Course book evaluation: Tertiary-leveled students’ perceptions of genre-based writing instruction 

Abstract

Although the process-based approach has dominated in English writing instruction in Taiwan for decades, students still show apprehension in writing. With the features of text deconstruction and reconstruction, the genre-based approach helps students to understand and produce appropriate writing in a suitable social context. It provides students with cognitive and linguistic development in learning how and what to write through stages of planning, modeling texts, analyzing the structure and language features, joint construction, and independent production. A genre-based approach to academic writing (Johnson & Crombie, 2010) was one of the assigned textbooks for intermediate freshman learners in the 36-credit English program of a language university located in south Taiwan. This book focuses on the academic writing in terms of genres: instruction, recount, argument, explanation, classification and description, and blended. As the first time used textbook in the five-credit course in Year 1 Level 6 English, it is worth investigating students’ viewpoints of the book. Thus, a teacher-designed quantitative questionnaire was made and distributed to a group of class in which 44 students participated and 34 students submitted the replies, yielding a response rate of 77%. Involved in the questionnaire were two parts with 22 items in the first part, including 9 items in relation to the general impression of the book and 13 items in relation to the content of the book and 15 items in the second part, focusing on the student writers’ opinions of the writing book used in class. Data were collected and analyzed in aspects of general impression, contents and opinions about the course book. Overall, positive results indicated that a genre-centered writing course benefits language learners. Some suggestions were also proposed for further study.
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Introduction 
The process-centered approach which emphasizes the importance of discovery, exploring, and creating requires minimal interference (Odell, 1980; Zamel, 1983). It has also dominated in English writing instruction in Taiwan for decades, but students still show apprehension in writing. Some problems that students encounter might be related to insufficient “knowledge of the language code involved” (Badger & White, 2000, p. 15), lack of “recognizable discourse structure to speak of” (Atkinson & Ramanathan, 1995, p. 564), and inadequacy of grammar concept, text construction skills and vocabulary (Hinkel, 2004, p.7). In the teaching of writing, as Bhatia advocates, teachers need to use “a system of linguistic analysis which is powerful enough to account for the intricacies of academic genres across disciplines” (1998, pp. 26-27). Hirose found that student writers usually had problem in dealing with organization while writing (1998, pp. 51-64). Furthermore, Fujioka (2001, pp. 185-194) pointed out that critical thinking skills should be involved in the teaching of writing, especially for Asian EFL learners. In order to make writing instruction more efficient, it is undeniable that students should be provided with a channel to not only explore but develop their writing skills, a channel that provides a well-organized framework as a scaffolding support so as to gradually become a better, independent writer in terms of accuracy and fluency. To accomplish this goal, textbook selection becomes a critical task for teachers.  
Textbooks, as Mares (2003) notes, are usually designed to provide direction and support during the learning process in the classroom. Wang (2008) did an in-depth research on primary school English textbooks evaluation, an indication of further improvement in terms of organization, illustration and context choice. Ellis (1997 & 1998) and Tomlinson (2003) have proposed the importance of post-use evaluation of a textbook because such data reveal the reality; yet there seems to be limited literature review in the context of EFL teaching in tertiary level in Taiwan. Thus, this study investigates whether or not a selected textbook reflects the curriculum and language learning, in particular learning writing. This study intends to contribute to the literature by providing a post-use evaluation study of a current writing textbook designed for tertiary level students in Taiwan. Teachers who are using or plan to use this textbook can realize what students actually think about the book and its impact on their writing.
Background

Since 2010, all freshmen students at the institution have been required to take a series of 36-credit
 of English courses over the four years in university. Thus, during the study period, students were placed in six different levels based on their performance in College Students English Proficiency Test (CSEPT) when they enrolled in the summer of 2010. After a year of study, students will be automatically upgraded to the next level. This means that the same level class in different years will use the same textbooks.

According to the course description, Touchstone Book 3B (McCarthy, M., McCarten, J., & Sandiford, H., 2008) was used as the core material, accompanying two readers entitled Cry Freedom (Briley, 1989) and Jane Eyre (Bronte, 1990) and a writing book A genre-based approach to academic writing (Johnson & Crombie, 2010). In terms of writing instruction, students placed in Level Six with scores above 240 out of a full mark of 360 in the CSEPT were expected to compose different genres of articles containing approximately 220 words in length, for instance, recount, instruction, argument and classification and description. Level Six English was an integrated subject in which students met five hours a week, getting training in listening, reading, speaking, and writing according to a fixed syllabus. On average, the time for writing instruction was approximately 6 weeks out of 18 weeks every semester, namely among the eight chapters of the book, three chapters, including ‘thinking about writing’, ‘recount’, and ‘instruction’ were covered in the first semester, and three chapters, including ‘one-sided argument’, ‘two-sided argument’, and ‘classification and description’ for the second semester. Because the writing book emphasizes the genre approach and because it was newly published in 2010 with EFL learners as the target users, it is therefore valuable to do post-use evaluation. 
Characteristics of A genre-based approach to academic writing
A genre-based approach to academic writing is a genre-centered writing textbook, guiding intermediate EFL learners how to write and what to write appropriate texts in a social context. This means that students go through how to plan, analyze, organize, and construct purposeful and coherent texts in English. Included in each chapter, except Chapter One, each chapter is outlined as (1) learning how to organize, (2) learning typical language features, and (3) learning how to write. References are provided: a CD-Rom of PowerPoint slides and a booklet of teacher’s guide and answer key with possible texts in reply to the writing tasks.
Characteristics of the book can be summarized as follows.
1. A genre-based approach to academic writing is closely related to academic writing, presenting writing types often used for academic purposes. Because tertiary students are usually expected to write academic articles, the contents introduce students a wide range of genres, for example, recount, instruction, argument, and classification and description. Students are allowed to “explore the lexico-grammatical and discursive patterns of particular genres” (Hyland, 2002, p. 116) and at the same time to be recognized “in a particular discourse community” (Kay & Dudley-Evans, 1998, p. 310-311). 
2. A genre-based approach to academic writing provides students with clear guidelines, explicitly directing them how and what to write. Unlike the process-based approach which emphasizes creative writing highlighting student writer’s own voice, experiencing different stages of drafting, revising, and editing, the genre-based approach focuses on the stages of deconstruction and reconstruction, namely, how to “produce accurate, well-organized texts” with a step-by-step guide to appropriate writing (Johnson & Crombie, 2010, iii). Take the writing template, for example. Each chapter presents a specific genre with the TTFDC pattern, that is title, topic, focus, detail, and conclusion (Johnson & Crombie, 2010, p. 13). 
3. A genre-based approach to academic writing presents explicit instruction of internal discourse structure. All of the texts are analysed and specific language focus is explicitly taught. For example, in explaining the relationships of temporal overlap and temporal sequence, examples are presented and a time line is illustrated indicating how action verbs are used in a recount text. 

4. A genre-based approach to academic writing supplies a criterion-referenced grading template with which teachers can follow while marking texts. As Table 1 shows, Involved in the grid are generic and specific language aspects (Johnson & Crombie, 2010, p. 158).
Table 1: Recount summary grading guide
	Recount: Summary grading guide
	Maximum

	Presentation (includes layout, spelling, punctuation)
	10

	Length (expect 200 words or more)
	10

	Text segments: 
Title; Topic; Focus; Detail; Conclusion
	10


	Use of past simple and past continuous  
	10

	Use of textual signals (e.g. but)
	10

	Use of adjectives and adverbs
	10

	Coverage of material in the pictures
	16

	Vocabulary
	14

	General impression
	10

	TOTAL
	100


5. A genre-based approach to academic writing reflects Derewianka’s (1994, pp. 13-14) teaching-learning cycle, creating a learning zone of proximal development (Vygotsky, 978). Model texts, language features, and writing activities are used to scaffold student writers from basic guide to independent writing. On the basis of learning cycle, each chapter is designed with context setting, modelling, joint construction, and independent writing. Students are thus engaged in the process from deconstruction to reconstruction. Take ‘joint construction’ in the section of ‘how to write an instruction text’ as an example. With the task of unscrambling sentences, students are cognitively challenged to put sentences in sequence based on what they have explored.
Purpose of study

As Tok (2010, p. 510) observes, by analyzing and evaluating course books, teachers are likely to develop materials and “gain good and useful insights into the nature of the material.” Because A genre-based approach to academic writing was designed for intermediate students, and because it was a newly published (during the study period) and was used as the course book, it was therefore valuable to measure whether or not this book fits students’ need in terms of general impression, contents and students’ opinion about it. Underlying the study was the following research questions.
1. How do intermediate tertiary level students evaluate a genre-based writing book in terms of general impression?

2. How do intermediate tertiary level students evaluate a genre-based writing book in terms of contents?
3. To what extent do intermediate tertiary level students respond to the use of a genre-based writing book?
Review of selected literature on textbook evaluation
The word ‘genre’ means kind or class, a concept that was traditionally used to refer to types of written texts but it is now also used to refer to types of music or film (Johns, 1997, p.21).  Derewianka (1994) uses the term ‘genre’ to refer to rhetorical functions, as do Crombie and Johnson (2008). Bruce defines ‘genre’ as cognitive genres and ‘text type’ as social genres. The former refers to different cognitive frameworks that are engaged in fulfilling different rhetorical purposes (e.g. explaining or arguing) while the latter refers to overall social purpose (e.g. novels, lectures). From this perspective, whereas some text-types (e.g. instruction manuals) are likely to be mono-generic (exhibiting a single genre such as instruction), other text-types (e.g. personal letters) may be multi-generic or ‘blended’ (i.e. may include a range of different genres, such as explaining, arguing and instructing) (see Crombie and Johnson, 2004, p. 144). Thus, for example, “in presenting or interpreting a discursive argument (rhetorical purpose), language users will engage the cognitive framework appropriate to that rhetorical purpose, that is, a particular combination of causative and comparative/ contrastive relationships” (Bruce, 2003. p. 6). These cognitive frameworks can be described in terms of cognitive process types (e.g. logico-deductive processes) and the textual relationships (e.g. Reason-Result) that are associated with them (Crombie, 1987). For instance, Reason-Result relationship may be signaled by the presence of a subordinating conjunction such as ‘because’ or a complex preposition such as ‘because of’.  
According to Lemke (1994, p. 11), a genre-based approach to writing instruction teaches learners: to dissect a text into its component parts, and to construct a text from its component parts, emphasizing an explicit understanding of the parts, their relations to one another, and the functions of part and the whole in their contexts. It is important to emphasize, however, as Derewianka (2003, p. 139, p. 141) does, that teachers of genre-oriented approaches should be aware that genres are not simply the expression of formulae or of static rules and conventions, but are flexible and rhetorical in nature, involving an “ever-shifting, interactional process”. However, at the same time as recognizing the complexity of discourse, it is important to present students with “usable models and realistic advice about appropriate discourse structures for specific tasks” (Horowitz, 1986, p. 447). After all, students often “have difficulty with whole texts (even short ones)” and so “it is . . . necessary to master ‘the basics’” (Derewianka, 2003, p. 136). 
As Grant (1987, p. 8) states, no perfect textbook exists. Textbooks, however, have played a prominent role, a role that makes the teaching and learning situations complete with the source of innovation and scaffolding characteristics (Hutchinson & Torres, 1994, p. 315, p. 323). According to Cunningsworth (1995, p. 7), textbooks usually contain the following characteristics: 

(1) textbooks have the pre-determined learning objectives; 

(2) textbooks are suitable for self-directed learning; 

(3) textbooks present systematic new material; 

(4) textbooks provide sufficient ideas and activities to the learners’ need; 

(5) textbooks present a reference source for students; and 

(6) textbooks support novice teachers with confidence in teaching.

In terms of the use of textbook, there are both proponents and opponents in the review of literature. Proponents argue that textbooks are planned and effective tools, providing a focus for teaching with systematic presentation, providing teachers, in particular novice teachers, a sense of security and a solid guideline to follow (Ur, 1996; Tomlinson, 2008). From the teachers’ point of view, textbooks not only offer teachers with ideas of teaching and create a workable syllabus, but also decrease teachers’ workload (Brewster & Ellis, 2002, p. 152; Harmer, 2000, p. 117; Skierso, 1991, pp. 432-453). From the learners’ point of view, textbooks meet students’ expectations and gain more credibility compared to the so-called teacher-made materials (Sheldon, 1988, p. 237). What is more, students can refer to what has been taught and what they have progressed with the framework provided in the textbooks. Additionally, textbooks are regarded as one of the learning environment. Tomlinson (2008, p. 5) contends that when students are positive about their learning environment, their learning is likely to become effective and such environment can also enhance the speed of language acquisition. 

Opponents, however, argue that teachers who are over-reliant on textbooks might be at risk, in particular inexperienced teachers (Kitao & Kitao 1997; O’Neill, 1982; Williams, 1983). Their worries may be to do with the “tainted end-product of an author’s or a publisher’s desire for quick profit” which will probably make false claims (Sheldon, 1988, p. 239). Researchers like McGrath (2002) and Reynolds (1974) argue that teachers might focus on teaching the book instead of teaching the language itself. Worse, some teachers may be misguided that everything in the textbooks is right, leading to ignorance of teacher’s ideas and creativity which may be valuable for students during the process of instruction. This could probably lead to loss of interest and boredom if the topics are less interesting (Cunningsworth, 1995; Lee, 1997; Tomlinson, 2008; Ur, 1996). 

In spite of the fact that there are pros and cons of the issue of using textbooks in teaching, it is noticeable that textbooks still maintain an imperative part. Good textbooks not only help learners to develop both cognitive and linguistic abilities but also measure students’ progress and achievement (Hycroft, 1998). 

Textbook evaluation reflects not only the syllabus but also values of the teaching curriculum; thus, Cunningsworth (1995, p. 7) proposes eight criteria in terms of textbook evaluation, including (1) aims and approaches, (2) design and organization, (3) language content, 
(4) skills, (5) topics, (6) methodology, (7) teacher’s books, and (8) practical considerations. 
These features could be applied to analyzing the strengths and weaknesses of textbooks. Likewise, Wang (2008, p. 135) uses eight categories in her research on primary school English textbook evaluation: “appearance, durability and organization; language content; text-types and genres; cultural content; tasks and activities; quality and relevance of illustrations; interest level (including imagination and humor); and quality and quantity of supplementary resources.”
Methodology

Participants
The study was conducted to a class of 44 university freshmen who were from different departments in a language university. A number of 34 participants replied and returned the questionnaire, with a response rate of 77%. The participants were intermediate learners who had a score of above 240 in the College Students English Proficiency Test (CSEPT), an English language proficiency test involving listening, reading and grammar use with a full score of 360. Generally, they had at least six years of English learning experience in junior and senior high schools before entering the university. They attended a weekly five-hour English course in the 36-credit English program in which writing instruction took place for approximately 6 week.
Instruments
Involved in this study were three instruments. The first one was the writing textbook, A genre-based approach to academic writing (Johnson & Crombie, 2010), which was published with EFL learners as the target users. The second one was a teacher-made questionnaire designed on the basis of general impression (9 items), contents of the book (13 items), and statements of user’s opinions (15 items) in addition to personal background information. All the items were designed based on Cunningsworth (1995, p. 7) principles of textbook evaluation and the writer’s observation and experience of the teaching of writing. The last one was Statistical Package for Social Science which was employed to analyze the collected data.
The writing book contains eight chapters of different genre writing texts suitable for intermediate level students, including recount, instruction, argument, explanation, classification and description, and blended text writing. It also focuses on the guide of planning, organizing information, and writing meaningful and well-organized texts in English with step-by-step instruction. A series of model texts and language features are presented and writing tasks are also involved. In Level Six in addition to the first chapter of ‘thinking about writing’, recount, instruction, one-sided argument, two sided argument, and classification and description were covered in the syllabus. Firstly, they were closely related to academic writing that students would face during the four years of study, such as a research paper in different disciplines. Secondly, they fit the time slot, that is, each genre can be taught in two weeks on average. Finally, students are able to reinforce what they are familiar with, such as recount and argument, and get to know what they are less familiar with, such as instruction and classification and description (e.g. graph report).
A teacher-made quantitative questionnaire was composed of two parts. The first part included general impression about the book (9 items) and contents (13 items), with a five-point Likert scale, ranging from 5 (excellent) to 1 (need improvement). The other part included 15 statements of user’s opinions about the use of the writing book, containing a four-point Likert scale, ranging from 4 (strongly agree) to 1 (strongly disagree). 
In order to measure internal consistency of the items, Cronbach’s alpha was conducted. In terms of general impression and book contents, the alpha coefficient shows .8892, suggesting that these 22 items have relatively high internal consistency. In terms of part two, statements of user’s opinions, the alpha coefficient for the 15 items shows .9651, suggesting that these items have significantly high internal consistency.

Data collection and analysis
A number of 44 questionnaires were distributed to students who were taking the course during the study period. Students were guaranteed that their responses would not affect their academic performance and their identities would be confidential. The number of returned responses (both fully completed and partially completed answers) was 34, yielding a response rate of 77%. Statistical Package for Social Science was employed to compute the responses. In order to get the mean score of the categories of general impression and contents, one-sample t-test was run. In order to obtain the frequency of agreement and disagreement, descriptive statistics was done in the category of users’ opinions. 
Results and Discussion

The findings in relation to the participants’ background information shows that of the 34 students, 25 (74%) were female and 7 (21%) were male, but the remaining two shows ‘no response’. The following tables present the results of A genre-based approach to academic writing (AGAAW) questionnaire in terms of mean scores in general impression, contents, and students’ opinion about the writing book (see Tables 2-4).
Table 2: Means of students’ general impression of the writing book
	No
	General impression  (N=34)
	Mean
	SD

	1
	Title
	3.15
	.6575
	

	2
	Price
	3.47
	1.08
	

	3
	Cover design
	3.35
	.65
	

	4
	Layout
	3.21
	.84
	

	5
	Paper quality
	2.97
	.63
	

	6
	Print
	2.88
	.73
	

	7
	Font/ size
	3.03
	.94
	

	8
	Illustration
	3.29
	1.14
	

	9
	Language
	3.03
	.80
	


The first research question asked “How do intermediate tertiary level students evaluate a genre-based writing book in terms of general impression?” The nine items were associated with the physical appearance of the book. A five-point scale was provided, ranging from 5 (excellent) to 1 (need improvement). As shown in Table 2, students tended to show positive feedback toward the writing book, in particular, price (Mean = 3.47), cover design (Mean = 3. 35), and illustration (Mean = 3. 29). Although the price of A genre-based approach to academic writing was quoted NT$350, students actually got a 15% discount, which is less than NT$300. Interestingly, the cover design and illustration were also favored. This might indicate popularity of color pictures and graphs among university students, a generation with great influence of multimodality, in particular the visual-oriented learners.
Table 3: Means of contents of the writing book
	No
	Contents of the book  (N=34)
	Mean
	SD

	1
	Coverage
	3.24
	.74

	2
	type of writing
	3.18
	.63

	3
	Explanation
	3.12
	.81

	4
	Model
	3.15
	.66

	5
	Language features
	3.18
	.67

	6
	Writing tasks
	3.44
	.75

	7
	Template
	3.35
	.81

	8
	Grading guide
	3.38
	.74

	9
	Preparing to write
	3.38
	.78

	10
	Recount texts
	3.21
	.69

	11
	Instruction texts
	3.24
	.65

	12
	Argument texts
	3.00
	.78

	13
	Classification and description texts
	3.32
	.64


In reply to the second research question “How do intermediate tertiary level students evaluate a genre-based writing book in terms of contents?” 13 items with five-point Liker scale were listed, ranging from 5 (excellent) to 1 (need improvement). 
As indicated in Table 3, students showed moderate responses, ranging from 3 to 3.44. Of the 13 items, the three highest ranked items were ‘writing tasks’ (Mean = 3.44), ‘grading guide’ (Mean = 3.38) and ‘preparing to write (Mean = 3.38), and ‘template’ (Mean = 3.35). The writing tasks refer to the short and long exercises that students were required to write either in pairs or individually. The grading guide refers to the provision of grading guide with criteria indication relating to a specific genre, giving students a sense of self-evaluation before text submission. The ‘preparing to write’ refers to the first chapter entitled ‘think about writing’, a section of preparing students to write. It introduces not only the conventional structure, the importance of topic sentence but also the discourse markers, or textual relationships, which link sentences or paragraphs logically. 
Interestingly, Table 3 also reveals important information in relation to the taught genres. For example, among the four genres covered in the course, classification and description (Mean = 3.32) was the most favorable genre, followed by instruction (Mean = 3.24), recount (Mean = 3.21), and argument (Mean = 3). This may imply that student writers welcomed the less familiar genres, namely classification and description (graph report) and instruction. For example, the graph report writing is a new writing task they had never learned and yet a writing task that is quite practical in language proficiency tests such as IELTS.  
Table 4: Response means and frequencies in the statements about the writing book
	A genre-based approach to academic writing (AGAAW) (N=34)
	Strongly agree
	Agree
	Disagree
	Strongly disagree
	Mean
	SD

	1. AGAAW is used to improve my writing skill.
	4
	21
	6
	0
	2.94


	.55

	2. 
	11.8
	70.6
	17.6
	0
	
	

	3. AGAAW is useful for me in writing.
	7
	21
	4
	2
	2.97
	.76

	4. 
	20.6
	61.8
	11.8
	5.9
	
	

	5. AGAAW is helpful for me in writing.
	6
	21
	5
	2
	2.91
	.75

	6. 
	17.6
	61.8
	14.7
	5.9
	
	

	7. AGAAW makes me understand how to write.
	6
	21
	6
	1
	2.94
	.69

	8. 
	17.6
	61.8
	17.6
	2.9
	
	

	9. AGAAW guides me to write with model texts.
	5
	24
	5
	0
	3.00
	.55

	10. 
	14.7
	70.6
	14.7
	0
	
	

	11. AGAAW guides me to write with a template
	5
	23
	6
	0
	2.97
	.58

	12. 
	14.7
	67.6
	17.6
	0
	
	

	13. AGAAW guides me to write with appropriate textual relations.
	6
	21
	6
	1
	2.94
	.69

	14. 
	17.6
	61.8
	17.6
	2.9
	
	

	15. AGAAW shows me to write with step-by-step instruction.
	7
	21
	6
	0
	3.03
	.63

	16. 
	20.6
	61.8
	17.6
	0
	
	

	17. AGAAW matches the topics discussed in class.
	4
	23
	6
	1
	2.88
	.64

	18. 
	11.8
	67.6
	17.6
	2.9
	
	

	19. AGAAW fits my need in writing.
	3
	23
	7
	1
	2.82
	.63

	20. 
	8.8
	67.6
	20.6
	2.9
	
	

	21. AGAAW contains sufficient materials in writing.
	4
	21
	8
	1
	2.82
	.67

	22. 
	11.8
	61.8
	23.5
	2.9
	
	

	23. AGAAW gives me motivation of learning how to write better.
	4
	21
	7
	2
	2.79
	.73

	24. 
	11.8
	61.8
	20.6
	5.9
	
	

	25. AGAAW makes my writing in progress.
	3
	25
	6
	0
	2.91
	.51

	26. 
	8.8
	73.5
	17.6
	0
	
	

	27. AGAAW presents an easy-to-understand instruction.
	3
	25
	4
	1
	2.91
	.57

	28. 
	8.8
	76.5
	11.8
	2.9
	
	

	29. AGAAW increases my interest in writing.
	5
	16
	8
	4
	2.68
	.88

	30. 
	14.7
	50
	23.5
	11.8
	
	


The last research question asked, “To what extent do intermediate tertiary level students respond to the use of a genre-based writing book?” Fifteen (15) statements with four-point Liker scale, ranging from 4 (strongly agree) to 1 (strongly disagree) were presented to elicit students’ opinions. As demonstrated in Table 4, two (2) of the 15 statements gained the mean score above 3. “AGAAW shows me to write with step-by-step instruction,” gained the highest mean score (3.03), showing that student favored the clear steps of instruction in the writing course. This was then followed by “AGAAW guides me to write with model texts,” gained the second highest mean score (3), revealing the value of presenting model texts in the writing course. 
Noticeably, when asked about the statement “AGAAW increases my interest in writing,” students showed less favor, with the lowest mean score (2.68). Similarly, in answer to the statement “AGAAW gives me motivation of learning how to write better,” the mean score (2.79) was the last second rank. This may imply there is still a lot to do with interest and motivation raising in the teaching of writing.
In regard with the frequency of students’ agreement about A genre-based approach to academic writing, Table 4 also shows the results. Excluding “AGAAW increases my interest in writing,” (63%), more than 70% of the participants (73%~85%) gave positive feedback to the use of the writing book. Obviously, easy-to-understand instruction and provision of model texts meant a lot to student writers, with positive feedback of 85%. On the contrary, students’ interest and motivation in writing could be further studied. Either the instructor should create a promising writing environment or the authors of the writing book should consider how to raise the learners’ interest in the presentation of the teaching materials. Perhaps students should be encouraged to set a goal of their writing performance or express how they may be motivated in writing.
Conclusion

This study grounded on the post-use textbook evaluation in reference with what Cunningsworth (1995, p. 7) proposed, such as aims and approaches, design and organization, language contents, writing skills, some practical considerations, and the like. A teacher-made questionnaire was administered to investigate tertiary level students’ perceptions of A genre-based approach to academic writing which was used in the 36-credit English program for intermediate EFL students. Three aspects were investigated: general impression, contents, and opinions toward the writing book. Among the positive feedback retrieved from the survey, the top ranked items of each category involved reasonable price (Mean=3.47) writing tasks (Mean=3.44), and provision of step-by-step instruction in the book (Mean=3.03). Despite its positive feedback, there was less encouraging feedback, for instance, “print” (Mean=2.88) in the category of general impression and “AGAAW increases my interest in writing” (Mean=2.68) in the category of opinion.  
Although Dendrinos (1992, p. 35) cautions that textbooks are “pieces of merchandise” and so the purpose of the publishers is “commercial success”, and although Tomlinson (2008, p. 3) claims that there usually exist pedagogical demerits and practical weaknesses in textbooks, A genre-based approach to academic writing offers clear instruction of writing, model texts, and the concept of textual relations, providing a framework as well as systematic organization in different types of writing. The results of the research not only reveal an overall positive feedback towards the textbook but also provide the stakeholders the first-hand valuable information, such as its accommodation to the course requirement. In addition, course books are usually defined as materials designed for the purpose of study, not for enjoyment (Hynds, 1989); therefore, it is understandable that students may not be totally in favor of textbooks. Nevertheless, the assigned writing book used in this study appears to fulfill the expectations described in the course objectives, which call for be outcome production of different genres of articles in length of 220 words on average. 
To conclude, the writing book, based on the genre approach and teaching-learning cycle, provides students with strong scaffolding (such as models, instruction, textual relation signaling words), lowering students’ apprehension of writing, releasing writing responsibility gradually from explicit instruction and joint work to independent production. The result of this study not only echo Ellis’s (1998, p. 222) view that post-use textbook evaluations are desirable, but also reflect Mares’s (2003) observation that a textbook is usually designed to provide direction and support for teachers and students during the learning process and that its quality can determine the success or failure of a course.   
Limitations and suggestions 

Although the results could be applied to other users in a similar context, the following limitations existed in this study. 
1. This study involved only a small size of participants; as a result, the findings might not be generalized. 
2. The quantitative study might reveal limited information; hence, further study could involve qualitative study. 

3. The core material, Touchstone 3B, could have been replaced with Touchstone 4A, which might be highly matched with the writing types.
Suggestions for further study are listed as follows.

1. It will probably be of worth to include interviews such as teachers and student writers so as to triangulate the results and obtain in-depth viewpoints among users. Student writers’ outcome could also be collected for qualitative analysis.
2. Year groups can be conducted when students from the lower level are upgraded to the same level year by year. This could lead to a longitude study. 
Suggestions for future edition can be as follows.

1. Interested teachers could consider adjusting the grading guide to fit their actual need, for instance, a check list for self-evaluation.
2. Audio-visual materials could be considered to raise student writers’ interest. 
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