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Abstract

English language teaching is a very complex prqogbgh is influenced by different
factors. The thesis concentrates on the factoraienal didactic aids and especially on
the textbook and its role in English language teaghThe thesis aims at providing
findings that would be beneficial for the teachierthe area of textbook utilization. The
theoretical part describes all the factors of #eching and learning process and their
mutual relationships only to concentrate on thes rof material didactic aids, and
particularly the textbook, in the language classro®he outcome of the theoretical part
is the criteria for textbook choice and evaluatipnthe teacher in regards to pupils’
needs and requirements. Practical part descrilsesmeh procedure and outcomes. The
research focuses on the way two different teadhi@ize the textbooks in their lessons
with adolescent learners. The main aim of the rebeis to decide on the basis of the
already mentioned criteria which teacher makesnbst of the given textbook in the
specific learning and teaching environment. Theassh employs various methods of
data collection to gain qualitative and quanti@tiata for subsequent analysis. In order
to raise the validity of the research, the gendratsearch tools are based on underlying
aim-related questions. The data are derived froma different sources and they are
analyzed both statistically and interpretativelyonClusion states the findings in

connection to the overall aim of the thesis.

Key-words: English language teaching, factors, material didaaids, criteria for
textbook choice and evaluation, textbook utilizafipupils’ needs, adolescent learners



Abstrakt

Vyuka anglického jazyka je vysoce komplexni proddsry je ovliviovan fiznymi
faktory. Diplomova prace se z&mje na faktor materialnich didaktickych pri@stki a
zejména na d&ebnici a jeji roli ve vyuce anglického jazyka. Rrasi klade za cil
poskytnout ditelam podrétné informace z oblasti uzivantabnice. V teoretickéasti
jsou popsany vSechny faktory v jejich vzajemnychaxich, posléze je pozornost
¢tende zamdiena na roli materialnich didaktickych priestkh a zejména &ebnice
v jazykoveé @ebre. Vystupem teoretickéasti jsou kritéria vylru a hodnocenidebnice
ucitelem s ohledem na pgeby a poZzadavky zék Praktickacast popisuje vyzkum, jeho
pribéh a za¥ry. Vyzkum se zawiuje na zfpisob, jakym d¥ rizné witelky uzivaji
ucebnici @i vyuce adolescefit Hlavnim cilem vyzkumu je na zakkagiz zmintnych
kritérii rozhodnout, ktera zcitelek lépe vyuziva &ebni obsah danécebnice ve
specifickém vyukovém pragtdi. Vyzkum vyuzivatzné metody sbu dat k ziskani
kvalitativnich a kvantitativnich dat pro nasledremalyzu. Za &elem zvySeni validity
vyzkumné ¢asti jsou vSechny generované vyzkumné nastrojedkgny na zaklatl
vyzkumnych otdzek. Data pro vyzkum jsou ziskénapéil riznych zdroj a jsou
analyzovana statisticky a interpretativizawrecna ¢ast diplomové prace formuluje

zawry v souvislosti se stanovenym cilem diplomové prac

Kli ¢ova slova: vyuka anglického jazyka, faktory, materidlni ditieké ponicky,

kritéria vykéru a hodnocenidebnice, uzivanidebnice, paeby zaki, adolescenti
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1. Introduction

“European and global processes [...] influence bloghstatus and the mission of the
Education systems*
(White Paper, 2004, p.13)

In today’s world, demand on language teaching heenhncreasing. The society
becomes more and more aware of the necessity @fjfotanguage acquirement as it is
a precondition for the economic growth of the CzBdpublic. However, it is not just
the employment opportunities which matter. Englisha means of communication
throughout the world, increases the mobility ofuters and provides them with broad
amounts of information. School environment reacts aurrent changes in the
educational policy by implementing new strategrgs language teaching. Learners are
in the centre of attention and thus, the basiaasteof the educators is to develop their
competencies and skills. Moreover, educators poutt the importance of pupils’
motivation as a precondition for whole-life leargiThus, attention is paid to the role
of the teaching aids in language classrooms regguulipils’ motivation.

The thesis concentrates on the teaching aids ifidgbnignguage teaching as one of
the major factors influencing the teaching-learnomgcess. Following the introduction,
second chapter focuses on certain discrepanciesiebet English and Czech
terminology. The factors of the teaching learnprgcess are introduced in the third
chapter; attention is paid to learners’ motivatiQut of these factors, teaching aids is
subsequently described in more detail, focusingiterrole in the teaching learning
process. The most extensive chapter of the theafgbiart investigates the essential
teaching aid regarding the overall aim of the thesthe textbook. The criteria for the
textbook choice and evaluation serve as the bagbdéaesearch. The theoretical part is
summarized in the final chapter.

In the practical part, the aim of the research ngoduced together with the
underlying questions. The research focuses on #hetwo different teachers utilize the
textbook in their lessons in order to decide whieacher makes the most of the
textbook in the given educational context regardig@ils’ needs. Following chapters
introduce the research time plan and research meligy as well as background

information concerning the educational context aubjects to the research. The



description of the research tools in the next aaigtfollowed by the description of the
research procedure. Each research tool is pres@émtadchronological order with a
subsequent interpretation of the gained data. Tdwclasion of the practical part
summarizes the findings of the research procedumonnection to the research aim.

The thesis ends with the final conclusion bringiogether both parts of the thesis.

2. Czech versus English Terminology

Teaching aids is a very wide term with terminolagiacliscrepancies not only
between the Czech and English terminology but aigloin the languages themselves.
Contemporary Czech authors predominantly use tha tidactic aids (se€erna,
PiSova 2002, Skalkova 2007, Dostal 2008), manyheint adopting Migk’s approach
towards their classification (1997, see chapte). :aanak describes didactic aids as
objects and events which are the means of reathenget aims. Although he mentions
also nonmaterial didactic aids, he rather concegran the description of material
didactic aids and particularly on those, whichased in the classroom (1997, p.49-50).
Cerna, PiSova (2002, p.22-31) and Dostéal (2008,)ddis on the description of both
non-material and material didactic aids.

English authors use the term teaching aids, howtedr approach towards teaching
aids description is much vaguer. Harmer does netthse term teaching aid at all
dealing separately with educational technology atir teaching equipment and the
coursebook (2001). Prahbu uses the term in theexbof task-based teaching (1987,
94-97). However, he distinguishes between teachidg and materials. The term also
occurs on the web pages of SIL International artefsed as a tool used by the teacher
to help learners improve their skills, illustrate einforce the skill or idea and
importantly, relieve anxiety or boreddniHowever, in neither source is there a specific
reference to the textbook as a teaching aid. dieroto describe the textbook as a valid
component of the whole system of teaching aids ahdhe teaching learning
environment as such, the thesis adopts a morensgsteapproach towards teaching

aids classification and follows the Czech termigglo

l<httD://www.si|.orq/Iinqualinks/Literacv/Referencels&zaials/GIossarvOfLiteracherms/WhatIsATeachinq,mm>
cit.15.12.2008




Importantly, all the Czech sources used throughmmih parts of the thesis were
translated by the author of the paper.

3. Educational Process and its Components

The teaching-learning educational process is &esgysvhich comprises different
components of varying influence. Each of the factr a valid counterpart of the
system and hence, must be taken into considerath@m describing other components.
When analyzing the process of the teacher — pufgraction, a systematic approach
must be applied. Accordingly, Mk states that the educational process must be
analyzed with special attention paid to the facibtime, educational aims and means
with regards to the conditions (1997, p.70).

The approach towards the description of #ching-learning process changed
since the time of the famous educationalist J.Fobier(1776-1841) (Skalkova, 2007,
p.111-112). His simplified description of the temghlearning process consisted of just
three variables — teacher, learner and contenttheisry had an immense influence on
education. However, this simplification led to osierplified interpretations of the
teaching learning process and exaggerated roldheftéacher and the educational
content. The learner was left behind. The samenseheas applied also in later
publication such as iniwa (1999, p.68). Rcha (2002, p.81-82), however, argues that
this “didactic triangulation“is not an adequate rebdf the educational process because
it does not include various components in their glexity and mutual relationships.
Therefore he stresses the necessity of more commpbelels of the educational process.
One of them appears in Mak (1997, p.69-71), who extends the former scheitle w
didactic aids. The aim is not included but is iradlias being superior to the other
factors. Hendrich joins the criticism of the triasady scheme and mentions other factors
vital for the teaching learning process. He divideem into four main areas: the
educational aim, its organizational conditions, enat conditions, and educational
methods and techniques. He places the aim in tkhelendf the scheme and, thereby,
points out that all the factors are subordinateth&aim, but the aim cannot exit on its

own. He stresses that there are relationships amhenigictors and that



...every change of whichever factor necessariljuérfces all the other factors.
The complexity and variability of the factors angeit mutual relationships
consequently leads to the uniqueness of each pgdagprocess (1988, p.16-18).
Therefore, different analysis of the teaching m&ag process may arise in
different lessons and no model can be applied withoonsidering its variability
(Cerna, PiSova, 2002, p.11). The main factors predentCerna and PiSova form the
theoretical frame of the paper. The authors do sinicture the individual factors
hierarchically. On the basis of the existing modbksy propose eight basic factors of
the teaching learning process. In contrast withdtieh’s theory and in accordance with
Manak, there is a factor of time. Moreover the authase different terminology for
description of some of the factors — e.g. pup#cteer, content, aim, context, time and
newly, also, didactic aids divided into materiatiakitic aids and non-material didactic
aids (2002, p.13). Individual factors as well asitiinfluence on the teaching-learning

process are described in following chapters.

3.1 The Aim

The aim belongs to the basic pedagogical categofiee Pedagogical Dictionary
describes the educational aim firstly as the pwepdthe teaching-learning process, and
secondly as the outcome or result of the proces&liR, Walterova, MareS, 2008,
p.29). ValiSova and Kasikova understand the edutailtiaim as intended changes in the
learning as well as development of the pupil, whshbuld be reached by the education.
They also allude to the pedagogical discipline,cihdeals with the educational aims —
pedagogical teleology (2007, p.136-137).

The educational aim may be described by differev¢ls of generality.

3.1.1 State Level — Strategic Documents

When considering the state level, it is the Minyistf Education, Youth and Sport
(hereafter the Ministry of Educatiprwhich provides the main goals of the educational
policy. Strategic documents concentrate on theiauar policy principles. National
Education Development Programme for the Czech Rep(ltereafter “White Paper”),
which comprises medium and long range goals, wasroapd by the Czech
Government on 7 February 2001 (White Paper, 2008). pWhite Paper includes



strategies which mirror concerns of the society pravide concrete incentives for the
work of educational institutions. Its time frametends in some parts to 2010 (ibid).
More recent strategic document, Long-term Objestigé Educatioh (hereafter LOE,
2007) is based on 8§ 9-11 and § 185 of the Edutatct No. 561/2004 and concerns
recent intentions, aims and criteria of educatigudicy (Dlouhodoby zaen vzdlavani a
rozvoje vzdavaci soustavg’eské Republik007, p.3).

Some of the requirements stated in the White Papecerning language teaching
have already been met, such as the required irgtiotiuof two foreign languages at the
basic stage of education (White Paper, 2001, p4140see chapter 3.1.2). Further,
following the National Plan of Foreign Language dldag 2005-2008 (LOE, 2007,
p.29), the number of language lessons taught abésimcreased.

3.1.2 State Level — Curricular Documents

Curricular documentsare developed at the national level and at theadevel.
The national level comprises the National EducatProgramme, which defines
education as a whole, and Framework Education Bnogres, which focus on
individual stages of educatibnThe thesis will further focus on the Framework
Educational Programme for Basic (i.e. primary awodvdr secondary) Education
(hereafter FEP BE).

School environment has undergone important chamge®action to the actual
economic and social demands. Most importantly, ethier a shift from the teacher
towards the learner stressing the key competenwibgh represent the “system of
knowledge, skills, abilities, attitudes and valdleat are important to the individual’s
personal development and to the individual's ralsaciety”, as vital for his/her career
and whole-life learning (FEP BE, 2007, p.12). They lcompetencies together with
the stated objectives (see FEP BE, 2007, p.10-felsa called target standards of

education. According to the pedagogical dictionahg standards of education are

2 whole title of the document : Long-term ObjectivésEducation and of the Development of the Edocet System
of the Czech Republic, own translation

3 distinction of the documents on the state lewattafegic and curricular) was adopted from
<http://lwww.vuppraha.cz/sekce/27>,cit.12.3.2008r definition of the term curriculum see chapter 3.

4 Framework Education Programme for Basic Educdtiafine]. Dostupny z WWW:
<http://www.msmt.cz/vzdelavani/framework-educatjmegramme-for-basic-education>,
cit. 12. 12. 2008, further on just the document bé cited ( FEP BE, 2007)



requirements which have to be met by the educdtimogrammes of particular school
levels (Pticha, Walterova, Mares, 2008, p.30). This new edorcattrategy forms the
basis for the Framework Education Programmes orsthie level and of the School
Education Programmes (hereafter SEPs) on the édvbE individual schools (FEP BE,
2007, p.6).

The FEP BE specifies the educational content ak agethe expected outcomes of
both stages of the basic education. It draws onethgcational aims stated in the
national education programme and specifies theoouts for the particular age group
(FEP BE, 2007, p.7). Basic education is the ordgetof education that is compulsory.
The Implementation of school attendance is govelneg 36 to § 43 of the Education
Act (FEP BE, 2007, p.9).

The basic education sets a wide range of objectibost importantly, gradual
forming, shaping and development of the key comm¢s as well as providing pupils
with fundamentals of general education in a favbleaocial, emotional and working
atmosphere are required (FEP BE, 2007, p.6-8). BEPdescribes ten educational
areas. For the purpose of this paper, the areanfiage and Communication through
Language is described further.

The requirements on foreign language educationdarerzed from the Common
European Framework of Reference for Languagehich describes various levels of
language proficiency. Basic education should Idedpupils to the acquirement of the
A2 level in the educational field of Foreign Langeaand of the level Al in the
educational field of Another Foreign Languldor description of the levels see FEP
BE, 2007, p.19).

3.1.3 School Level

The aims of the education on the school level maydbscribed from different
standpoints - from the standpoint of the individunstitutions (different schools adjust

the aims in accordance with their orientation)thed aims of the educational subjects

® The Common European Framework of Reference for Layggudefines the target competencies of language
education as communication competencies (linguisticio-linguistic and pragmatic) and general caempees
(presupposing the knowledge of the socio-cultungirenment, life and institutions of the countrigere the
relevant language is spokdgfEP BE,2007, p.19).



included in the curriculum, of the time factor @pterm and short term aims) and of the
subjects to the education (both teacher and thd) gagena ValiSova, Hana Kasikova et
al., 2007, p.137).

Skalkova points out that the aims of the lessomothe formed in isolation. All the
aims are connected and the specific aims of thiwithdal lessons are derived from the
general aims stated in the official documents & ¢lchools. The teacher should be
aware of the hierarchy of the aims and adjust #daehing content of the individual
lessons to the aims stated in the official docusienthe schools (2007, p.120).

According to ValiSova and Kasikov4, the aims of ihd@ividual lessons should be
based on pupil’'s achievement (ValiSova, Kasikovalgt2007, 137-138). Instead of
general statements briefly outlining the contemie tbjectives should specifically
describe what pupils learn. "The best classroonsane specific and directed towards
an outcome which can be measured [...]. Aims shafldat what we hope the students
will be able to do, not what the teacher is gomgad” (Harmer, 2001, p. 314).

Lastly, the aim may be described from the viewpahtthe learner and their
personality dimensions as cognitive, affective asgchomotoric. Importantly, teacher
should pay attention to the development of theuattis and values of the learners as
well as to sensual learning and making use of thevement and muscle
coordination. By incorporating all three dimensiont® the teaching-learning process,
the teacher might avoid the traditional overestingabf the role of the cognitive process
in the teaching learning environment (ValiSova, iKaga et al., 2007, 138). The aims in
all three dimensions are further described by shedataxonomies, which are
hierarchically ordered systems of ainfslareS, Gavora, 1999, p.172). The most
influential taxonomies were created by B.S.Bloond &hR.Krathwohl, who developed
elaborated systems of aims in the cognitive andcsffe dimension (for description of
Bloom’s and Krathwohl’s taxonomy, see Skalkova, 200. 121-123).

Being closely related to the educational aim, etlanal content is the second factor,

which influences teaching learning process.



3.2 Content

“Educational content is the basic means of reacthiegeducational goals.”
(Alena ValiSova, Hana Kasikova, et al., 2007, p)143

Content is a basic component of an effective mamageé of the teaching learning
process. It determines not only the aims of theiqdar educational process but also
the teaching aids, methods and organizational forite need of finding order,
structure, and connections in the flowing streanmfiirmation leads to the attempts to
identify the key items or of the basic pieces dbimation (Maak, 1997, p.17-18).

All the aspects of the educational content are agtsag in the curriculum. The
term is widely used in the pedagogical terminology well as in the official
documents of the Ministry of the Education, howevies interpretations are not
unique and its description often vague u@ha, 2002, p. 236). According to
E.Walterova curriculum is a “complex of problemsnoected to dealing with
guestions Why, Who, What, When, in which conditi@ml with which educational
effects to educate®(1994, p.13). In short, she idless curriculum as the content of the
overall experience, which the pupils gain at scivaloén engaged in various activities,
their planning and evaluation (see alsGdba, Walterova, Mare§, 2008, p.110). Even
though the curriculum is described in different wayt is always focused on the
curricular content — e.g. what the pupils learmi¢Be, 2002, p. 244).

According to Piicha, there are five different forms of the existenaf the
educational content. The concept form occurs inrthBonal educational curricular
documents as the already discussed educational &et®ndly, there is the project
form — meaning the specifically planned projectshef educational content such as the
Framework Education Programmes and the School Edac®rogrammes. Thirdly,
there is the realization phase in the classroontse TWesult form measures the
educational outcomes or the acquired subject matsst form deals with the effect of
the educational content on the professional camedr political views of the subjects
(2002, p. 246).



Understandingly, this chapter concentrates on thecaional content of FEP BE,
dealing with the realization phase of a specificosd in the area of English language
teaching in the practical part.

FEP BE specifies the educational content for btahes of the basic education. The
educational area of Language and Communicatiorugfird.anguage is placed at the
beginning.The educational field Foreign Language specifiesetiucational content by
describing the receptive, productive and interactianguage skills that should be
acquired on each of the levels of the basic edutaflhe receptive language skills
involve reading and listening and are not concemath active production of the
language whereas the productive skills deal witbakmg and writing as language
items produced by the pupils. The interactive laggu skills are used for
communication with other people. These skills asctibed in active verbs in the form
of the expected outcomes. The sub-skills do nat tak position of the outcomes of the
foreign language acquirement process - they arelgnar pre-condition for reaching
them (see FEP BE, 2007, p. 25-27).

The requirements on foreign language teachingw¢rdsecondary school, Stage 2,
are the focus of the paper in connection to thenntaeme of the thesis. The
presumption is that the teachers follow these ggnexquirements concerning the
content of foreign language teaching, adjustingpithe specific requirements of the
school and of the class. Although the educationatent of FEP BE, stage 2, involves
description of areas that have to be covered throuwigthe period (FEP BE, p.27),
which is binding, the realisation phase is on thdividual schools and language
teachers. More decision freedom means also momomswility. There is no overt
guide for the teachers concerning the content ehditowever, teachers might find
inspiration in Andrew Pollard and Sarah Tann (Redélective Teaching in the Primary
Schoo) 1987, p.69-84).

Obviously, the role of the teacher in the conteekedion is responsible and
demanding. However, the role of the content plamséy no means the only one. The
aim of the next chapter is to point at the varigpibf the roles of the teacher in the

teaching learning process, stressing the roleet@hching aid.



3.3 Teacher

It is difficult to describe the profession of adhar as there is no general agreement
on their role. The same applies to the attemptdefme a good teacher. Williams and
Burden make the point that “good teachers comdlishapes and sizes, with a wide
range of different personalities, beliefs and wafygiorking’ not forgetting the variety
of their backgrounds and cultures (1997, p.47-4B)erefore, there is no unique
classification that would apply to every teacherccérding to the pedagogical
dictionary the teacher is one of the basic factdrhe teaching learning process, being
responsible for the preparation, management, azgtan and the outcomes of the
process (Richa, Walterova, MareS, 2008, p.261). Teacher'ssrale derived from
recent perceptions of language teaching. Great asmplinas been placed on learner-
centered teaching and focusing the educationalespoon the learners’ needs and
experience. However, teacher’s behaviour depersts @l the way he/she feels about
teaching and on the type of activity his/her pugitsinvolved in (Harmer, 2001, p.56-57).

Within the classroom, teacher’'s roles may changenfone activity to another.
Harmer describes eight different teacher roles i@y occur during teaching learning
process: controller, organizer, assessor, prompiarticipant, resource, tutor and
observer (for description of the teacher rolestidaemer, 2001, p.57-67). He discusses
the special role of the teacher as a teachingepdrately. Sometimes it is difficult for
the teachers to move from more traditional rolesaafontroller or organizer to less
traditional ones such as the role of a particigart resource. It does not require just a
simple change of methodology but it may requiee change in self-perception”
(Hedge, 2000, p.30). This also means that the &zatiould be able to acquire the role
of a teaching aid. Harmer explains that

apart from the roles which we adopt in the classr¢a.] we are also a kind of
teaching aids ourselves. In particular, we are @ajpe useful when using mime
and gesture, as language models, and as provitleossnprehensible input
(2001, p.64).
Thus, teachers can complement other teaching thielg use in the classroom.
Language model is provided by all sorts of teachaids ranging from textbooks to

videotapes and CD-ROMs, however, the teacherrstiflains language model number

-10 -



one, at least at the early stages of the foreigguage acquirement. At the same time,
the teacher is a provider of a comprehensible inphis term comes from the American

linguist Stephen Krashen and describes the best difanguage that students can be
exposed to. It is comprehensible, however, slighbgve their level (in Harmer, 2001,

p.66).

Teacher’s profession requires certain skills. Adoog to Schulman (in Kyriacou,
2004, p.19), teachers should possess the knowlEdgfgective teaching. That includes
not only subject matter knowledge but also awarerasthe basic principles and
strategies of classroom management, knowledge aficalar documents and
educational programmes, knowledge of how to medieesubject matter to the pupils,
knowledge of the pupils and their characterist@egareness of the context and lastly of
the educational aims and values. According to Rakldbere is one more element that
forms a real teaching professional and that ishe& ability of self-evaluation: “Not to
examine one’s practice is irresponsible; to re¢eadhing as an experiment and to monitor
one’s performance is a responsible professiondliadVilliams and Burden, 1997, p.55).

Teacher’s beliefs about the nature of learning e as about the characteristics of
the learners influence the whole teaching learpiragess (Williams and Burden, 1997,
p.57). In order to adjust the teaching methods add to the pupils, the teacher must
know what the pupils need. Thus, next chapter aanaes on the factor of the learner.

3.4 Learner

Pricha, Walterova and Mare$ describe the learner sashgect of education (2008,
p.316). However, recent educational policy documedéscribe the learner as a
competent acting individual who develops skills adnpetencies in a self-organized
mannef . Thus, the learner is not seen as a mere subfjexiucation but as an active
participant in the teaching learning process.

According to Harmer there are three main areashefléarner description. Firstly,
there is the age factor. Then, the teacher shaericepve learner differences with all its
aspects such as various levels of aptitude, diftdearner styles and language level etc.

And the last area, which is by no means the leapbitant, is devoted to motivation

" Learners as active Stakeholders of eLearning Qualithite Paper Nr.1[online]. Dostupny z WWW:
< www.quel.ittMembers/iamici/paperEfquel.pdf>, @t9.2009
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(2001, p.37-52). All three categories are relevianthe context of English language
teaching.

Concerning the age factor, Harmer divides learimds three groups starting with
young children, continuing with the group of adolests towards the adult learners. As
the adolescents are the scope of the interesteopéiper, they will be the focus of
further description. The adolescents look for thedividual identity, self-esteem and
peer approval. Even though they are the best leané of the three age groups, they
tend to be the least motivated. It is thereforeemigchallenge for the teacher to engage
them and make use of their learning capacity aedtstity (2001, p.38). However, the
teacher may exploit the social nature of an Engtisissroom providing the learners
with the social contact with their peers as welwath the possibility to convey their
identity to other people (Williams and Burden, 1991.15).

Learners do not differ only in their age but alsotheir predispositions towards
acquiring the language. Therefore, the prescribeduage level needn’'t be reached at
the same speed by every pupil. The teacher shauldware of the fact that he/she
teaches mixed-ability classes and adjust the aassrprocedures accordingly
(Harmer, 2001, p. 41).

Further on, the pupils are characterized by tlearriing styles (see Harmer, 2001, p.
42-23). Learning styles are approaches towardsitegrwhich are genetically given
and they develop under external and internal imibes (Piicha, Walterova, Mares,
2008, p.236). Revell and Norman distinguish fivBedent types of learners according
to their preferred learning style. Those learnets wprefer learning through visual
stimuli are visual learners. Those who prefer tarhend listen are auditory learners.
Then there are learners who prefer movement, tandhemotions. They are kinesthetic
learners. Olfactory and gustatory learner typesggpce the world through their nose
and tongue (Revell and Norman, 1997, p.31). Hargmythologist Howard Gardner
tries to explain the individual differences by stled ‘Multiple intelligences’ theory (in
Harmer, 2001, p.46). He claims that humans do as$gss a single intelligence, but the
whole range of them, which are all present but sofrttem are more pronounced (for
more see Harmer, 2001, p.46).

The teacher should pay attention to the learniyig stf his/her learners and respect

that they learn in different ways and respond ftitedint stimuli. The same teaching

-12 -



method and teaching aids may lead to various w@atirom individual learners.

Importantly, the teacher should help the pupilsaler their learning strategy - or more
precisely help the pupils to acquire the skills seff-directed learning (Williams and
Burden, 1997, p.147).

However, even if the teacher pays attention tovigety of the intelligences and
tries to apply as many approaches towards langtesgsing as possible, it does not
help if the students are not motivated to partigp@etty, 1996, p.40). Motivation
influences the learning process to a great extadtthus, it has been subjected to
various psychological studies. Still, the termlitserather vague and is used differently
in different contexts. Harmer describes motivates “some kind of internal drive
which pushes someone to do things in order to aehsomething” (2001, p.51).
Williams and Burden give a more elaborate desaniptAccording to them it is

a state of cognitive and emotional arousal, whHedds to a conscious decision
act, and which gives rise to a period of sustaimgdllectual and/or physical
effort in order to attain a previously set goal9T19p.120).

Williams and Burden refer to motivation in foreignd second language teaching,
stressing the role of communication, social refetiand social norms of behaviour in
English language teaching environment (1997, p.11®)rther, they introduce
Gardner’s socioeducational model of language legtnihich stresses the factor of
motivation. Gardner distinguishes integrative andstrumental orientation in
motivation. The first occurs when the reason fadging the language is to identify
with the culture of the native speakers, the la#ieses from external goals such as
passing an exam, getting a good grade etc. (iniaMi# and Burden, 1997, p.116).
Another distinction which has been influential itudies of motivation is so called
extrinsic and intrinsic motivation. When motivatextrinsically, the pupil is motivated
from outside, by external factors, which is simitarthe instrumental orientation by
Gardner. Long-term goals may include the masterthefforeign language on certain
level, short term goals, however, include succegdinindividual tests or tasks and as
such are closer to students’ reality (Harmer, 2@032-53). Intrinsic motivation comes
from within the individual and does not need anwamd or acknowledgement. The
pupil studies because he feels it is beneficialhion and because he makes sense of
what he/she is doing (Harmer, 2001, p.51).
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Nevertheless, the motivation of individual learnensty be influenced by other
factors. Learners’ beliefs about themselves andr thbilities and possibilities of
decision-taking thus influence their learning psscand form an important constituent
of individual motivation to study and get engagedhie subject. However, the learners
are also surrounded by other people, who influghee decision taking. A.H.Maslow
demonstrates the importance of the significant rettes well as the importance of
success and self-realization for the pupil in meéd hierarchy” (in Petty, 1996, p.51).

Teacher may influence pupils’ motivation to a greent. It is important that he/she
gains pupils’ interest in the subject itself (mates them intrinsically) and sustains
their motivation throughout the year. The aim of teacher’'s attempts is to motivate
the pupils by carefully selected content, methau$ teaching aids so that they enjoy
the learning process and take responsibility feirtbwn learning. However, there is
another aspect of the teaching learning processhwinfluences the scope of the
pupils’ motivation — the learning context. Thus,xh&hapter concentrates on the

specifics of the learning environment and its ralee for teaching learning process.

3.5 Contextual factor

No learning ever takes place in a vacuum, so theh&r has to consider different
contextual factors when deciding about resourcesvels as classroom procedures.
Hedge distinguishes the social and educationabfaaif the learning environment. She
attributes social factors to the society and itstuates towards English language
teaching and learning as well as towards the rbteeteacher in the society and level
of his/her authority. Then she lists several faxttirat are institutional and concern
school environment. Concerning the contextual factd the particular institution, the
teacher should consider among others “the hourdlabl@ for teaching and the
distribution of these hours, [...], the physical doamts of the classroom, class size, the
resources available in the classroom and the unistit’(2000, p.25). Similar distinction
of contextual factors is provided by Williams andr&en (1997, p.188-189).

The total environment of the learner plays impdrtae in the process of learning.
Individual learners prefer different learning cdrmis, which is observable in individual
learner styles (see Harmer, 2001, p. 42-23). Dunal.kss Learning Style Inventory

describes four types of contextual factors thatehdifferent influence on different
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learner types (in Williams and Burden, 1997, p.19They begin with the
environmental conditions, which comprise the lesehoise, temperature, lighting etc.
Emotional conditions come second and deal amon@r®thvith motivation and
persistence factors. The sociological conditionsceatrate on the willingness of the
learner to learn alone or in a company. The lage tgf conditions is physiological,
meaning that individual learners have differentetiof day preference for learning, for
food intake etc.

Even though the school environment is restrictiveertain areas — e.g. the pupils
cannot possibly decide about the time of the day thiant to learn - it is important for
the teacher to know about their preferences. Taehex's behaviour is by all means an
essential part of the learning environment andaéishterpersonal behaviour plays crucial
role in creating a positive classroom climate (iafiis and Burden, 1997, p.199).

Lastly, the contextual factor has to be describeainf the perspective of the
individual learners and their perception of theimmment, as their conceptions may
differ from the conceptions of the teacher. Thugoading to the metaphors suggested
by Tobin (1991) some teachers might perceive thescénvironment as a ‘workplace’,
whereas the pupils may perceive it as a ‘prisora @ocial club’. Those discrepancies
should be avoided by careful observations of taeschnd by adjusting the conditions to
their needs (in Williams and Burden, 1997, p.201).

The language classroom is an environment, whichuldhprovide learners with
conditions that are suitable for his/her succeskatning. Thus, the teacher should
acknowledge learners’ emotional, psychological soclological preferences (Williams
and Burden, 1997, p.202). Apart from the educati@mamtext, the time factor also
considerably influences the teaching learning gec&hus, next chapter introduces the

factor of time.

3.6 Factor of Time

Factor of time may be described from different laagdepending on the author
and source. FEP BE describes allocated time foln edcicational area (educational
field) at the relevant stage of basic educationreuver it describes so called
available time allotment, which provides schoolghwextra time they can use for

development in certain areas of interest. That rmdhat language oriented school
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can use the available time for extra language eksthe schools have to keep the
mandatory time allotment, however, they can useavalable time allotment for
“the realization of subjects which promote the pipbpecific talents and interests
and positively encourage learningtEP BE, 2007, p. 109-111). Thus, the schools
are enabled to keep their uniqueness when credtieg curriculum timetable.
However, even though a high degree of independandecision taking is allocated
to the schools and teachers when creating the 8E#® not always visible in the
final products. As Gerry Abott et al. underlineatbers often feel restricted by the
allocated time for individual subjects, and thuefxea rigid syllabus, quite often
following the textbook only (1981, p. 248-250).

The time factor is, however, also an importantmaet of the individual lessons.
Teachers consider the time factor when planningr tlessons - they pay special
attention to the time spent on the individual atigg, as a good time management is
necessary for a successful teaching and learninceps. Harmer pays attention to the
timing as directly connected to the activities grdcedures; that means also to the
teaching aids used in the lessons (2001, p.315).

Cangelosi provides the reader with useful suggestconcerning saving of precious
time of both the teacher and the pupils. He suggést time should be spent mostly on
the activities connected to learning and activeoivement of the pupils whereas
administrative tasks, distributing of the mateaald giving directions should not form
the main part of the lesson. Moreover, he sugghatsboth audio-visual aids and class
groupings may help the teacher organize the lessagge the pupils and maximize the
allocated time (2006, p.77-87).

Skalkova looks at the allocated time from the pecsive of the pupils and their
developmental needs. Their attention span diffeix younger children need shorter
sequences of lessons, usually 20 minutes only.tdd&eher should prevent tiredness of
the pupils by imposing variety of methods and aibéis but also by pauses when
needed. Another important factor that influencesttime distribution is the educational
content. For instance, special time arrangemawigsired for project teaching and must
be planned carefully beforehand (2007, p.221-223).

As the time factor is directly connected to thévattes and procedures taking place

in the classroom, and thus with the content ofdinigiect matter, there is also a direct
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link to the didactic teaching aids. Next chapteH wius concentrate on nonmaterial
didactic aids.

3.7 Nonmaterial Didactic Aids

Nonmaterial didactic aids include a wide rangeechhiques, strategies and teaching
methods. The terms are rather ambiguous, and ithardiscrepancy between the Czech
and English terminology. To avoid ambiguity, a siifiigd terminology will be used
throughout the chapter, focusing on some aspectsoomaterial didactic aids only.
English terminology concerning nonmaterial didacticls is more transparent and
serves better the aims of the paper, thus, itsgchHy followed throughout the chapter.

Method can be described on a general level as ganimed system of the teaching
process and learning activities of the pupils, Whace directed towards achieving given
educational aims (Mgk and Svec, 2003, p.23).

Another level of description concerns the area ofliEh language teaching.
Richards and Rodgers use the terms approach arftbdn&t describe “theoretically
consistent set of teaching procedures that defest practice in language teaching”
(2001, p. 15). The authors distinguish nine bagigr@eaches and methods: The Oral
Approach and Situational Language Teaching, The iddmdual Method,
Communicative Language Teaching, Total Physical pRese, The Silent Way,
Community Language Learning, The Natural Approachd aSuggestopedia.
Importantly, the choice of teaching method, apphoas well as materials and learning
activities is made within the context of the indival school programme and its aims of
education in the area of second language teacRinhdrds and Rodgers, 1986, p.156).
As stated in the FEP BE, and more specifically e tarea of Language and
Communication through Language, the major concdrianguage teaching is the
development of communicative skills. Thus, the ihewill further describe the
approach, which acknowledges the central role ohroanication as well as active
involvement of the pupils in the classroom— commative language teaching.

Communicative language teaching is an approach hwvhitevelops the
communicative competence through various matesdalsvell as classroom activities.
As the role of the teaching aids is vital for papihotivation, the teacher concentrates

on the choice of meaningful tasks and activitiegctviwould facilitate learning process.
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Further on, communicative language teaching enatilesteacher to use various
organizational forms, most often pairing and grogpihe pupils and thus developing
their social skills. Material didactic aids usedhie classroom are according to Richards
and Rodgers of three basic kinds. Firstly, textdasmaterials make use of
communicative language teaching principles. Theyy nb@ found in textbooks,
however, according to Richards and Rodgers, themdbdoks often pretend to be based
on communicative approach and use traditional strat syllabus (1986, p.79).
Secondly, the teacher uses task-based materialsh wiay include cue cards, activity
cards, pair work tasks etc. Lastly, the teaches ssecalled realia. They might be used
to support the textbook, such as the extra aawiincluded in the teacher material, or
they might be used separately in order to trigginéon of the pupils and expose them
to the authentic materials in an interesting andivabng way. These might be various
magazines, signs or advertisements. Certain letypes prefer graphic and visual aids
and thus maps, pictures, symbols, graphs and cttastdd be present in communicative
language teaching classroom. All those teaching ai an important part of the
classroom equipment and will be described furtheriro the section devoted to the
material didactic aids. The communicative approathkontrast to other approaches and
methods, can be applied in language teaching oassion its own (1986, p.64-83).
Moreover, current curricular documents concerningsid education require
development of language skills (see chapter 39, p.

According toCerna and PiSovéa teachers usually apply eclectimapp towards the
choice of methods, strategies and techniques -ntkans that they decide according to
the teaching and learning context. One of the exgias is also the choice of suitable
organizational form of the pupils (2002, p.22).dannection to the communicative
approach towards English language teaching, paik \aod group work are the main
focus of attention. Those forms enable the studenigork independently on their tasks
without direct involvement of the teacher (Skalko®@07, p.219-226).

The factor of non-material teaching aids is diretitiked with the factor of material
teaching aids as no method, approach or organmedtform facilitates learning on its
own. Thus, following chapter concentrates on matetidactic aids, which is the last
factor of the teaching learning process and reggrtle focus of the thesis also the

most important one.
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3.8 Material Didactic Aids

As the discrepancies between Czech and Englishinelogy have already been
discussed (see chapter 2, p. 6), the chapter fearsthe description of the factor only.

Contrary to the nonmaterial didactic aids, whighttr reach the educational aim by
appropriate choice of educational methods, appexmemnd organizational forms, the
material didactic aids concern the utilization aftpular objects and materials in the
school environment (Mgk, 1997, p. 49-50). Due to the focus of the paplee,
description will further concentrate on the classnoenvironment.

The classroom environment considerably influentestéaching learning process.
The environmental conditions comprise many diffespects such as the arrangement
of the tables and chairs, size of the classroornoucs, etc. The classroom equipment
should create right atmosphere for language legraimd should make use of various
posters, photos, pictures, objects and pupils’ wackmotivate them in an appropriate
way. The classroom arrangement should be flexiblat various organizational forms
may be applied by the teacher (Hendrich, 1988,64117).

Teaching aids may be described on two basic le@adsaerally, teaching aids may be
divided into:

1. Real objects (nature products, preparationso#imel products)
2. Models (static or dynamic)
3. Depictions:
A, images, symbolic depictions
B, static projections (diaprojectiopjojection, overhead projection)
C, dynamic projection (film, televisiorideo)
. Oral teaching aids (musical instruments, casspett
. Haptic teaching aids (topography pictures, Brpil
. Literary teaching aids (textbooks, handboolasas, texts)
. Programs for teaching automats and computers
(Manak, 1997, p.50-51)

~N o o1 bh

The given material teaching aids differ in the lewé their applicability in the
language classroon@érna and PiSova, 2002, p.28).

Concerning English language teaching, there isnifeed approach towards teaching
aids description. Different sources provide differpoint of view (see Cangelosi, 2006,

Ur, 1991, Harmer 2001). Harmer describes varioashig aids throughout the whole
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book (The Practise of English Language Teachi@f01), paying extra attention to the
coursebook, audio and video materials and a diatiyorEvery teaching aid is provided
with description of its applicability in the classm. Firstly, he concentrates on the
visual and technical teaching aids. Apart from yoies and images, which range from
flashcards to large wall pictures and illustratiamghe textbooks and are mainly used
for practicing and producing language items, thth@umentions also the overhead
projector, which may be used even in the presamathase (2001, p.134-137). Harmer
describes as the “most versatile piece of equiphtbatboard. Even though one of the
oldest teaching aids used in the language classrdostill remains the core of the
lessons. It may be used as a picture frame or eafta aid, it may be used for games
and as a notice board (2001, p.137-139). What is2ymib can be used interactively.
Interactive whiteboards are used by a growing nuntdfeschools in the Czech
Republic. The interactive whiteboard is in factttaich sensitive screen that works in
conjunction with a computer and a project@id as such enables the interaction
between the electronic content and the class akaelv The interactive whiteboard
naturally does not occur in earlier publicationsnea@rning teaching aids in the
classroom. Harmer restricts the description oftdahnical teaching aids to overhead
projector, video, cassette player (which is regestibstituted by the CD player) and the
computer. All of them may be used effectively i flessons as a complement of the
textbook. Ur points out that video as well as augtipipment are valuable sources of
authentic language material. Moreover, she descrdmenputers as an attractive and
motivating tool, especially for adolescent learr&hs 1991, p.190-191).

Concerning literary sources, source number onglishe textbook, even though the
approaches towards its utilization in the lessaffsrdHarmer, 2001, p. 304-306). The
language classroom should, however, provide thelgoupth other literary resources
such as graded readers adjusted to their languag. |At the basic school, pupils
usually read level A1 and A2 (for description ot tlevels see FEP BE, 2007, p.19).
Graded readers are texts of fiction and non-ficaad include texts by famous authors.
They might be “abridged, simplified or totally ratten” in order to produce language

items on easier levels (Hill, 1986, p.24-25). Thimse texts are not always valuable

8 White Paperlnteractive Whiteboards and Learn{iogline]. Dostupny z WWW:
<dewey.uab.es/pmarques/pdigital/es/docs/Research#ig20Paper.pdf>, cit. 27.11.2008
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literary sources, however, they are an importantivational tool in English language
teaching.

The teacher may also produce his/her own materfdlese materials range from
grammar worksheets to word cards and texts takem the internet and adjusted to the
needs of the students. Usually these material® sena complement of the textbook.

Harmer stresses the benefits of good coursebookarfguage classrooms as they

are carefully prepared to offer a coherent syllalmaisfactory language control,

motivating texts, tapes an other accessories sschideotapes, CD-ROMs, extra
resource material, and useful web links (Harme12(.304).

In order to recognize a good language textbooktgheher must possess knowledge
of criteria for the textbook choice and evaluati®he criteria for the textbook choice
and evaluation by the teacher are introduced iridt@wing chapter, which is the most
important one regarding the overall aim of the ihd@se criteria will be used as a basis
for the research.

4. Textbook in Language Teaching

Various authors concentrate on the textbook anaiésin English language teaching
(see Harmer 2001, 2007, Hedge 2000, Ur 1991, Cgawiorth 1984, 1995). All of
them focus on the criteria of textbook choice anal@ation. However, Cunningsworth
provides the most elaborate description of theegatconcerned. Thus, his two books
(Evaluating and Selecting EFL Teaching MaterialsB4%nd Choosing Your Coursebook,

1995)are the main source of information concerningtéx¢book choice and evaluation.

4.1 Textbook Roles

Textbooks have various roles in English languagehimg, the main obvious one
being the role of a resource in achieving aims alpj@ctives in correspondence with
learners’ needs (Cunningsworth, 1995, p.7). Howetextbooks should not stand for
the aim nor determine the aims themselves. In fdwt, level of the teacher’'s
dependence on the textbook reveals itself in thehle#she expresses the lesson aims. If
the teacher describes the objectives in activesyatbsounds more independent than
‘reaching page 22’, ‘going through chapter 2’, dit.the latter case, the teacher is
merely a servant of the textbook (Cunningsworth3419p.1). That does not mean,
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however, that teacher’s aims should not correspoitd the aims of the textbook.
Instead, a partnership should be reached in whiehaims of the textbook and the
teacher correspond as closely as possible (Cunmorgs 1995, p.7). Cunningsworth
lists following roles of the textbook:

1. Aresource for presentation material

2. A source of activities of various kinds

3. A reference source for the pupils on the sublssiSuch as the grammar,

pronunciation or vocabulary

4. A source of suggestions, stimulations and id@aslassroom activities

5. A syllabus

6. A resource for self-directed learning includseif-evaluation\

7. A support for less-experienced teachers

(1995, p.7)

The variety of the roles of the textbook confirrhe importance of the textbook for
language teaching. Moreover it puts greater demamdghe textbook choice by the
teacher, who should choose the textbook with ar eteea of what the textbook should
serve for and how it should be used in the classroontext. Jelinek distinguishes two
textbook types in language teaching — the aspeented textbooks and the complex
textbooks (2007, p.126). Obviously, the thesisaacerned with the latter type as it

deals with the language in an integrative way.

4.2 What Influences Teacher’'s Choice

There is a wide choice of coursebooks availableghenmarket and that makes the
choice of the right one a challenging task (Cunswngrth, 1995, p.1, Dostal 2008,
p.20). Moreover, learners become aware of thehtsigdemand greater variety of the
lessons and expect the textbooks to be intereatidgengaging. They also expect that
the textbooks will be supplemented by other teagliins such as CD-ROMSs, videos
and other visuals (Cunningsworth, 1995, p.1l). Teacher must consider the
characteristics of the learners — among others thlso age, nationality and native
language, interests and objectives — to choosectordance with their preferences
(1984, p.2). Classes are never homogenous anchttes¢books adjust their content to

the diversity of cultures as well as the varietyirdkerests of the learners. However,
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teacher must know the class and its characterigticzrder to choose the right one
(Hedge, 2000, p.38-39).

The coursebook and the accompanying materials @msdshould also serve to the
teacher, providing him/her with suggestions aneralitives or extra activities and
resources. Teachers can rely on the textbook evesnwnder the pressure of time,
which is reassuring. However, they should be awérie fact that “coursebooks are
good servants and bad masters” (Cunningsworth,, 1284 The teachers should use the
textbook actively, that means that they should fdate the objectives with special
attention paid to learners’ needs and they shoatdaliow the textbook formulate the
objectives or, in the worst instance, allow ‘teachthe coursebook’ to be the objective
(ibid).

Lastly, the teacher must consider the availabiityequipment and the amount of
money that can be spent on the textbook, eventuwdhgr supplementary materials
(Cunningsworth, 1995, p.1, Harmer, 2001, p.301,d¢€2D00, p.371).

4.3 Role of Others by Textbook Selection

Teachers do not have to rely just on themselvesvgledéecting the textbook. They
might ask their colleagues for their opinions, whis especially useful when they
already have some experience with the textbookcHera can also get useful hints from
their pupils concerning the textbooks they had besing so far and the things they
liked or disliked about the book. They might gihe teacher useful feedback as well as
set criteria for a better textbook choice. Even nvttee textbook is already bought, the
teacher still might investigate the material in esrdo adjust the individual parts to
learners’ needs, to access the relevance and éitytalb the material etc. In that case,
an in-depth analysis of the textbook is needed raagl take some time. The teacher
needs to set criteria for the textbook evaluatwinich necessarily involves his/her own
judgements and is to a certain level subjectivee f@acher will thus take into account
different factors, including “learner and teachekpectations; methodological
preferences, the perceived needs of the learngiabgs requirements; and personal
preferences” (Cunnings worth, 1995, p.8-9).
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4 .4 First Encounter

First encounter with the textbook is crucial foe tonsequent textbook choice by the
teacher. Thus, teacher should follow basic guiéslimvhen selecting the textbook.
Harmer suggests stating criteria for assessmenthwdllow the teacher assess the
books “on the basis of their own beliefs as welltlasir assessment of the learner’'s
needs and circumstances” (2001, p.301). Firstly téacher should state his/her beliefs
about any area he/she wants to concentrate on., Nlextteacher might use the
prefabricated statements of beliefs as an assesstoelh The teacher can either
concentrate on one textbook only or he/she mightpaoe the approaches of different
books. For the first encounter with the textboois iadvisable to use as simple a list of
features (such as price, layout, topics etc.) asipte (2001, p.302).

The textbooks try to lure the teachers by variowams. Even a quick look at the
back cover of the textbook might reveal somethifighe adopted approaches and
methods of the authors as well as structuring efchntent. The claims of the individual
textbooks vary to a great extent and it dependbhenteacher, which description attracts
him/her the most (Cunningsworth, 1995, p.11). Layd design is important and even
more by the teenage group of learners concernieig tieed of motivation (see chapter
3.4). However, the teacher should not be deceiyesuper modern layout and shallow

words used just to impose the reader (see Jel20€K, p.127).

4.4.1 Syllabus Type

When scanning through the textbook, the teachesallys concentrates on the
syllabus type, its selection and grading (Harmeg12 p. 301). Cunningsworth defines
the syllabus as a “specification of the work todosered over a period of time, with a
starting point and a final goal” (1995, p.54). Tlguage items are ordered in a
particular way depending on the underlying prinegpand theories. Predominantly, the
textbooks are based on the content-based syllabhige (1988) identifies four types of

content base in syllabus design:

-24 -



« form (with a structural focus)
« function (with a notional/functional basis)
* situation (contextual focus)
« topic (informational focus)
(in Cunningsworth, 1995, p.55)

The textbooks combine all the factors trying toabak all the different approaches to
the syllabus design. The structural syllabus isceamed with the language form, so
with the internal structure of the language. ldeali concerns not only grammar but
also lexis and phonology. The teacher should laskcomplexity of the structures as
well as their ‘learnability’ and usefulness for thearners. The functional syllabus
identifies the communicative functions that shoul® relevant to learners’
communicative needs. However, textbook authors shdbose situations according to
their idea of what the particular age group neeahst this might be subjective. Each
group of learners is specific and only their teadtm®ws the best what his/her learners
really need. The advantage of the functional sylkais the way it describes the learning
goals. They are much more understandable to thdemsts than the items of the
structural syllabus and as such can be more imgpifihe situational syllabus frames
the educational content in real life situations dhds it is easier for the pupils to
personalize their learning. Important is the sgitithe participants and above all the
communicative goals which should be relevant todge group and interests of the
learners. Importantly, the new language items shbelpresented in different contexts;
which enables learners to connect the languagesitenspecific situations. Lastly, the
syllabus design might be based on the topics. Bahopics and the situations used as
a background for language acquisition should be ivattg and variable
(Cunningsworth, 1995, p. 54-58).

4.4.2 The Organization of the Coursebook

The syllabus concentrates on the organization eflahguage items throughout the
book. However, the teacher should also be intedeisteother organizational aspects;
mainly the continuity within the materials, the wdne grammar and vocabulary items

are recycled and reinforced. Usually the textbotrgsto link the previously taught
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items with the new ones in a progressive way. Haelier should look for reference
sections within the individual units, their intejom and usability for the learners.
Learner-training sections are particularly usefobls as they provide advice and
guidance to the students on how to use the bookt@ktbook should not lack an index
of language items and each unit should be providid a list of new vocabulary.
Sometimes the textbooks also include information vdmere each word was first
introduced. Even though is it presumed that sclebdtren go through the material
together with their teacher, the material shouldsbiable also for self-studies so that
the children can either review some of the partsashe or, when needed, go through
the individual units on their own (Cunningswort®95, p.28-30).

4.4.3 Pupils’ Needs and Requirements

Cunningsworth further stresses the role of thgilpun the textbook selection and
evaluation. The teacher should bear in mind theferests and thus follow basic
guidelines. Firstly, the content of the coursebebkuld correspond to their needs and
to the objectives of the course as a whole. Thans¢hat the course should correspond
to what students need to learn in terms of the dagg content but should also
acknowledge their other needs such as personalizatithe individual tasks. Secondly,
the teacher should focus on the level, to whichtéx¢book helps the learners use the
language effectively; that means that the preselaiggliage items are relevant to what
the learners need. Thus, the teacher needs to fotuke individual language items,
their balance and organization as well as discoategcture and style. The subject
matter of course materials should be intellectuatiynulating and engaging for the
particular age group. Further, the coursebook shwatognize individual learning
styles of the pupils and develop their ability alfsassessment. Pupils should be
motivated to study not only by the variety of tap@nd activities but also by regular
check-ups where they could evaluate their progréksis, the textbooks should be
viewed as a support of learning, supplying moddEnglish relevant to students’ level
of proficiency and helping the students understdmmv the language works
(Cunningsworth, 1995, p.15-24).
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4.4.4 Teacher’'s Needs

On the other hand, there should be also an é&dok for teachers providing them
with additional materials and even methodologyatleast an approach to learning. An
elaborated teacher’s guide might be a great helgicplarly for novice teachers or for
teachers lacking time. Teachers’ books can exedrsiderable influence on how the
course is taught, providing the teacher with al tlecessary information concerning the
content of the course, its structure and gradirmwéter, the teacher should not blindly
follow the principles without contrasting them witfs/her own and without considering
the pupils’ needs (Cunningsworth, 1995, p. 109-112)

Teachers often look for extra materials and exescisshich enable various types of
learners to apply their individual learning straésg That is what the coursebook
package usually concentrates on. According to Gigsworth it is “any integrated
package of materials with the coursebook at thére&1995, p.25), meaning that all
the parts of the package should relate to eachr.offiee teacher cannot access the
integration of the individual parts at the firgglsi, though. What he/she can assess is the
variety of the individual parts. Usually, the pagkaconsists of the following

components:

- student’s book

- teacher’s book

- workbook/activity book

- cassettes/CDs

- tests

- video

- CALL materials (refers to Computer Aided Languageaining) — e.g. CD-

ROMs
(Cunningsworth, 1995, p. 28)

However, even though the package might look attracthere is another aspect that

needs to be considered; and that is the price. Vilieze is not enough money available

for the whole package, the teacher might have taddewhich components to choose
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(Cunningsworth, 1995, p.25). However, the packadanctional as a whole and should
not be reduced to the textbook only. In that cédmeteacher should supplement the
missing components by his own materials and aidarridr, 2001, p.304-305,
Cunningsworth, 1995, p.10).

As soon as the teacher gets acquainted with thébdek syllabus, the adopted
approaches and methods of the authors as well #s the available coursebook
package, he/she might get interested in other aneels as the way the textbook deals
with instructions, if the textbook is more skill sub-skill oriented, if there are self-
assessment tools for the learners, if the topiescalturally acceptable etc. Thus, after
getting the impressionistic overview of the basi@algies of the textbook, the teacher
will need to go through in-depth evaluation. Howevkis evaluation requires time and
patience as the teacher analyses representatiyelesanf the material from different
viewpoints (Cunningsworth, 1995, p. 1-2). Similatly the first encounter, teacher
should follow certain criteria when evaluating #entent of the textbook. Thus, next

chapter focuses on their description.

4.5 In-depth Evaluation

Opposed to the impressionistic overview, which givihe teacher a general
introduction to the material, in-depth evaluaticgal$ with specific items; particularly
those that relate to the students’ learning needs sgllabus requirements
(Cunningsworth, 1995, p.2). Obviously, teacher ys&d particular items in connection
with specific requirements of his/her course anthoa be prepared for all the situations
beforehand, e.g. before he/she decides to buyeiibdok. However, following criteria
help the teacher to identify strengths as well aakmesses of the material, which is

crucial for successful textbook’s utilization irethlassroom.

4.5.1 Language Content

To focus on the coursebook in depth, the teachghtstart with evaluating the
language content. Cunningsworth does not includés sk the chapter dedicated to
language content; he rather concentrates on thelgldb (1995, p. 31-44). Students’
knowledge of the system of English is importantyvéeer, should not be the only focus

of foreign language teaching. In fact, both skalilsl sub-skills should be developed and
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should complement each other, but with speciahtitte being paid to the development
of the basic skills (see chapter 3.7, p.17). Aceydo Harmer “the immediate goal of
language study is to increase the knowledge ofahguage system so that the longer-
term aim of improving productive and receptive Iskdan be achieved” (2001, p.154).
Thus, the textbook should deal with both the skifisl sub-skills in an integrated way.
However, there might be a reason to analyze theparately, for example when the
teacher wants to focus on the development of pdatic skill or sub-skill
(Cunningsworth, 1995, p.31). Consequently, the papefly describes each of them,
starting with the presentation of the language esystonly to focus on the

communicative role of the textbooks.

4.5.2 Language System

The textbooks usually cover all the basic sub-skilowever often not equally.
Generally speaking; grammar, spelling, pronuncmatis well as vocabulary should be
treated by the textbook in a comprehensive butoredtsde way so that the pupils can
internalize the rules of the foreign language asd this basic knowledge to produce
audible message in a foreign language. The indaliduwb-skills are often treated
separately for teaching purposes; however, thisoggh should not outweigh the
integrative approach towards the presentation dsaweractice of new language items
(ibid).

There are various approaches towards teachingngaarand the choice of the best
one depends on pupils’ needs (Hedge, 2000, p. B&jcally, two main approaches
towards grammar teaching and learning are usedductige and inductive approach.
When applying the inductive approach, learners thgmize the rule from examples of
the language. On the other hand, inductive approaeans that learners are provided
with explicit rules and they are expected to pre&daorrect sentences on the basis of
those rules (Cunningsworth, 1995, p.99). Both eagines have their advocates and
opponents. Harmer prefers inductive approach tosvgrdmmar believing that pupils
internalize the rules when they discover them oeirttown (2001, p. 155).
Cunningworth does not explicitly prioritize any thfe approaches. According to him,
the choice of the approach depends on the leasiingtion as well as on the type of the

learners and their requirements. However, he claimas grammar items should be
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introduced in small units and that there shouldbakance between language form and
language use. Moreover, the textbook should meérnipdink the newly introduced
items with the familiar ones (1995, p.32-36).

Word stock plays an important role in an effecte@mmunication and at the
beginner level it is even more important than gramnihus, the teacher should check
if the textbook involves sufficient vocabulary-laarg material. As the criteria for the
choice of vocabulary differ, the teacher must coeisithe specific needs of the learners
to choose relevant language items. The vocabukamedl as grammar items should be
taught in structured and purposeful way; that meana meaningful context. The
textbook should also provide examples of languagms that would make the pupils
aware of the relationships that exist within theiden of English; such as synonyms,
antonyms or hyponyms. The vocabulary items shoelddzycled through additional
activities. The textbook should further providerfeszs with strategies for coping with
unknown vocabulary in order to develop their leagnskills (Cunningsworth, 1995,
p.38-41).

Pronunciation and spelling have been a challentasl for textbook producers so
far even though the communicative approach foctised attention on both sub-skills.
Current textbooks cover not only the articulatidnttee individual sounds as well as
words stress, sentence stress and intonation aspetthey focus also on the global
aspects of phonology such as weak forms and rhythapeech. The pronunciation is
further developed by auditive teaching aids, wtaapplement the exercises and supply
the learners with authentic material. The focusdasmore on accuracy but rather on
production of natural-sounding speech. Both promimmn and spelling should be
taught together with other skills and sub-skillsaim integrative way (Cunningsworth,
1995, p.41-45).

4.5.3 Other Aspects of the System of Language

As already stated, the sub-skills need to be ptedeand practiced in meaningful
contexts. Discourse is one of the features of dnguage use that enables the pupils to
become aware of the role of the language items elsas the language structure in

conveying the message. Further, it is a direct lietwveen the sub-skills and skills and it
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presents the language in an integrative way, widctelevant to the communicative
approach. Cunningsworth defines language discasgse
features of language use that go beyond the dowfagrammatical rules and
include areas such as the sequencing of sentecoégsion, paragraphing,
structuring text, participation in conversatiorg.€1995, p.45).

That means that discourse does not focus the keamg on the language use but
also on the conventions that guide the languaggeudaportant is the aspect of the
authenticity of the presented material. Harmer satggthat the materials should be
nearly authentic or authentic even by beginré?§01, p.204-205). Thus, textbooks
might simplify the content and limit the range ahguage items, such as cohesive
devices; however, the structuring of the contewiutth still be coherent and natural so
that the pupils can internalize the rules of thagleage. Those rules are taught with
increasing complexity and more advanced learnessildhmaster also more elaborate
means of sentence cohesion such as conjunctionsteattdorganizers. However,
teachers should pay attention also to the rolé@fdiscourse in the materials presented
on the cassettes and CDs. Spoken English shoutédresentative of natural spoken
English and should follow the conventions of nadteanversations such as turn-taking
(Cunningsworth, 1995, p.45-49).

Closely connected to the language discourse igjtlestion of style and appropriacy
of the texts. The textbook should present matenhich is stylistically variable,
however, appropriate to the learners’ needs. Leasteould be able to assess the social
situation and match the style accordingly, payitigrdion to the cultural aspects of the
language use. Textbook should thus make the papitge of the stylistic differences
that might be signaled by aspects of grammar a$ agethe choice of vocabulary,
discourse structure and phonological aspects. @oimgethe communicative approach,
textbooks should concentrate on developing pum@tsisitivity to the choice of an
appropriate style in written as well as spoken camigation (Cunningsworth, 1995,
p.50-51).

Lastly, pupils are exposed to varieties of EngliSkenerally speaking, textbooks use
only two variants - either standard southern BritEnglish or standard American

English. Learners should be aware of the basiemiffces, however, should not focus

° see also Cunningsworth, 1995, p. 66
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on details. Important is the mutual intelligibilinf the both variants (Cunningsworth,
1995, p.52-53).

4.5.4 Skills

There are four basic skills, which can be dividet iproductive and receptive. All of
them have already been introduced (see chaptep®R,Even though the skills cannot
be acquired without any knowledge of the languagtesn, they are still crucial in the
teaching and learning process as they focus omdesr ability to operate in the
language and use it effectively in communicativeksa Textbooks should develop all
the skills from early stages with a growing comgeximportantly, all four skills
should be presented and also practiced in an mtesgjiway similarly to the way they

are combined in an authentic discourse (Cunningswt®95, p.64-65).

4.5.5 Receptive Skills

The teacher should be able to evaluate the wayhiohathe textbook covers all the
skills, if their presentation is balanced, and ot,nwhat should be changed. Receptive
skills might be described as “the ways in which gleoextract meaning from the
discourse they see or hear” (Harmer, 2001, p.1B8s description applies to reading
and listening.

The textbook should provide suitable texts for negdrom the elementary level.
According to Cunningsworth, coursebook texts camsed for several purposes. Their
most obvious role is to develop reading skills atiditegies. Moreover, they can be
used for presenting or recycling grammar items lareédening the word-stock of the
learners. This skill can be combined effectivelyhaall the other skills. It can serve as a
model for writing or it can stimulate oral work. Ase majority of the texts are recorded
on the cassettes or CDs, the pupils can as welbrmmistening and reading. When
analyzing the reading content of the textbook,heabas to consider the quantity of the
reading material, the type of the texts as welleagl of their authenticity. Individual
texts should provide a growing complexity of grantce and discourse structure as
well as wider range of vocabulary used as the eopreceeds. Not only the choice of
the topic is important, it is also the way the t3pare presented to the learners and the

way the text is structured. The activities acconypam the texts should include pre-
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reading questions as well as comprehension questm exercises focusing on
extraction of specific information from the textugtls should be taught to predict the
unfamiliar vocabulary from the early stages, altjfiouhey need more help at the
beginning. Important is also the extent to whicle tiextbook enables learners to
personalize the activity (1995, p. 73-78).

Textbooks focus on listening in two distinct wayststly, they combine listening
with speaking in dialogues and role-plays, whemsdefing is to a certain level
subordinated to speaking. Secondly, the textbookgige extra listening exercises. The
listening phase should be preceded by pre-listeacttyities that would focus pupils’
attention to the topic and which would contextualike activity. Teachers should look
for variety of the listening exercises (listeningr tomprehension, for extraction of
information etc.) and also for quality of the rediog. Speed, style and accent should be
appropriate to learners’ abilities and needs. hisig exercises should not only engage
the pupils, but they should also require a compjexi operation — that means that the
pupils should not merely write down the requirefimation but they should be able to
predict and transform the information as in autitenbmmunication. Videos or CD
ROMs can provide the learner also with visual infation as in real-life
communication (Cunningsworth, 1995, p. 67-68).

4.5.6 Productive skills

According to Harmer language production means ‘thiatdents should use all and
any language at their disposal to achieve a comeatine purpose” (2001, p.249). The
productive skills involve both speaking and writiddaturally, both skills are combined
with the receptive skills in an authentic setti@yigninngsworth, 1995, p.65).

Writing activities are often of a guided kind; timaeans that the students are asked to
imitate the given model or produce a slight alieratof the original text. At higher
levels, students leave the controlled writing els&s and they are given more freedom.
The writing tasks vary from producing formal anébimal letters to writing a report or
filling in a form, with regards to the age and need the students. Importantly, the
written activities should focus the learner on thscourse functions of the texts by
means of variety of the given examples. Pupils Ehoancentrate on the relationship

between the paragraphing and topic developmenganasportant tool for conveying
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the message to the reader. Contrary to the stydpaken English, writing makes use of
language resources such as paragraphing, spelfing¢ctuation and the layout.

However, the writer does not have the direct cdnteith the audience and cannot
change the content in accordance with their reacfldwus, the author must consider
special requirements of the audience in advancesthg appropriate text type and
style. The textbook should focus learners on thguiistic clues in the text that enable
them to identify the type of the text as well astevis intentions. The textbook should
also include the techniques that would help thenkrareview and edit their written

work by means of self-evaluation (Cunningswort93,%. 80-84).

Speaking is an important skill, which is neveréssl not developed accordingly by
all the textbooks. The textbooks often concentrae the mechanical aspects of
speaking such as presentation and practice of meguhge items or pronunciation
practice. However, the communicative approach requapplying different techniques
that would engage the students in a meaningful esaion imitating real-life
conditions as much as possible. Thus, the textlsbokild include material that would
teach them how to cope with unpredictability inpalen discourse (such as information
gaps, different instructions etc.). The material $peaking should include various
activities making use of different organizationairhs as well as learner roles. Speaking
should be emphasized and enhanced from the eaggsnot only by the textbook but
also by the teacher, who should not focus as mucthe accuracy as on the pupils’

ability to convey the given message (Cunningswdr@®5, p.69-70).

4.5.7 Nonlinguistic aspects of the Textbook

Nonlinguistic aspects of the textbooks concernrthagiic choice, their selection of
the subject matter as well as presented sociakesadund attitudes. As all these areas
were discussed in various parts of the paper, wikype described only briefly.

Obviously, the subject matter must be not only imfative but also challenging and
amusing and the choice of the topics should bevaelketo learners’ needs. Moreover,
the material should expand learners’ knowledgelherareas of interest. Thus, students
should use the language to learn about other gsbjacross the curriculum
(Cunningsworth, 1995, p.86). The importance ofdhgagement of the student need not
be discussed further.
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The teacher should become aware of the fact hieateixtbooks together with the
subject content also communicate sets of sociatcaftdral values — either implicitly or
explicitly. As the textbook might influence learaeperceptions and attitudes not only
towards English learning but also towards the $pcs a whole, the teacher should
analyze carefully how it depicts social values (@ingworth, 1995, p.86-90; Hedge,
2000, p. 38-39).

4.5.8 Methodology

As already stated, the way of organization of tbevdies as well as the choice of
the material reveals something about the adoptewsviof language teaching and
learning. The introductory sections of the teachawsks might discuss students’ needs
even though they rather concentrate on the conlestription. However, the approach
towards the students’ needs can be traced in tlyetlveaauthors deal with the language
content and in the kind of methodology they ad@pirrently, the textbook authors tend
to adopt the communicative approach towards languagching and learning, which

they demonstrate among others by following prirespl

» communication should imitate real-life language u
» there should be a balance of accuracy and fluency
* learners should actively participate in the lesso
* the activities should be creative as well as lehging and should enable the
students to personalize them
(Cunningsworth, 1995, p.99)

The textbooks which adopt different approach towal@nguage teaching and
learning might state different principles. Cunnivgsth does not strictly focus on any
of the approaches leaving the choice on the tegd®£5, p.100-101). However, the
textbooks should follow the requirements on langutagaching stated in the curricular

documents (see chapter 3.1 and 3.2).
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5. Conclusion of the Theoretical Part

All the factors of the teaching learning procedtuance the processes going on in
the classroom. The teacher should be aware of thoseesses and the way they
influence each other. Importantly, the teacher khpassess the knowledge of the state
educational policy and its implementation in thbaad educational programme in the
area of second language teaching. The teacher cstapgly the principles of the
communicative approach by the choice of approptieéehing materials and aids as
well as suitable methods and techniques. The tegdbarning process is very dynamic
and every lesson is unique. Therefore, the samerialmight work in a different way
depending on the given educational context. Thehramight discover particular areas
that need alteration and might leave out inconvenarts of the material or add extra
material where needed. In order to do this effetyivthe teacher needs to know the
criteria for content assessment. Most importaritig, teacher has to consider learners’
specific needs (Cunningsworth, 1995, p.136-137usThhe textbook cannot work on

its own. The teacher is the one who decides albeuieixtbook’s utilization.
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6. Research

6.1 Introduction

The practical part of the thesis concentrates enaittual research. At first, | shall
introduce the structure of the research and | spedceed with a more thorough
description of the whole research procedure.

Firstly, | shall define the aim of the researchvadl as the underlying questions.
Next, | shall produce a research time plan. Théofohg part concentrates on the
research methodology and background informatiore ftroductory part concludes
with the research tools description.

The research procedure is described chronologicatlyirst, each research tool is
presented, followed by the analysis of the outcomes

The final stage presents the outcomes of the reseand evaluates the whole

procedure.

6.2 Stating the Aim and Underlying Questions

The research took place at a small town basic $cAd® research is based on
underlying questions, which evolved from the th&éoe¢ part and which were used in
order to increase the validity of the research paudicularly of the research tools. The
aim of the research is to evaluate how two diffeteachers utilize the textbook in their
lessons. The teachers use different textbookshioisame age group. The main aim of
the practical part is to use adequate research todind out which teacher makes the
most of the available textbook in the given edwrsl context.

The practical part aims at answering following dicess:

1. Is there any textbook which would suit the temcind her learners in all the
aspects?
Are the teachers aware of the syllabus requirenengsated in the SEP?
Do the teachers consider different factors by aurggaluation?

Do the teachers motivate their pupils throughtdaching content?

a k& 0N

What is the level of the teachers’ dependencthercontent of the textbook?
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Does the textbook provide the learners with comicative tasks?
Do the textbook based activities acknowledge dffiefearning styles?

Are the teachers able to evaluate critically theteot of the textbook?

© © N O

Have the pupils formed an opinion on what an Ehgliextbook should
include?
10.What is the level of agreement between the teaghérthe pupils concerning
textbook’s evaluation?

Those questions were answered throughout the thdivistages of the research
process.

To ensure credibility of the findings, five differe viewpoints concerning the
textbook in English classroom are combined. Firsityis the school educational
programme and its demands on the content as walhas of language education at the
given basic school. Secondly, it is the textboold ats teaching and learning
philosophy, which may or may not correspond witle tteaching and learning
philosophy of the given SEP. Thirdly, it is the wgoint of the teacher and her
perception of the role and functions of the textban ELT classroom. Fourthly,
learners’ point of view must be added. Lastly, da¢a is enriched by the viewpoint of
the observer.

6.3 Research Time Plan

The time scheme consists of individual actions,clvhwere planned at the beginning
of the research to ensure better organization ef vilnole research procedure. As
obvious from the chart underneath, the data cadlecphase was planned for two
months. Although there were some minor changeshé timing of the individual
actions due to contextual factors, the time plas Wasically followed throughout the
research.

Table 1: Time Scheme of the Research Procedure

Consulting Literature 29.12. - 1.1.
First Visit of the School 2.1
Keeping a Diary 2.1.-28.2.
Preparing Data Collection Instruments 3.1.-10.1.
(interview, observation)
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Interviews with the Teachers 12.1.
Regular Visits to both Classrooms (observations) 2.1128.2.
Preparing Questionnaires for the teachers and stside 17.1.-15.2.
Distributing the Questionnaires 16.2.-20.2.
Analysis and Interpretation of the Data 21.2.-28.2

6.4 Research Methodology

Every research requires that the researcher becdamediar with the research
methodology. | drew my conclusions concerning regeanethodology from different
sources, mainly from Nunan (1991, 1992), Richami$ bockhart (1996) and Gavora
(1996). Nunan’s case study turned out to be a sowfc valuable insights and
suggestions concerning the research procédurestly, the author mentions the need
to describe the environment in which the researdodiects the data as well as the
underlying motive of the research (1991, p.4). Asaaly stated, the data is derived
from genuine language classrooms in the naturadacketting and the thesis aims at
providing findings that would be beneficial for H®interested in pedagogy, so it has
primary pedagogic rationale (1991, p.5). Seconttilg,author mentions the necessity to
state the goal or sub-goals of the research. Apuingose of the research together with
the underlying questions has already been stabedreader can proceed to the third
issue and that is the method of data collectiomadudescribes the method as principal
means for data collection (ibid). The thesis empltiyyee basic research methods -
namely observation, questionnaire and an interi@®avora, 1996, p.11). Fourthly,
Nunan concentrates on the type of data. He disgshgs two basic types - qualitative
and quantitative data. Even though the meaningualitative and quantitative data
might be described in lay terms as data that cabeotounted and data that can be
quantified, more thorough description reveals amibygof both terms (1991, p.5). The
research focuses on acquiring both qualitative quantitative type of data. Lastly,
Nunan deals with the type of analysis (ibid). Thaper shall employ statistical and
interpretative analysis when dealing with the qitattte and qualitative data,

respectively.

1% Studies in Second Language Acquisifionline]. Dostupny z WWW: <http://davidnunan.comdixs/articles.php>,
cit. 9.1.2009
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6.5 Background Information

6.5.1 The School

The chosen basic school provides basic educatioelémentary as well as lower-
secondary learners from the age of seven to thefafifeeen. Although the school may
be attended by up to 720 pupils, this year figuees lower reaching only 445
permanent learners. The school possesses threeutmmiabs; two of them are
available for the lower-secondary pupils. The sthoas newly introduced also a
multimedia classroom, which is equipped with arrattive board. The teaching staff
consists of 28 members. Concerning ELT at the Iaeeondary school, there are three
English language teachers; however, only one ohtisequalified. Both classes at each
grade of the lower-secondary school have Englisboles at the same time being taught
by all three teachers. The school supports langadgeation via grants and also makes
use of the the available time allotment for furth@mguage education. Pupils have
standard three English lessons weekly, which arecleed by optional courses. The
school takes part in the international projectsr&es and Comenius. The success of
the pupils in English language competitions pravesquality of the language teaching

at the particular school.

6.5.2 SEP - Educational Field Foreign Language

The school educational programme stresses the carmative approach towards
language teaching (see appendix 1). It explicithtes that teachers should pay more
attention to the development of the communicatkilssthan to the development of the
sub-skills, particularly grammar. In accordancehwtthe document language teachers
acknowledge different aptitudes and learning neafdshe pupils, creating learning
conditions for both gifted pupils and pupils wigatning difficulties.

The SEP describes the competencies that shoulddnerad by the pupils in the
process of the second language acquisition. Impibytathe requirements include the
demand on the authenticity of the used texts annmaés and on the cross-curricular
approach towards language learning. Due to thesfotuhe thesis, further description
will concentrate on the second stage of basic daucarhe second stage of education

is not divided among the individual grades andrdgiirements are general enough to
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be applied in all its phases. Thus, English teacltan decide about the teaching
content. The SEP draws on the newest requirementisaghing and language teaching,
which is obvious from the way it is structured e tiirst column deals with the awaited
outcomes (stated in the active verbs) and the subjatter is described in the following
column. However, the second column does not conéirtbe syllabus only. It includes
suggestions concerning the development of readingpeehension of the learners using
graded readers and authentic texts as well astyaoie organizational forms and
teaching and learning techniques. Special attenisopaid to the gifted pupils (see
appendix 1).

The elaborated school educational programme seesigoport as well as guide the
English teachers in their teaching. It also presspp that the teachers acknowledge the
core role of the pupils in the learning process adgist the teaching material to their

specific needs.

6.5.3 Teachers

In order to protect the identity of the subjectdhad research, the teachers are labeled
as teacher A and teacher B. No proper names adettusrighout the paper.

Teacher A is a qualified English teacher. She leenlheaching English for 18 years.
Being the only qualified language teacher at theelesecondary school, she is also the
head of the language committee. She tries to imghemmew teaching ideas and
procedures into the school curriculum. As a defagdmaster she organizes the whole
teaching staff.

Teacher B is a novice teacher with a three yeaciab@edagogy course. Even
though not qualified for teaching English, she lsasne pedagogical experience in
special training for pupils with learning difficids. She has been teaching English for

four years but only one year at this particularosth

6.5.4 Classrooms

Both classrooms are equipped for language teadqseg appendix 2 and 3). The
desks are arranged into a horseshoe, which entdiglésacher to keep in touch with all
the pupils. Both classrooms are suitable for déiftrarrangement of desks as in the case

of group work or role play. Both are light with pkant colours on the wall and on the

-41 -



desks. The environmental conditions are similath lmtasses face the street, so the level
of noise is about the same. The main differencevéat the two classrooms is in the
material teaching aids available to the pupils.s&laom A is equipped with pictures,
images, posters and realia, with two whiteboardsaprojection screen. The technical
teaching aids include a computer, video, overheagegor and CD and DVD player.
The students also use a camera and recorder whiing/@n projects and individual
tasks. The classroom is further equipped with &g which includes graded readers.
Moreover, there are dictionaries, grammar books anethodology resources.
Classroom B includes pictures and images, a blaokbh@ video and a computer. The
teacher takes her own CD player into the classrobimere is no library or reading
corner. However, the classroom equipment is seffiicifor language teaching and

learning.

6.5.5 Learners

Both learner groups, labeled after their teaclygagip A and group B, consist of
thirteen year old children, their language levehgiag from Al to A2. They use
different textbooks, but both textbooks are sugédbl the level A1-Axsee appendix 4
and 5). Both groups are compact and cooperativ@lyeaotivated. The number of
pupils is about the same, fifteen pupils in clasandl sixteen pupils in class B. There
are more boys than girls in both classes. As tasfeeifics of the classes, more is to be

revealed in the research procedure.

6.5.6 The Textbooks and their Teaching and learning ~ Approach

As already stated in the theoretical part, evergbmok reveals something of the
authors' philosophy concerning teaching and legyminsecond language classroom(see
chapter 4.4, p.24). The teacher should be awartheounderlying philosophy of the
textbook when working with it.

Project 2 (2° edition, 1999) is a familiar textbook for most Hsly teachers (see
appendix 4). Its author, Tom Hutchinson, is a retguk textbook writer, whose
textbooks have been used at basic schools fothest decades. The textbook remains
popular due to its familiarity and availability. Sar, the author has produced three

editions of the textbook. However, | shall focustba edition which is recently used at
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the school. The author acknowledges that the tektlhimes not arise from the newest
methodological trends; it rather combines the tradal and the contemporary
approaches. The author adopts a grammar-basegtiealahpproach towards language
learning. Obviously, grammar is an important asjpét¢he whole textbook. The author
advocates inductive approach towards its presentaliowever, the language system
development seems to overshadow the developmetiteobasic skills. However, the
author does not stick to the traditional approacly.oHe claims to be an advocate of
learner development, project work, task based ndetlogy, role play and cross-
curricular themes. He also stresses that languaegesishould be taught in meaningful
and realistic contexts. The basic coursebook packemntains a student’'s book,
workbook, class cassettes and teacher’s book. €€adbook provides the teacher with
useful guidance concerning the teaching process. t€ktbook is based on a clear
sequencing and organization of the exercises, wittertain level of predictability.
Hutchinson does not strictly prefer any organizaioform; he rather lets the teacher
choose the best format for each activity. As thereiges used throughout the book are
guided and focus merely on accuracy (with the etxaepf project work), he prefers
on-the-spot correction of the produced languagasteHowever, he suggests that the
pupils are given more freedom on higher levels. &tor also tackles the issues of
learner development, the suitability of the textbdor mixed ability classes and
possibilities of self-evaluation of the pupils (Wiiwidge, Hutchinson, 1999, p.4-9).

In contrast with a textbook with a rich teachingldearning history, Blockbuster 2
(released in 2005) is a relatively new textbook,iclwhis already built on current
demands on language teaching (see appendix 5).altteors, Jenny Dooley and
Virginia Evans, are also no newcomers on the fadldextbook production. There are
clear differences in the attitude of the author?afject and Blockbuster. Firstly, the
authors of Blockbuster concentrate on the desonptif the pupils’ level in accordance
with the European Framework. Further, they claim e advocates of the
communicative approach towards language learningedisas of the learner-centered
approach. They claim to develop the learning sgiateof the learner through active,
holistic and humanistic learning, stressing the antgnce of teaching vocabulary and
grammar in meaningful contexts relevant to the bigeneeds of the learners. The

coursebook package includes apart from the basnpooents also a language portfolio,
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test booklet and CD, CD-ROM and Student’s Cassatt€D. A broader range of
additional materials and aids does not necessardgn that Blockbuster works better
than Project. Basically, it provides the teachethwvider spectrum of activities and as
such simplifies the teacher’s preparation. Morepiteacknowledges different learner
types (see chapter 3.4, p.12). The authors methi@e basic types of learners in the
introductory section of the teacher's book. Accoglito them, the textbook and
complementary material and teaching aids provifferént stimuli for visual, auditory
as well as kinesthetic learners. Further, the aathopport learner autonomy as well as
self-monitoring and evaluation technique througé tise of language portfolios. The
authors describe the portfolio as eollection of what the learners want to keep as
evidence of what they are learning through the mmadiof the English language
(Dooley, Evans, 2005, p.8). It is not the aim @& gaper to describe the contents of the
language portfolio. It is important as far as tharhers’ need of sufficient feedback and
guidance concerning his/her learning style is comed The student’s book and
workbook of the Project also involves so calledgoess diary and progress check.
However, they both recycle grammar and vocabul@ys only. The last issue worth
mentioning there is the evaluation. Dooley and Bvaention three types of evaluation
— initial, formative (which is done throughout theurse) and cumulative — e.g. at the
end of the course. Importantly, the authors sttbas evaluation allows teachers to
reflect on the validity of their teaching practicaisd the types of material being used
(2005, p.4-10).

Although the syllabuses of both textbooks look &mias they are both content
based, their content organization, selection aratligg is specific. The thesis will
further concentrate on the way the teachers makeotishe specific features of the
textbooks in connection with their own teachinglggophy and the specific needs and
requirements of the learner group. The textbooljeletas used in class B, whereas
Blockbuster in class A.

6.6 Research Tools

Every research method requires specific reseanth.tBven though Gavora suggests
that a researcher beginner should stick to alrg@therated research tools (1996, p.36),
he also adds that the already made research tomlacd suitable for every kind of
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research (1996, p.11-36). Due to the nature ofréisearch, all but one research tool
were produced by the author of the paper. In otdestick to the research aim, the
research tools were conducted on the basis of tigerlying questions. In order to
increase the content validity, all of them weretat!.

The first research tool employed from the beginrohthe research procedure was a
reflective diary. According to Nunan it can be ugedobserve and reflect on one’s
thoughts, feelings and motives (1992, p. 115). &\dprovides valuable insights into
the process of learning and teaching, howeves, at iather subjective research tool, not
being considered a valid and reliable tool wherduse its own (Nunan, 1992, p.123-
124). Thus, | used the diary as a supplementaityotdg.

Another research tool that | produced for the paepof the thesis was a structured
interview. | used a list of questions in a pre-deieed order because | felt that certain
structure was needed in order to get comparabgeldaboth interviewees. | was aware
of the fact that structured interview may lead ¢ot&@in bias as the relationship between
the interviewer and interviewee is rather asymroalrinowever, | decided to make the
interviews relaxed and cooperative in a way whiabuld suit both the teachers and
their personalities. The aim of the interview wagét acquainted with the teacher, find
out more about her teaching philosophy, pedagoditeiwledge and curriculum
knowledge not forgetting the knowledge of the leasnand their characteristics. The
interview was meant to provide the interviewer wigiteliminary information
concerning the personality of the teachers andr thtitude toward teaching and
learning. Specific questions concerning textboakzation were to be the main focus
of the questionnaire.

Subsequently, | focused on creation of the obsenvatheets. | decided upon areas
of interest that | wanted to tackle concerningitiddvidual classes and their teachers. |
was aware of the fact that the observations wenaggo be rather subjective due to my
individual choice of the focus of the instrumendats structure, though. As Nunan
states

....there is no such thing as ‘objective’ observatipn.] what we see will be
determined, at least in part, by what we expecsde. Our vision will also be
influenced by the instruments we develop, adaptadwopt to assist us in our
observations (1992, p. 98).
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A structured observation sheet enables sharpersfomo data collection than
unstructured observation; however, the observer magrlook other aspects of the
lesson. Thus, | decided to supplement the possifdemation gaps by diary entries.

Lastly, | concentrated on questionnaires. Onéeit, so called VARK questionnaire
on learner styles, was adopted from the alreadstiegi English free online versibn It
aimed at eliciting the existing learning styles lboth classes. The other two
questionnaires were produced by the author of Hpmep The questionnaire together
with the interview belongs to elicitation technigu€Nunan, 1992, p.136). The
investigation is focused, similarly to the struetiobservation. However, the researcher
employs elicitation technique to obtain informatidimnectly from the subjects of the
research. When creating the questionnaires, | aoedbboth closed and open questions.
Even though responses to closed questions arer gasillate and analyze, open
questions often include more useful information angplement the information gained
by the closed questions.

As | concentrated on the utilization of the textbaa the classroom, | needed
information from both the teacher and the pupilsug; | created two questionnaires,
both of them structured. The teachers’ questioenficuses on the way the teacher
works with the textbook, on the level of her deparae on the textbook as a teaching
material and on the level of her awareness of pup#eds. The pupils’ questionnaire
tries to elicit pupils’ ideas, preferences and meedncerning the textbook they are
currently using. By contrasting two different pairdf views, in this case the teacher’s
and learner’s, and adding the point of view of tiserver (structured observations,
diary); | hoped to gain a complex picture of thasskroom procedure connected to

textbook utilization.

6.7 Research Procedure
6.7.1 Interviews

6.7.1.1 Preliminary Information

| decided to interview the teachers only. Firsitlyyould be rather time-consuming to
interview all the pupils. Secondly, the assumptieas that the pupils would be more

1 <http://www.vark-learn.com/english/page.asp?p=advic&. 1.2.2009
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open in their answers when not directly confrontedh the interviewer, so a
questionnaire would be the more suitable researghtd choose. At the beginning, |
decided about the main objectives of the interviéwcording to Cunningsworth, the
teacher must consider different factors in ordelbécable to evaluate the textbook (see
chapter 4.3, p. 23). Thus, the interview aims atliig out more about teacher’'s
assumptions, their teaching and learning philosophg attitude towards the school
educational programme concerning foreign languagehing. It also draws attention to
their awareness of the characteristics of the @aslspupils’ needs. The interview aims

at answering or setting the preconditions to anselEawing questions:

Is there any textbook which would suit the teac®d her learners in all the
aspects?
Are the teachers aware of the syllabus requir¢ésresstated in the SEP?

Do the teachers consider different factors byt@onevaluation?

Do the teachers motivate their pupils throughtéaehing content?

The next step was to decide about the format ofgunestionnaire. | decided to
structure the interview in order to get comparalad&a by both interviewees. Closed and
open questions aimed at receiving accurate ansamsat the same time personal
opinions of the responders. | decided to take ndtesg the interview even though I
was aware of the fact that | could lose some vadudata that way. However, both
teachers preferred note taking. The questionnaa® ploted on my fellow teachers in
order to avoid ambiguous questions.

The nature and purpose of the interview was expthin both teachers. The content
of the questionnaire was adjusted to the fact ¢inét one teacher was qualified as an
English teacher. Thus, some questions were providgrdoptions to choose from. The

explanation of unfamiliar terms was provided durihg interview.

6.7.1.2 Outcomes

The basic information concerning teachers’ age,chieg experience and
qualification had already been mentioned in chaptét3. Teacher A is a qualified
English teacher whereas teacher B is not qualifiednglish language teaching. That
necessarily leads to differences in the level afggegical as well as methodological
awareness concerning language teaching and learitngpugh the interview revealed
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teacher’s B gaps in knowledge of pedagogical anithaa®logical terminology, she was
able to answer when helped by explanation of tHarmitar terms. Teacher A answered
without any need of guidance. Both of the teachmgseed on the necessity of
development of the skills, as well as the core dfléhe student in language education,
teacher A stressing active involvement of the mjpdacher B stressing the cooperation
of both the teacher and the students in order achréhe common goal. Out of the
options of the roles of the teacher proposed byrigarteacher A chose all of them as
relevant for her and teacher B did not includertites of participant, resource and tutor.
Concerning preferred teaching method or approaath, teachers chose communicative
language teaching. Next question tried to elio#t thachers’ attitude towards the SEP,
educational Field Foreign language. Teacher A wassfeed with its content,
mentioning only its positives. Teacher B refuseaxpress her opinion on the SEP as
she was not familiar with its content. Due to heors presence at the school, she did not
participate on its creation. Concerning the coopanaof the language teachers, both
teachers agreed that the language teachers didoeigextbooks and other teaching
materials and that the individual teachers havessipility to decide about the textbook
they are willing to use with a support of the sdhmanagement. However, teacher A
mentioned that the factor of price is important.nG&rning their experience with
different English textbooks, teacher A was ablenéme various textbooks which she
had used so far. Among them she also mentionedkBilmster, the textbook she had
been using recently. Teacher B named Project @dyh teachers agreed that there is
no textbook that could suit them and their learme | its aspects.

Concerning the part of the interview devoted to ¢haracteristics of their classes,
both teachers teach at the lower secondary sclsoolgraders up to nine graders.
However, they differed in the preferences of the ggoup. Teacher A preferred nine
graders explaining that their high language levelbded her to be more creative in the
lesson and to use greater variety of teaching dielacher B preferred seven graders as
there the fewest discipline problems and they weeassly motivated.

Concerning teachers’ attitude towards tflectasd? their answers were seemingly
similar; however, deeper analysis revealed thatethere differences in their opinions.
Both teachers claimed that their learners, everughoadolescents, were easy to

12 For basic infomartion concerning the classes bapter 6.5.5
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motivate (see chapter 3.4, p.12). Teacher B claitoechotivate her learners through
grades and teacher A explained that she motivagedeharners through communicative
activities — apart from the textbook she mentiorad plays, drama and guided reading
as effective motivational tools. Lastly, she alsentioned grades. Concerning the
aptitude of the learners, both teachers claimetth®dr learners learned easily, teacher
A mentioning four slower pupils. When asked abda strengths and weaknesses of
their pupils, both the teachers concentrated owieknesses. Teacher A concentrated
on language skills and mentioned writing and teadhexpressed her concern about
pupils’ grammar knowledge. Concerning preferredvams, teacher A claimed that her
learners liked problem-solving activities, singiagd drama. Further, she claimed that
her pupils enjoyed working on their own in pairs gmoups. Teacher B mentioned
projects and also one organizational form that {eyicularly liked — pair work. Both
of the teachers claimed that they approach thergindividually — teacher A through
acknowledging different types of learners and mtmg her pupils with variety of
activities, teacher B through patient approach tdwalower pupils. However, teacher
A acknowledged that she had problems with adjugtiegoace of the activities to all the
learners. As to the means of evaluation, teachelaned that she enables her pupils to
evaluate themselves through language portfolios,adbo mentioned that the learners
evaluate each other during the individual task® &ko mentioned grades. Teacher B

mentioned as the only evaluation tool grades (pperadix 9 and 10).

6.7.1.3 Conclusions

The outcomes of the interview revealed that theas wifference in the level of
teachers’ pedagogical and methodological awarewgesserning English language
teaching. However, both of them articulated theaching philosophy. Both teachers
claimed that they prefer communicative languagehtieg. Teacher A claimed that she
follows its principles (see chapter 3.7, p.17-18) implementing communicative
activities and variety of teaching aids in her tess and by acknowledging different
learner styles. Moreover, she used the teachintgenbas a motivational tool, aiming at
motivating her pupils intrinsically. However, shis@mentioned grades as a means of

extrinsic motivation®. Concerning means of evaluation, she claimed shat paid

B intrinsic and extrinsic motivation was describecthapter 3.4, p.13
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attention to pupils’ self-evaluation. Thereby, shleo followed the demands of the
school educational programme (see appendix 1).HBed8 also chose communicative
language teaching as her preferred approach. Stlg fadlowed its principles when
stating that it is important that pupils speak amterstand the spoken language.
However, when considering pupils’ weaknesses, siveentrated on grammar. Her
choice of teacher roles revealed that her role® wather traditional (see chapter 3.3.,
p.10). Her answers concerning pupils’ motivatiod amaluation revealed that she used
grades for both of them. Thus, she motivated thetnsically (see chapter 3.4). The
influence of the SEP on her teaching and learnpa@ach could not be evaluated, as
she was not familiar with its content. Howevere slubconsciously followed some of
its demands when applying individual approach tolwdrer learners and incorporating
various organizational forms into her lessons.

The analysis provided answers to the underlyingstjpres. Firstly, both teachers
expressed their doubts that there would be a tekthehich would suit both the teacher
and her learners in all its aspects. Thus, theli Boknowledged that some changes to
its content are always necessary. Only teacher & wware of the syllabus
requirements, however, teacher B subconscioushieabpome of its demands.
Concerning the factors that need to be consideyedontent evaluation (see chapter
4.3, p.23); teacher A paid attention to her methagloal preferences as well as
syllabus requirements and perceived needs of #rades. Teacher B also mentioned
her methodological preferences; however, she wat aweare of the syllabus
requirements of the SEP. Concerning pupils’ nesetls, applied individual approach
towards her learners, however, she did not seemotivate her learners intrinsically.
The interview thus provided answer also for the tasestion. However, the point of
view of the observer was needed in order to fint ainether the teachers used the

teaching content as a motivational tool.

6.7.2 Observations

6.7.2.1 Preliminary information

As already stated in introduction, observationsenmnducted throughout the period
of two months. | visited each class once per wBele to the fact that thé"grade was

taught languages at the same time, it was imp@stkdttend the classes more often.
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Both classes were observed without direct padtoym of the observer. Even though
the observation was direct and both of the teacaedsthe classes were influenced by
the presence of the observer, there was no exphainge in their behaviour throughout
the whole research period. Understandingly, theaeoteacher (teacher B) was much
more nervous when observed. Thus, | provided heh vinendly and supportive
feedback concerning her lessons. Teacher A didshotv any signs of anxiety. She
acted as if the observer was not present in heoihess

During the observations, | concentrated mainltlm way the teacher worked with
the textbook, on the distribution of the individw@aitivities, on pupils’ engagement and
reactions. The observations were crucial for thele/lnesearch process. Firstly, | could
evaluate suitability of the particular textbook foe particular learner group. Secondly,
| could directly observe how the teacher adjusts téxtbook to the class. Thirdly, |
could assess if the teacher succeeded by obseaherrgactions of the class.

The structured observation sheets aimed at ansgvErilowing questions:

* What is the level of the teachers’ dependencthercontent of the textbook?
« Does the textbook provide the learners with comicative task3

* Do the textbook based activities acknowledgeeddint learning styles?

6.7.2.2 Outcomes

Even though the observation sheet concentrateceairc aspects of the lesson and as
such was focused, it did not concentrate on thguesacy of occurrence of individual
items but mainly on the description of the wholegadure. Thus, the acquired data was
analyzed qualitatively.

Firstly, the observation sheet concentrated on tiy@ic of the lesson. The
presumption was that an interesting and engagipig iatroduced at the beginning of
the lesson raises interest of the learners ands helgersonalize their learning (see
chapter 4.4.3, p.26). In class A, the topic wasagbvintroduced at the beginning of the
lesson. The topic always corresponded with thebts&. The pupils expressed their
ideas either in the form of brainstorming or pietadiescription and thus, an introduction
to the following classroom procedures was made. dingls were also familiar with
lesson aims, which were always written on the viduged at the beginning of the lesson

(see appendix 7). Teacher A concentrated mainijemelopment of language skills and
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on the way the pupils were to develop them throtightextbook based activities (see
appendix 6).

In classroom B, pupils always started directlyhwan activity, being unaware of the
topic as well as of the lesson aims. As obviousnfiitie teacher’s lesson plan (see
appendix 8), the teacher planned her lessons arthungages in the textbook, which
she systematically followed with her learners.

The number of learners varied in both groups, tmsually there were fourteen
children present. Pupils’ mood depended on diffefactors, one of them was also the
timing of the lessons (they seemed to be more tiredtle morning lessons). However,
the pupils were most influenced by the individueliaties and by the level of their
active involvement. The lessons in class A congdisié variety of communicative
activities, which were engaging for the pupils. Hwer, the working pace was very
quick and slower pupils were disadvantaged. Lessondass B consisted of much
fewer activities, which was suitable for slower psipor pupils with learning
difficulties. However, quicker pupils tended to bewe bored when the activities took
too much time or when they did not feel directlyatved. In class A, the teacher
adjusted her roles to various classroom procediiegscher B usually acquired the roles
of the teacher in the traditional classroom, cdhiig the class, organizing the activities
and assessing the outcomes.

As already stated, the classroom procedures webeth instances built around the
textbook. However, the approach of both teachers avffierent. Activities in class A
were focused on the development of language skills the support of the textbook.
However, the textbook was not the only source;as\vurther supplemented by other
teaching aids. The teacher managed to develop language skills and sub-skills at
each lesson. Importantly, all the sub-skills wengght in the context of the whole unit
and its main topic, so the pupils could understhrdneaning of individual activities.

The observed activities in class B were basedhentéxtbook. The class always
started where it finished the previous lesson. Bughe structuring of the content of
Project, it is much more difficult to build the $sms round individual thematic units.
Thus, the activities conducted throughout the ledacked the context of a particular
topic. The development of communicative skills vgabordinated to the development
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of language sub-skills, mainly grammar. Pupils wengaged only in a few activities
and they were given enough time to finish theik$as

In classroom A, greater variety of the exercides Arought about greater variety of
teaching aids used. Apart from the textbook andragse book, pupils also used
portfolios, dictionaries and supplementary literaggources. Teacher A made use of
technical teaching aids such as the computer agithidprojector. In classroom B,
pupils used the textbook and workbook. No othecheay aid was used in the lessons
apart from the cassette player. The organizatifumals were variable in both classes.

As already discussed in chapter 6.5.6 dedicatetid textbooks and their teaching
and learning approach (see p. 44), Blockbusteripesvmaterial for various types of
learners. Moreover, various teaching aids were uselde lessons. Thus, the observed
activities were suitable not only for read and ®rlearners, but also for visual,
kinesthetic and aural learn&ts The activities in class B (using Project) weniable
mostly for read and write learner style and margméor aural learner style, not
providing input for those learners who need to @ize things and who need to learn
through direct experience and emotions.

Other areas of interest concerning the textbooization concerned other aspects of
the content — mainly cultural input and cross cular approach (see chapter 4.5.7).
Concerning the textbooks, both of them provide wmalt input and cross-curricular
approach (see chapter 6.5.6). Even though elenoéntise cultural input and cross-
curricular approach did not occur in each obseriesson on regular basis, they
occurred more often in class A. Lastly; the obswowna verified that the pupils in
classroom A evaluated their progress through lagguyertfolio. Pupils in classroom B

were evaluated by their teacher (see appendix d112n
6.7.2.3 Conclusions

Blockbuster is a textbook which is based on thacles of the communicative
approach. It contains two page units, which areagdvbuilt around a topic, which

frames the classroom activities and which aimsrafaging learners in meaningful

14 for the purpose of the paper, VARK distinction airieing styles was used. VARK is a guide to learrsitytes
website. See <http://www.vark-learn.com/englishéxasp>, cit. 1.2.2009
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tasks. Teacher A uses the textbook in accordante 8 teaching and learning
philosophy. She uses the textbook creatively, ofteenging the order of the individual
tasks, leaving out exercises that she does not d¢mavenient for her pupils and
supplementing the textbook with her own materials.

Teacher B uses a textbook which is primarily granivased. Subconsciously, she
adopts its approach, focusing mainly on grammagndfough she also tries to follow
elements of communicative approach as includechéntéxtbook (see appendix 12).
Teacher B follows the textbook, focusing mainly tdre accomplishment of the
individual exercises. Thus, the major aim of thes@as is the textbook and the teacher
Is its mere servant, being controlled by its conhtésee chapter 4.1, page 21).
Consequently, the teacher does not adapt its cotddrer learners. The activities lack
meaning and personal dimension for the learnerslingy are not contextualized. The
learners demand variety of exercises, meaningslistand supportive teaching aids (see
chapter 4.2, p.22). Seen from that perspectivgeftas used in class B, does not meet
their demands.

The findings gained through direct observationsvigled answers for the stated
questions. Both teachers showed certain level péa@ency on the textbook’s content.
However, Teacher A proved to be more independemth®mrontent of the textbook than
teacher B. Concerning second question, Blockbupteved to be more suitable
teaching aid as a source of communicative tasks emrghging activities. Project
activities, as observed in class B, focused maoniythe development of language sub-
skills, particularly grammar. The teaching contemtclass B proved to be suitable
mainly for read and write type of learner, margwn&br aural type. Activities in class A

acknowledged also kinesthetic and visual learfiers

6.7.3 VARK Questionnaire on Learning Styles
6.7.3.1 Preliminary Information
In order to prove the variety of learning styles both classrooms, a special

questionnaire on learning styles called Vark wasdiis It is freely accessible and its
implementation does not require any assent. Asgtestionnaire was intended for

15 VARK distinction
18 see web page <http:/iwww.vark-learn.com/englistipasp?p=advice> , cit. 1.2.2009
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younger learners, VARK guestionnaire for youngesgde was used and adjusted to the
age group (see appendix 13). The questionnaire tvemslated in order to avoid

misunderstandings. Pupils could choose one or nam®wvers according to their

preference.

VARK is an abbreviation, which stands for fourfeient learning styles: visual,
aural, read/write and kinesthetic. Contrary to thsgtinction of Revell and Norman
(1997, see chapter 3.4), VARK distinguishes betweisnal and read/write learning
style. Visual learners prefer visual stimuli whearhing such as maps, diagrams, charts
and graphs whereas read/write learners prefer mgadi writing when learning.
Further, VARK does not include olfactory and gustatiearner types.

6.7.3.2 Outcomes and Conclusions

As obvious (see table 2), learners from both elsgsnploy all four learning styles,
although some of them are more prominent. Surglgimead and write learning style,
even though prominent at some learners, is hotopnethnt.

Table 2: Results of the VARK Questionnaire, bothsSks
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That places greater demands on the content oettedok, which should not consist of

reading and listening tasks only (read/write anchlakearning style), but which should

7 see web page <http://www.vark-learn.com/englishépasp?p=categories>, cit. 1.2.2009
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also concentrate on the visual as well as kingsthtgpes of learners. When not
developed by the textbook itself, other componesftcoursebook package should
provide sufficient stimuli for all learner typeséschapter 4.4.4, p.27).

As obvious from the observations of the lessong (@ppendix 11 and 12), both
textbooks provided stimuli for read/write and aulahrners, however, textbook A
included also material for visual and kinesthegarhers. Moreover, teacher A used
various teaching aids from the coursebook packadeer lessons, whereas teacher B
concentrated mainly on the textbook, exercise banll cassette recorder. Hence,

textbook A provided more stimuli for different lear types.

6.7.4 Questionnaire for Teachers

6.7.4.1 Preliminary Information

The two following questionnaires, this time prodddy the author of the thesis,
aimed at contrasting the data gained through dbservations with data expressing
teacher’s and pupils’ point of view. Teacher’s dimsaire was conducted in Czech as
only one of the teachers could understand the Em¢girminology.

Both teachers were asked to fill in a questiom@aoncerning the way they choose,
use and evaluate their textbook. The questionnainged at answering following
question:

« Are the teachers able to evaluate criticallydbetent of the textbook?

The questionnaire consisted of fourteen questiwh&gh were predominantly closed,
however, teachers were also asked to expressdpigiion. Even though two points of
view are not a representative sample, they arecsarif for the small scale research
concentrating on two teachers only. Due to thensabfi the questionnaire, the data are

analyzed qualitatively.

6.7.4.2 Outcomes

As obvious from the results (see appendix 14 aby there were differences
between the answers of both respondents. TeaclfesiAg Blockbuster) made use of
the open questions in order to explain her pointiedv. Teacher B (using Project) was
much briefer in her answers. The first questionceomed the textbook the teachers

were using in order to distinguish the two respaorsle Second question aimed at
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assessing the level of dependency of each teach#dreotextbook. As observed in the
lessons, teacher A plans her lessons primarilyhenbiasis of pupils’ activities and
acquired skills. Teacher B plans her lessons priynan the basis of the content of the
textbook (see also appendix 6 and 8). Third questimed at discovering the role of
the teacher's book for the teachers, the presumpiming that it might be a valid
methodological help. Both teachers claimed thay thecasionally use the teacher’s
book but not as a tool for lesson planning. Teaghesed mainly the answer key and
teacher B was interested in extra activities fogleage items practice. Neither of them
used teacher’s book for systematic preparatiorhefléssons. In the fourth question,
teachers were supposed to choose roles of theotsktihat they found relevant. This
guestion aimed at showing the teacher’s familiavityh the possible roles of the
textbook and their preferences concerning the rdleacher A chose all the options as
relevant for her. She considered as the most irapbthe role of motivational tool,
followed by a source of activities for developmaitlanguage skills. A source of
information concerning language system was plabed.tFourthly, she considered a
textbook to be a means of support for the teac®lee. put both the means of teacher’s
evaluation and pupils’ self-evaluation on the sdevel. Lastly, she acknowledged the
role of a textbook as a syllabus. Teacher B chamedptions as relevant. Firstly, she
perceived the textbook as a source of activitiesd&velopment of language skills and
secondly as an evaluation tool for the teacher. flitle question aimed at eliciting
which criteria the teachers employ by the textbob&ice. Some agreement concerning
the options was reached between the teachers. Bbtthem chose firstly the
organizational aspect and usability and secondhyertd adjusted to the specifics of the
age group as the most important for the textboakceh However, teacher A chose the
content adjusted to the current demands on learskils and knowledge as the last
option, whereas teacher B decided for the contehich corresponds to her idea of a
quality textbook. Question number six aimed atithg which components of the
coursebook package are used by the teachers idbgons. Both teachers claimed that
they use all of the proposed components but theoviy teacher B. Both teachers also
claimed to enrich the lessons with their own matsriteacher A mentioning graded
readers and extra resources on development of dgegakills including KET tests,

video cassettes and CD-ROMS and teacher B mengj@ames, magazines and books.
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Questions eight to nine aimed at eliciting teachepsnion on the way the textbook
developed language skills and sub-skills. Both lees claimed that their textbook
developed all four skills sufficiently and that yhéound the presentation as well as
practice of language sub-skills satisfactory. Qoaestumber ten tried to elicit teachers’
opinion on the suitability of the themes. Both thachers answered positively, claiming
that the themes were interesting for their pupdacher A adding that they were up-to-
date. Concerning question eleven, its main aimtavassess the level of dependency of
the teachers on the exercises. Both teachers datina¢ they leave some of them out.
Teacher A claimed that she left out any exercisg sihe did not feel thematically or
linguistically appropriate. Teacher B claimed tshe left out those exercises that the
pupils did not understand. Question number twelireed at revealing teachers’
awareness of the underlying learning philosophtheir textbooks. Both teachers were
positive about the fact that their textbook wasvement for various learning styles.
Question number thirteen aimed at assessing thel lef teachers’ awareness
concerning the strengths and weaknesses of thetesdmbok. Teacher A wrote down
in organized manner both the positives and negatiweéhe textbook. She mentioned as
the only negative the missing English-Czech or EhegEnglish dictionary at the end of
the textbook. Among the advantages she listed mtigy CD-ROM, great variety of
exercises on language sub-skills, language parttolid web pages as a complement of
the textbook, pair conversations, songs, suitabitstand visuals of the textbook.
Teacher B did not provide detailed description leé positives and negatives of the
textbook. Her only comment concerned the suitgbdit the topics (see appendix 14
and 15).

6.7.4.3 Conclusions

Teachers’ questionnaires were a valuable souraatf concerning the underlying
question. As both teachers were asked to expre&ss dpinions, their answers were
necessarily partly subjective.

When assessing the content of the textbook, teakcli@ not concentrate only on its
positives. Further, she drew on the teaching aathieg philosophy of the textbook,
considering the aspects of the textbook roles,ocghand themes from the viewpoint of

her learners (see questions 4, 5 and 13 in appehdlix Her answers concerning
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teaching content and teaching aids used in thensessomplied with the data gained by
direct observation (see chapter 6.7.2, appendix 11)

Teacher B was more subjective in the textbook assesst. Firstly, she described the
textbook as a source of various activities focusethe development of language skills,
which, however, does not entirely comply with texdk’'s teaching and learning
philosophy (see chapter 6.5.6) nor with observegstbom procedures (see chapter
6.7.2, appendix 12). By textbook assessment sheeotrated only on the textbook’s
positives (see appendix 15). Concerning the mdadené the complete coursebook
package, no other components were observed inebsoms than students’ book,

exercise book and cassettes (see appendix 12).

6.7.5 Questionnaire for Pupils

6.7.5.1 Preliminary Information

The pupils’ questionnaire was also conducted in c8zéo avoid possible
misunderstandings; moreover, the pupils could bedtgress their opinion in their
mother tongue.

The questionnaire aimed at eliciting the opinion tbé pupils concerning the

textbook they were using. There were two underlgjagstions in this questionnaire:

* Have the pupils formed an opinion on their Erglisxtbook?
* What is the level of agreement between the teazmhé the pupils concerning
textbook’s evaluation?

The main aim of this research tool was to assesdetel of pupils’ satisfaction
concerning the textbook and its content. As both tkachers agreed that there is no
textbook which would suit the teacher and her leegmn all the aspects (see p. 48); no
hundred percent satisfied pupils were expectedlereof the researched groups.

Questionnaires for pupils contained fourteen qoasti both closed and open. This
time, the samples were more representative as there twenty-seven respondents
from both classes. Thirteen pupils were preseriass A and fourteen pupils in class
B. The questionnaires were administered on the stayeExplanations of the questions

were provided when needed.
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6.7.5.2 Outcomes

The guestionnaires were a precious source of irdbom regarding the role of the
pupil in the whole teaching learning process (seeoduction, p.1). Moreover, it
revealed some facts that would otherwise remainotwed. Even though the
questionnaire for pupils was the most difficult eesh tool to create, and some
problems occurred also during the filling-in statjee gained data were beneficial for
the whole research. The data were analyzed acgbydio the nature of the questions
and received answers both statistically and in&gpively.

The first question concentrated on the proportibgids and boys in the class as it
could be important for topic preference by the wdlial pupils. In class A, there were
seven boys and six girls, in class B there werétdipys and six girls. The second
question aimed at eliciting the length of Engliahduage study at both groups in order
to compare their language background. As obvioois fthe graphs, the majority of the
children studied four to five years; that meansnfithie third class. Thus, their language
background was similar.

Graph 1 and 2: question number 2

How long have you been learning English? How long have you been learning English?
A B
10 10
8 8
6 6
4 4
2 2
0 0
a, 4-5years b, 6-7 years c, more a, 4-5 years b, 6-7 years c, more

Concerning the third question, majority of the psifiiom class A had experience with
three different books, namely ChitChat, Project @idckbuster, whereas class B
worked with ChitChat and Project. Thus, the pufsdsn classroom A had more English
textbooks to compare and presumably drew from ékjgerience when answering the
other questions. Fourth question was only a meéideatification of the respondents
from class A and class B (see appendix 17 andQ&gstion number five showed the
first difference between the perceptions of thes#s. They were asked to express their

opinion concerning the textbook’s illustrationsgggaphs 3 and 4).
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Graph 3 and 4: Question Number 5

Do you like the il lustrations?
A

=
<

S S S S L e .

a,yes b,ratheryes - c,ratherno d, no

2 7N 9 % 9 9 3 9

Do you like the illustrations?
B

a, yes b, rather yes c,ratherno  d,no

In class A, the whole class was satisfied or alnsasisfied with the textbook’s design.

However, the pupils in class B answered six timegatively, which is already a

considerable number. Question number six and sesecentrated on the themes. The
pupils should decide with the help of the textbomkjch themes they liked and which

not. Neither of the groups was familiar with alletthemes. However, both groups
welcomed the idea of getting acquainted with theteats and with the themes which
awaited them. | provided them with enough time & through the textbook and |

helped them with translation of unfamiliar termsolilems were awaited, as this sort of
guestion is rather vague for thirteen-year-old drieih. However, when given a few

examples so that they could personalize the quedtie answers were productive. The
majority of the pupils were satisfied with the givthemes in class A, opposed to the
answers of the second group (see graphs 5 and 6).

Graph 5 and 6: Question Number 6

Do you find the themes interesting? Do you find the themes ihteresting?
B
A

@ N @ & 9 9 ¥ %

a, yes b,mostly yes ¢,some of them d,no

a, yes b mostly yes

o, some of them d,no

The majority of the pupils in class A did not prgpany change concerning the themes.

Pupils in class B were more specific concerningirtttemands on the themes.
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Predominantly, they would change the theme Doctlmgtor, followed by Food
explaining that they found the themes and the Wway were presented by the textbook
boring (see appendix 18). Question number eighitedl what the pupils thought about
the characters depicted in the coursebook. Botksek showed a high level of
satisfaction. However, the number of pupils whorfuhe characters boring or even
silly was higher in class B (see graphs 7 and 8).

Graph 7 and 8: Question Number 8

Textbook characters are: Textbook characters are:
A B

7N @ K 9 9 ¥ %

a, amusing  b; boring ¢, silly a, amusing b, boring ¢, silly

Question number nine and ten concentrated on thelafament of four basic language
skills. In question number nine, the pupils werd&edsabout the difficulty of the
activities. Both the groups described the diffigudif the activities as appropriate, the
only exception was reading, which was by the mjooif the pupils from class B
described as too easy (see appendix 16). In questimber ten, the pupils were asked
to note down how often they focused on the indigldskills during their lessons. The
outcomes showed that both learner groups speakeaadoften in the class. However,
seven out of fourteen pupils in class B claimedt ttiey rarely concentrated on
listening. Moreover, the majority of the pupils gnoup B declared that writing was
rarely done in the lessons (see appendix 16). @umestumber eleven focused on
textbook’s development of language sub-skills. Betlrner groups were predominantly
satisfied with all but pronunciation in group B €sappendix 16). Twelfth question
revealed that whereas group A learned from thebt®mk about English speaking
countries, group B was not as sure. Moreover, giduyth the majority declared that
they did not learn things from other subjects, etreyugh it would be interesting for
them (see appendix 16). In question number thirtden pupils were asked about the

pace in which they went through the textbook. Agiolis from the graphs, class A was
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predominantly satisfied. However, six pupils insdeB claimed that they got bored in
the lessons (see graphs 9 and 10).
Graph 9 and 10: Question number 13

The pace, in which | go through he chapter is: The pace, in which | go through the chapter is:
A B

[ ) S A S M S S
R I . T . |
? n } ? N A : h

,suitable b,mostly  c,too quick  d,too slow ,suitable b, mostly c, too quick d, too slow
suitable (I get bored) suitable (I get bored)

Question number fourteen asked the pupils for &rtbomments concerning the
textbook. The majority of pupils in class A comnezhbn the missing translation of the
vocabulary in the word list, which was also mengidnby their teacher in the
questionnaire (see appendix 14 and 17). Howeverptipils from class B made use of
the free writing space to complain about varioupeats of the textbook. They
mentioned among others boring activities and lalckupplementary teaching aids in
the lessons (mainly visual and technical), theg alsked for more games (see appendix
18). Further, they commented on the pictures arthés of the textbook, which they

did not find convenient.

6.7.5.3 Conclusions

Generally speaking, the pupils in group A were meaisfied with their textbook.
As already stated, layout and design is impor{aauticularly for the teenage group (see
chapter 4.4., p. 24). From this point of view, Bdbuaster is much more suitable.
Moreover, the characters depicted in the textbowbke the learners to personalize the
stories; which is also an effective motivation t¢s¢e chapter 4.4.3, p. 26). Concerning
the themes, Blockbuster seems to be more engaginghé particular age group.
Questions concerning skills development throughioatlessons revealed that there are
considerable gaps in knowledge of terminology lyugrB. Group A was familiar with
all four basic skills and with the meaning of teems, as they consciously worked with

the terms every lesson. Teacher A made them awateeaole of skills in language
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development. However, the pupils in class B hadlne what the four basic skills were
and when asked to explain the term ‘writing’ mariytteem replied that it was writing

down the vocabulary or filling in their exercisedio Thus, their answers might have
been biased, even though the pupils were explaihedmeaning of all the skills.

Moreover, question number twelve revealed thatntiagority of pupils in class B are

not able to contextualize the information they reedrom the textbook. Obviously,

they concentrate more on the linguistic aspecttheftexts than at the nonlinguistic
ones, which are nevertheless also important (sagteh4.5.7, p.34-35).

The outcomes of the questionnaire provided ansteefsoth questions. Both learner
groups expressed their opinion of their textbodke pupils from group B showed even
higher level of awareness concerning some featfrdee textbook they were using (see
appendix 17 and 18). Considering the second quessanust be pointed out that the
teacher’'s and pupils’ questionnaires both contaigedstions concerning textbook’s
evaluation, however, viewed from different anglélsus, the answers of the pupils and
of their teacher could be compared only in someespof the textbook evaluation. In
class A, the pupils reached a high level of agre¢meth their teacher concerning
textbook’s evaluation. Concerning the pupils arather in class B, the pupils were not
as convinced about the textbook’s qualities ags teacher; however, the majority of the
class still showed high level of agreement withrtbeacher in the concerned questions.

6.7.6 Reflective Diary

As already stated in the introductory part, theydi@as used as a supplementary tool
only. It provided insight into the classroom progess and helped to consolidate the
author’s thoughts. Its entries were used througliveiresearch. Thus, its content will

no be further analyzed.

6.8 Conclusion of the Practical Part

The practical part draws on the criteria for thelieok choice and evaluation stated
in the theoretical part. All the research toolshwihe underlying questions aimed at
viewing the textbook utilization in the classroomorh different viewpoints. The
interview aimed at eliciting methodological prefeces of the teachers as well as the

level of their awareness of the syllabus requiremen stated in the SEP. Both teachers
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articulated their teaching and learning philosomloncerning language teaching as
inclining to the communicative approach and centod¢ of the pupil. Concerning
syllabus requirements as stated in the SEP, theg faeniliar only to teacher A, who
took part in its creation. The data gained throdiglct observations proved that teacher
A was able to apply the principles of communicaapproach and learner-centeredness
in her lessons, using the textbook merely as a sm&arskills development rather than
syllabus. Teacher B also paid attention to hemiearand she implemented elements of
communicative approach in her teaching. Howevee, gredominantly followed the
main teaching and learning approach of the textd@ahect, which is grammar-based.
The outcomes of the Vark questionnaire revealetitbepupils in both classes applied
four different styles of learning. As observed, ttentent of the textbook Project
provided stimuli for a limited range of learningylss and thus did not prove its
suitability for all learner types. Teachers’ questiaires revealed that both teachers
were satisfied with the textbook they were usingthBof them also tried to view the
textbook from the pupil’'s point of view, even théutp various extent. Teacher A drew
on the principles of the communicative approachirm$uded in the SEP and the
textbook’s teaching and learning philosophy, teaddecombined her teaching and
learning philosophy with the one adopted by thelteak. Lastly, pupils’ questionnaires
added another point of view concerning textbook/algation. Generally speaking,
pupils in class A showed more satisfaction with tbetbook they were using than
pupils in class B.

The final chapter summarizes the most distinctieatdres of the thesis and

articulates the conclusion regarding the overatl.ai

7. Conclusion

Teaching aids is one of the factors influencing téeching learning process. In the
theoretical part, all of the factors were introdiide their mutual relationships. Due to
the aim of the thesis, the factor of material téaglaids and particularly the textbook
was described in more detail and criteria for #eliook choice and evaluation were
used as a base for the research. However, thefaim cesearch was not to evaluate the
textbook only. The research focused on the texthe®d in the classroom that means

textbook in interaction with the teacher and therder. Two different textbooks, two
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different teachers and two different learner grougse examined in order to decide
which of the teachers made the most of the textlvsegrding the contextual factor and
mainly the factor of the pupils and their needs.

In order to raise the validity of the researchtladl generated research tools (with the
exception of the reflective diary) were conductedtioe basis of underlying questions
and all of them were piloted. Five different poinfsview were combined to ensure the
credibility of the results. All the research toalsre presented in a chronological order
with a subsequent analysis. As already stated, tiWferent textbooks, namely
Blockbuster and Project, were used by two diffettesatchers in similar teaching and
learning conditions.

Teacher A (using Blockbuster), chose the textbaokha basis of her teaching and
learning philosophy and in accordance with the iregquents of the SEP. When utilizing
the textbook in the classroom, she applied thecpies of the communicative
approach. Thus, she made use of various commurecattivities and teaching aids,
using the teaching content as a motivational tdaiteover, she used the two page units
as a framework of topic based activities, whichagegl pupils in meaningful tasks.
Variety of exercises and teaching aids provideohui for various types of learners.
Concerning the individual approach, some gradinthefactivities would be advisable
in order to enable all the pupils to work accortyngith their own pace.

Teacher B also combined her teaching and learniiggophy with the philosophy
adopted by the author of the textbook Project. d@tpjeven though predominantly
grammar-based, provided material for communica#iegvities. Classroom activities
were based on the textbook and supplementary tagelis were rarely used. Teacher
B considered the factor of pupils using variety asfjanizational forms as well as
individual approach. Concerning pupils’ motivatioshe motivated them externally
rather than by raising their interest in the teaghtontent. Textbook based activities
lacked meaning for the pupils when not introduced enframed into the context of the
whole unit or its parts. The textbook provided stinmainly for read/write type of
learners, less often aural learners. Kinesthetit \dgsual learners could occasionally
apply their learning style on topic-connected petgat the end of each chapter.

The research findings led to the conclusion thather A chose a textbook, which

was based on the needs of the given age groupshenthade the most of the engaging
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content based on the principles of the communieaipproach. Teacher B did not
choose an up-to-date textbook with recent topicavéver, even Project provides topic
based units, which can be utilized in accordanctn wupils’ needs. Firstly, each
activity must be introduced and personalized. Selyprihe teacher must prioritize
communicative activities rather than activitiesusing on the development of language
sub-skills. Thirdly, unsuitable topics or exercisegsght be altered, left out or
supplemented by other materials. Fourthly, thehleacan increase pupils’ motivation
by using supplementary teaching aids.

The results of the research procedure proved #éxaibdaok is an important teaching
aid, concerning pupils’ motivation. They also prdovinat the phase of selecting the
textbook is rather important for the subsequentbi@ok’s utilization in the classroom
and hence should not be underestimated. When cigpdse textbook, teacher should
pay attention to the already stated criteria fa tbxtbook choice. Importantly, the
teacher should consider textbook’s teaching anchileg philosophy as well as variety
of supplementary teaching aids. As there is ndoteok that would suit the teacher and
learner in all its aspects, further evaluation adgustment of its content in accordance
with the specific needs of learners is unavoidaHi@wvever, when paying attention to
pupils’ demands, the teacher might adapt the cowotethe textbook in compliance with
their preference.

To sum up, the thesis dealt with the utilizatidrthee textbook on a theoretical and
empirical basis. The stated criteria for the tertb@hoice and evaluation might be
beneficial not only for basic school language teashMoreover, the research findings
point out the importance of mutual cooperation leetw the teacher and the learners
concerning the textbook evaluation. Thus, it migaintribute to more conscious

textbook utilization in English language teaching.
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8. Resumé

Vzdélavani vzdy reaguje na aktualni poZadavky spuaisti. Vzdlavaci systém
Ceské republiky prodéhdou znén v reakci na spotenské prorény a novodobé trendy
vyvoje vzclavani v Evrop i vdalSich vysplych zemich s#ta. Vyznamné je
predevsimélenstvi Ceské republiky v Evropské unii a vliv mezinarodridstavaci
politiky na vyvoj vzalavani vCR. Dochéazi k prognam citi a obsahu vagavani, coz
se projevuje v novém pojeti kurikula. V souvislosé zn¢nami kurikularni politiky
v ramci EU rostou i naroky kladené na vyuku cizjahyki a pedevsSim na debni
pomicky (materialni didaktické prastdky), které by rdy odpovidat novému pojeti
kurikula.

Nové pojeti kurikula akcentuje centralni roli Zgha vyuce, klade draz na rozvoj
klicovych kompetenci a dovednosti. Zak ma byt motivokéktivnimu zapojeni ve
vyuce a v dlouhoddfjsimu horizontu k celoZivotnimuc¢eani. Materialnich didaktické
prostedky poskytuji krord u¢ebniho materialu také zpeshi vyuky a pispivaji k \&tsi
atraktivnosti pedn®tu pro zaky. Jednim z materidlnich didaktickych spealki
pouzivanych $ vyuce je i kebnice. Diplomova prace se z&mme na roli kebnice pi
vyuce anglického jazyka na druhém stupni zékladmitzctlavani. Zandiuje se
piedevsim na kritéria jejiho vylu a hodnoceni ditelem vzhledem ke specifickym
kontextualnim podminkdm a pozadawk a potebam zaka. Hlavnim cilem prace je
zhodnotit, do jaké miryditel zohlediuje dana kritériaip praci s ¢ebnici v hodis.

Po dvodnim zaseni do problematiky diplomové prace nésleduje thodgpi
vénovana srovnanteské a anglické terminologie v oblasti materialndetiaktickych
prostedki. Terminologie tykajici sedgbnich pomcek je nejednotna geském pojeti i
v pojeti anglickém.Ceské pojeti ale nabizi ucetdi systém d&leni materialnich
didaktickych prosedki, a proto je vychodiskem pro terminologii uZivanou
v diplomové praci.

Nasledujici kapitolaiedstavuje zakladni strukturu systému vyuky v j@gnnanitosti
a komplexnosti. Popisuje prvky vychavwzdklavaciho procesu z hlediskéznych
piistupl a teorii a diskutuje jejich vztahy. Zndimé teorie se pak stavaji vychodiskem
pro stanoveni zakladnich fakiorucebniho procesu diskutovanych v nasledujicich

kapitolach - jednim zthto faktofi jsou i materialni didaktické prasdky. Kazdy
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faktor je stréné predstaven z hlediska jeho role ve ¥guacim procesu, ar@devsim ve
vyuce anglického jazyka.

Faktor vywovaciho cile je diskutovan n&th fiznych Urovnich — statni Uroke
piedstavuje narodni program \lvani a ramcové vzthvaci programy. Prace se
zan®iuje na popis vz#lavacich cili stanovenych pro zakladni wévani, konkréta
pak v oblasti vyuky ciziho jazyka. Na urovni Skebi cile stanoveny ve Skolnich
vzklavacich programech, konkrétnfipad je diskutovan v praktické&asti. Posledni
arovni popisu vzélavaciho cile je vytovaci hodina. Vyukovy obsah je Gzce propojeny
s vyukovym cilem a stefnjako vyukovy cil je diskutovan z hlediska pozadavk
stanovenych v kurikulu, konkrétntedy v ramcovém vzthvacim programu pro
zakladni vzdlavani, a z hlediska jeho realizace ve daguaci hodig. Nasledujici
kapitoly se ¥nuji lidskym faktoiim vyuovaciho procesu —c¢iteli, jeho rolim a
profesni kompetenci, a Zakovi. Kapitol&nevana faktoru Zaka se zé&mje na
charakteristické znaky cilovéekoveé skupiny adolescant na individualnich rozdily
mezi Zaky a zejména na motivaci jako hnaci motorocesu teni. Proces vytovani a
uceni probiha v witém vyukovém kontextu. V prviiack je ovliviiovan gistupem celé
spol&nosti a dale pak prastdim Skoly aifdy, ve které vyuka probiha. Priedi ¥idy
muze proces &eni stimulovat nebo naopak tlumit. Krémodminek je nutnéipvyuce
zohledhovat i faktorc¢asu. DalSi faktor, nematerialni didaktické predky, zahrnuje
razné vyukové strategie, techniky a metody. Vzhled#teigerminologické nejednotnosti i
rozsahu tématiky se kapitola zé&me zejména na problematiku vyukovy metod, které
jsou nejdive predstaveny v obecné rowira nasledové zuZzeny na vyuku anglického
jazyka. Hlavnim cilem ve vyuce anglického jazyka r@zvoj komunikativnich
dovednosti Zaka, a proto je n#EBi pozornost &novana charakteristice
komunikativniho pistupu k deni a vydovani. V webnim prosedi jsou ovSem
uplatiovany fizné webni metody a techniky v zavislosti na konkrétnikagvé situaci.
didaktické ponicky. Po pehledné kategorizaci pouzivanych paek nasleduje
podrobrjSi popis poricek pouzivanychipvyuce anglického jazyka. Paqustaveni
uzivanych materialnich didaktickych priestki je pozornostéten&e zamgtena na
hlavni ¢ast diplomové prace a zardvea edposledni kapitolu teoretickésti — na

ucebnici. Po Uvodnimipdstaveni ¢ebnice a nastémi jejich roli @i vyuce anglického
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jazyka se zvazuji hlediska jejiho whb a nasledného hodnoceni jejiho obsahu
s ohledem na Zaka a jeho faiity. Stanovend kritéria pro wWiba hodnoceni debnice
jsou hlavnim vychodiskem vyzkumgésti. Za¥ér shrnuje hlavni mySlenky obsazené
v teoretickécasti.

Prakticka ¢ast diplomové prace se z&mje na samotny vyzkum. Vyzkum se
odehravéa na nejmenované zékladni Skole a za porélégvantnich vyzkumnych metod
mapuje pouzivani materialnich didaktickych piredk, konkrétré u¢ebnic, @ vyuce
anglického jazyka. Cilem vyzkumn#&sti je porovnat zjsob, jakym d¥ witelky
pouzivaji tizné &ebnice u stejné&kové skupiny Zak, a na zéklagl ziskanych dat
rozhodnout, ktera zcitelek |épe zpracovav&ebni obsah dané&ebnice s ohledem na
Zaky i cely vyukovy kontext. Pro zvySeni validitglého vyzkumu jsou vyzkumné
nastroje koncipovany na zakkadyzkumnych otazek. Problematik&elnice a jejiho
vyuzivani v hodinach anglického jazyka je naziramti riznych hledisek. Prvnim je
stanovisko Skolniho vzthvaciho programu a jeho pozadavku naéléhaci obsah.
V dalsi fack je zmirgna wWwebni filozofie autok pouzivanych &ebnic. Nasleduje
stanovisko titele, ktery @ebnici v hodinach vyuziva. Nemé&nlilezité je stanovisko
Z&ka, ktery z hlediska v&thvacich cilh hraje kltovou roli ve vyuce. Patym, a zardve
poslednim Uhlem pohledu je pak hledisko pozoroeatel

V Gvodni ¢asti vyzkumu jsou nasiny jednotlivé vyzkumné etapy. Nasleduje
kapitola ¥novana vyzkumnému cili, vyzkumnym otazkam a vyzkema planu.
V metodologii vyzkumu jsou nastiny metody séru dat. Vzhledem k vyzkumnému
cili se zdaly relevantniitzakladni metody — interview, observace a dotazhikkana
data jsou navic dopbvana Udaji obsaZzenymi v reflektivnim deniku. Z#nin
vyzkumné metody poskytuji kvalitativni i kvantitati data, kterd jsou postupn
analyzovana.

Z&kladnim informacim relevantnim pro vyzkum famevana zvlastni kapitola. Je zde
piedstavena Skola a jeji widvaci program, déle pak ®huwitelky a jejich tidy.

V neposlednirtac® jsou gedstaveny i ob ucebnice a filozofie jejich autér Kapitola
vénovana vyzkumnym nastifop diskutuje hledisko vysu danych vyzkumnych
nastrofi, sousted’uje se na jejich klady, zapory a charakteristigkg/r Nejvice prostoru
v praktickécasti je ¥novano samotnémuijiéhu vyzkumu, kde je popisovanétdat

a jejich nasledné hodnoceni. Kazdy vyzkumny nasjeojanalyzovan samostétn
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v chronologickém sledu. VSechny vyzkumné nastrojgjisnkou prevzatého dotazniku
VARK a deniku jsou koncipovany na zakéadyzkumnych otézek. V zé&w praktické

¢asti jsou shrnuty vystupy jednotlivych vyzkumnyclstrofi. Konena formulace

zawru vyzkumnécasti se objevuje az v nasledujici kapitole, kterdvira teoretickou i
praktickoucast.

Diplomova prace se zatiovala na pouzivani materialni didaktické piaky,
ucebnice, pi vyuce. Jak z@iraziuje zaerecna cast, pozornost bylaémovana debnici
v interakci. Proto byly § vyzkumu zohledovany i dalSi faktory ovlitwujici pribéh
hodiny — zejména faktor ¢itele a faktor Zaka. Data ziskana wlgthu vyzkumu
potvrdila, Ze kritéria stanovena v teoretidésti jsou relevantni i pro nasledné uzivani
ucebnice pi vyuce. Pokud ¢&itel pii vybéru ucebnice zohletuje jiz zmirgna kritéria,
maze se vyvarovat naslednych obti#i jejim uzivani. Zadnadebnice neni idealni a
nesphuje vSechny pozadavky zakJe nutné protodebnici v piibéhu vyuky hodnotit a
piizptisobovat jeji obsah specifickym vyukovymueil. V pripadt obou zkoumanych
ucebnic se prokazalo, Ze vychazejiiznmych gistupi k vyucovani a deni a Ze se jejich
obsah v mnoha ohledech liSi.cébnice A pizpasobila swij obsah aktualnim
poZzadavkm na vyuku anglického jazyka a zaraveoZzadavikm dané ¥kové skupiny.
Ucebnice B vychéazela z tragiiho gistupu k vyuce anglického jazyka, ktery se snazila
kombinovat s aktualnimiifstupy. Swj obsah ale ndfzpusobila aktualnim probléam
nepisobi sama o seébUcitel musi brat v potaz jejicebni filozofii a musi byt schopen
jeji obsah kriticky zhodnotit. Proto nebylaalnice A sama o sélzarukou Usgchu. Na
druhou stranu ¢ebnice B mohla byt pouZita v souladu sipbami Zak, pokud by byl
jeji obsah pzptisoben Zakm na zaklad uvedenych kritérii.

Ziskana data a nasledna analyza vedly Krzave ditelka A ungla Iépe vyuZit to,
co Wwebnice nabizela z hlediska vyukového obsahufi aifivani @ebnice v hodia
uplatiovala hledisko Z&ka a jeho pelb. ELitelka B také uplatovala hledisko Zéka,
zejména individualni iiistup k zakovi, ale néapisobovala obsahc¢ebnice aktualnim
pozadavkm na vyuku anglického jazyka, aniteplstavam Zzadk Z hlediska
stanovenych kritérii proto bylatebnice A v hodinach |épe vyuZivana nékhnice B.
V piipact u¢ebnice B byla navrhnuta opahi pro zvySeni efektivity jejiho vyuzivani.

-71 -



Vyzkumny proces potvrdil, Zecabnice je dlezitym motiv&nim nastrojem i
vyuce anglického jazyka. Mimo to potvrdil, Ze ratédka i vybéru a hodnoceni
ucebnice je kikova pro jeji usggné uzivani v hodin Vychodiska teoretické i praktické
casti, zejména kritéria v¢iou a hodnoceni debnice, oceni nejencitel anglického
jazyka. Prace si klade za cil zvySeni efektivhastivani @ebnice pi vyuce, tedy
zvySeni potu motivovanych Zaka spokojenych ditelu.
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APPEND

IX1: THE SEP

5.1.2 Anglicky jazyk
Charakteristika vyucovaciho pfedmétu

Anglicky jazyk je vyugovén ve tietim aZ devatém rogniku. Tydenni dotace je
v rozsahu tH hodin tydng ve viech ro¢nicich.Jeho obsahem je napliiovani oéekavanych
vystupl vzdéldvaciho oboru Cizi jazyk a souvisejicich tematickych okruhl prifezovych témat
Ramcového vzdélavactho programu pro zakladni vzdélavani. Cilem je poskytnout Zaktim
néstroj komunikace pfi kontaktu s Hdmi z riznych zem{. Anglicky jazyk zdei vyuziji pfi praci
s potitadem a internetem. Klademe diiraz na rozvoj komunika¢nich dovednosti, kterym
podiizujeme vyuku gramatické ¢ésti vzdélavaciho predmétu.

Vyuka probihd vidy v celém ro¢niku najednou. Zici jsou rozdéleni do skupin podle
dosaZené trovné. V roCniku tak byva vice skupin na anglicky jazyk, nez je kmenovych tfid.
Skupiny jsou prostupné. Skupina zékd, kterym dé€la zvladnuti anglictiny veliké probiémy, se
vénuje pouze zékladnimu uéivu. Naopak jazykové nadani si osvojujf §ir8i slovni zésobu,
pracuji s ndro¢néjsimi texty i mluvnickymi jevy.

Ve vyuCovacim pifedmétu anglicky jazyk vyuzivame pro utvafeni a rozvoj kli€ovych
kompetenci zejména strategie, které maji Zdkiim umoZnit :

Kompetence k ulenl
o pochopit dilezitost schopnosti komunikovat anglicky ( pro dalsi studium i prakticky
Zivot)

s propojovat probrand témata a jazykové jevy

» samostatn® vyhleddvat nastroje k odstraniovani probiému pfi komunikaci v anglitting

Kompetence k feSeni problémil
o fedit jednoduché problémové situace v cizojazy¢ném prostiedi

¢ nebat se mluvit anglicky s cizim ¢&lovekem

+ nautit se opsat obsah myslenky, chybi-li slovni zésoba
Kompetence komunikativai

s porozumé&t jednoduchému sdélenf v anglickém jazyce

o umét zformulovat jednoduché myslenky

s pochopit jednoduchou promluva &i text
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Kompetence socidlni a persondini
o v be&inych situacich sivyzadat ( poskytnout ) pomoc nebo radu

o dodrfovat v zahrani¢{ zésady sludného chovéni
* spolupracovat v anglicky hovotici skuping na jednoduchém tkolu

Kompetence obéanské
o ziskat pfedstavu o zvycich v anglicky mluvicich zemich a porovndvat je se zvyky
na$imi

® umét srovnavat ekologické a environmentalni otazky tykajici se anglicky mluvicich
zemi a Ceské republiky

Kompetence pracovni
s samostatn¢ pracovat s dvojjazyénym a vykladovym slovnikem

o vyuZivat anglického jazyka k ziskavani informaci

1.stupeii

Cilem pfedmétu anglicky jazyk na 1.stupni je poskytnout Zakiim zaklad slovni zasoby
a béZnych konverzadnich frézi, na jednoduchych textech budovat &tendiské dovednosti a
schopnost psat. Zejména v pocétcich upfednostiiujeme induktivni zpisob vyuky pfed vyukou
deduktivni. Neutime tedy nejdiive poudky, ale ponechdme Zdkam prostor, aby si z textd
fikadel, basniek a pisnicek sami odvedili, jak vyjadfit jiné véty. Gramatiku ucime
v névaznosti na vyuku Seského jazyka pozdéji. Za dilezité povazujeme zvladnuti spravng
vyslovnosti.

2.stupen
Na druhém stupni pracujf Zaci ve veétsi mife s autentickymi texty, konverzuji spolu
anglicky ve vét§ich celeich. V souvislosti s probiranym zemépisnym a déjepisnym uivem se

74ci seznamuji s redliemi anglicky mluvicich zemi. Anglictinu pouZivaji pfi préci s internetem
i v &astech jinych vyufovacich pfedmeti.
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Oblast: Predmat:: Obdobi:
Jazyk a jazykova Anglicky jazyk 6.— 9.
komunikace
Ocekavané vystupy Ucivo Roénik | Prufezova témata

zZak:

A. Receptivni feCové
dovednosti

¢te nahlas plynule a foneticky

s vyslovuje spravné jednotlive
hiasky

o umisti slovni pfizvuk

» rozlisi piné a staZené tvary

o pouZije riiznou intonaci

spravné texly pfiméfeného v rliznych typech otazek il
rozsahu
Cetba text probiranych
tematickych okruhii ( Grovefi A2
vSichni, troven B1 nadani)
» vyhieda urcité informace
« vytvofi dopliuiici otazky
rozumi obsahu jednotlivych textd v it te;vdu'
uebnicich a obsahu autentickych | © STUCN& shrme obsah A
materidld s vyuZitim vizualni _ L -
opory, v textech vyhledava zname | Autentické materialy o
vyrazy, fraze a odpovédi na otazky ( napt. J!de!n(_ Ity ti.m,s‘mk?
pfirucky, népisy na ulicich,navody,
novinove clanky, dopisy a literarni
texty)
» zachyti poZadované informace
z promiuvy, rozhovoru a
diskuse
rozumi jednoduche a zfetelne » dok&Ze informace zpétné 6.9
vyslovované promiuve a pouzit v novée situaci T
konverzaci
Autentické nahravky
{riznorodi miuvEi, prvky britske i
americké anglidtiny)
22:;2;] gzzie;g:;z?g ;gzxtnam * pouziva pfedpony a pfipony 6.-9,
» vyjmenuje pismena angiické i
or - W . Eeské abecedy
O T o LS « pracuje se slovniky v tiSténe
vyhledava informaci nebo vyznam pracyy ¥ 6.-9.

slova ve vhodném vykladovém
slovniku

pocitacové podobé

» tvoff viasini napr. obrazkove
slovniky, slovniky frdzovych
sloves, idiomii {nadani}

Vychova k mysieni
v evropskych a
globalnich
souvislostech —
Evropa a svét nas
zajima
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Oblast:
Jazyk a jazykova
komunikace

Predmét:

Anglicky jazyk

Obdobi:

6.- 8.

Ocekavané vystupy
Zak:

Ucivo

Rocnik

Prufezova témata

B. Produktivni fecdové
dovednosti

sestavi jednoduché (ustni i
pisemné) sdéleni tykajici se
situaci souvisejicich s Zivotem
v rodiné, Skole a probiranych
ternatickych okruhtl

ustné: predstavi se, zepta se
na to, co ho zajima, popise
predmét, osobu, &innost,
nakoupi v obchodé&, objedna si
v restauraci, omiuvi se,
poradi, vyjadrf nazor a pocity,
sdéli plan, sjedna si schizku,
vypravi pfibéh

Prace ve dvojicich, skupinové
diskusi, zadani problémové
situace.

pisemné: napise pohled,
dopis, pozvanku, jednoduchy
pfibéh, e-mailovou zpravu,
vypini formular, sestavi
dotaznik, shme obsah filmu
nebo knihy, sepise esegj —
jazykové nadani

Projekty, portfolia, literarni
zaznamy z upravené Cetby,
mezinarodni internetova
spoluprace kol

pisemné, gramaticky spravne tvofi

a obméhuje jednoduché véty a
kratké texty

vybira slova ze zname slovni
zéasoby probiranych
tematickych okruhl
rozliSuje véty oznamovact,
rozkazovaci a tazaci

spojuje jednoduche véty do
souveti

pouziva zakladni casy
pfitomné, minulé a budouci
vyuziva vhodné modaini
slovesa

pracuje se slovosledem ve
vétach oznamovacich i
otazkach

u€ivo o slovnich druzich
aplikuje v pavazpost na
Gesky jazyk a z hiediska
odlisnosti Sestiny a anglictiny

Rozsifujici ucivo pro jazykové
nadané 2aky — podminkova
souvetl, nepfima fed, frpné véty.

Vychova k mysleni
v evropskych a
globainich
souvislostech -
Evropa a svét nas
zajima
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APPENDIX 2: CLASSROOM A
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APPENDIX 3: CLASSROOM B
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mm © MIickEY’s DREAM

|

APPENDIX 4: PROJECT?2

| had a strange dream
about Mut last night. | dreamt
that he could talk!

Comprehension

1 BE=% Read and listen to the story. Are these
statements about Mickey’s dream true or false?

Mut went to the sports centre.

He played table tennis.

He liked it.

He broke a leg.

It was Mut's leg.

a s WwN =

Where did you go this
morning, Mut?

What did you
do there?

f\ | played rugby.
]

Z e

Did you break

id you have a
anything?

good time?

Yes, | broke
aleg.

Yes, | did. | had a
> great time.

Oh no! Did you go to
the hospital?
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PROJECT

Project is a five-level English course which starts from beginner
level and is based on the principle of creating interest in young
minds through motivating topics which bring English to life.

Its key features are:

o A grammar-based, analytical approach which encourages
students to think for themselves within a supportive framework.

Language presented in stimulating, realistic contexts
reflecting the real-life situations in which students will want to
use their English.

Integrated skills development from the start of the course.

Cross-curricular project work which encourages students to
communicate in English about their own lives and experiences.

A strong cultural element throughout the course on life in
Britain and other English-speaking countries.

An emphasis on learner independence through the Student’s
Book Progress diary and Workbook Progress check.

Songs, puzzles and games for lively language practice.

Each level of Project consists of a Student's Book, Workbook,
Class Cassettes and Teacher’s Book (includes tests).

Tom Hutchinson is the author of Project English, Hotline and
Lifelines, successful English language courses for teenagers
and young adults.

OXFORD OXEORD ENGLISH

ISBN 0-19-436523-9
UNIVERSITY PRESS

9 7801947365239

WWww.oup.com




APPENDIX 5: BLOCKBUSTER 2
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‘complete the ¢

I’ coolgreatbrilant!

it/ like it (a lot).

really/Not much.
Its awfulboring

it/ don't like it.
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Syllabus
based on
Common

‘»n‘newnrk*

***

Workbook &
Grammar Book with
Grammar Reference
in English

Teacher’s Book

Test Booklet & CD
(also available on CD-ROM)
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APPENDIX 6: LESSON PLAN: TEACHER A
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APPENDIX 7: WHITEBOARD, CLASSROOM A

APPENDIX 8 : LESSON PLAN: TEACHER B
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APPENDIX 9: INTERVIEW: TEACHER A

1. What is your qualification?  Czech-History, English
2. How long have you been teaching English?  Since 1991
3. Please, tell me something about your teaching ph  ilosophy:

a, What is your attitude towards ELT - what do you consider important for
foreign lanquage acquisition (skills and subskills etc...)?

important is development of language skills, subskills subordinated to skills

b, How would you describe the role of the learner in the process of education ?

| believe in active role of the pupil in the process of education.

¢, Which roles do you adopt in the classroom?
(Choose from the roles proposed by Harmer (2001):

controller, organizer, assessor, prompter, particip ant, resource, tutor and
observer

- all of them relevant for me

d, What is your preferred teaching method or approach?

The Oral Approach and Situational Language Teaching, The Audiolingual Method,
Communicative Language Teaching, Total Physical Response, The Silent Way,
Community Language Learning, The Natural Approach and Suggestopedia
(Richards and Rodgers, 1986)
- | also use elements of Total Physical Response

4. What is your attitude toward the SEP concerning language teaching?

What do you like about it?

1, it is wide — enables choice of various materials

2, preferred approach towards teaching and learning — communicative approach

3, Individual approach towards the learner — special care of the gifted pupils and pupils
with learning difficulties

4, the available time allotment used for languages

What do you dislike/want to change?

| am satisfied.

5. Is there any cooperation among the English teach  ers concerning the textbook
choice and evaluation?
Yes, English teachers consult new textbooks as well as the textbooks they are using.

6. Is the teacher allowed to choose a textbook for her class?
Yes

7. Does the school management support her in those attempts?
Yes, but the aspect of price is always important.
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8. How many different English textbooks can you nam e?

Challenges, Access, Chit-Chat, Blockbuster, Success, Join In, Opportunities, Matrix,
Open Doors, FCE-Results...

9. Which textbook are you currently using inthe 7 ™ class?

Blockbuster

10. Do you think that there could be a textbook, wh  ich would suit you and your

learners in all its aspects?
No, but I try to choose the textbooks, which are interesting for the particular age group.

Class
1, Which classes /age groups do you teach?
| teach 6™ up to 9™ class.
2, Which age group do you prefer and why?

| prefer 9 graders as their language level is already high and | can be more creative in
the lessons — | use various teaching aids with the pupils ...

3, What are the characteristic features of the 7" class?

There are more boys than girls — | do not remember the
Boys and Girls % numbers, though...

Motivation easily motivated :

HOW? 1, through communicative activities (textbook)
2, role plays, drama, graded readers
3. grades

Aptitude High, they learn language easily — there are four slower
pupils, who are slightly above level Al

Strengths / They are weak in writing and they do not enjoy writing
Weaknesses longer
texts.

Preferred Activities and They enjoy problematic tasks, playing drama and singing.
Groupings They prefer working on their own, ideally in pairs or groups
— they enjoy being independent.

Yes, | try to approach my pupils individually-

Individual Approach | use various activities and teaching aids for different types
of learners.

HOW? - graded readers enable the individual approach as well
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- however, | feel that the pace of the activities is not
suitable for all the learners (difficult to adjust the activities

Pupils evaluate themselves via language portfolio, they are
Means of Evaluation used to evaluating each other in pairs or when working in

groups...

and of course grades...

APPENDIX 10: INTERVIEW: TEACHER B

1. What is your qualification? | have a three year special pedagogy course.

2. How long have you been teaching English?  I've been teaching four years but |
started teaching English this year.

3. Please, tell me something about your teaching ph  ilosophy:

a, What is your attitude towards ELT - what do you consider important for
foreign language acquisition (skills and subskills etc...)?

I think that it is important that pupils speak and understand the spoken language.

b, How would you describe the role of the learner in the process of education ?

Learner and teacher should cooperate in order to reach common goals.

¢, Which roles do you adopt in the classroom?
(Choose from the roles proposed by Harmer (2001):

controller, organizer, assessor, prompter ___, participant, resource, tutor and
observer

d, What is your preferred teaching method or approach?

The Oral Approach and Situational Language Teaching, The Audiolingual Method,
Communicative Language Teaching, Total Physical Response, The Silent Way,
Community Language Learning, The Natural Approach and Suggestopedia

(Richards and Rodgers, 1986)
4. What is your attitude toward the SEP concerning language teaching?
What do you like about it? What do you dislike/want to change?

| cannot express my opinion because | am not familiar with its content. | came at the
beginning of the school year and | did not participate on its creation.
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5. Is there any cooperation among the English teach  ers concerning the textbook
choice and evaluation?

Yes, there is a language committee, where the teaching materials are discussed.

6. Is the teacher allowed to choose a textbook for her class?
Yes.

7. Does the school management support her in those attempts?
Yes.

8. How many different English textbooks can you nam e?
Project....l do not remember the textbook | used when | was studying...

9. Which textbook are you currently using inthe 7 ™ class?
Project

10. Do you think that there could be a textbook, wh  ich would suit you and your

learners in all its aspects?
No

Class B
1, Which classes /age groups do you teach?
| teach all the classes at the second stage (lower secondary school)
2, Which age group do you prefer and why?

| prefer 7 graders because they are easily motivated and there are the least discipline
problems.

3, What are the characteristic features of the 7" class?

Boys and Girls % I am not sure but | think that there are ten boys and six
girls.

Motivation They are easy to motivate

HOW? | motivate them through grades.

Aptitude They learn well.
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Strengths /
Weaknesses

Preferred Activities and

Groupings

Individual Approach

HOW?

Means of Evaluation

They are not very strong in grammar.

They enjoy doing projects at the end of the chapters.
They enjoy pair work.

| try to approach my pupils individually

| always wait for the slowest pupils before | start another
activity.

| use grades to motivate my pupils.
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APPENDIX 11: OBSERVATION: TEACHER A
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APPENDIX 12:0BSERVATION: TEACHER B
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APPENDIX 13: VARK QUESTIONNAIRE ON LEARNING STYLES

Choose the answer which best explains your preference and circle the letter(s) next to it.
Please circle more than one if a single answer does not match your perception.
Leave blank any question that does not apply.

1. 1like websites that have:

a.  things | can click on and do.

b. audio channels for music, chat and discussion.
c. interesting information and articles in print.

d. interesting design and visual effects.

2. You are not sure whether a word should be spelled 'dependent’ or 'dependant’. | would:

a. see the words in my mind and choose by how they look.
b. hear them in my mind or out loud.

c. find them in the dictionary.

d.  write both words on paper and choose one.

3. You want to plan a surprise party for a friend. | would:

a. invite friends and just let it happen.

b. imagine the party happening.

c. make lists of what to do and what to buy for the party.
talk about it on the phone or text others.

4. You are going to make something special for your family. | would:

a. make something | have made before.

b. talkit over with my friends.

c. look for ideas and plans in books and magazines.
d. find written instructions to make it.

5. You have been selected as a tutor or a leader for a holiday program. This is interesting for your
friends. | would:
a. describe the activities | will be doing in the program.
b. show them the map of where it will be held and photos about it.
c. stan practising the activities | will be doing in the program.
show them the list of activities in the program.

6. You are about to buy a new digital camera or mobile phone. Other than price, what would most
influence your decision?
a. tryingit.
b. reading the details about its features.
c. it isthe latest design and looks good.
d. the salesperson telling me about it.

7. Remember when you leamed how to play a new computer or board game. | leamed best by:

a. watching others do it first.

b. listening to somebody explaining it and asking questions.
c. clues from the diagrams in the instructions.

d. reading the instructions.
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8. After reading a play you need to do a project. Would you prefer to:?
a. write about the play.
b. act out a scene from the play.
c. draw or sketch something that happened in the play.
d. read a speech from the play.

9. Youare about to hook up your parent’s new computer. | would:
a. read the instructions that came with it.
b.  phone, text or email a friend and ask how to do it.
¢. unpack the box and start putting the pieces together.
d. follow the diagrams that show how it is done.

10. You need to give directions to go to a house nearby. | would:

a.  walk with them.

b. drawa map on a piece of paper or get a map online.
¢. write down the directions as a list.

d.  tell them the directions.

11.You have a problem with your knee. Would you prefer that the doctor:

a. showed you a diagram of what was wrong.
b. gave you an article or brochure that explained knee injuries.

o

described to you what was wrong.
d. demonstrated what was wrong using a model of a knee.

12. A new movie has arrived in town. What would most influence your decision to go (or not go)?
a.  you hear friends talking about it.
b.  you read what others say about it online or in a magazine.
C. you see a preview of it
d. itis similar to others you have liked.

13.Do you prefer a teacher who likes to use:

a. demonstrations, models or practical sessions.

b. class discussions, online discussion, online chat and guest speakers.
c. atextbook and plenty of handouts.
d

an overview diagram, charts, labelled diagrams and maps.

14.You are learning to take photos with your new digital camera or mobile phone. | would like to have:
a. examples of good and poor photos and how to improve them.
b. clear written instructions with lists and bullet points.
¢. achance to ask questions and talk about the camera’s features.

d.  diagrams showing the camera and how to use it.

15. You want some feedback about an event, competition or test. | would like to have feedback:

that used examples of what | have done.
from somebody who discussed it with me.
that used a written description or table of my results.

[a S

that used graphs showing what | achieved.

16. You have to present your ideas to your class. | would:
a.  make diagrams or get graphs to help explain my ideas.
b. write a few key words and practice what to say again an again.

c. write out my speech and learn it by reading it again and again.

=

gather examples and stories to make it real and practical.
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]| ori Chart

Use the following scoring chart to find the VARK category that each of your answers corresponds to. Circle
the letters that comespond to your answers

e.g. If you answered b and c for question 3, circle V and R in the question 3 row.
Question | a category | b category c category d category

. =

3 K (V) (R) A

4 e

Question | acategory b category ¢ category d category
1 K A R i
2 vV A R K
3 K vV R A
4 K A v R
5 A v K R
6 K R v A
7 K A v R
8 R K A v
9 R A K v
10 K v R A
11 v R A K
12 A R v K
13 K A R Vv
14 K R A Vv
15 K A R v
16 v A R K

Count the number of each of the VARK letters you have circled to get your score for each VARK category.

Total number of Vs circled =

Total number of As circled =

Total number of Rs circled =

Total number of Ks circled =

Use the VARK spreadsheet (which can be purchased from the www vark-learn.com web site) to work out
your VARK leaming preferences.
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APPENDIX 14: QUESTIONNAIRE: TEACHER A

Réda bych Vés timto poprosila o spolupréci pii vypliiovéni dotazniku zaméfeného na
to, jakym zplsobem vyuzivéte ucebnici pii vyuce anglictiny a jakym zpisobem ji
hodnotite. Vase odpovédi se stanou soucasti moji diplomové préce. Dotazniky jsou
anonymni. Dékuji Vam!

1. Jakou uéebnici pouzivate pro vyuku v 7.roéniku? Z/d%////f' 7 //§ o 2 J///{’/fj

0
2. Formulujete cile vadich hodin?2/ANO-NE
N

Pokud ano, formulujete je na zékladé a, uciva
“b,)¢innosti zaki a ziskanych dovednosti y

/. //f//,/;y///{f/,ézg/zz Lo ey 7.2""

3. Metodiku vyuZivate pfi pfipravé:

a, Vzdy (uvedte prog) E:\Nékdy (uvedte kdy)  ¢,Nikdy (uvedte proc)’
A//éc&//:’//% s, )

4. Jakou roli pro vas ma ucebnice?

Vyberte jednu nebo vice moznosti a pfifadte jim &isla podle svoji preference:

Ka, sylabus (kurikulum)
fb, opora
__ 4 ¢, zdroj informaci o systemu jazyka (gramatika, slovni zasoba, pravopis,
vyslovnost)
7 d, zdroj rGiznorodych aktivit na procvicovani jazykovych dovednosti (SKILLS)
- Je, evaluaéni néstroj
f. nastroj sebehodnoceni pro zaky
/g, motivacni nastroj

5. Co je pro Vas rozhoduijici pfi vybéru uéebnice? Vyberte tfi polozky

a, cena
b, vzhled

(C) prehlednost a snadnost pouZiti pro ucitele i zaka
d, dobré reference (kolegové, internet, seminare..)

(€) obsah piizplisobeny aktualnim pozadavkim na dovednosti a védomosti Zaka
f, obsah vyhovuijici Vasim pfedstavém o kvalitni u¢ebnici

@ obsah prizpusobeny specifikim vékové skupiny, kterou ucite

6. Kromé ucebnice v hodinach pouzivam:
(8] metodickou pfirucku

@pracovni sesit
¢,)CD nebo kazety k ucebnici
d Jtesty
e, video

(f)CD-ROM

(; Q interaktivni program

- 106 -



7. Obohacujete vyukovy program i o vlastni zdroje? aw\f b, NE .

Pokud ano, o jaké? 47??/ C‘/f///’/z,?/ [y ff%ﬁ/ 20 7 »774(%/ Y ‘; e
/ btz / /ﬂz’/f/ﬁ

/

8. Uebnice dostatecne rozviji:

a, receptivni dovednosti (poslech, ¢teni)

b, produktivni dovednosti (psani miuveni)
Sechny Ctyfi dovednosti

d, jenom nékteré dovednosti — které?

9. Vyhovuije Vam zpusob, jakym uéebnice prezentuje a procvituje jazykové

prostiedky?
(gramatika, slovni z&soba, vyslovnost, pravopis)

@ANO b, NE

Co Vam nevyhovuje?

10. Vyhovuiji Vam témata? @ANO b NE
it / 7 —
Pro&» LR/ A A

11. Vyhovuije ugebnice riznym uéebnim stylim 7aka?

@ANO b, nevim ¢, NE

12. Vynechavate cviceni ?

@ANO b, NE.

. L -
Prot? A ]‘J/%/C’ﬂ/( o /%’27//77

13. Co povazuijete za nejvétsi slabiny a naopak silné stranky Vami pouzivané
ucebnice?

Silné stranky Slabé stranky
2 M Asrs) ”J?ﬂ/y / /
VAN /)ﬁ/&? AR S o X e / b

A%

Y /z‘}fk’&”{,?/k N
Vi 4% M eV,
/J/Wi/i/ /?//wcvarg 7
4 /%// ﬁ”ﬂ/fff /f/yg,/[)-

“Q\

14.Misto pro Vase pripominky

Dékuji Vam za spolupraci! Véra Kiizova
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APPENDIX 15: QUESTIONNAIRE: TEACHER B

Rada bych Vs timto poprosila o spolupréci pif vypliiovanf dotazniku zamereneho na
to, jakym zpasobem vyuZivéte udebnici pii vyuce anglictiny a jakym zpdsohem ji
hodnotite. Vase odpovédi se stanou soucast! moji diplomove préce. Dotazniky jsou
anonymni. Dékuji Vam!

1. Jakou uéebnici pouZivate pro vyuku v 7.roéniku? AL C/£C7 4

/‘\
2. Formulujete cile vasich hodin?/ANO-NE
~—

Pokud ano, formulujete je na zékladé@ uciva
b, Cinnosti zakl a ziskanych dovednosti

3. Metodiku vyuzZivate pfi piiprave:

a, Vzdy (uvedte prac) @‘T‘Nékdy (uvedte kdy) ¢ Nikdy (uvedte pro¢)

A PRy Wh FRICLICENT

4. Jakou roli pro vas ma ucebnice?
Viyberte jednu nebo vice moZnosti a pfifadte jim Cisia podle svoji preference:

a, sylebus (kurikulumj

b, opora

¢, zdroj informaci o systému jazyka (gramatika, slovni zasoba, pravopis,
vyslovnost)

d zdroj rizznorocych aktivit na procvidovani jazykovych dovednosti (SKILLS)

2 evaluaéni nastroj <

, nastroj sebehodnoceni pro zaky

g, motivacni nasiroj

5. Co je pro Vas rozhodujici pii vybéru uéebnice? Vyberte tfi polozky

a, cena
b, vzhled
(&) pfehlednost 2 snadnost pouziti pro ucitele | zaka
d, dobré reference (kolegové, internet, seminére..)
e, absah piizplsobeny aktuainim pozadavkim na dovednosti a védomosti Zaka
/5 obsah vyhovujici Vasim predstavém o kvalitni uéebnici
@ obsah pfizpdscbeny specifikim vékové skupiny, kierou utite

6. Kromé ucebnice v hodinach pouzivam:
@”} metodickou priruéku

L//t;? pracovni sesit
(€)CD nebo kazety k utebnici
(3 testy
g, video
()cD-ROM
@ interaktivni program
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7. Obohacujete vyukovy program i o viastni zdroje? (é;ANO b, NE
Pokud ano, 0 jaké? ¢#scZ/Si, /é/wf??éff HRT

8. Uéebnice dostateéné rozviji:

a, receptivni dovednosti (poslech, tteni)

b, produktivni dovednosti (psani miuveni)
/ véechny &tyfi dovednosti

d, jenom nékieré dovednosti — které?

9. Vvhovuje Vam zpGsob, jakym uéebnice prezentuje a procvicuje jazykové

prostredky?
(gramatika, slovni zasoba, vyslovnost, pravopis)

(8 ANO b, NE
Co Vam nevyhovuje?

10. Vyhovuji Vam témata? Ca“ ANO b,NE

PRIy Sy 4 7 pan /
Proc? 7EMAm sy ARG TEKS 28Ty

11. Vyhovuije u€ebnice rlznym ucebnim stylim ZakG?

(é:iANO b, nevim ¢, NE

12. Vynechavate cvi¢eni ?

p A NE
@4 ANO z(;?" NE.
Proc? pékreni Zhe LELA P

13. Co povazujete za nejvétsi slabiny a naopak silné stranky Vami pouzivané
ucebnice?

Silné stranky Slabé stranky

.
2iprenin TEAAT

14.Misto pro Vase pripominky

Dékuji Vam za spolupraci! Véra Kfizova
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APPENDIX 16: PUPILS’ QUESTIONNAIRE — GRAPHS

9. How demanding are the speaking 9. How demanding are the speaking
activities? activities?
A B
10 10
1 9
8 8
. :
5 E3
& 4
{ e
2 T 2
0 i I
a, difficult b, appropriate ¢, easy
a, difficult b, appropriate  c, easy
9. How demanding are the writing 9. How demanding ar.e.t.he writing
activitie s? activities ?
A B
12 & 7
10 =
- 5
6 a4
0 0
a, difficult b, appropriate €, €asy a, difficult b, appropriate  c, easy
9. How demanding are the reading 9. How demanding are the reading
activities activities?
A B
72 9
7 8
6,8 7
66 6 5
6,4 5
6,2 6 &
6 3
58 2 T
56 1 m
54 T T 0
a, difficult b, appropriate c, easy a, difficult, b, appropriate c, easy
9. How demanding are the listeni ng 9. How demanding are the listening
activities? activities?
A B
9 g H
A .
. .
6 5 b
s ;
4 4
3 3
2 2
1 5 ] 4—|
0 : |
a,difficult b,appropriate c,easy adifficult  bappropriate ceasy
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10. How often do you speak in the

10. How often do you speak in

lessons? the lessons?
A B
& 7 & 7
7 7
6 6 T—1
5 5 +—1
4 4
4 4T 3
3 +— 5 341
2 +— 241
1 4+— 5 14— 5
0 0
a, very often b, often c, rarely d, never a, very often b, often c, rarely d, never
10. How often do you read in 10. How often do you read in
the lessons? the lessons?
A B
9 8 7
8 7
b 6
6 5 5
5
P . 4 3 3
P &
2 +— 21T 1
11— . 14—
f i [ ]
a, very often b, often c, rarely d, never a, very often b, often c, rarely d, never
10. How often do you listen 10. How often do you listen in
in the lessons? the lessons?
A B
10 g & 7
g ; g
6
7
6 5
5 4
& 3
3
2 + Z 1
1 1
i I i [ ]
a, very often  often c, rarely d, never a, very often b, often c, rarely d, never
10. How often do you write in the 10. How often do you write in the
lessons? lessons?
A B
72 12
10
Z 10
6.8
6.6 8
6.4
6
6,2 3
6 4
58 +—1 . 2
= L= o
54 0
a, very often b, often c, rarely d, never a, very often b, often c, rarely d, never
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11. The textbook practices grammar:
A

0

a, sufficiently b, insufficiently

11. The textbook practices grammar:
B

0

a, sufficiently b, insufficiently

11

. The textbook practices vocabulary

A

0

a, sufficiently b, insufficiently

11. The textbook practices vocabulary

B

14 13

12 1

10 1

2 1

—1

0

a, sufficiently b, insufficiently

11. The textbook practices pronunciation 11. The textbook practices pronunciation:
A B

10 T 1 g

9 09

8 1T— 8

7 1T/ 7

6 T— 6

5 T— * &

41— a1

3 +— s 41

2 +— 2 +—]

1 +— P

0 0

a, sufficiently b, insufficiently a, sufficiently b, insufficiently

11.

0

PN ® S OO N ® O

The textbook practices spelling
A

a, sufficiently b, insufficiently

11. The textbook practices spelling:
B

a, sufficiently b, insufficiently
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14

12

10

12. | learn about English speak ing
countries:

A

a, yes b, no

12. | learn about English speaking
countries:

ok N W A O O N DO

a,yes b, no

14

12

i SN e

12. | learn about other subjects:
A

a,yes b,no

12. | learn about other subjects:
B

o RN WSRO N ®O

a, yes b, no

14

12

10

12. Do you find thes e pieces of
information interesting?

A

a, yes b, no

12. Do you find these pieces of information
Interesting?

B

a, yes b, no
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APPENDIX 17: PUPILS' QUESTIONNAIRE: CLASS A

Mily zaku, timto bych Té chtéla poprosit o spolupraci pfi wpifovani tohoto
dotazniku. Zajima mé, jak se Ti pracuje s u¢ebnici, co se Ti nani libi a co Ti naopak
nevyhovuje. Dotaznik je anonymni. Neboj se napsat, co siopradu mysli§. Tvij
nazor mize ovlivnit Tvoji vyuku tak, aby lépe vyhovovala Twm potiebam a
predstavam.

1. Jsem
(Podtrhni jednu mozZnost)

CHLAPEC DIVKA
i
2. Jak dlouho se uéis anglicky? % Z . /5//%‘

3. Jaké ucebnice jsi az do této doby pouzival-a?

@) ChitChat b, Fairyland @Project@ Blockbuster @Cha!lenges f, jinou ucebnici

4. Kterou uéebnici pouzivas pravé ted? 5/// /' £/ [ F /.
5. Libi se Ti ilustrace v uc¢ebnici (graficka stranka)?

@ ANO b, SPiS ANO ¢, SPIS NE d, NE

6. Zajimaji Té témata probirana v ucebnici?
(otevri si obsah na zatatku ucebnice a podivej se na témata)

(ay ANO @VETQNOU ANO ¢, JEN NEKTERA d, NE

7. Jaka témata bys zménil-a? (Pokud si na predchozi odpovédél-a pismenem b, ¢ nebo d) |

8. Postavy, které vystupuiji v dialozich, scénkach a podobné jsou:

@ébavné b, nudné c, hloupé

9. Jak naroéné jsou pro Tebe ucéebnicové aktivity zaméfené na:

(zaskrtni)

tézke pfiméfené lehke

/
o
v

N
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10.Zaskrtni prosim, jak ¢asto nacvi¢ujes v hodinach jazykové dovednosti

3

Velmi éasto Casto ziidka vubec

v

|

Gramatiku
(Casy, tvofeni ofazky a zaporu, atd.

Vyslovnost

Slovni zasobu (siovitka) \/

Pravopis (jak spravné slovicka

psét) D

12Z udebnicesedozviddm. [ ANO NE
Informace o anglicky miuvicich zemich / e
Zajimavosti z jinych predmétt (d&jepisu, fiteratury, | \/

zemeépisu..)

Zajima T& to?@ ano B, ne

13. Tempo, kterym probiram v hodinach jednotlivé lekce nebo jeji casti mi

a,vyhovuje

{Byvetsinou vyhovuje
C,NEvyhovuije (nestiham)
D,NEvyhovuje (nudim se)

14. Misto pro Tvoje pfipominky a napady:
(co bys na uc¢ebnici zménil-a )

Dékuji Ti za spolupraci!

Véra Krizova
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Mily Zaku, timto bych Té chtéla poprosit o spolupraci pfi wplinovani tohoto
dotazniku. Zajima mé&, jak se Ti pracuje s uéebnici, co se Ti nani [bi a co Ti naopak
nevyhovuje. Dotaznik je anonymni. Neboj se napsat, co siopravdu myslis. Tvij
nazor mize ovlivnit Tvoji vyuku tak, aby lépe vyhovovala TwWm potfebam a
piedstavam.

1. Jsem
(Podtrhni jednu moznost)

CHLAPEC DIVKA

2. Jak dlouho se ugis anglicky? 4\ /) M

3. Jaké ucebnice jsi az do této doby pouzival-a?

@ ChitChat b, Fairyland @ Project@ Blockbuster@ Challengesf, jinou ucebnici

4. Kterou ucebnici pouzivas pravé ted’?@lm%w)gm U\"\MU\AX\D
i

5. Libi se Ti ilustrace v uéebnici (graficka stranka)?

€é)ANO é SPISANO ¢, SPISNE d, NE

6. Zajimaiji Té témata probirana v uGebnici?
(otevri si obsah na zatatku ucebnice a podivej se na témata)

()ANO b, VETSINOUANO  c, JEN NEKTERA d, NE

7. Jaka témata bys zménil-a? (Pokud si na pfedchozi odpovéd&l-a pismenem b, ¢ nebo d)
9

8. Postavy, které vystupuii v dialozich, scénkach a podobné jsou:

@ zabavné b, nudné ¢, hloupé

9. Jak naroc¢né jsou pro Tebe uéebnicové aktivity zaméfené na;

(zaskrtni)

tézke primérené lehké
X
X
N

Ve
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10.Zaskrtni prosim, jak ¢asto nacviCujes v hodinach jazykové dovednosti

casto zfidka vitbec

Gramatiku e ‘

| (Casy, tvoreni otazky a zdporu, atd.

Slovni zasobu (slovitka) \/

Vyslovnost /

Pravopis (jak spravné slovicka

psat) \/

| 12 Z ucebnice se dozvidam. - |ANO . NE
Informace o anglicky miuvicich zemich e
Zajimavosti Ziihy"Ch piedmétl (dgjepisu, fiteratury, | L e
zemépisu..) f o

Zajima Té to?@ ano B, ne

13. Tempo, kterym probiram v hodinach jednotlivé lekce nebo jeji ¢asti mi

a,vyhovuje

(ByvétSinou vyhovuje
C,NEvyhovuije (nestiham)
D,NEvyhovuje (nudim se)

14. Misto pro Tvoje pfipominky a napady:

(co bys na ucebnici zménil-a ) ‘

~

Deékuji Ti za spolupraci!
Véra Krizova
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APPENDIX 18: PUPILS QUESTIONNAIRE: CLASS B

B

Mily Zaku, timto bych Té chtéla poprosit o spolupraci pfi wplfovani tohoto
dotazniku. Zajima mé, jak se Ti pracuje s uCebnici, co se Ti nani libi a co Ti naopak
nevyhovuje. Dotaznik je anonymni. Neboj se napsat, co siopravd u myslis. Tvij
nazor mize ovlivnit Tvojl vyuku tak, aby lépe wyhovovala Twm potiebam a
piedstavam.

1. Jsem
(Podtrhni jednu moznost)

2. Jak dlouho se u&is anglicky? x¢/ 4., = @

3. Jaké uéebnice jsi az do této doby pouzival-a?

a, ChitChat b, Fairyland(§) Project d, Blockbuster e, Challenges f, jinou ucebnici

4. Kterou u¢ebnici pouZiva$ pravé ted? - frojecé

5. Libi se Ti ilustrace v uéebnici (graficka stranka)?

a,ANO |,  SPIS ANO €) SPiS NE d, NE

6. Zajimaiji Té témata probirana v ucebnici?
(otevii si obsah fa zatatku ucebnice a podivej se na témata)

2/ ANO b VETSINOU ANO ¢, JEN NEKTERA d, NE

7. Jaka témata bys zménil-a? (Pokud sina pfedchozi odpovédél-a plsmenem b, c nebo d) 1

8. Postavy, které vystupuji v dialozich, scénkach a podobné jsou:

a, zabavné {, nudné c, hloupé

9. Jak naroéné jsou pro Tebe u¢ebnicove aktivity zaméfené na;

(zaskrtni)

tézke piimérens
miuveni e
= —
psani
éteni
posiech ol
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10.Zaskrtni prosim, jak ¢asto nhacvi€uje$ v hodinach jazykové dovednosti

Velmi dasto | Casto ziidka viibec
’| B X
cteni X
poslech X
psani X X

ma
{(Basy, tvofeni otdzky a zaporu, afd.
Slovni zasobu (slovicka)

Vyslovnost

Pravopis (jek spravné slovitka
psat)

X
X
X
X

12 Z uéebnice se dozvidam. ANO NE
Informace o anglicky mluvicich zemich

Zajimavosti zjinych pfedmétl (d&jepisu, fiteratury,
zemépisu. .} )5

oo
Zajima Té to’@ ano B. ne

13. Tempo, kterym probiram v hodinach jednotlivé lekce nebo jeji éasti mi

a,vyhovuje
vétsinou vyhovuje
,NEvyhovuje (nestiham)
(©NEvyhovuje (nudim se) \

14. Misto pro Tvoje pfipominky a napady:

{co bys na ucebnici zménil-a ) . .

Peiles. 5. inhenet am o Lo Vv s fnberdbtiing. edbe”.
: w/

llegdnioe. b .;....m.(../z/x....éz’.f....../sv.e‘.././.'.é..aa' 0 e yiozht 38 e
Pravsent...cotlt. By bl il lopd sl wdz oy (g s ...

ik LY. indh... by L. fpp0de 0nite.. OFelole oy Moprave névs”
Slhvser, 5.5 2vabeMdt el GNP e

Dékuji Ti za spolupraci!
Véra Kfizova
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Mily Zaku, timto bych Té chtéla poprosit o spolupraci pfi wpliovani tohoto
dotazniku. Zajima me, jak se Ti pracuje s ucebnici, co se Ti nani libi a co Ti naopak
nevyhovuje. Dotaznik je anonymni. Neboj se napsat, co siopravdu myslis. Tv(j
nazor mize ovlivnit Tvoji vyuku tak, aby lépe vyhovovala Twm potfebam a
piedstavam.

1. Jsem
(Podtrhni jednu moznost)

CHLAPEC DivkA™
2. Jak dlouho se u¢i$ anglicky? C) My

3. Jaké ucebnice jsi az do této doby pouzival-a?

@ ChitChat b, Fairyland @ Project d, Blockbuster e, Challengesf, jinou ucebnici

4. Kterou uéebnici pouzivas pravé ted? .. @« l
4

5. Libi se Ti ilustrace v uéebnici (graficka stranka)?

a, ANO b, SPiS ANO “SPISNE d, NE

6. Zajimaji Té témata probirana v uéebnici?

(otevri si obsah na za¢atku ucebnice a podivej se na témata)

a, ANO b, VETSINOUANO ¢/ JEN NEKTERA d, NE

7. Jaka témata bys zménil-a? (Pokud si na predchozi odpovédél-a pismenem b, ¢ nebo d)

8. Postavy, které vystupuiji v dialozich, scénkach a podobné jsou:

a, zabavné @ c, hloupé

9. Jak naroéné jsou pro Tebe uéebnicové aktivity zaméfené na;

(zaskrtni)

62ké priméfens lehké
A
X
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10.Zaskrtni prosim, jak ¢asto nacvicuje$ v hodinach jazykové dovednosti

Velmi gasto | éasto zfidka viibec

)< 2

ramauku
(Casy, tvofeni otazky a zaporu, atd.

el \\\
it
Slovni zasobu (slovitka) ><
.
L

Vyslovnost

Pravopis (jak spravns slovicka
psat)

12 Z uBebnice se dozvidam. ' ANo
Informace o anglicky miuvicich zemich D

Zajimavosti zjinych _predméti (dgjepisu, teratury,
zemepisu..)

Zajima Té to?A B, ne

13. Tempo, kterym probiram v hodinach jednotlivé lekce nebo jeji ¢asti mi

a,vyhovuje

b,vétsinou vyhovuje
C,NEvyhovuje (nestiham)
@NEvyhovuje (nudim se)

14. Misto pro Tvoje pripominky a napady:
(co bys na ucebmcn zménil-a )

Dé&kuji Ti za spolupracil
Véra KfiZova
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