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Abstract  

English department students studying English as a Foreign Language (EFL) in 

Indonesia often struggle to build some core academic writing skills, notably their 

ability to generate ideas and to think critically. Motivated by this, the study 

attempted to develop an academic writing module for English department students 

based on the Genre-Based Approach (GBA) that can assist them in focusing on 

the process of developing ideas for academic writing as well as applying critical 

thinking when writing academic essays. Borg and Gall’s (1983) six-stage 

Research and Development (R&D) model was employed. The developed module, 

which adhered to the GBA framework, includes four learning stages, i.e., (1) 

Building Knowledge of the Field, (2) Modelling of the Text, (3) Joint 

Construction of the Text, and (4) Independent Construction of the Text, as well as 

various tasks that allow language learners to generate ideas and construct 

sentences appropriate for academic writing. In addition, the module contains 

writing theories, tasks, and strategies for building some core academic writing 

skills. During its development, the module was refined based on recommendations 

from academic writing and Systemic Functional Linguistics (SFL) experts. 

Following that, a small-scale try-out was conducted with eleven English 

department students. The trial revealed that the target users perceived the module 

as beneficial for developing basic academic writing skills, as it systematically 

guided them through the writing process with the support of tasks, lecturers, and 

peers. 

 

Keywords: academic writing, critical thinking, Genre-Based Approach (GBA), 

idea generation, writing module, process writing 

 

Introduction  

Many studies investigating the teaching of academic writing in Indonesia 

highlighted the problems that students of the English department experienced 

when writing an academic essay (Azarnoosh et al., 2016; Emilia, 2005; Pradita, 

2024; Ratnawati et al., 2018; Umamah & Cahyono, 2020; Widodo, 2015; Winarti 

& Cahyono, 2020). These central problems revolve around low proficiency, 

critical thinking, and difficulties in developing and paraphrasing ideas. A study by 
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Emilia (2005), for instance, revealed that university students' problems were their 

knowledge of the written language itself, lack of critical thinking ability, and poor 

literacy due to a traditional one-shot writing activity, as well as insufficient 

writing practice, guidance, and opportunities to compose various writing genres. 

Foreign language writing activities often discouraged them from mastering and 

detailing the writing topics and undergoing the multifaceted writing process, as 

they were considered to decrease, if not implemented, the frequency of students’ 

critical thinking and literacy. Other writing problems, including difficulties in 

developing ideas, making use of accurate grammar, and structuring essays, are 

also frequently discussed in previous studies, such as those of Langan (2001), 

Ratnawati et al. (2018), and Winarti and Cahyono (2020). Furthermore, as 

mentioned by Emilia  (2005) and Li and Mak (2022), the sources of these 

challenges include lack of crucial macro academic writing abilities such as 

paraphrasing and summarising ideas from students’ reading, not to mention 

unfamiliarity with academic writing style and other blocks that inhibit the writing 

process as discussed in the studies by Fadhly et al. (2023) and Pratiwi (2024).  

Similar issues were revealed in the present study’s needs analysis stage. 

Students from the English department who participated in the needs analysis 

survey identified three major issues they face when writing academic essays in 

English, i.e., developing ideas, producing appropriate sentence structures and 

paraphrasing, and integrating critical thinking in academic writing. It was difficult 

for them to construct accurate sentences and to paraphrase others’ sentences, as 

well as to elaborate and provide justifications in the form of clear arguments, 

descriptions, examples, and reasoning. More importantly, instead of trying to 

provide their own arguments, the students tended to reproduce compositions and 

concepts from the model texts provided by their lecturers. Prior studies suggest 

that the source of these problems differs from lack of variety of learning materials, 

unsuitability of the methods and materials for students' needs, to inadequate 

assistance in creating ideas, producing sentences, and proposing viewpoints in 

their composition (see Hyland, 2003, 2004; Li & Mak, 2022; Ratnawati et al., 

2018).  

In addition to identifying sources of academic writing problems, the 

literature also emphasises that these problems are not merely linguistic, as they 

are also closely related to language learners’ limited development of Critical 

Thinking (CT) skills. Making sentences and paraphrasing are two important 

components of developing ideas, which necessitate the use of CT skills. In fact, 

both are interconnected skills for achieving academic writing learning objectives. 

This is due to the fact that CT deals with a wide range of skills, including arguing, 
selecting, analysing, evaluating, and judging. Furthermore, it has been recognised 

that being critical involves having the self-awareness to build a clear argument. 

As a result, the importance of developing CT skills has consequences in the 

teaching of academic writing because it demands a systematic and critical 

perspective to assist students in composing academic written texts (Amhar, 2020) 

for improved writing performance. 

Given the importance of CT in academic writing, it is imperative to consider 

how instructional approaches, such as the Process Approach (PA), are used to 

develop key academic writing skills and support students’ development of ideas 

and arguments. In the PA, students are purposely taught to create arguments. This 



LLT Journal, e-ISSN 2579-9533, p-ISSN 1410-7201, Vol. 28, No. 2, October 2025, pp.1002-1019 

1004 

 

is because within this approach, the writing process, beginning with pre-writing, 

drafting, and revising, is thought to permit and alleviate students’ proficiency, 

such as knowing how to create and develop arguments as writing runs. However, 

PA was not always an efficient choice because it takes time to complete the whole 

writing process. At the same time, language learners also encountered a 

fundamental problem with the language itself, particularly in terms of linguistic 

comprehension (Bayat, 2014), which is exemplified in a study conducted by 

Sitompul and Anditasari (2022). In their study, although the teacher assisted 

his/her students in brainstorming ideas in the pre-writing stage, they constantly 

experienced obstacles due to insufficient vocabulary and sentence structure 

knowledge. With this in mind, EFL learners’ idea development is a frequent and 

ongoing writing difficulty that should be addressed with a combination of 

approaches, such as the product approach, process approach, and genre approach 

(Badger & White, 2000), due to the complexities of academic writing, or an 

approach that can address the specific problems of the EFL learners. 

In the present study, the use of the Genre-Based Approach (GBA) has the 

potential to address the complexity of academic writing and specific writing 

problems of the target learners involved in the needs analysis. GBA is 

recommended by academics and practitioners due to its plausible benefits. The 

approach is beneficial to writing instruction since it allows language learners to 

engage in the sequences of writing tasks using models, scaffoldings, and finally 

independently (Hyland, 2003). The approach is also viewed as a phased process in 

which students must go through some learning stages in order to achieve 

communicative language competency, as they are not assigned to produce texts 

without first understanding them. Thus, the stages of GBA aid language learners 

in acquiring, comprehending, and applying knowledge, as well as dealing with the 

challenges of writing in a foreign language.  

The GBA has been frequently researched and integrated into material 

development, and in this study, it is used as the key framework of module 

development for supporting students in improving essential academic writing 

skills, such as formulating ideas and practicing critical thinking. It is important for 

this study to address concerns from earlier research, including those by Dirgeyasa 

(2014), Rosnaningsih and Puspita (2020), and Sinaga and Fitriyani (2019), which 

highlight the need to focus on writing components beyond just language rules. 

Recognising the value of these skills, our goal is to reduce common writing 

challenges and improve students’ academic writing performance. This study, 

therefore, aims to develop an academic writing module for English department 

students using GBA. It is worth noting that developing this module is one of the 

ways of ensuring that students acquire relevant materials they need, as previous 

studies have suggested. By harnessing the benefits of GBA in this module, we 

also hope to demonstrate its usefulness and encourage language teachers to 

consider it for teaching writing. 

 

Genre-based approach (GBA) in teaching academic writing 

The GBA has been widely adopted in English as a Foreign Language (EFL) 

context, particularly in university settings. As it incorporates communicative 

events, emphasises specific text types, and develops an awareness of how ideas 

are organised within a text, GBA, which focuses on the process and product of 
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writing, is considered appropriate for developing students’ writing skills (Hyland, 

2004). Moreover, GBA enables language learners to analyse and emulate good 

text models, enhancing grammar, subject knowledge, and stylistic conventions 

simultaneously (Samsudin & Arif, 2018). Consequently, it has been particularly 

beneficial for EFL learners, helping them connect ideas with lexical items, 

grammar, and structure in academic essays (Phichiensathien, 2018), making it 

appropriate for developing academic writing modules. 

The approach becomes highly significant as language learners are guided 

through instructional learning cycles, within which the present research adopts the 

model proposed by Hammond et al. (1992), comprising four stages. The four 

stages form the foundation upon which the GBA is integrated into academic 

writing courses. To begin with, Building Knowledge of the Field is achieved by 

providing students with the opportunities to comprehend the language and 

meaning of a specific text, with the aim of enhancing their prior knowledge of the 

genre (Hyland, 2003). At this stage, language learners are encouraged to develop a 

better understanding of what they will study and accomplish during the writing 

process. Second, the Modelling of the Text stage enables them to break down 

language parts, text structures, and communicative goals. This stage involves 

teaching writing by demonstrating how the characteristics of a genre are utilised. 

As a result, students practise employing CT skills to identify and analyse textual 

features. Third, before beginning to produce a full text independently, learners 

collaborate with their peers during the Joint Construction of the Text stage. Each 

text's communication purpose, social conventions, staging, and linguistic features 

are reconstructed during this stage. Finally, the Independent Construction of the 

Text stage is similar to the previous stage, but is carried out individually. 

 

Method 

The research and development model employed in the study was the 

Research and Development (R&D) design, which is a simplified version of Borg 

and Gall’s (1983) original model. The modified model streamlines the stages into 

six: (1) Needs Analysis, (2) Product Development, (3) Expert Validation, (4) 

Product Revision, (5) Small-Scale Try-Out, and (6) Finalisation, all of which are 

detailed in the following sub-sections.  

 

Needs analysis stage 

Needs analysis (NA) was the first stage of this study. It assisted in the 

process of module development by identifying three crucial aspects, which are 

students’ necessities, lacks, and wants (Macalister & Nation, 2019). The NA 
examined what students had already learned and what they still needed to learn in 

the context of academic writing. It aimed to determine the type of module that 

best suited the target users’ needs and included content aligned with the objectives 

of the academic writing course. In this study, the NA investigated four variables: 

students’ proficiency in academic writing skills, writing instruction, preferred 

macro and micro writing skills, and preferred teaching activities. These variables 

were adapted from Cai (2013), Chou (1998), and Helaluddin et al. (2020) and 

were administered to 64 second-year English department students using a closed-

ended questionnaire. In addition, the NA included a semi-structured interview 

with the lecturer of the academic writing course in which the aforementioned 
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students were enrolled, to confirm their needs and interests, as well as to gather 

information on the materials used in academic writing. 

 

Module development stage 

The development of educational modules involves several key 

considerations, as establishing the approach requires integrating innovative 

methods, tools, and procedures into well-defined processes to produce high-

quality, customisable materials (Barbosa & Maldonado, 2011). Other issues were 

also considered during the construction of the module, such as defining its 

approach, determining the content framework, and generating the materials, as 

suggested by Macalister and Nation (2019). To begin with, the development of the 

module focused on addressing the difficulties of formulating ideas and 

implementing critical thinking in academic writing in order to meet curriculum 

objectives, avoid reliance on large-scale resources, and establish specialised 

competencies. A unique strategy was established by incorporating a sufficient 

number of GBA activities into the module. The proportions referred to how 

theories, tasks, and techniques of writing instruction were organised across the 

four stages of the GBA: Building Knowledge of the Field (BKoF), Modelling of 

the Text (MoT), Joint Construction of the Text (JCoT), and Independent 

Construction of the Text (ICoT). 

Task sequencing was carefully addressed in the framework to ensure that 

the materials were easily understood and effectively learned. Subsequently, the 

unit titles and divisions, writing tasks, and time allocations were determined. The 

arrangement of units and titles was designed to clarify and differentiate the 

contents of each section, enabling target users to decide independently what they 

wished to study. Meanwhile, the writing activities were developed to provide 

adequate opportunities for learners to practise generating ideas and applying 

critical thinking in academic writing, while also aligning with the time constraints 

of the academic writing class. 

 

Validation and product revision stages 

The module validation was carried out by two professionals with extensive 

experience in teaching academic writing courses and expertise in Systemic 

Functional Linguistics (SFL). They were selected to provide expert judgement on 

the developed module by referring to its goals, GBA stages, and content. A 

questionnaire adapted from (Abdelmohsen, 2020) was employed to examine four 

GBA-related variables: module objectives, content, format and language, 

presentation, and usefulness and effectiveness. These variables were considered 

essential, as the experts could identify the strengths and weaknesses of the 

developed module. The suggestions and feedback provided by the two experts 

were incorporated during the module revision stage to improve the module before 

it was implemented with the target users. 

 

Small-scale try-out stage 

The purpose of the small-scale try-out was to evaluate the usefulness and 

effectiveness of the module for the intended users. Previous studies have shown 

that conducting try-outs can provide valuable insights into module quality. 

Suastika and Wahyuningtyas (2018) found that try-outs help determine a 
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module’s practicality and effectiveness, with high student scores indicating ease 

of use. Similarly, Sudarman and Ardian (2021) conducted both small- and large-

group trials to assess the feasibility of an interactive module, obtaining high 

percentages in both cases.  

In the present study, the try-out aimed to determine whether the module 

could assist learners in developing macro and micro academic writing skills 

focused on generating ideas and practising critical thinking, particularly within the 

context of academic writing. The try-out was conducted by teaching an academic 

writing course to eleven students and administering a questionnaire at the end of 

the try-out. The teaching process focused on how students completed the writing 

assignments while using the module as a reference for practice. The researchers 

then incorporated the respondents’ comments regarding the module’s 

effectiveness into the final revision. 

 

Finalisation stage 

The research and development phases of the module concluded with a 

finalisation stage. This final stage involved reviewing the provisions of the units, 

the types and divisions of writing tasks used in each GBA stage, as well as 

evaluating the effectiveness of these tasks. The organisation of the units was 

carefully structured to maintain clarity within the module’s content, enabling 

users to easily locate the information they needed. To ensure that the module was 

appropriate for enhancing the target users’ academic writing skills, which was 

considered important for enabling them to construct ideas and provide 

justifications, the writing task types and divisions were re-examined. Finally, the 

module finalisation ensured that the writing tasks contributed to the users’ 

knowledge and skills in writing academic essays. 

 

Findings and Discussion  

This section presents and discusses the developed module along with its key 

components.  

 

The Genre-Based Approach (GBA) writing module  

There were eight units in the module containing various writing theories, 

strategies, and tasks associated with the activities of developing ideas and 

applying critical thinking skills that language learners could practise and master. 

Moreover, to enable them to experience and monitor their writing progress, the 

module adopted the four stages of the GBA framework: BKoF, MoT, JCoT, and 

ICoT. The stages of the module are presented and discussed in the following four 
sub-sections. 

 

Building knowledge of the field (BKoF) 

The BKoF stage was presented in two parts, namely the Introduction and 

the Writing Activity. As the initial stage, BKoF was placed in the first component 

of the module, entitled Introduce Part. This stage appeared first because it marked 

the beginning of the students’ staged writing activities. It emphasised that they 

were not required to compose a complete text immediately, but rather to engage in 

preliminary writing processes such as brainstorming or conducting a literature 

review. Accordingly, this first part included writing theories and strategies. The 
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writing theories were drawn from a literature review for students to study and 

understand. These theories focused on the writing process, types of genres, and 

communicative features of genres. Meanwhile, the writing strategies addressed 

ways of developing arguments and applying critical thinking. 

With regard to the writing activity, BKoF, like the term suggests, aimed to 

build students’ knowledge during the initial stage of writing. Building knowledge 

involves encouraging learners to draw on their prior knowledge and experience in 

completing the task (Derewianka, 2003; Hyland, 2003). In this module, the stage 

was designed to facilitate brainstorming through the construction of phrases. 

Constructing phrases was considered important for two reasons. First, it provided 

light practice for generating arguments that could serve as students’ listing points 

or mappings before drafting; and second, it trained students to construct 

meaningful phrases, as illustrated in the BKoF design shown in Figure 1. 

 
Figure 1. Building knowledge of the field design 

 

Figure 1 illustrates how the developers designed the writing activity by 

assigning students to engage in brainstorming, the aims of which are elaborated 

into two main points. Firstly, proposing arguments in the BKoF stage involves 

helping students generate logical and organised ideas. This activity encouraged 

them to think critically about how their ideas could be broken down to achieve 

coherence. It aimed to train language learners to consider possible ideas that could 
be developed during brainstorming (Emilia, 2005). In addition, it was designed to 

prepare them to stockpile many ideas so they can use them when getting stuck and 

to develop the phrases into paragraphs. The activity was designed to gradually 

guide students in organising their ideas from the initial phrases they produced. 

Secondly, this stage aimed to train students to practise constructing simple 

sentence components, namely, phrases. As a result, they were expected to become 

more aware and precise in constructing them. 

The purpose of idea development in the BKoF stage was to enable students 

to propose arguments for assigned topics. This development process involved peer 

discussions, group work, reviewing literature, and/or drawing on personal 

experience. During this process, critical thinking played a key role as students 

were trained to justify the phrases they had constructed. Such skills were valuable 

for evaluating the logical quality of their ideas through questions such as, “Is it 

suitable? Is it correctly and clearly written? Have I provided sufficient support for 

my arguments?”. Previous studies have recognised that this stage can facilitate 

students in activating their background knowledge and stimulating their thinking 
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prior to composing texts (Dirgeyasa, 2014; Emilia, 2005; Sukmawati & Nasution, 

2020). However, feedback from students during the try-out indicated that the 

BKoF stage of the module did not sufficiently enable them to brainstorm ideas. 

This issue was not further investigated in the present study, as various factors may 

have influenced the students’ limited ability to generate ideas despite the explicit 

instruction provided during this stage of learning.   

 

Modelling of the text (MoT) 

The MoT stage, as its name suggests, involves presenting a model text for 

students to read and analyse (Ningsih & Gunawan, 2019). This stage included 

several writing examples produced by both native speakers and the module 

developers to expose students to a range of styles and voices in academic essays. 

The design of the MoT stage is illustrated in Figure 2. 
  

 
Figure 2. Modelling of the text design 

 

Figure 2 illustrates how the developers designed the writing activities by 

first presenting a model text. The model texts aimed to encourage students to 

analyse how writers construct their texts. This stage helped them examine how 

paragraphs are developed, what vocabulary ranges are used in academic essays, 

and how ideas are presented by the model-text writers themselves (Hyland, 2003, 

p. 132).  

In line with its purpose, the MoT stage was placed in the second part of the 

module, the Teach Part. This decision was made to provide explicit instruction to 

students by focusing on key linguistic aspects, including paragraphing, generic 

structure, linking words, and the use of vocabulary and grammar. The linguistic 

focus was also intended to help students recognise the communicative purposes of 

texts and identify relevant language features in preparation for drafting their own 

work (Hyland, 2003, p. 133). In addition, the MoT stage encouraged students to 
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examine the content aspects of the model texts, particularly the types of 

arguments that could be used in their writing. 

With regard to the tasks in this stage, students were encouraged to identify 

linking words, highlight arguments in the form of examples, reasons, and 

justifications, critically evaluate the model texts provided, and construct sentences 

using appropriate linking words. This stage enabled them to become more aware 

of text organisation and to develop the ability to construct logical and well-

structured arguments. Such skills contribute to their capacity for critical thinking, 

as they apply linguistic and content analysis to authentic texts. These activities 

align with the principles of critical literacy (Emilia, 2005) and top-down 

processing (Sukmawati & Nasution, 2020), as also noted in previous studies 

(Abdelmohsen, 2020; Dirgeyasa, 2014; Sinaga & Fitriyani, 2019).  

Nonetheless, the two experts who validated the module raised concerns 

regarding the model texts written by native speakers and the range of tasks 

included in the MoT stage. The first expert pointed out that some texts might be 

problematic due to unfamiliar content, which could make it difficult for students 

to analyse linguistic and rhetorical features. The second expert suggested that the 

tasks in this stage should be further developed to allow students to experience 

both top-down and bottom-up approaches to language learning. These 

recommendations are valuable and were considered to enhance the module’s 

effectiveness and relevance for large-scale implementation. 

 

Joint construction of the text (JCoT) 

The JCoT stage involves students working collaboratively to compose texts. 

At this stage, they are encouraged to engage in discussions related to the writing 

activities (Carr, 2023; Li & Yang, 2022; Li & Mak, 2022), such as sharing ideas 

and jointly producing written texts. The JCoT stage was positioned alongside the 

MoT stage, as both share a common goal of teaching students to write. The design 

of the JCoT stage is illustrated in Figure 3. 

Figure 3 depicts how the developers designed Task Type 1. In this task, 

students were encouraged to generate and list arguments in the form of phrases, 

clauses, and sentences based on the given topics. They were expected to 

brainstorm ideas, as they did in the BKoF stage, in order to further develop their 

ideas and enhance their critical thinking skills before composing a full draft. This 

stage followed the same collaborative nature as BKoF, in which two or more 

students worked together to collect and negotiate ideas. Task Type 2 for the JCoT 

stage is presented in Figure 4. 

Figure 4 shows the design of Task Type 2, where students were encouraged 

to produce a complete draft of an academic essay after engaging in peer-journal 

writing activities. These involved expressing viewpoints in the form of headlines 

and extended sentences. The viewpoints reflected the structure of ideas that would 

later be incorporated into a full text. Through these activities, the developers 

aimed to foster collaboration by encouraging students to exchange ideas, refine 

arguments, and collectively compose written texts.  
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Figure 3. Joint construction of the text design of Task Type 1 

 

Pedagogically, the tasks designed with joint activities are highly beneficial. 

Students take on the dual roles of facilitators and responders, which, as Hyland 

(2003, p. 134) explains, enables them to write collaboratively by discovering and 

sharing information that supports both content and linguistic development. When 

one member experiences difficulty with a writing task, another can help fill the 

gaps through mutual assistance and joint exploration. This collaborative process 

allows students to consult with one another to achieve their shared goal of 

completing and refining their texts. 
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Figure 4. Joint construction of the text design of Task Type 2 

 

In this module, the role of idea development is highly significant, as 

students are required to expand their arguments by providing definitions and 

explanations of the topics, presenting logical reasoning, and producing 

appropriate language. They are also expected to identify the communicative goals 

of different genres to understand how these genres should be elaborated within 

their texts. More importantly, critical thinking plays a crucial role as they attempt 

to develop and evaluate their ideas, assess the logical flow of arguments, and 

examine the linguistic accuracy and coherence of their written work.  

There were several good points of the JCoT stage, which were confirmed by 

the two expert validators and some students involved in the small-scale try-out. 

Their similar responses indicated that this stage enabled them to engage in 

discussions, reducing their reliance on teachers for answers as they are 

encouraged to exchange ideas on how to construct arguments, draft texts, and 

analyse linguistic features ranging from simple to complex forms (Abdelmohsen, 

2020; Sukmawati & Nasution, 2020). These activities fit what Hyland (2003, p. 

135) describes as JCoT, in which students explore language together with their 

peers while receiving guidance by their teachers when necessary. However, the 

present study’s findings contradict those of Emilia (2005) and Li and Mak (2022), 

who reported that students in their study did not work well together, as they were 

not willing to share ideas because of their competitiveness, struggled to 

collaborate, and did not exhibit well-structured collaboration. 

 

Independent construction of the text (ICoT) 

The last stage of GBA, ICoT, was placed in the same part of both the MoT 

and JCoT. The rationale for placing this stage together with the two preceding 

stages was to assign students the task of composing texts based on a different 
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learning principle. In terms of task design, students were provided with a single, 

complex activity, as illustrated in Figure 5. 

 

 
Figure 5. Independent construction of the text design 

 

Figure 5 shows how the writing activity is designed, which is almost the 

same as that in the JCoT stage. The activity is intended to assign students to work 

independently, aligning with the final goal of the GBA. Unlike JCoT, the ICoT 

stage encouraged learners to think and write independently, without relying on 

teachers or peers, while still drawing on the collaborative experiences gained in 

the previous stage. The activities focused on generating ideas, drafting and 

developing arguments, and self-assessing and revising their writing. This stage is 

highly necessary for enhancing students’ academic writing competence, 

particularly in paraphrasing, making use of accurate linguistic forms (vocabulary, 

grammar, and mechanism), and constructing arguments. In addition, they learn to 

conduct research and explore preparatory steps for academic writing. More 

importantly, they develop strategies to overcome writer’s block (Hyland, 2003). 

Regarding the task, the activity of generating ideas from a given topic in the 

form of headlines aimed to help students develop and logically organise their 

ideas. By using these headlines, they could visualise how their ideas were 

structured within a complete draft of an academic essay. Hyland (2003, p. 137) 

suggests that the ICoT stage, in order to monitor students’ progress and achieve its 

objectives, should involve repetitive activities similar to those in the BKoF stage, 

as such practice enables students to outline and refine the organisation of their 

ideas. In addition, students were expected to determine the communicative 

purpose and target audience of the text, conduct a literature review, and produce 

the final written draft. The role of idea development in the ICoT stage was 

therefore crucial in supporting students through the writing process. Likewise, 

critical thinking played an equally important role, as students were required to 
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self-evaluate and compare their individually written texts with those 

collaboratively produced in the JCoT stage. 

As confirmed by the expert validators and students, the stage clearly 

provided writing activities that trained learners to practise both idea development 

and critical thinking. These two aspects were also highlighted in previous studies 

by Herman et al. (2020), Ismail and Helaluddin (2022), and Emilia (2005). The 

developed module thus offers an expansion of earlier studies (Dirgeyasa, 2014; 

Sinaga & Fitriyani, 2019), which primarily focused on linguistic aspects without 

providing explicit guidance on idea generation. Accordingly, the stage enabled 

students to make gradual progress by engaging in the writing activities.  

The developers believed that students need to learn to develop ideas by 

constructing linguistic forms and expanding those ideas during the writing 

process. Therefore, they were initially encouraged to propose and produce ideas in 

the form of phrases, clauses, and sentences. This was a deliberate strategy to help 

them develop ideas before moving on to the subsequent activity, i.e., writing a 

draft. Constructing linguistic forms was integrated into all stages of the GBA, 

from BKoF (through group or individual work) to JCoT and ICoT. Such activities 

were designed to train students to generate simple ideas that would gradually 

enhance their writing proficiency. In this regard, collaborative writing, as 

discussed by Li and Yang (2022), although not explicitly part of the GBA, also 

contributes to helping students engage in languaging, that is understanding how 

meaning and conceptual knowledge are created through writing.  

The try-out results revealed that the module significantly contributed to 

students’ ability to expand arguments, as they had been trained to do so when 

constructing linguistic forms and composing drafts. This means that the module 

led the students to develop ideas from paragraphs to paragraphs. The present 

study’s findings were consistent with previous studies by Chen (2021) and 

Haryanti and Sari (2019), both of which reported that GBA contributes to 

students’ ability to compose persuasive and narrative texts by promoting effective 

pre-writing and drafting activities. 

Idea development was also beneficial for helping students understand essay 

schematic structures. As many learners struggled with text organisation, the 

module adopted an approach that encouraged greater awareness of this issue. 

Students learned to structure their compositions into clear introductory, body, and 

concluding paragraphs. This finding aligns with studies by Al Hinai (2018), 

Amogne (2013), Boukezzoula (2016), and Emilia (2005), which demonstrated 

that GBA-based writing instruction enables students to recognise the generic 

structures of a genre and employ appropriate cohesive devices to produce clear, 

coherent, and well-organised texts.  

With respect to CT, the present study found that students’ ability to 

compose academic essays improved significantly. CT benefited them in several 

ways. Firstly, the writing stages from BKoF to ICoT gradually stimulated their 

analytical thinking both before and during the drafting process. They were able to 

construct arguments using their prior knowledge and insights gained from reading 

relevant literature. The module activities also allowed them to analyse real-world 

issues from their own perspectives. By applying CT to express their ideas, 

students produced more coherent and substantive compositions. This finding 

echoes previous studies which demonstrated that CT enhances both the quality 
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and quantity of students’ writing, particularly among proficient learners 

(Moghaddam & Malekzadeh, 2011). 

Secondly, across all GBA stages, the integration of CT in the developed 

materials represented an advancement from previous research, as confirmed by 

student responses in the questionnaire (Dirgeyasa, 2014; Sinaga & Fitriyani, 

2019). In the BKoF stage, rather than merely introducing students to the 

background of a text, they were encouraged to generate ideas through language 

use. Their critical thinking began from the earliest stages of GBA, when they 

consciously considered the communicative purpose of their ideas. In the MoT 

stage, students learned to identify rhetorical structures and linguistic forms, 

developing awareness of how texts function within context. Finally, in the JCoT 

and ICoT stages, they engaged in collaborative and independent writing tasks, 

respectively, which encouraged them to evaluate and refine their texts in two 

distinct contexts. 

Despite being positively evaluated by most users, this research and 

development study had several limitations. Firstly, the module was implemented 

across only five meetings, which was insufficient to fully assess students’ 

academic writing performance. Secondly, only two units of the module were 

tested during the try-out, meaning students did not experience or practise the 

remaining units. Thirdly, although the module aimed to enhance students’ critical 

thinking, the activities did not comprehensively address all dimensions of CT. 

Lastly, the inclusion of authentic writing examples may have posed challenges for 

lower-proficiency students, as the materials could be too demanding at the 

introductory level.  

 

Conclusion 

The GBA emphasises extensive writing practice and a comprehensive 

engagement with the writing process. This means that writing should be carried 

out systematically and meaningfully, supported by comprehensible materials that 

facilitate students in following each stage of the process. Students’ knowledge and 

skills in fundamental linguistic components, such as constructing sentences and 

using appropriate grammar and vocabulary, are enhanced throughout the writing 

process. Furthermore, they develop the ability to generate ideas and apply critical 

thinking in academic writing when appropriate tasks are embedded within the 

phases of the GBA. However, it should be noted that this research and 

development study has some limitations, that we recommend trying out the 

developed module in a large-scale study to obtain various responses and writing 

performances from more target users in various settings. In addition, future 
research should include all units of the module to examine the overall coherence, 

flow, and usefulness of the materials. This would ensure that the module remains 

relevant to students’ learning needs. To address learners with varying learning 

needs and reduce reliance on text-based materials while enhancing students’ 

engagement and critical thinking skills, subsequent research and development 

projects are also encouraged to diversify the learning resources by incorporating 

visual graphics and videos.  
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