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Abstract. The current study contributes to recent scholarly debates that question the
suitability of EAP as academic writing support in EMI contexts. Two authentic cases of
EAP in EMI were explored to gain an insight into the strengths and challenges perceived
by stakeholders. Using a theoretical framework for genre knowledge as a guiding principle
we interviewed graduates and EAP teachers from two universities -one in Finland and one
in the UAE - to enrich our understanding of academic writing practices in these two
distinct contexts. Thematic and theoretical analysis identified infrastructure as a key area
of concern since it led to several pedagogical implications. These two authentic examples
of EMI contexts indicate a need for EAP teachers to draw from current genre knowledge
scholarship to provide pedagogical practices and activities that raise graduates’ awareness
of the features of genre knowledge, and so provide solid academic writing practices for our
graduate students.
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1. INTRODUCTION

This study explores the learning and teaching perspectives of English for Academic
Purposes (EAP) as academic writing support for multilingual graduates in English
Medium Instruction (EMI) programmes of two non-anglophone countries. The current
empirical study responds to scholarly debates surrounding the suitability of an anglophone
genre pedagogy, such as EAP, for EMI contexts (cf. Galloway & Rose, 2021; Hakim &
Wingate, 2022; Wingate & Hakim, 2022). Whilst Wingate and Hakim (2022) argue that
EAP is a proven approach and ideal for the language challenges that students face in English-
medium programmes, others favour Hyland and Jiang’s (2021a) view that learners require
strategies to overcome the constraints of their language (Macaro & Aizawa, 2024).
Furthermore, Willans (2022) claims that EMI contexts merely prepare students for coping
with their studies, and fail to acknowledge the realities of learning. Therefore, the current
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study contributes by presenting two authentic cases of EAP in EMI to gain insight from
its strengths and challenges as perceived by stakeholders. Since empirical research is
essential for teachers, and to ensure that ‘research and pedagogy are not inflated’ (Hyland
& lJiang, 2021a, p. 2) our study uses interview data from graduates and EAP teachers at
two universities -one in south-west Finland and one in the United Arab Emirates (UAE) -
to answer the following research question:

How do students and instructors view genre instruction within their respective EMI
institutions?

1.1. A theoretical framework for Genre Knowledge

We adopted a socio-cognitive theoretical framework as a guiding principle for this
current study. Tardy et al.’s (2020) framework for genre knowledge, metacognition and
recontextualization (see Fig. 1) encompasses the complexities and processes (cognitive,
linguistic, social and multilingual) of teaching and learning academic writing required in
an EMI setting.
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Fig. 1. Adapted from A theoretical framework for genre knowledge, metacognition, and
recontextualization from Tardy et al. (2020 Figure 3 p.306) and Building Genre Knowledge
from Building Genre Knowledge by Christine Tardy.
® 2009 by Parlor Press. Permission required.

The theoretical framework combines recent scholarship in the field with the foundations of
genre analysis work carried out by Swales (1990). Tardy’s (2009) original genre knowledges
have been renamed genre-specific knowledge to represent the four overlapping domains -
rhetorical knowledge, subject-matter knowledge, process knowledge and formal knowledge
(see explanations in Figure 1.) that writers require to develop expertise in academic writing.
However, given that learning and teaching genre knowledge is ‘nuanced and complicated’
(Tardy et al., 2022), awareness of the role that metacognition plays in the process of writing is
also required (Negretti & McGrath, 2018). Metacognition, or thinking about thinking, is
necessary throughout the writing process; from the initial stages of task analysis and planning
to the monitoring phase whilst writing and the final self-reflection stage (c.f. Negretti et al.,
2023). A further complexity for novice writers is the ability to recontextualise the various
genres of texts they are expected to create at graduate level (Cheng, 2018). Tardy et al. (2020)
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draw on the aforementioned concepts to display the co-connection with multilingualism and
highlight the role that students’ first and additional language(s) can play in building genre
knowledge (Tardy et al., 2020). For example, translanguaging can play a key role in meaning
making and language learning in multilingual settings (c.f. Dillon et al., 2021; Tulepova et al.,
2024).

1.2 EAP in an EMI context

Whilst EMI programmes are viewed as a form of content and language integrated
learning (CLIL), Pecorari (2020) highlights the distinct lack of programme language
learning outcomes. EMI uses English purely for communication, often between teachers
and students of diverse lingua-cultural backgrounds. This diversity means that programmes
can be very different in their approach (c.f. Chell et al., 2021), thus affecting the level of
success for all actors. For example, Drlja¢a Margi¢m and Vodopija-Krstanovi¢ (2018) found
that faculty do not always have the recommended level of language skills, C1/C2 level of
proficiency (CEFR, n.d.), recommended by O’Dowd (2015) to conduct and manage classes.
Similarly, student entry requirements differ across programmes resulting in variations of
student proficiency that presents many challenges for both students and their instructors
(Macaro et al., 2018). To account for this complexity a range of English courses are
typically offered by English language professionals (c.f. Schmidt-Unterberger, 2018).

EAP is a common genre approach and is ‘a branch of English for Specific Purposes
with almost identical aims and characteristics’ (Wingate, 2022, p. 4) which draws on the
grounding genre analysis work of Swales (1990). EAP aims to introduce students to the
language of their discipline, equipping them with the linguistic skills to comprehend and
decode lexis, raise awareness of the discipline’s generic conventions, and identify
rhetorical moves and metalanguage (Sharmin, 2025). These linguistic features are ideally
presented with the use of authentic, academic research articles to stimulate learner
autonomy, inductive learning, and peer teaching and learning. Typically, EAP contexts
are found in higher education in anglophone countries (Hakim & Wingate, 2022). EAP
courses in EMI may be delivered in several ways, with those taught alongside content
courses viewed as superior to developing the necessary linguistic skills students require
to articulate the subject matter knowledge (Schmidt-Unterberger, 2018).

2. METHODOLOGY
2.1. Study context

Two Masters of Education programmes in Finland and the UAE were chosen as diverse
EMI contexts to account for the differences in delivery of academic English support. The
perspectives of students and teachers were key to ascertaining which practices contribute to
the development of academic writing skills and acquisition of genre knowledge. Table 1,
below, presents academic writing support by EAP teachers and faculty in the education
programme of each setting and acknowledges an infrastructure whereby language centres are
separate from faculty. As shown, the delivery of EAP in each institution differed, with Finland
adopting an embedded approach to academic writing courses as supported by Schmidt-
Unterberger, (2018). In contrast, in the UAE, the onus is on graduates to sign up for
individual coaching with EAP teachers, the academic writing seminars or access the videos
on offer at the writing centre.



110

G. CHELL, M. MIKKILA-ERDMANN, T. [ISKALA, A. DILLON

Table 1 Delivery of EAP and academic writing support in each EMI institution

Finland

UAE

Language Centre

Education Faculty

Writing Centre

Education Faculty

Compulsory EAP
Academic writing
course

Thesis support with
EAP teachers
Critical text analysis
1:1 support for

Scientific Writing course

Thesis group support with
supervisors

Critical text analysis

Optional EAP
support in writing
centre

1:1consultations,
seminars and videos

Introduction to Educational
Research course

Thesis support course with
supervisors

Critical text analysis

individual thesis

2.2. Participants

Participants were recruited from two graduate programmes of education. Following
brief informative sessions, eleven students agreed to participate (six in the UAE and five
in Finland). Three EAP teachers and a scientific writing teacher also agreed to participate.
Appendix 1, provides background information and details of all fifteen participants.

2.3. Data Collection and Analysis

After obtaining informed consent, in April and May of 2021 (during the COVID
pandemic), individual interviews were conducted via Zoom, in English. These semi-
structured interviews adopted an informal approach, pre-planned questions (see overview
in Appendix 2) guided the initial conversation and acted as a springboard for emergent
and expansive responses (Beatty & Willis, 2007). The average length of each interview
was one hour and 17 minutes.

Each audio recording was transcribed, and pseudonyms assigned within individual
word documents stored in a protected university folder. As we were interested in how the
perspectives of our participants aligned with the genre knowledge theoretical framework,
we conducted three main phases of data analysis (Cohen et al., 2018). Initially, a
familiarization stage helped us reflect on how interviewees had responded to a certain
prompt, and as similar themes emerged we then adopted a theory driven approach, and
used the components of the theoretical framework as a guiding principle for interpretation
(Mitchell & Cody, 1993). Provisional themes and codes were organised in spreadsheet
software to help determine the direction of analysis (Cohen et al., 2018). For example, we
aligned certain phrases with genre-specific knowledge, metacognition, academic
community, references to the use of a first language, and engagement with EAP. The
final decision-making phase generated our themes presented in the following section.

3. FINDINGS AND DISCUSSION

The following overall themes emerged in response to the research question: Infrastructure
for EAP support has pedagogical implications, limited connections with peers, underutilised
multilingual repertoires and limited evidence of metacognition.
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3.1. Infrastructure for EAP support has pedagogical implications

EAP courses in Finland are organized by an independent language centre and attended by
graduates from all disciplines. However, according to the EAP teacher, FinT2, students
brought their own materials to support discipline-specific academic writing:

“...all of the activities ask them to always go to their own field, use articles from their own

field”

In the UAE, EAP teachers were also in a separate centre and organized workshops,
seminars and individual sessions for graduates. The onus is on graduates to sign up for
individual consultations with an EAP teacher in the self-access writing centre, as reported
by UAETI:

“We have not had direct communication with the faculty themselves for a long-time...
writing centres are usually self-access and students will present and articulate what he
or she wants help with”

Previous studies have demonstrated the benefits of EAP support when they are
integral to programmes (c.f. Schmidt- Unterberger, 2018). The reality of EAP in these
EMI contexts is that academic writing support is delivered by separate units regardless of
whether EAP is integral to students’ studies or as an ad hoc option. We found that these
infrastructures had the following pedagogical implications.

3.1.1. UAE — Self-access EAP support is problematic

The writing centre in the UAE provides a host of support for graduates, as stated by
UAET2:

“...at the moment workshops and presentations are for all graduates and we tend to do lit
reviews, writing abstracts, research proposals, academic style [....] consultations,
workshops and presentations”’

In the UAE, only one graduate had experience of attending the writing centre. UAESt2
saw the experience as valuable in reinforcing formal genre knowledge:

“.they read it, find the grammatical mistakes or if the sentences didn’t make sense he
would ask you, What do you mean by that? So, let’s rearrange this sentence or let's
use another vocabulary, and let’s look at the organization here, and so on”

In addition, UAESt2 demonstrated how the EAP teachers raised their awareness of
rhetorical knowledge:

“(They) asked me what other research has been carried out in this area, and does your
study relate to this in any way?”

However, our data revealed that five of our six UAE participants had never visited the
writing centre citing lack of time as the main reason, as detailed by UAESt3:

“I missed many times because I am working so I book but then I missed. So, I know
there is a writing centre but I am not using it”

UAESt2 also mentioned that they had not visited the centre due to time constraints and
workload, but had accessed some of the presentation archives:
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“I have very limited time to spare for any other things than just finishing the tasks, but
I watched a couple of their videos”

This lack of use of the self-access writing centre is critical since it reveals that many
graduates in the UAE context are not actually receiving the EAP instruction provided.
The positive experience by UAESt2 demonstrates how EAP instruction can highlight and
consolidate features of genre-specific knowledge in students’ written texts.

3.1.2. Finland —simplistic awareness of genre-specific knowledge

Participants in Finland experienced genre instruction very differently, with compulsory
academic English courses delivered by an EAP teacher, and a scientific writing course
delivered through the education faculty. Both courses highlighted genre-specific knowledge
through critical analysis of academic texts as FINT1 explained:

“I bring Masters theses from the programme and divide (students) in groups, they go
through, they check the content, they check the idea, see how each chapter reads, the
style or the structure and we have these discussion about it [....] then they have all
these questions...”

Similarly, the EAP teacher used academic articles sourced by students from different
disciplines to analyse genre-specific knowledge, highlighting differences in formal and
rhetorical knowledge. FINT2 outlines:

“(students) use articles from their own field....so we’re looking, for example, at
hedging or purpose clauses or methodology sections or research methods, even things
like headings....so just becoming more aware [....]yeah, so they’re generating their
own materials- language and study materials”

These excerpts indicate an awareness by the scientific writing and EAP teacher of the
value of critical text analysis.

Student participants in Finland had mixed thoughts about what they thought they had
learnt from the academic writing courses, for example FINSt5 explains that they
benefited from critical analysis of structure, indicating raised awareness of formal genre
knowledge:

“Like it made me realise that texts are usually always with the same scheme [.....] so
the regularity of the language in academic writing was new to me and helped very
much with the texts I had to write”

FINSt3 alluded to improvements in formal genre knowledge :

“..before, my writing style was very oriental it was not like western way of thinking to
compose the writing, and now I know how the thesis should look [ ....] overall they help
instill me a kind of mindset that my writing should be targeted at different groups of
audience”

FINSt2 also referred to formal knowledge, although they also felt that the academic
writing courses mostly revised the knowledge they had acquired in their bachelor’s EMI
programme in their native country:

“but apart from things like meta texting and things like that were things I learnt back
in Ghana but it was nice to revise again”
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Whilst both the academic and scientific writing teachers used critical text analysis to
raise genre-specific awareness as advocated by Sharmin (2025), this awareness appears to
have remained as simplistic formal and rhetorical knowledge. Indeed, Wingate (2022)
indicates that text analysis alone may not be sufficient in building genre-specific knowledge
and rhetorical practices. Although, communication and collaboration between discipline-
specific and EAP teachers are not new areas of concern (cf. McGrath et al., 2019), these
findings indicate that in these EMI contexts there is little or no communication between these
teachers. Certainly, our study offers the example of two teachers conducting separate critical
text analysis whereas collaboration could have led to in-depth comparative analyses
(Kuteeva, 2013) with potential for students’ development from simplistic awareness to a
more nuanced level (Driscoll et al., 2020).

3.2. More meaningful feedback required

When asked about their perspective on feedback, teachers in both the Finland and
UAE context agreed on the principle of feedback as a key process in raising the visibility
of metacognitive processes, and leading to improvements in student writing, as UAET2
explained:

“I try to take on the role of the audience at this stage] .....] generally, we try to get them, to
encourage them to do a follow up so that you can have a look at what they 've done”

FINT2 described the same approach that also encourages students to reflect on the
process:

“It’s not like, here’s your final assignment done and dusted...like no, you’ve got to
make changes, upload the new version with commentary of like what did you change
and what did you get out of it...”

Students seemed to agree that feedback from EAP teachers was meaningful, as noted
by FINSt3:

“(the English teacher) gave me very specific writing strategies — (they) underlined and
made comments in tracking”’

When asked to go into details about the type of feedback, FINSt3 referred to both formal
and process knowledge indicating how specific feedback can scaffold the development of
domains of genre-specific knowledge:

“I like to write very, very long sentences. (The EAP teacher) suggested me to split
them into two or more sentences. Also citing mistakes or grammar errors or typos
were also clearly highlighted. She thought that the overall flow is pretty smooth, she
could understand pretty well and follow naturally every section” (FINSt3)

However, student participants in both contexts were critical about the lack of meaningful
feedback from teachers in faculty. For example, there were frustrations about the lack of
guidance concerning formal knowledge by UAEStS:

“it's not helpful to just say look at your grammar(...] student needs to be guided to his
mistakes.”

There was also confusion about the use of grades as feedback, as mentioned by UAESt3:
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“we just got a grade, I feel not sure whether my opinion, whether it's critical
thinking or this kind of thing, or I mean the grammar issue, I am not sure...”

Similarly, in Finland, there were concerns regarding the lack of feedback by FINSt1:

“I think it’s interesting when we are studying education and learning, and it’s not a
very pedagogical way to just get a grade.”

Feedback received from EAP teachers demonstrated attention to formal and process genre
knowledge and raised awareness of the reflection and the importance of metacognition in the
academic writing process. In addition, students found feedback from EAP teachers on specific
foci to be meaningful and helped them with the reflective process, as substantiated by Mezek
et al. (2022). This further illuminates the co-connections between metacognition and essential
key concepts in the development of genre knowledge. However, students view the lack of
meaningful feedback from teachers in faculty as problematic, and this situation resulted in
feelings of confusion and frustration. This lack of feedback encumbers the metacognitive
processes required for academic writing and impedes a more nuanced understanding of genre
knowledge (Uzun & Zehir Topkaya, 2020).

3.3. Limited connections with peers

Participants were asked about learning opportunities with peers, and the level of
communication with others in their institutions. Responses suggest that there were few
opportunities to connect with peers or the local academic community thus limiting
interactions that contribute to developing an understanding of genre norms within the
community and its wider goals (Tardy et al., 2020). For example, UAESt2’s response
demonstrated the lack of interaction within the local academic community: “.../ was
dreaming of having this university atmosphere, community of learners around to consult
them, talk about the same dilemmas you are facing and how they went through it”

In Finland there was also frustration at the lack of interaction when FINStl wanted to
open up a discussion about how to structure a text (formal knowledge) for an assignment
via a WhatsApp group chat:

“silent, no one responds....you know we are all struggling with the same essay but we
can’t talk about how people have tackled something and the writing, how, the way they
write...”

Similarly, the lack of community engagement led to isolation and negative feelings about
self as a writer as the excerpt from FINSt3 demonstrates:

“I feel so alone, I want to talk about assignments, I am always not sure if I did the
correct thing. Generally, I don’t have a sense of belonging”

Whilst acknowledging data was collected during the pandemic, these excerpts highlighted the
need for these participants to access peers and the local academic community to discuss and
naturally exchange information of genre that go beyond simplistic awareness (Driscoll et al.,
2020). As Tardy et al.’s (2020, p. 307) example of a multilingual doctoral candidate
demonstrates, social engagement with others is key to drawing on previous genre-specific
knowledge to be able to recontextualize and raise genre awareness. Thus, for the student
participants in this study there were limited opportunities to discuss and understand how
genres connect to the world in which they are used (Tardy et al., 2020).
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3.4. Underutilised multilingual repertoires

Our findings found little evidence that multilingual repertoires are drawn upon for
content comprehension or to recontextualize new genres of writing. Overall, despite the
common language of Arabic in the UAE context, most student participants seemed
unaware of the benefits of drawing on first language(s) or engaging with translanguaging
to assist with meaning making, as indicated by UAESTS5:

“If in the room we are all Arabs, yes, we would speak in English when we are
doing work related to the course”

Similarly, UAEStI revealed that unless they were in pairs they always spoke English.
When asked if they spoke Arabic to assist with anything in particular they replied:

“it's more relaxing and it's obviously not only about your language proficiency
because we are able to communicate effectively in English, but it's just to feel more
comfortable with Arabic”

The limited use of translanguaging amongst participants with a shared L1 was surprising
but not unexpected in the UAE context since recent research by Hopkyns (2023) in the
field of plurilingual pedagogy reveals that top-down policies in the UAE have led to a
lack of choice and agency in the medium of instruction in EMI. Yet, Dillon et al. (2021)
highlight how translanguaging can help students in the UAE to comprehend information
and develop content knowledge surrounding key concepts.

The multilingual cohort in Finland was also unaware of the benefits of drawing upon
genres in their home languages, but did display some awareness of the benefits of
translanguaging for meaning making and for formal knowledge as noted by FINSt2:

“When some [...] have inadequate vocabulary to express[...] those who are Finnish
sometimes say the idea in Finnish, and then they get to understand the English equivalent”

FINSt5 commented on the benefits of drawing on their own linguistic resources for
transference of process knowledge:

“.... like I could transfer some skills I had acquired in my earlier studies in the
German language, they also have a role in reading and writing in English.”

They also displayed an awareness of how a first language can be drawn upon for processing
concepts:

“I think my head is more about the big thesis and the language is a vehicle to express
what I actually want to do as a research, .... Like again I transfer, what the idea which
I might think in my head in German and then transfer it into English”

FINSt3 appeared to understand the complex process of drawing upon other languages and
demonstrated metacognitive awareness with their comment:

“...it takes time and also it makes you feel stressed out.... your brain is busy doing
complex activities like that, the processing and the translating from one language to
another and at the same time you also need to think about the content that is to be
discussed, the topics, so it’s difficult”

Overall, our findings are indicative of a lack of awareness of how students can draw
on their multilingual repertoires to recontextualize target genres in another language
(Gentil, 2011; Tardy et al., 2020).
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3.5. Limited evidence of metacognition

Teacher participants were probed about tasks and activities they used to encourage
self-reflection in the writing process. All teachers referred to feedback (as discussed
earlier in section 3.2) in raising awareness of the importance of evaluation of writing.
FINT1 recognised the value of peer review process in increasing students’ awareness of
regulation of cognition:

“when you 're asked to be the evaluator in the sense of a text you are more careful,
then I think they start applying that in their own text cos some of them [...] might
say “After I have finished the paper I don't want to see it again, I don't revise or
proofiread” [....] so I think, well, maybe you should”

Student participants were asked to explain their writing processes and describe the
strategies they used so that we could determine their awareness of metacognition. Table 4
(Appendix 3) illustrates all participants demonstrated declarative knowledge (knowing
themselves and the strategies they use or do not use), as the following excerpt from
UARSt3 demonstrated in some cases it was simple awareness:

“I feel so bad I only use this university library, sometimes I cannot find the related
topics, I don’t dare to use Google”

As the table shows, procedural knowledge was demonstrated by most participants
albeit on a superficial level as FINSt5 explains when she mentions the use of translation
software in her first language to clarify meaning (procedural knowledge)

“....it may not be about language at all, but how well do I understand it (content).
[ translate it, copy and paste and then at least I know in (L1) what it might mean”

The more complex instances of metacognition were demonstrated only by a few students.
For example, regulation of cognition was displayed by simple awareness of evaluation in
two cases, for example, FINSt2 explained their process of evaluating:

“.. put (it) down for a day or two, or three or depending on the time frame available,
so that when you come back to the document it looks so new...sometimes...you have the
correct version in your head so as you are editing it fills in...”

In general, while student participants displayed declarative and procedural knowledge,
fewer indicated conditional knowledge - when and why. Whilst scientific writing teacher in
Finland was aware of the need to highlight regulation of cognition, specifically the concept
of evaluation in the writing process, only one of our participants alluded to the practice of
evaluation. Since Cheng (2018) advocates cognizance of metacognitive processes to utilize
learners’ multilingual knowledge of previous genres for the production of target genres in
another language, our findings indicate that participants’ limited knowledge of metacognitive
awareness may be intertwined with their lack of understanding the benefits of drawing on
multilingual linguistic experiences (as discussed in the previous section) for writing in new
situations and in new genres (Gentil, 2011; Tardy et al., 2020).
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4. CONCLUSION

Responding to recent scholarly arguments that question the role of EAP in EMI
contexts (Macaro & Aizawa, 2024) this empirical study explored students and EAP teachers’
views of genre instruction in two EMI programmes of Finland and the UAE. A major concern
was infrastructure: we found that the separateness of the language centres presented
pedagogical implications. Indeed, a recent study by Gallagher and Hopkyns (2025) called
for EAP support to be initiated by the institution, this resonated in the UAE context of this
study since the majority of the participants did not access the EAP support offered. Our study
echoes previous scholarship which calls for stronger connections between EAP and faculty
teachers, and a professional development exchange that aligns with current scholarship and
appropriate pedagogies for students’ needs (Fitzpatrick et al., 2022). For example, whilst both
contexts display positive elements of simplistic genre-specific knowledge amongst
participants, increased collaboration could lead to pedagogical practices that go beyond
critical text analysis (Wingate, 2022) to develop a more nuanced genre awareness (Driscoll et
al., 2020). Shared professional development may also result in faculty providing meaningful
feedback that activates reflection (Mezek et al., 2022), and that raises awareness of the
metacognitive process that are inherent to academic writing and lead to a more nuanced
understanding of genre knowledge (Uzun & Zehir Topkaya, 2020).

Interpreting our data through a theoretical framework highlighted the need for actors
in EMI contexts to pay increased attention to current scholarship in the field of genre
knowledge and pedagogical practices that promote enhanced awareness of genre-specific
knowledge (Driscoll et al., 2020), metacognition and the underused multilingual repertoires
identified in this study. Multilingual landscapes where faculty and EAP teachers promote
the use of students’ multilingual repertoires are desirable, and strategic support (Hyland
and Jiang, 2021a) that, for example, leverages the advantages of translanguaging for meaning-
making or recognition of new lexis (Dillon et al., 2021; Tulepova et al., 2024). While
acknowledging our small data set and the fact that the study took place during the global
COVID pandemic, student participants had restricted social interaction which is critical for
developing genre knowledge, and acknowledging the co-connections of metacognition in the
development of genre knowledge (Tardy et al., 2020). Responding to whether learners
require EAP or strategies to overcome language challenges we find that Willans (2022)
argument of EMI contexts offering student preparedness to merely cope was certainly evident
in the UAE context where the onus was on students to sign up for support. These two
examples of EMI contexts indicate the need for EAP support to move beyond Willans’ (2022)
position and engage more with the complexities of academic writing. Given that teaching
genre knowledge is ‘complicated and nuanced’ (Tardy et al., 2022) there is a need for a more
practice-orientated pedagogical model for EAP teachers. Such a model would provide EAP
teachers with a theoretically grounded yet pedagogically actionable framework to address the
complex nature of academic writing in EMI contexts, informed by genre knowledge theory.
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