groups at the start of the 

semester. Participants' English proficiency levels, based on university placement tests, ranged from intermediate to upper-intermediate 

(CEFR B1-B2 equivalents), with no significant baseline differences between groups (p > .05). Academically, students were drawn from 

diverse majors including business and engineering, allowing for examination of potential moderating effects across disciplines, though the 

sample's focus on male undergraduates in a Saudi public university context limits broader generalizability to co-educational or 

international settings. 

A purposive subsample of 12 participants from both groups, representing varied performance levels and attitudes, was selected for 

follow-up interviews. 

3.2 Instructional Intervention 

The intervention was implemented over 12 weeks (one academic semester) and was grounded in systemic functional linguistics and genre 

theory (Hyland, 2007). The instructional design followed a four-stage GBI cycle: modeling, deconstruction, joint construction, and 

independent writing, targeting academic and professional genres such as reports, emails, and short argumentative texts. 
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To enhance engagement and accessibility: 

a) YouTube videos were used to provide multimodal input, such as model texts, guided explanations of genre features, and step-by-step 

demonstrations of writing strategies. 

b) Blackboard served as a digital platform for practice, feedback, and resource sharing. Students submitted drafts, participated in guided 

discussions, and accessed supplementary materials through the Blackboard interface. 

For instance, during the modeling stage, instructors shared YouTube videos featuring real-world examples, such as TED Talks for 

argumentative genres or professional tutorials for expository reports, followed by in-class discussions. On Blackboard, students engaged 

in threaded forums to deconstruct these videos (e.g., posting analyses of rhetorical moves like "thesis statements" or "evidence 

integration") and collaboratively revise drafts via peer feedback tools, with instructors providing asynchronous comments to scaffold 

revisions.  

The control group, in contrast, continued with a skills-based curriculum emphasizing grammatical accuracy and vocabulary without 

explicit attention to textual purpose or schematic structure. Both groups were taught by instructors with comparable training and teaching 

experience to minimize instructor-related bias. 

3.3 Instruments 

The study employed multiple instruments to capture writing performance, genre awareness, online engagement, and learner perceptions: 

3.3.1 Writing Tests 

Pre- and post-tests required students to produce extended texts in target genres. Scripts were scored analytically using a rubric covering 

content, organization, grammar, vocabulary, and mechanics (5–20 points per category; maximum = 100). Genre awareness was 

operationalized as the ability to recognize and apply genre-specific structures, rhetorical purposes, and audience adaptations (e.g., in 

narratives: chronological sequencing; in arguments: claim-evidence-counterargument). Real-world writing skills were assessed through 

tasks simulating workplace scenarios, such as drafting professional emails or reports, with rubric criteria emphasizing transferable 

elements like coherence, purpose alignment, and pragmatic appropriateness. Two independent raters—both experienced EFL writing 

instructors with Master's degrees in TESOL—scored all scripts. Raters were blind to participant group allocation and received a two-hour 

training session on rubric application using sample scripts from the pilot study. Inter-rater reliability was high (Cohen's κ = .86). 

Discrepancies exceeding 5 points were resolved through discussion; otherwise, scores were averaged. 

3.3.2 Genre Awareness Survey 

A 20-item Genre Awareness Survey was administered at both pre- and post-test stages. Responses were rated on a 5-point Likert scale 

ranging from 1 (Strongly Disagree) to 5 (Strongly Agree). The survey was developed for the purposes of the present study to measure 

students‘ awareness of genre structure, communicative purpose, audience expectations, tone, and language conventions in academic and 

professional writing. Prior to the main administration, the instrument was reviewed by specialists in applied linguistics and piloted with a 

comparable group of students to ensure clarity and relevance. The survey demonstrated good internal consistency at both administrations 

and satisfactory content validity, as reported in Section 3.6. The full survey is provided in Appendix A. 

3.3.3 Online Engagement Metrics 

Online engagement was measured through two required components within the Blackboard LMS: (1) discussion forum participation, 

operationalized as the total number of substantive posts (original threads and replies) submitted during the 12-week intervention period 

(possible range: 0–24, based on two required posts per week); and (2) YouTube video task completion, operationalized as the percentage 

of assigned video-based comprehension and application tasks successfully completed out of 12 weekly assignments. These two indicators 

were standardized and averaged to form a composite Online Engagement Score (range: 0–100). This composite score served as the 

behavioral measure of students' participation in the technology-mediated components of the intervention. 

3.3.4 Semi-Structured Interviews 

A purposive subsample of 12 participants from both groups took part in follow-up interviews. Questions explored learner perceptions of 

genre-based instruction, experiences with YouTube and Blackboard, challenges faced, and self-reflections on writing. Interviews were 

conducted in Arabic, transcribed verbatim, translated into English, and analyzed thematically. The interview protocol was designed to 

elicit participants‘ perceptions of genre-based instruction, online engagement, and writing development. 

3.4 Data Collection Procedure 

Data were collected in three phases: 

1) Week 1: Both groups completed the writing pre-test and the Genre Awareness Survey. 

2) Weeks 2–11: The experimental group received GBI enriched with YouTube and Blackboard tools, while the control group followed 

the traditional skills-based syllabus. 

3) Week 12: Both groups completed the post-test and the Genre Awareness Survey. Semi-structured interviews were conducted with the 

selected subsample after the post-test. 

Ethical approval was granted by the university‘s Institutional Review Board. Participants gave informed consent, and 
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anonymity/confidentiality were maintained throughout. 

3.5 Data Analysis 

All quantitative data were analyzed using IBM SPSS Statistics for Windows, Version 27. An alpha level of .05 was established a priori for 

all tests of statistical significance. Descriptive statistics, including frequencies, percentages, means, and standard deviations, were 

calculated to summarize the demographic profile of the participants. The internal consistency of all multi-item scales and scoring rubrics 

was assessed by computing Cronbach's Alpha coefficients. 

To address the primary research questions, the following statistical tests were employed: 

RQ1 (Genre Awareness): To assess improvement within each group and compare between groups (accounting for baselines), 

paired-samples t-tests were conducted, and ANCOVA was performed as the primary between-groups analysis controlling for pretest 

scores. 

RQ2 (Writing Performance): Independent-samples t-tests were used to compare post-intervention writing scores between groups. 

RQ3 (Engagement and Outcomes): Pearson correlations, hierarchical multiple linear regression (with demographics in Block 1 and 

predictors in Block 2), and mediation analysis (Hayes' PROCESS Model 4) were conducted on the experimental group. 

RQ4 (Moderation): Moderation analyses (Hayes‘ PROCESS Model 1) examined proficiency‘s role in the relationship between online 

engagement and writing outcomes. 

Qualitative interview data were coded inductively and thematically following Braun and Clarke's (2006) six-phase framework. The 

interview subsample comprised 12 participants purposefully selected to represent a range of performance levels and attitudes: 8 from the 

Experimental group and 4 from the Control group. Within the Experimental subsample, 3 were categorized as low proficiency, 3 as 

intermediate, and 2 as high proficiency based on placement test quartiles. The semi-structured interviews (average duration: 25 minutes) 

were conducted in Arabic, audio-recorded, transcribed verbatim, and translated into English for analysis. Two researchers independently 

coded a subset of transcripts (25%) to establish inter-coder reliability (κ = .82), after which a single coder completed the remaining 

analysis. Themes were iteratively refined through peer debriefing sessions, and member checking was employed with three participants to 

verify the accuracy of interpreted meanings. Emerging themes were triangulated with quantitative findings to enhance validity and deepen 

understanding. 

3.6 Reliability and Validity 

To ensure the rigor and credibility of the findings, careful attention was given to the reliability, validity, and trustworthiness of all 

instruments and procedures. Establishing these safeguards was particularly important given the mixed-methods design of the study, which 

required both quantitative precision and qualitative depth. The following measures were implemented to enhance accuracy, consistency, 

and interpretive validity throughout the research process. 

Piloting: All instruments were piloted with a group of 15 students from the same population to confirm the clarity of instructions, 

suitability of timing, and stability of scoring procedures. Minor wording refinements were made to the Genre Awareness Survey on the 

basis of pilot feedback. 

Reliability: For the writing tests, inter-rater reliability was ensured by having two independent raters evaluate all scripts. Agreement 

levels were consistently high (Cohen‘s κ = .86), exceeding accepted benchmarks. The Genre Awareness Survey also demonstrated good 

internal consistency at both administrations (Cronbach‘s α = .84 at pre-test; α = .87 at post-test). 

Validity: Content validity was established through expert review of the writing rubric, Genre Awareness Survey items, and interview 

questions. Item-level content validity indices were satisfactory (I-CVI range = .83–1.00), and the scale-level content validity index 

indicated strong overall agreement among reviewers (S-CVI/Ave = .94). Construct validity was further supported by the close alignment 

of the survey items with the study‘s focus on genre structure, communicative purpose, audience expectations, tone, and language 

conventions in academic and professional writing. 

Qualitative Trustworthiness: To enhance credibility in the qualitative strand, member-checking procedures were conducted with 

participants, while peer debriefing among two independent researchers supported the dependability of the thematic analysis. 

Together, these procedures ensured that the study‘s findings rest on a solid foundation of methodological rigor, reducing the risk of bias 

and increasing confidence in the interpretation of both quantitative and qualitative results. 

4. Results 

4.1 RQ1: Does a Genre-Based Teaching Approach Improve Students’ Awareness and Understanding of Different Text Types Compared to 

a Traditional Approach? 

4.1.1 Quantitative Findings 

Table 1 summarizes the pretest–posttest comparisons for genre awareness in both groups. The Experimental group demonstrated a 

substantial increase in genre awareness scores (M_pre = 54.0, SD = 6.1; M_post = 72.0, SD = 7.4), with a large effect size (d = 1.61). The 

Control group also improved (M_pre = 55.0, SD = 6.5; M_post = 60.0, SD = 7.1), but the effect was moderate (d = 0.51). Paired-sample 

t-tests confirmed both gains were statistically significant (p < .001 for Experimental; p = .001 for Control). 
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Table 1. Pretest–Posttest Genre Awareness Scores by Group 

Group Pretest Mean (SD) Posttest Mean (SD) t(df) Effect Size (d) 

Experimental (n=45) 54.0 (6.1) 72.0 (7.4) t(44) = 10.76*** 1.61 

Control (n=43) 55.0 (6.5) 60.0 (7.1) t(42) = 3.41** 0.51 

Note. **p < .01; ***p < .001. Effect sizes calculated as Cohen's d for paired samples. 

Figure 1 graphically illustrates these trends, showing that while both groups advanced, the Experimental group‘s trajectory was markedly 

steeper. 

Figure 1. Pretest and posttest genre awareness scores by group. Bars represent mean scores.  

The pretest means (54.0–55.0 out of 100) indicate that participants possessed a moderate baseline level of perceived genre awareness 

prior to the intervention, likely attributable to prior exposure to academic texts in their foundation program and possible social desirability 

effects in self-report measures. The significant posttest gains in the Experimental group confirm that GBI enhanced awareness beyond this 

initial threshold. 

An ANCOVA controlling for pretest scores was conducted as the primary analysis to compare group differences in genre awareness gains 

(Table 2). Results revealed a significant main effect of group on posttest scores, F(1, 85) = 23.4, p < .001, partial η² = .21. According to 

Cohen's (1988) benchmarks, this effect size is large, indicating that approximately 21% of the variance in posttest genre awareness is 

attributable to the instructional condition after controlling for pretest differences. Pretest scores were also a significant covariate (F = 11.2, 

p = .002), confirming that initial proficiency influenced posttest performance. Even after adjusting for baseline, the Experimental group 

outperformed the Control group by a considerable margin. 

Table 2. ANCOVA Results Comparing Experimental and Control Groups on Posttest Genre Awareness 

Source F p Partial η² 

Group 23.4 <.001 .21 

Pretest (covariate) 11.2 .002 .12 

Error — — — 

4.1.2 Qualitative Insights 

Interview data corroborated the quantitative gains and illuminated the mechanisms underlying improved genre awareness. Students in the 

Experimental group consistently described genre-based instruction as clarifying the "hidden rules" of texts, particularly workplace emails 

and reports. One student explained: "Before, I was just copying formats, but now I understand why reports start with certain sections and 

what the reader expects." In contrast, Control group students noted improvement mainly through "practice and repetition" rather than 

conceptual understanding, with several admitting continued uncertainty: "I know how to write better, but sometimes I'm not sure if I am 

following the genre correctly."  

Importantly, interviews revealed that genre-based instruction leveled the playing field across proficiency levels. Lower-proficiency 

students in the Experimental group emphasized that scaffolded modeling gave them "a way into" difficult tasks: "At first I struggled, but 

breaking down examples step by step made me confident." Conversely, Control group students with weaker English proficiency felt 

disadvantaged without clear frameworks: "The teacher corrected my mistakes, but I didn't know the bigger picture." Thus, while both 

groups improved quantitatively, genre-based teaching fostered deeper conceptual awareness and more equitable learning outcomes than 

the traditional approach. 
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4.2 RQ2: Does a Genre-Based Teaching Approach Lead to Better Performance in Academic Writing Tasks than a Traditional Approach? 

4.2.1 Quantitative Findings 

Students' academic writing tasks were assessed using a rubric measuring organization, audience awareness, and genre appropriateness. 

Table 3 shows that the Experimental group significantly outperformed the Control group on post-intervention tasks (M = 82.0, SD = 8.3 

vs. M = 72.0, SD = 9.1). An independent-samples t-test confirmed the difference was highly significant, t(86) = 5.18, p < .001, with a 

large effect size (d = 1.10). 

Table 3. Posttest Academic Writing Task Scores by Group  

Group Mean (SD) t(df) p Effect Size (d) 

Experimental (n=45) 82.0 (8.3) t(86) = 5.18 <.001 1.10 

Control (n=43) 72.0 (9.1)    

Note. Independent-samples t-test assuming equal variances. Cohen's d calculated using pooled standard deviation. 

Figure 2 illustrates the distribution of scores, clearly showing the clustering of Experimental group students at higher performance bands, 

while Control group scores were more widely dispersed and lower on average. 

Figure 2. (a) Mean posttest writing task scores by group. Control M=72.0, Experimental M=82.0. Error bars denote ±1 standard deviation. 

(b) Standardized beta coefficients from regression analysis predicting writing performance: Genre Awareness β=.42, Online Engagement 

β=.35. 

4.2.2 Qualitative Insights 

Interview data confirmed that genre-based instruction enhanced students‘ ability to transfer classroom learning into academic tasks. 

Experimental group students frequently referenced how analyzing authentic models (emails, reports, proposals) equipped them to apply 

conventions directly: 

 “When I wrote the business email, I didn’t just guess. I remembered the examples we studied and used the same tone and structure.” 

 “It felt real, like I was writing for a boss or company.” 

By contrast, Control group students described their task preparation as relying on general language skills rather than structured genre 

knowledge: “I tried to write correctly, but I wasn’t sure if it matched a workplace style.” 

Overall, the data suggest that genre-based teaching fostered near-transfer of writing skills to similar academic and professional tasks 

encountered within the course context. Students demonstrated the ability to apply genre conventions from instructional models to parallel 

writing assignments (e.g., from analyzed business emails to a new email scenario), approaching these tasks with greater confidence and 

precision. Evidence of far-transfer—application of genre knowledge to novel contexts outside the immediate course environment—was 

not systematically assessed and warrants future investigation. 

4.3 RQ3: How Does Students’ Engagement with Online Learning Tools (e.g., Blackboard/YouTube) Relate to Their Development of Genre 

Awareness and Writing Performance? 

4.3.1 Quantitative Findings 

Multiple regression analysis was conducted with writing performance as the dependent variable, and genre awareness gains plus online 

participation as predictors. Results (Table 4) indicated both predictors were significant: genre awareness gains (β = .42, *p* < .001) and 

online participation (β = .35, *p* = .001). Together, they explained 38% of the variance in writing outcomes (R² = .38). 
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Table 4. Regression Model Predicting Writing Task Performance from Genre Awareness Gains and Online Participation 

Predictor β t p 

Genre Awareness Gains .42 4.20 <.001 

Online Participation .35 3.50 .001 

Model R² .38   

Pearson correlations were computed between engagement metrics (e.g., number of forum posts, video task completions) and both genre 

awareness gains and writing task scores. Results (Table 5) revealed strong positive correlations across both dimensions: 

 Engagement ↔ Genre Awareness: r = .52, p < .001 

 Engagement ↔ Writing Performance: r = .47, p < .001 

Table 5. Correlations Between Online Engagement, Genre Awareness Gains, and Writing Task Performance 

Variables 1. Engagement 2. Genre Awareness Gains 3. Writing Performance 

1. Engagement —   

2. Genre Awareness Gains .52*** —  

3. Writing Performance .47*** .58*** — 

*p < .05; **p < .01; ***p < .001 

These coefficients suggest that higher participation in online activities was consistently linked to better genre learning and stronger 

writing task outcomes. 

A mediation analysis was conducted to test whether online engagement mediated the relationship between genre awareness and writing 

outcomes. Results (Table 6) showed a significant indirect effect (β = .18, 95% CI [.07, .31]), confirming that engagement partially 

mediated the relationship. Even after including engagement, genre awareness remained a significant predictor (β = .36, p < .001), 

indicating partial—not full—mediation. 

Figure 3. Scatterplots with linear trend lines illustrating the positive relationships between platform engagement (Blackboard/YouTube 

activity points) and (a) genre awareness scores and (b) writing performance scores. Shaded bands represent 95% confidence intervals. 

Table 6. Mediation Analysis of Engagement Between Genre Awareness and Writing Performance 

Pathway β SE 95% CI Significance 

Awareness → Engagement .41 .09 [.22, .59] p < .001 

Engagement → Writing Performance .33 .10 [.13, .53] p = .002 

Direct (Awareness → Writing) .36 .08 [.20, .52] p < .001 

Indirect (via Engagement) .18 .06 [.07, .31] Significant 

Note. The indirect effect accounted for approximately 33% of the total effect (indirect/total = .18/.54), indicating 

partial mediation. 

4.3.2 Qualitative Insights 

Students‘ reflections highlighted how synergy between genre knowledge and online engagement shaped their performance. For many in 

the Experimental group, Blackboard forums and YouTube exercises reinforced classroom lessons: 

 “The videos helped me review how to structure reports when I was at home. Then in Blackboard, discussing with classmates gave me 

new ideas.” 
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 “I engaged more online, and that’s when I noticed my writing became more focused.” 

Conversely, students who admitted limited online participation often struggled to apply their genre knowledge fully: “I understood the 

genres, but I didn’t practice enough outside class.” 

Thus, both datasets converge on the finding that online engagement acted as a multiplier—those who paired genre awareness with active 

participation reaped the greatest writing gains. 

Students echoed these statistical relationships. Active participants described Blackboard and YouTube as ―practice spaces‖ reinforcing 

classroom instruction: 

 “Watching the videos made me more confident. Then when I wrote assignments, I felt like I had seen how to do it before.” 

 “I posted often on Blackboard, and my writing became clearer because I had already practiced my ideas with classmates.” 

By contrast, low-engagement students admitted their limited participation reduced their progress: “I skipped many tasks, so my writing 

stayed the same level.” 

Together, the findings highlight that engagement served as a learning amplifier, driving gains in both awareness and applied writing skill.  

Interview evidence reinforced this mediating role. Students reported that engagement bridged their knowledge and performance: 

 “I understood the genre rules, but actually applying them came when I practiced online.” 

 “Posting and watching videos connected the theory with the writing tasks. Without it, the rules stayed abstract.” 

Some low-engagement students expressed a gap: “I learned about genres in class, but when I had to write, I didn’t transfer it well 

because I hadn’t practiced on Blackboard.” 

Thus, both quantitative and qualitative strands converge: online participation provided the practical link between knowing genres and 

producing strong written outcomes. 

4.4 RQ4: To What Extent Does English Proficiency Moderate the Relationship between Online Engagement and Writing Performance? 

4.4.1 Quantitative Findings  

A series of moderation analyses were conducted to examine whether English proficiency level (low vs. high, based on placement test 

quartiles) influenced the relationship between online engagement and writing outcomes. 

Proficiency as a Moderator: A PROCESS Model 1 moderation (Table 7) showed proficiency significantly moderated the link between 

engagement and writing outcomes (β = .21, p = .018). Higher proficiency students translated engagement into writing gains more 

effectively, whereas lower proficiency students benefitted less even with similar engagement levels. English proficiency, originally 

measured as a continuous placement test score (range: 0–100), was dichotomized into low (lower quartile) and high (upper quartile) 

groups for the moderation analysis to facilitate interpretation of the interaction effect and to align with the pedagogical purpose of 

identifying differential benefits for struggling versus proficient learners. Sensitivity analyses treating proficiency as a continuous variable 

yielded substantively identical results (interaction β = .19, p = .024). 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 4. Interaction effect of English proficiency on the relationship between online engagement and writing performance. The 

regression slope is steeper for high-proficiency students (solid line) than for low-proficiency students (dashed line), indicating a 

significant moderation effect. 

Table 7. Moderation of Proficiency on Engagement → Writing Outcomes Path 

Pathway β SE t p 

Engagement → Writing .33 .09 3.67 <.001 
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Proficiency .28 .08 3.42 .001 

Engagement × Proficiency .21 .09 2.43 .018 

4.4.2 Qualitative Insights 

The interviews echoed these patterns. Regarding proficiency, stronger students reported that online activities reinforced their abilities: 

  “I already had some English base, and the Blackboard tasks pushed me further.”  

Weaker proficiency students, however, described challenges:  

 “I watched the videos but still struggled to connect them to my writing. Maybe I needed more support.”  

Together, the findings show that background factors did not negate the benefits of genre-based teaching, but they shaped how fully 

students could capitalize on instruction and engagement. Higher-proficiency students leveraged the approach more effectively, while 

lower-proficiency students required additional scaffolding. 

5. Discussion  

5.1 RQ1. Genre-Based Teaching and Students’ Awareness of Text Types 

Quantitative analyses revealed that students in the genre-focused class significantly outperformed those in the standard class in 

recognizing and differentiating between text types, supporting H1. The effect was especially visible in post-test genre identification scores. 

Qualitative data reinforced this finding: students frequently mentioned that explicit modeling of text types helped them ―see the structure 

inside texts,‖ as one participant phrased it. Blackboard posts also showed students explicitly labeling sections of model texts using genre 

terminology, demonstrating that awareness was both internalized and practiced. Together, these strands confirm that genre pedagogy 

heightened rhetorical consciousness beyond what traditional instruction achieved.  

Statistical models controlling for baseline scores showed that students in the genre-focused group still achieved greater gains in genre 

awareness, confirming H1. Interviews illustrated why: weaker students reported that scaffolded modeling and collaborative writing 

activities gave them ―a way into‖ difficult writing tasks, while stronger students said the same techniques helped them refine precision 

and coherence. This convergence suggests that genre instruction is not only effective across ability ranges but also equitable, offering 

tailored benefits regardless of initial proficiency. 

5.2 RQ2. Genre-Based Teaching and Academic Writing Skills 

Quantitative performance on academic writing tasks (e.g., emails, reports) favored the genre-based cohort, consistent with H2. The 

qualitative dataset highlighted practical application: students described transferring classroom strategies into part-time jobs and 

internships, noting that they ―knew how to make reports look professional.‖ Blackboard reflections often included workplace analogies, 

suggesting that the pedagogy resonated with authentic communicative purposes. This supports the claim that GBI bridges the gap between 

academic writing and real-world professional genres. 

5.3 RQ3. Relationship Between Genre Knowledge, Online Participation, and Writing Outcomes  

Correlation analyses showed that students with higher genre knowledge and more active online participation performed better on writing 

assessments, supporting H3. The qualitative data illuminated mechanisms: students noted that Blackboard and YouTube offered ―extra 

practice‖ and ―peer examples‖ that consolidated genre knowledge. Posts revealed recursive learning—students revisited genre concepts 

during online discussions and linked them to writing drafts. These patterns illustrate how digital engagement mediated the reinforcement 

of genre concepts, thereby enhancing writing outcomes.  

These findings align with global ELT research, such as in Asian and European contexts where digital tools like LMS platforms have 

similarly boosted genre awareness and writing transfer (e.g., Wardani et al., 2021; Hafner et al., 2023). However, the Saudi emphasis on 

institutional tools like Blackboard suggests adaptations for resource-constrained settings, potentially informing EFL programs in other 

Gulf or developing regions with comparable digital infrastructures. 

Engagement metrics further supporting H3: consistent participation correlated with stronger writing gains. Qualitative findings revealed 

nuances. Some students emphasized Blackboard as a space for ―safe rehearsal‖ before classroom performance, while others credited 

YouTube videos with providing ―real English outside the textbook.‖ These insights show that platforms served complementary roles: 

Blackboard enabled dialogic participation, while YouTube supplied authentic multimodal input. Together, they supported students‘ genre 

awareness and writing development through different but synergistic channels. 

Regression analyses suggested that active online participation partially mediated the relationship between genre knowledge and writing 

performance. Interviews clarified this process: students explained that interacting on Blackboard ―forced‖ them to apply genre 

frameworks in peer responses, which strengthened transfer into assessed tasks. Qualitative coding of discussion threads showed frequent 

references to rhetorical moves (―introductions should…,‖ ―conclusions need…‖) that linked theory to practice. Thus, online activity 

functioned as the bridge between abstract awareness and tangible writing achievement. 

5.4 RQ4. Influence of English Proficiency on the Relationship Between Online Engagement and Writing Performance 

The finding that English proficiency significantly moderated the relationship between online engagement and writing performance (β 

= .21, p = .018) carries important theoretical and pedagogical implications. While engagement positively predicted writing outcomes for 
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all students, the strength of this relationship was markedly stronger for learners with higher baseline proficiency. This pattern suggests a 

threshold effect in technology-mediated genre instruction: students require a foundational level of linguistic competence to fully leverage 

digital engagement for writing development. Without adequate proficiency, the cognitive demands of simultaneously processing genre 

conventions, navigating online platforms, and producing written output may overwhelm working memory, thereby attenuating the 

benefits of participation.  

This interpretation is consistent with sociocultural perspectives on scaffolding. Higher-proficiency learners may possess sufficient 

internalized linguistic resources to use Blackboard forums and YouTube videos as mediational tools (Vygotsky, 1978) for refining genre 

knowledge, whereas lower-proficiency students require more direct, teacher-mediated support before independent online engagement 

becomes productive. Interview data corroborated this distinction: stronger students described online activities as "pushing [them] further," 

while weaker students acknowledged struggling to "connect [videos] to [their] writing" without additional guidance.  

These findings underscore the need for differentiated scaffolding within technology-enhanced genre pedagogy. Rather than assuming 

uniform benefits from digital engagement, instructors should consider proficiency-sensitive design features, such as providing 

lower-proficiency learners with structured viewing guides for YouTube videos, sentence starters for forum posts, or targeted small-group 

facilitation on Blackboard. Such adaptations may help bridge the gap between participation and performance, ensuring that the mediating 

role of engagement documented in RQ3 extends equitably across proficiency levels.  

The moderation effect also reinforces the broader argument that genre-based instruction is not a panacea; its effectiveness depends on 

aligning pedagogical supports with learner characteristics. Future research might explore whether extended exposure to GBI attenuates 

this moderation effect over time, as lower-proficiency students gradually internalize genre schemas and require less external scaffolding. 

An important implication of this moderation finding is that the mediation model documented in RQ3 may operate differentially across 

proficiency levels. While engagement partially mediated the awareness–writing relationship for the full sample, the strength of the 

indirect effect likely varies—stronger for high-proficiency learners and attenuated for low-proficiency learners. Future research 

employing moderated mediation analyses with larger samples could formally test this conditional indirect effect. 

6. Conclusion 

This study demonstrates that genre-based instruction, when combined with online platforms like Blackboard and YouTube, significantly 

enhances EFL students‘ genre awareness, writing skills, and ability to transfer knowledge into authentic tasks. The integration of 

quantitative gains and qualitative insights provides robust evidence that genre pedagogy not only improves measurable outcomes but also 

fosters learner confidence, autonomy, and practical application. Importantly, engagement in online platforms functioned as both a 

reinforcing mechanism and a mediator, strengthening the connection between genre knowledge and writing performance. 

6.1 Limitations 

Despite these promising results, limitations must be acknowledged. The study was conducted in a single Saudi university context, limiting 

generalizability. Online engagement was measured through participation counts rather than deeper discourse analysis of quality. In 

addition, while qualitative data enriched interpretation, participant self-reports may have been subject to social desirability bias. Finally, 

the study‘s quasi-experimental design, though robust, cannot claim full causal certainty. Furthermore, the sample's homogeneity in terms 

of gender (all male), proficiency range (primarily intermediate to upper-intermediate), and academic backgrounds may constrain 

applicability to more diverse learner populations. 

6.2 Implications for Research and Practice 

Taken together, the findings underscore the pedagogical value of genre-based instruction when supported by digital platforms in EFL 

contexts. Beyond confirming the effectiveness of GBI for improving genre awareness and writing skills, this study highlights the 

importance of integrating classroom teaching with technology-mediated engagement. The complementary roles of Blackboard (as a 

collaborative and reflective space) and YouTube (as a source of authentic input) illustrate how multimodal learning environments can 

extend genre pedagogy beyond the classroom. These results contribute to ongoing debates on how best to align EFL writing instruction 

with academic and professional demands while also offering an adaptable framework for similar contexts across the Gulf and other 

regions. By foregrounding both quantitative outcomes and student voices, the study advances a more holistic understanding of how 

pedagogy and technology intersect to shape writing development. 

6.3 Recommendations 

1) Pedagogical Practice: Teachers should integrate GBI cycles with digital platforms, using Blackboard for scaffolded peer collaboration 

and YouTube for exposure to multimodal authentic texts. 

2) Curriculum Design: EFL curricula in Saudi Arabia should shift from grammar-focused practices toward genre-based models that 

address academic and professional writing demands. 

3) Technology Integration: Institutions should invest in structured online participation tasks that explicitly link genre awareness to 

writing assignments. 

4) Equity and Differentiation: Tailored scaffolding should be provided for students of different majors and proficiency levels, ensuring 

equitable benefits. 
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5) Future Research: Longitudinal studies are recommended to examine the sustained effects of GBI over multiple semesters, 

incorporating deeper qualitative discourse analysis of online interactions. Additionally, investigations into how disciplinary writing 

traditions (e.g., in STEM vs. humanities) interact with genre pedagogy could provide further insights, potentially in diverse global EFL 

contexts to enhance cross-cultural applicability. 
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