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Abstract

The thesis deals with textbook evaluation. Firsthe textbook theory is discussed; a
certain attention is paid to the textbook functiorsyllabus type, the textbook
characteristics and structural components of tix¢bo®k units. Secondly, usage of
textbook is critiqued; advantages and disadvantajessing textbooks, pupils’ and
teachers’ reasons for using textbooks and las#yfalture of textbooks are addressed.
The outcome of the theoretical part is the critéoratextbook evaluation. Thirdly, the
research is conducted with the aim of investigativigether there is an agreement
between the selected textbooks and the objectivetheo Framework Educational
Programme for Basic Education and to what exteatdblected textbook are in the
concord with them. The research selects the tekdjoconsequently it evaluates the
selected textbooks and finally compares the obthimalings. The research applies
questionnaire for selection of the textbooks, thalgic method and subsequently the
comparative analysis of both textbooks. Conclugi@sents the outcomes connected to

the defined aim of the thesis.

Key words: curricular reform, textbook evaluation, FramewBidkucational
Programme for Basic Education, textbook usageer@ifor assessment, checklist,

comparison of textbooks



Abstrakt

Diplomova prace se zabyvd hodnocenigehnic. Nejprve je diskutovana teorie
ucebnic, gicemz je zvlastni pozornostémovana funkcim &ebnic, tymm sylabu,
vlastnostem ¢ebnic a strukturnim komponém uéebnicovych lekci. V dalsfack je
posuzovano pouzivantebnic, tj. jeho vyhody a nevyhodyuwbdy zaki a Witela pro
pouzivani a posléze je pozornost Zgma na budoucnostéebnic. Vysledkem
teoretické casti jsou kritéria pro evaluacicebnic. Nasledh je realizovan vyzkum
s cilem zjistit, zda se dvzvolené debnice a cile Ramcového Wélvaciho programu
pro zakladni vzéavani shoduji a do jaké miry.ckbnice pro tento vyzkum byly
nejprve vybrany, naslednv procesu vyzkumu zhodnoceny a v &avpraktickécasti
byly ziskané Udaje porovnany. Vyzkum vyuZiva dotlaknselekci debnic, analytickou

metodu a dale provadi komparativni analyzu ob&bnic. Za¥recna ¢ast prezentuje

vysledky v souvislosti se stanovenym cilem diplogmpvace.

Kli ¢ova slova kurikularni reforma, hodnocenéebnic, Ramcovy vadavaci program
pro zakladni vzé&lavani, uzivani &€ebnic, kritéria pro hodnoceni, seznam, porovnani

ucebnic
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1. Introduction

Due to the evolving global markets such as touresmployment and education,
the usage of language teaching, as a second drl#mguage, is becoming more and
more of a necessity. This is reflected by the stheform bringing changes to the aims
and content of education. This, in turn, enables dupils to enter a wide variety of
markets that are not open to those that can odglkspne language, such as Czech e.g.
employment market. Pupils’ needs are centre of dttention in teaching learning
process; hence it is critical to select the mogtr@griate teaching aids that will engage
the pupils’ intellect. Once pupils are fluent iretknglish language, they are able to
communicate and connect with people from arounduid; giving them flexibility in
global markets and a wide range of social situation

The thesis aims to analyse and compare textboekthey are one of the
significant factors impacting on the teaching aedrhing process. Following the
introduction, the second chapter examines the $aleémrm and its principles that are
respected when creating the criteria for evaluagioth comparison in the empirical part.
The third chapter deals with textbook theory; namixtbook as a didactic aid,
textbook functions, syllabus type, textbook chagastics and structural components of
the units. Moreover textbook usage is addressedhén fourth chapter discussing
advantages and disadvantages of using textboolspme for using them and their
future. The last chapter of the theoretical passpnts textbook evaluation, where
reasons for evaluation, approaches to evaluatiod arethods are described,;
furthermore there are indentified criteria for &sseent of the textbooks and their later
comparison according to these criteria. The themmlefpart serves a base for the
practical part. The empirical part that correla®engly with the theoretical part begins
with the research methodology, where the aim ofrésearch is stated. Secondly, the
textbook selection is outlined how the textbooksedwaluation were chosen. The next
two main chapters deal with the evaluations of shkected textbooks individually in
terms of a general description, textbook functioolaracteristics and evaluations
according to the criteria in order to decide whetinere is an agreement between the
selected textbooks and the objectives of the Framewducational Programme for

Basic Education and how they adhere to it. The inobth data is then compared

-1-



specifically using the textbook characteristics awdluations according to the criteria
which are subsequently summarised in this chapldre practical part ends with the

conclusion referring to both parts of the thesis.

2. The curricular reform

The current Czech educational system has undergtersive changes due to
the school reform. This ongoing reformation is uefhcing the teaching and learning
process. The curricular policy principles are state the National Education
Development Programme for the Czech Republic (deeccd'White Paper”) and
enshrined in the Education Act. Curricular docureesrie characterised at two levels:
the national and the school level. The nationatll@omprises the National Education
Programme defining education as a whole and the@&neork Educational Programmes
focusing on individual stages of education. Conicgrithe school level there are school
educational programmes developed by individual sishthemselves that are based on
the principles set out in the Framework Educatidtralgramme ( 2007, p.6).

Among the educational trends promoted by Framewalkcational Programme
for Basic Education (hereafter the FEP BE) aren@gknto account pupils’ needs and
potential when attaining the objectives of the basducation, applying variable
organisational patterns and individualisation oé teducational process; applying
differentiation to the education, offering a broadenge of obligatory optional subjects,
creating a favourable, social and emotional atmesphbased on the effective
motivation and other trends (FEP BE, p.8).

According to Zeman (2009, p.3) the main agendisfreform is to concentrate
on the key competencies; their development is tha rabjective of the education. In
the FEP BE the key competencies are defined assyiseem of knowledge, skills,
abilities, attitudes and values that are importanthe individual’'s role in society”
(2007, p.12). Other objectives of the basic edooatire: creating preconditions for
pupils to acquire learning strategies; motivatingpifs to participate in life-long
learning; encouraging pupils to think creativelyevdloping pupils’ abilities to
cooperate and value their own work, achievementsvals as the work of others;

-2-



guiding pupils to be tolerant and considerate towasther people, their cultures and
other objectives (FEP BE, 2007, pp.10-11).

The requirements for foreign language educatiom iar concord with the
Common European Framework of Reference for Langsiageénich outlines various
levels of proficiency (FEP BE, p.19). The aim ohdaage teaching is to develop
learners’ communicative competence in English (Ride and Rodgers, 2001, p.159).
The authors (ibid.) claim that Communicative Larggideaching is “the most plausible
basis for language teaching today, although totlesyunderstood to mean more than a
set of very general principles that can be appdied interpreted in a variety of ways”.
Harmer highlights: “The Communicative approach oontnunicative Language
Teaching have now become generalised ‘umbrellaigdo describe learning sequences
which aim to improve the students ‘ability to commuate [...]” (2001, p.86).
Thornbury stresses “it is now recognised that laggulearning is a more complex
process than any single method can hope to addf2886, p.131). The author (ibid.)
further claims that there has been an attitudet shiffavour of eclecticism and of
customising teaching approaches to suit the nefestsidentsCerna and PiSova suggest
that the eclectic approach chooses such stratagegechniques that are suitable for the
specific situation to optimally achieve the seti{2002, p.22).

In correspondence with the curricular reform tleendnds are not made only on
the educational process, but also on the dida& which should correspond with the
educational policy. In spite of such a developmns unquestioned there will still be

ongoing reappraisals in language learning.

3. Textbook Theory

A textbook represents a significant part of theadtct transformation of cultural
areas to school education (Skalkova, 2007, p.lJe@®thermore, Richa (1998, pp.14-
16) defines the textbook firstly as an elementhef ¢urricular project — the educational

' The Common European Framework of References foglizges defines the target competencies of
language education as communication competencieguistic, socio-linguistic and pragmatic) and
general competencies (presupposing the knowledtgeedfocio-cultural environment, life and institurts

of the countries where the relevant language igkapo(FEP BE, 2007, p.19).
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programme, secondly as a component of the setlattic aids and lastly as a type of a
school didactic text (ibid.). Definitely, a textdods important in the educational
process, additionally a textbook as a teachingsaahe of the major factors influencing
the teaching-learning process, for this reasondhépter concentrates on a textbook as
a significant part of the set of didactic aids, filgctions, its characteristics, syllabus
type and components.

3.1 A textbook as one of the didactic aids

Didactic aids include all of the material object®pding a streamlined and
conditioned learning process (ibid., p. 249). Intcast to the non-material didactic aids
e.g. educational methods, approaches and orgamahtforms trying to reach the
educational aim by their appropriate choice; thetem@ didactic aids represent
straightforward material mediating knowledge to imugManak, 1997, pp. 49-50).

Manak provides teaching aids distinction:

1. Real objects
2. Models
3. Depictions:
A, images, symbolic depictions
B, static projections (diaprojection, @pjection, overhead projection)
C, a dynamic projection (film, televisjondeo)
4. Audio teaching aids (musical instruments, césspet
5. Haptic teaching aids (topography pictures, Brhil
6. Literary teaching aids (textbooks, handboolasas, texts)
7. Programs for teaching automats and computers
(ibid., p. 50)

According toCerna and PiSova, literary sources including textbpaudio and
video records, whether authentic or specificallgigeed for language teaching, play a
significant role in language teaching (2002, p..2Bparmer also emphasises the
importance of a textbook as a teaching aid in éingliage classroom in view of the fact
it offers a coherent syllabus, motivating texts atiger benefits such as extra resource
material and useful web links (2001, p. 304). Mi&tiva states that the regular use of
textbooks and the reliance upon them in the Czekitational system (both primary
and secondary), has made the textbook an essguralof the learning process,
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additionally textbooks are relied upon to convey@dt all of the subjects within any set
curriculum and have thus become the foundatioeafiing in a classroom (2008, p.1).
Therefore, regarding literary teaching aids, tegisoremain the main literary source in
education. Moreover, Recha (1998, p.17) claims that a textbook is compleste with
other types of didactic texts such as workbookdlections of language games,
grammar books, monolingual or bilingual dictionariéests, maps and other types of
didactic texts. With this in mind, many aids a tearccan utilise such as dictionaries,
conversation handbooks, workbooks, audio and videes, additional tests, graded
readers, grammar books, worksheets and furtherriaatewill only compliment, and
perhaps never replace a textbook.

3.2 Textbook functions

Textbooks have various functions in English langugching. Cunningsworth

suggests that textbooks have multiple roles indagg teaching:

a resource for presentation material

a source of activities

a reference source for pupils on sub-skills

a source of ideas, stimulation and suggestionsléssroom language activities
a syllabus

a resource for self-directed learning and selfastibn

a support for less experienced teachers

NoakwNE

(1995.7)

The author (ibid.) only names the textbook roles, does not specify them
further except highlighting the role as a resourteachieving aims and objectives,
where the author also claims that textbooks shooldbecome the aims or determine
the aims themselves. Cunningsworth is the only auttho uses the term ‘role’ of
textbook, while other authors (Hummel 1988, idla 2007, Mikk 2007, Richa 1998)
use the terminology ‘textbook function” and do mliétinguish between a role and a
function of a textbook. Rcha (1998, p. 19) suggests that the supposed muvpgush a
textbook has to fulfil in the real educational pEes is considered by both the textbook
function and the textbook role.

The evolution of educational trends in terms ofoaomy, key competencies,
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lifelong education and norms has lead to the reftion of textbook functions. The
main obvious function is to present the informat{dhkk, 2007, p.13). However, this
function is complemented with other roles as thecept of the textbook’s functions is
complex.

Mikk (ibid.) states that one of the key textboaolkdtions is to motivate learners.
Today’s pupils have an open and unlimited acceskeanternet and other sources for
reference which in turn provides 'building blocks’ learning e.g. they may learn from
audio software. If they are not challenged by tbietextbook and the curriculum, they
may become disinterested, and the usefulness aieitas lessened. Informative and
engaging textbooks pronounce the learners’ intenedtcuriosity in the subject matter,
motivating them to explore further the languageytldesire to learn. This is very
desirable, as learners want to know and learn raboeit the subject and this is one of
the most important aims of the education (ibid.).

According to Hummel (1988, p. 15) the most impoett@xtbook function in the
perspective of lifelong education is the functidnceeating the habit of reading and
continuous dialogue with the textbook. Thus, lesnéevelop familiarity with
textbooks and enhance their skills in using booksaa indispensable working
instrument for cognitive development; furthermas&ydents learn to read in order to
learn (ibid.). Students are empowered by their Kedge, and their ability to educate
themselves within achievable timeframes. One ofwthgs how to support self-directed
learning and learners’ autonomy is to provide theith a suitable textbook (Janikova,
2006, p.131). Consequently, a textbook functiorpingl to develop effective ways of
self-directed language learning is an elaborativection (Jelinek, 1993, p.87). In other
words, this function should develop pupils’ skite manage ways of self-regulated
learning. To put it another way, learners shoulagebeouraged to be confident in using
dictionaries and be able of self-correcting, additilly they should be able to orientate
themselves easily within the texts and understaachmar summaries (ibid.).

On account of today's fast technical developmethie systematic and
coordinative functions of a textbook have beconitcat (Manak, 2008, p. 23). Due to
the availability of many conflicting texts withitné marketplace e.g. various textbooks
and web-based learning, there is an emerging isugiality versus quantity. These

materials vary according to levels of quality. Thaege of the texts is very demanding
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to coordinate, unify and more importantly to evéuas there are no set evaluating
criteria in comparison to the school textbook asmsest (ibid.). For this reason, the
textbook functions mentioned above are very impdrtén fact, the systematic and
coordinative functions divide the subject mattdoia system that encourages students
to learn in a logical sequence and protect tharni@g from incoherent unreliable
information.

Zujev provides the distinction of textbook funct#oin his taxonomy in this way:

* An informational function

* A transformational function: providing didactic msformation of
specialized information from a certain science igigee or a technical
field to the information accessible to pupils

« A systematic function

« A stabilizing and controlling function: enablindnet pupil to learn pieces
of knowledge and skills, to train them and checkriié subject matter
and homework with the help of a teacher

* A self-educating function: stimulating pupils to skowith a textbook
individually

* An integrating function: providing a basis for umstanding and
integration of information that pupils gain fronffdrent sources,

* A coordinating function

* A developmentally - educational function

(in#&sha, 1987, p.46)

Today’s society needs people with desirable moogles and civic attitudes.
That is why textbooks should also support moraletigsment of students and value
education in correspondence with civil competencgated in the Framework
Educational Programme for Basic Education (FEP [BE4). Mikk (2007, p.15) states
that textbooks should have a cultural function.

According to the author (ibid., p.14 ) another ortpnt textbook function is
differentiating as some learners require more métdion and explanation concerning
the subject matter than others. In another wotdslesits vary according to their interest
and thirst for knowledge. Therefore, textbooks dthotake into account different
learners’ needs, in terms of their capacity to daiowledge. Thus learners should be
provided with textbooks of differing levels to colimpent each individual student
(ibid.). This will turn; further motivate the studketo focus on their education.

Because of the on-going evolution of the functiohs textbook in education,
-7-



the textbook function list will never be wholly cpiete. It is obvious that textbooks
cannot offer all of the functions mentioned aboeade, teachers need to be creative in
using other study aids to complete all of the fiomg such as workbooks, teachers’
books, encyclopaedias and other aids. What is miaddyidual functions are not
supplied equally in textbooks, therefore teachbmikl be aware of what functions and
to what extent they are covered in the materialitees use in the classes.

The interest in the variety of textbook functiooenfirms the importance of
textbooks in language teaching. Furthermore ittese@ greater obligation on each
individual teacher, to choose a textbook wiselytarms of the purpose and the way
they want to use it. When evaluating textbook figrd in the practical part of this
thesis, the paper considers Cunningworth’s digbncas well as Zujev’'s taxonomy and

additional individual functions characterised irstbhapter.

3.3. Syllabus type

When scanning through a textbook, teachers usstdly with the syllabus type
as the first item to evaluate. Thornbury (2006,1p)2defines the syllabus as “an item-
by-item description of the teaching content of airse”. The language content is
ordered in a specific way depending on underlyingngiples and theories.
Cunningsworth states “the focus of a syllabus, éfwee, is on what is taught and in
what order is taught” (1995, p.54). The authordipclaims that course materials are
predominantly based on the content-based sylla¥ste indentifies four types of

content base in syllabus design:

« form (a structural focus)

« function (a notional/functional bsjsi
* situation (a contextual focus)
* topic (an informational focus)

(in Cunningsworth, 1995, p.55)

Textbook writers have to combine all the factorewlrying to balance all the
different approaches to syllabus design. The siratsyllabus is based on the internal
-8-



structure of language with emphasis on grammastaicture, nevertheless lexis and
phonology are taken into account as well but thenni@undation of this syllabus is

grammar (ibid.) Thornbury adds that most curremtbi@oks are still organised along
structural lines consisting for the most part acirgmar (2006, p.220). Harmer clarifies
that the grammar syllabus is the most common tyged uraditionally and currently

(2001, p. 296). The general guidelines used fomgmar items are: complexity of

structure, learnability and usefulness; howeverfulisess as a concept for selection
language items may be subjective (Cunningsowo@f51p. 56).

The functional syllabus selects and sequences comeative functions that are
relevant to learners’ communicative needs. None#isetyllabus designers and textbook
authors rely on combining experience, intuition aadhmon sense when predicting the
needs of students; therefore this process is diNge(bid.). The advantages of this
syllabus in textbooks are that learning goals apeenunderstandable to students when
compared to the structural syllabus and that learo@n use what they have learnt at a
relatively early stage (ibid., p.57).

The situational syllabus uses real-life situatiassan organizing principle and
takes participants, setting and communicative godts an account (ibid.) However,
choosing the key real-life situations for a genetabks is problematic as students will
vary greatly in terms of their educational needs. this reason, the situations are rarely
taken as the main organizing principle in geneyldlus design (Harmer, 2001, p.298).

Lastly, the topic-based syllabus is organised @liog to topics. Cunningsworth
(1995, p.58) explicates that topics are of gredevan keeping learners’ interest and
increasing their motivation. The author (ibid.) drapizes that the syllabus of a general
English course is unlikely to be wholly topic bastterefore topics and situations are a
secondary factor in determining syllabus contemhiorbury concludes that no syllabus

can represent an accurate description of all taéxs’ diverse needs (2006, p.220).

3.4 Textbook characteristics

When evaluating a textbook, its functions and congmts are assessed, but also
its characteristics are taken into account. Acewydbd Pificha (1998, p.44) three types

of characteristics are represented in every textboo
-9.-



A, Communicative
B, Contextual
C, Ergonomic

These textbook characteristics co-determine timetioning of textbooks in real
educational processes, what results and effecysiélae to and what predictions can be
deduced from them (ibid.). The textbooks’ paransetean be determined if these
characteristics are expressed in a quantitative,fand the procedure of measuring is
applied to their analysis (ibid.).

A, Communicative parameters

Communicative parameters reflect the charactesistiexpressing the means of a
textbook, which determine the transmissibility lewé its content for its users. These
characteristics are verbal and non-verbal means t&@xt. Verbal means include the
language and style characteristics of the text motverbal means consist of visual
information including for example schemes, graphg photographs (ibid.). Abbs and
Freebairn claim that the language students lealtremable them to communicate their
needs, ideas and opinions, additionally languageitées in the classroom should be at
all times meaningful and aimed at real-life comnaation (in Cunningsworth, 1995,
p.116). According to Richards and Rodgers (200161, some of the characteristics of
the communicative view of language include: languag a system for the expression of
meaning, furthermore the primary function of langeias to allow interaction and
communication. Considering the style, textbooksusthgresent stylistically variable
material, which is appropriate to the learners’ dse¢Cunningsworth, 1995, p.50).
Furthermore, textbooks should make pupils awarthefstylistic differences signalled
by aspects of grammar, choice of vocabulary, dismwstructure and phonological
aspects (ibid.). Regarding the communicative apgrotextbooks should also prepare
their users to be able to choose an appropriate styarying situations and focus on
developing pupils’ sensitivity to the choice of aitable style in spoken and written
communication (ibid.). By findings about the comrioative parameters of a textbook
it is possible to gauge the difficulty level in nes of transmissibility of the subject

matter presented by textbook textsu@Pra, 1998, p.44). Concerning communicative
-10-



parameters, this thesis describes the languagstgiedof textbooks, their pictures and
photographs in the practical part of the thesis.

B, Contextual parameters

Contextual parameters play a significant role ktlieok research, as they reflect
the qualitative textbook parameters. They analfigecharacter of relations, structures
and consequences of the educational content appliextbooks (Richa, 1998, p.45).
The textbooks’ content is dependent on common auer documents; on the other
hand a textbook distinctively determines what mupslarn at schools (ibid.). For this
reason, there are several potentially problematiasainvestigated in textbook research.

One of the investigated problems is the transftionaof the knowledge from
science and other areas of human culture to adektbontent (ibid.). It is a very well-
known fact that many textbooks are hindered by sprdportionate amount of
information of an encyclopaedic character, resgltman unemotional and disengaging
resource, which has negative effects on learnintaaching. Klapko stresses that the
non-existence of strictly set norms dealing wite #xtent of the subject matter when
writing new textbooks promotes negative phenomehiglwin turn reduces the quality
of textbooks (2006, p. 49). Negative phenomenaigalude the lack of consideration
towards the new curricular policy principles andgigaed texts that do not match the
learners’ capacity of retaining knowledge. Skalko{@007, p.71) describes this
transformation as didactic. The author (ibid.)etathat when processing the knowledge
to school education, the category of aims, the cdsplepupils and their age are taken
into an account, additionally the transformatiomsiders the meaning of the subject
matter for pupils’ present and future life as well.

The contextual parameters are deeply analysed fthen point of value
orientations, attitudes and cultural figures that presented to textbook usersu@ra,
1998, p.45). What is more, recently there has lageimcreased scrutiny of elements of
nationalism, xenophobia, ethnocentrism or any ofirejudices covered in textbooks
(ibid.). Moreover textbooks are evaluated on thmwerage of elements promoting
European and global values towards the world (ibid)

The analysis of the contextual parameters condestran persuasive aspects of
textbooks as well (Rcha, 1998, p.45). In other words, it analyses hiog textbooks

address their users by emotional and personificatieans, various forms of persuading
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and the content that holds a students’ interedd.JibThus, the contact that a textbook
makes with a student should be emotional and psrsiaas well as interesting.
Regarding the contextual parameters, the thesimiaes the didactic transformation,
value orientations, the coverage of elements primgdEuropean and global values

towards the world and persuasive aspects in thatipahpart.

C, Ergonomic parameters

Ergonomic parameters enable a textbook to be d'pwpitable guide. They are
presented by fonts and size of letters, coloutfuirations, graphic symbols assisting
learners to orientate themselves in a textbook andraphic symbolisation that
differentiates the importance of information. (ibig.46). According to Rcha (ibid.,
p.46) the ergonomic parameters are not analyséaeitCzech Republic, nonetheless a
great amount of textbooks use various types ofremguc parameters. Therefore, the
thesis also evaluates the ergonomic parametehgipractical part.

A textbook, to be engaging, should hold the sttslenterest by capturing the
students’ focus, involving them beyond the languéggson itself. Cunningsworth
suggests that other points worth looking for incteag materials are variety and pace,
attractive appearance, feel and activities whi@d leo a personal involvement (1984,
p.59). It can be said when evaluating parametetexiook has to be considered as a

complex, not being assessed in isolation.

3.5 Structural components of the textbook units

Textbooks will be only effective in realizing théunctions if they are equipped
with structural components. The structural compoméra school textbook is a system
of elements in a mutual relationship with other poments of a textbook (&rha, 1998,
p.21). A textbook consists of textual and visuahponents (ibid.). The textbook unit is
a basic structural, content and functional baséngle 2006, p.127). According to
Hendrich (1988, p.398) the units are integrated @mtain defined components of the
subject matter e.qg. starting text, vocabulary, gnamitems, motivational materials and
supplementary texts. Jelinek (2006, p. 127) umdeyrlthat the number of components
is gradually increasing due to the ongoing progresghe didactics of language

teaching. Ordering of the individual componentghia unit has a significant importance
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as syllabus types are defined according to the rmamponent of the unit (ibid.).
However the author (ibid.) further stresses thatehs a tendency to integrate the use of
all of the components in the structure of unitscofrent language textbooks. Harmer
(1995, p.28) adds: “the issue of which part of #ylabus is the main organising
principle may not be an important one, therefoirgesit is in the interrelationship of all
of the elements”. Jelinek (2006, pp.128-129) camsithese areas of the components in
the units as crucial in foreign language textbodksText material having a valuable
motivational content as a source of topics and caomaative situations, by which
receptive, productive skills and sub skills, theokfedge from realia and an
intercultural area are developed. Nonetheless, ahea deals with many problems in
terms of selecting and arranging the subject matteh as relations between vocabulary
and grammar (ibid.). There has been an evolvinarre¢ on the usage of cross-
curricular subjects with ethic and aesthetic agp®eftlanguage education (ibid.). B,
Supply of exercises and tasks connected with @xtspresentation of language subject
matter orientated on their learning and gradualetbpment of skills is the next
essential area of components. Ordering exercisdstasks in the sequences which
connect exercises and tasks of a various type [@rtant as well. There is also an
increasing use of problem-solving and project tasks

Some current textbooks focus on the aspects ohdesi personalities, their
motivation, individual characteristics in terms @dgnitive and emotional areas and
their learning strategies (ibid., p.129). Furthereydhe way of processing components
in the unit should enable students and teachessi¢atate themselves in the textbooks
and other package components of the course mategalworkbook. Moreover, it is
desirable that parallel lines of the subject madier differentiated e.g. core and extra-
curricular subject matter and material for prantisiconsequently pupils are allowed to
choose such ways of learning themselves to meet eédecational needs and respect
their individualism (ibid.).

When evaluating a textbook, it is important to sider the process of individual
components within the unit e.g. a sufficient numbkexercises or a way of grammar
presentation but more importantly it is essentialacus on relations and continuity of
the individual components in the unit (ibid.). Hachers are aware of the structural

components, they can explain the knowledge morguedely to pupils.
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4. Uses of textbooks

A textbook represents a cardinal teaching aid, this reason it influences
education at all schools and all grades of sch@ul&k, 2000, p. 12). Therefore,
textbook usage is an important issue in educatidmere has been much debate
concerning the value of textbooks to educationacgsses. Teachers vary; some rely
heavily on textbooks as educational resources,ewdiihers use them as a peripheral
resource. The textbook serves a different purposath teacher, and each student; it is
the individual using the textbook that defines tbie of it. So, although the textbook is
regarded differently by individual teachers anddstus, it has been an integral part of
education in the pastiowever, in the future there may be less use oéxdabbok
because they may be superseded by learning tools es1web-based learning which

will incorporate audio-visual components and atiggi within the learning process.

4.1 Advantages and disadvantages of textbook usage

Most English teachers use a textbook; howeveretlzge some teachers who
refuse to use textbooks at all and create their ®anohing material by taking exercises
and texts from different sources and adapting tb@mmatch their students’ needs. To
put it in another way, these teachers are reprathess of the ‘do-it-yourself approach’
(Harmer, 2001, p.305). According to the authordipito be able to apply the do-it-
yourself approach successfully, teachers need i@ lscess to a wide range of
materials. “They will also need the confidence twow when and what to choose,
becoming, in effect, syllabus designers in theinavwght” (ibid.). Therefore, regarding
the do-it-yourself approach there is a problem with didactic transformatio(see
chapter 3.4, p.11). Furthermore, Horlsey statest if teachers do not use a textbook at
all, they have a tendency to set less homeworkstadents and waste time on
distributing other materials in classes, additibndhese materials are sometimes
unsuitable for learners (2002, p.213). BAloinsists that teachers are not professionally
prepared sufficiently to create their own materiatgl the amount of time needed to
create a suitable material is enormous on tohatf the amount of time that would be
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used in making new, suitable material would make #hvery difficult task for the
teacher (2008, p.5). To some extent, professioeathers find the do-it-yourself
approach as an attractive form of teaching, howasedarmer defines it is very time-
consuming and runs the risk that learners end up @am incoherent collection of
material (2001, p.305). Grant (1990, p.8) concluties most students prefer a textbook
and adds: “a folder full of handouts fails to sBtiin ways that a textbook can, a folder
is no substitute for a textbook”.

One of the advantages of using a textbook is ferah coherent syllabus,
satisfactory language control, motivating texts atiter accessories (Harmer, 2001, p.
304). Moulton adds: “Textbooks do provide guidanoecontent decisions: what topics
to cover, how much time to allocate to each, anghat sequence to teach them (1997,
p.10). Textbooks usually provide teachers withwétitis and extra resources; this saves
the teacher a lot of time, because they do not negulepare a large amount of their
own material. According to Porter and Brophy, pssfenally prepared materials
including textbooks usually strengthen the quatifyclasswork (1988, p.80). Grant
claims that textbooks can do several useful jobs iadicating what methods to use,
providing attractively and economically all or madtthe materials needed and acting
as a very useful learning aid for the students Q19938).

At the same time, there can be disadvantages diagatextbook use. Harmer
stresses that students and teachers can becometidated by the sameness of a
textbook as its units and lessons frequently followunrelenting format (2001, p. 304).
Additionally, de-motivation of students can be @iy a teacher's amount of
dependence on a textbook because contemporarynsiutbere an easy access to a wide
range of material, thus they become more demandingrms of teaching aids. Heavy
dependence on textbooks may cause a possible flagkiety in teaching procedures, a
possible lack of spontaneity and a sharply reduesel of creativity in teaching
techniqgue and language use (Cunningsworth, 1996).pThe author (ibid.) further
names the factors influencing the degree of depa®der autonomy in using textbooks
e.g. learners’ culture and expectations, natureaandunt of training for teachers, the
teachers’ experience and confidence and teachersmand of English and other
factors. According to Littlejohn, using textbooksappropriately can lead to the

imposition of unsuitable learning styles and cohtam classes, which can in turn, lead
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to the teacher losing control of the learning pss¢£998, p.205).

All in all, the benefits and restrictions from mgi textbooks depend on the
approach of the educational system; as Cunnighbwataims: “coursebooks are good
servants but poor masters” (1984, p.1). Therefteachers should use the textbooks
actively by formulating objectives with the needglee learners in mind and later find
published material that achieve the set objectjizd.).

4.2 Reasons for using textbooks

Once a textbook is published, approved and chbgea teacher, it brings new
topics such as using textbooks at schools anddaussihools, that is why it is referred
to teachers and pupils as they use textbooks tret (Breger, 2006, p.27). Although
textbooks are created for students and teachechy ek them uses textbooks for
different purposes. Additionally, these purposey \acording to the learners’ age and
teachers’ experience in the educational processrerlis little knowledge or research
dealing with the application of a textbook in tlealreducational situation, which is a
paradox because creating a textbook requires sgobad effort and once it is published
and ready to use, the interest in the textbookpghsars (Richa, 1998, p. 108.). On the
contrary, there has been recent recognition of sewlies concerning the theoretical
analysis of strategies when using textbooks; Lambed Horsley describe it as

“textbook pedagogy” but it is still developing @ikorova, 2008, p. 54).
4.2.1 Pupils’ reasons

Textbooks are primarily created for pupils howevee pupils’ usage of the
textbook is to a large extent dictated by theiches (Péicha, 1998, p. 108; Greger,
2006, p.27). Pupils interact with textbooks in vas situations e.g. in the class or at
home, additionally they compliment the textbookhatihe help of a teacher, parents or
their classmates. All of this leads to differerdril@ng conditions and requires various
learning activities. However, as mentioned aboperposes and ways of using
textbooks haveot been extensively covered by educational rekesschowever there
is one interesting investigation done by Hajkovaowdxamines the ways of using
textbooks by students. She titles her investigai®fiTextbook as a communicator”, by

which she focuses on pupils’ reasons of usage ydiph and geography textbooks. This
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thesis incorporates the outcomes of her researdatasconcerning usage of English
textbooks have not been obtained from other sourddsr research shows that if
teachers want to know how textbooks influence @ ghey have to know when and
how pupils respond to textbooks {Pha, 1998, p. 108). Basic school pupils use
textbooks to study new subject matter and compietes from a teacher’s presentation,
additionally pupils will favour a textbook that gents the content in a comprehensible
and interesting manner (ibid., p.109). Secondahpskstudents also frequently use a
textbook for preparation at home; most often theg it to assist them in completing
their homework. However, regarding the comprehdasitterpretation of textbooks,
they find it difficult to understand the texts iomparison to a teacher’s presentation
(ibid.). From the findings of Hajkova, it is evitdethat pupils do use textbooks,
nevertheless not always in the way teachers wakédthem to do (Richa, 1998, p.
109). Mikk says that in general the interactionaopupil with a textbook is more
frequent than the interaction of a pupil with acteer (2000, p. 311). Consequently, a
textbook has undoubtedly an influence on formatadnpupils’ attitudes towards
learning (Greger, 2006, p. 28). For the reasonstioreed above, a textbook should be
carefully analysed in terms of its content (segt#ras.4, pp. 27-35).

4.2.2 Teachers’ reasons

Teachers use textbooks as a primary source fomjplgrnthe lessons (Greger,
2006, p. 28) Mikk claims that teachers generallycttire about 90 % of their lesson on
the content of the textbooks they use (2000, p. ITB¢ other reasons are to orientate
themselves in the content of the subject matteruseda textbook as one of the teaching
aids as well (Richa, 1998, p.112). Teachers vary according to gigies of textbook
use in correspondence with the length of theirhewcexperience, teaching subject or
the grades teachers teach (Greger, 2006, p. 26pnT{L997) reveals that teachers at the
elementary school level who are responsible foremsubject areas use textbooks as
their main curriculum guide and source of lessangl The author (ibid.) adds that
more experienced teachers with longer teachingtipeaare much less dependent on
textbooks than their trainee teacher colleaguesoling to Laws and Horsley (1992,
pp.7-15) not only the length of teaching practicuences or determines the style of

textbook use but also teachers’ level of educatikpparently, there are differences in
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the ways of using textbooks when teachers haveedsgin teaching languages as
opposed to those who have degrees in a particulsed e.g. an English teaching
degree versus a degree in Physics.

Within the research, Chall and Conard observed 1&88ons of teachers’ work
with textbooks at basic and secondary schools aooh fthese observations they
identified three different styles of teachers’ wiatk with textbooks (in Greger, 2006,
p.26). The first identified style is called theatit-lesson approach in which a textbook
is the main source for the lesson and work witlextbiook is dominant (ibid.). The
second style, the authors identified, is a studiy-gpproach, which emphasises
discussion between a teacher and pupils abouuthjiecd matter and uses a textbook for
doing homework set by a teacher (ibid.). The lagedss characterised by the use of
many sources for lessons and uses a textbook as onlyobrtee teaching aids,
additionally this style called a multiple-resourapproach uses mainly presentation,
discussion, audio-visual aids and other activetiegcmethods (ibid.).

Another investigated issue regarding textbook esaghe extent of modification
of the information in textbooks by teachers asdhae differences between presenting
knowledge by a teacher and the same knowledgentessm a textbook (Bcha, 1998,
pp.113-115). According to this author (ibid.) thelsiéerences arise because information
or texts within textbooks do not correspond witarfeers’ age or abilities, thus teachers
have to compensate this by adding material or pteggthe textbook in a different
manner. It is crucial to know how teachers presleatsubject matter in comparison to
the intended presentation of textbooks, additionallgause of this reason there has
been research investigating teachers’ ways of miodjfthe subject matter (ibid.). The
research was conducted at basic schools in thesl88a again teachers of all subjects
were included; therefore the outcomes of the rebeare general. The author
distinguishes eight basic ways of teachers’ madlifons of the subject matter in
textbooks (ibid.): The first way is that a teackees not usually modify the content
and keeps the information the same as it is intéltbook; the second way is about
shortening the content of the subject matter; kivel tone is characterised by choosing
the information from a textbook that a teacher wers essential; the fourth way
clarifies the information in textbooks e.g. presgioins and summary notes; in the fifth

way of modification a teacher adapts the conterthefsubject matter to make it more
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comprehensible for pupils; the sixth defines makimg subject matter more interesting
for pupils by giving examples from different sowsce the seventh way teachers omit
some questions and tasks from the textbook, thagider too difficult for the student
and the last way states that a teacher makes wtbéifications of the subject matter.
From the research findings, it is known that teesltd any specialization make all of
the modifications of the subject matter accordiogheir needs (Rcha, 1998, p.114).
However, the most often used ways of the modificatare the fourth, fifth, and the
sixth examples and less frequently used modificatiays are the first and the eighth
(ibid.). The author (ibid.) adds that there are qusrent studies regarding textbook
modifications and therefore there is no data abostsubject.

On the other hand, textbooks are still considdmeaverload pupils with too
much information, thus it can be said that teackglishave to do some modifications
or somehow compensate this problem in their lesssnevery class is different and

definitely requires variation.

4.3 Future of textbooks

Due to the current impact and influence of rapidiyvancing technology on
society and also on education, language learnimg eemputers in the educational
process more, which is becoming popular in foréagmguage teaching. More frequently
the textbook publishers provide schools with ter#tso with various educational
electronic programmes and software. Schools haaetedt arranging multimedia
language laboratories equipped with interactivetelduards and other technological
devices. What is more, learning assisted with aprder is becoming popular as it
represents an individualised learning, which is ohhe educational trends encouraged
and promoted in the FEP BE (2007,p.7). The increpsisage of multimedia aids in
language teaching may cause a potential extinafamextbooks from the educational
process.

Staudkova (2007, p.53) claims that multimedia aw$ not cause a total
disappearance of the traditional printed textbdd&iak (2008, p.22) also mentions that
in spite of the technology development and its ybapusage in language teaching, the
textbook will keep its place in the educational qgass because the textbook is only
fortified or intensified by these modern aids. éwting to the author (ibid. p.24)
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textbooks will never be replaced and will alwaysaneessential aid for the educational
process, however it is crucial to teach pupils howvork with textbooks, how to find
information, study further and be creativeudta further describes the arguments
against the textbook replacement, he presents theée reasons (1998, p.16). The first
reason is that textbooks are easily accessiblejlenabd do not require any technical
equipment in comparison to the electronic devidaislf Secondly, the portability of a
textbook is connected with an economical situatbmpupils and schools, despite the
fact that the current society is based on technmalaphernalia, there are still
households that do not own technological equipmemd, therefore pupils are not able
to learn at home using the latest technology (jbiflhe last point the author (ibid.)
mentions is a psychological reason; on one sidesthee computer enthusiasts and on
the other side some pupils have a negative attittaeards technical devices.
Martinkova (2008, p.2) concludes the argument feeging a textbook as the main
didactic aid by claiming that teachers who have wg#d to using a textbook in the
teaching process will not be willing to replacewality helper that has been attested in
the process especially in the period of fast chamgéhe school system.

Regarding the textbook content, it is suggesteat the visual feature of a
textbook will be intensified as a part of a modeommunication and visual culture
(Manék, 2008, p.24). Furthermore the author (ibid.5p.®irther explicates that the
textbook content will be chosen more carefully @mms of the curriculum, which
provides pupils with the essential knowledge fosuxcessful life in a democratic
society.

It is apparent that a textbook remains as a didaad in the educational process
even in this technology-centred society.fdl concludes that modern textbooks have
presumptions to become the most important didaitiacepresenting a comprehensive

collection of the core knowledge of the subjectteratibid.).

5. Textbook evaluation

If a textbooks' quality is assessed only accordmthe sales figures, one could
presume the most purchased textbook is the bestdocational purposes, providing
strong guidance for teachers and pupils alike. Texgbook would demonstrate the

qualities all other textbooks should have. Thisas the case though, for assessing a
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textbooks' quality based only on how many schodg it is not thorough or
demonstrative of the quality of the textbook. Itimsportant to properly evaluate a
textbooks' value, teachers and schools run theofisklecting an unsuitable textbook if
they do not carefully assess a textbook on its'itmend applicability. All of the
participants involved in the evaluation or selettiprocess should remember that
“materials evaluation is a complex matter, as tleee many variables that affect the
success or failure of coursebooks when they amngsen” (Cunningsworth, 1995, p.5)
Therefore it is important to limit the selection, ather words the prioritized criteria to
manageable proportions and create a profile otthesebooks being examined by the
evaluation process (ibid.).

5.1 Reasons for evaluation

The reasons for a detailed textbook evaluatioth& a textbook represents a
transformation of the summary of the informatioonfr the scientific fields; secondly a
textbook acts as a means of realisation of thend#d curriculum; thirdly it regulates a
learner’s self-directed learning; fourthly it sesvieachers as a feedback tool and lastly
because of its design a textbook motivates its\erar(Klapko, 2006, p. 45). Therefore,
using the right or suitable textbook is essentmlitainfluences many factors in the
teaching learning process, the plethora of pubtidlestbooks in the marketplace that
deal with English language teaching, make the tds&hoosing the correct textbook
very challenging. Cunningsworth claims that a petrf®ursebook for a course that is
ideal for any particular class of learners doesaxi$t, however the aim is to find the
best possible fit with a potential to adapt or dapent parts of the material where it is
considered as inappropriate, unsuitable or inadegioa learners (1995, p.5). Grant
further explicates that a book that is availableddeacher and students should satisfy

three conditions:

1. It should suit the needs, interests and alslidieyour students.
2. It should suit you. (The best book in the wamoh'’t work in your
classroom if you have good reasons for distjkin
3. The textbook must meet the needs of officiallipiteaching syllabuses or
examinations.
(21990, p811
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According to Knecht and Janik, the evaluation #meh decision to select a
textbook could be easier if the textbooks contaisethe recommendations from the
educational research, furthermore there are meps sind indicia to be considered e.g.
being able to access the results from the textbosdearch to the publishers, teachers,
parents and pupils or publishing and consequemtgycing more copies of the reports
of the textbooks research and make them availalola fong term period (2008, p.14).
The authors (ibid.) further explicate that anothproblem concerning the
recommendations from the research is that commumichetween the representatives
of the textbooks research and the publishers isddnmoreover the textbooks research
representatives only act as formal consultantsiocs; thus they do not communicate
mutually with the publishers in correspondence veiXichanging experience, the latest
marketing trends or a textbook origin. Above dik terminology the researchers use is
not easily understood by the public (ibid.). Tlsahother motivating factor for teachers
to carefully consider each textbook, evaluating aetécting the book on its' merits
(ibid.). A prudent teacher would also seek the eelwvof their colleagues to make
balanced judgements when in the evaluation process.

At the same time, Martinkova stresses the fadtaHat of teachers and schools do
not want to waste time on selecting a textbook lay wf time-consuming evaluation,
for this reason they select a textbook accordintheéomarketing information and the
price of the textbook, instead of focussing on thality and applicability of the
textbook, in this case it is obvious who is resjiaesfor the textbooks selection, it is
usually school managers or economists (2008, plB8stead, by choosing a cheaper
textbook, the school will not save money in thegldarm as these books usually lack
many topics and their quality of presentation ismpdhus schools have to invest more
money into the supplementary material or teachexrssinply asked to create material
to supplement the textbooks (ibid.). Without anyaficial valuation, teachers end up
spending more time and energy on searching for,caedting suitable material, than
they would have by doing an initial detailed evéilua Martinkova (ibid.) further
underlines the problem concerning the textbook lpase, to put it in another way,
teachers can get some money for ordering a cestamunt of textbooks directly from
the distributors or schools can get discounts atigerobenefits if ordering more

textbooks. Teachers should bear in mind the reaggrthey are purchasing a textbook;
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it is a core component of teaching English, andhifgortance to the educational process
should outweigh any thoughts of saving money oclpasing an unsuitable textbook
just to gain financial benefit.

The last reason for textbook evaluation is thahp of schools and teachers rely
on the textbooks being confirmed by the approvalisés provided by the Ministry of
Education, Youth and Sports, which should guaramatezertain quality of textbooks
Nevertheless the process of giving approval clatseésxtbooks does not always have
to adhere to the law e.g. giving the approval @aus textbooks by a different section
of the Ministry of Education or ignoring importagiven criteria valid in the notification
of the Ministry of Education (ibid., p.4). Thereégiteachers and schools should conduct
their own evaluation as following textbook evaloas implemented by others is not the
best thing what teachers or schools can do in tefevaluating and then selecting a

textbook.

5.2 Approaches to evaluation

When teachers look through a textbook quicklyget an overview of its
possibilities, strengths and weaknesses, they use irapressive overview
(Cunningsworth, 1995, p.1). According to the autfibid.) this kind of impressionistic
overview is useful and gives a general introductiorthe material. Martinkova adds
that a lot of schools and teachers do not havegimtime, therefore the will to analyse
the textbook in detail is small (2008, p.3). Thumey prefer this impressionistic
overview or the conveyed reports concerning thébteok quality to save their time.
Cunningsworth (1995, p.1) further explicates thas tview is especially appropriate
when teachers do a preliminary sift through a faeatbooks before making a shortlist
for more detailed analysis, however the authornwdaihat this approach does not
necessarily indentify any crucial omissions in téetbook or any important weakness
and adds that teachers or schools cannot relyiswitw to give them enough details to
ensure a good match between the coursebook coatehtthe requirements of the
learning and teaching process.

For this reason, there is a need of in depth ewialn, which is more penetrating

in its approach and has its own agenda (ibid.)aKerozian and Riazi (2008) add that
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the in-depth evaluation takes into account rese@rolcedures, data processing and
interpretation. Cunningsworth (1995, p.2) furthgplecates that the in-depth approach
is defined by its active nature, which means abtigeeking out information about the

material in line with an agenda that has alreadgnbaecided on but on the other hand
the author claims that the impressionistic overvigmore receptive in terms of looking

for anything that is noteworthy or interesting.

The author (ibid.) concludes that using both apphes involving the
impressionistic overview of the whole and the ipttheevaluation forms a sound basis
for evaluation and for the ensuing choice of thesnswitable coursebook for adoption.
Teachers or schools will always use the impressimnview as it is not so time-
demanding however they should consider the in-dep#uation as more important as

it saves them time in the end, in terms of supplding textbooks by other materials.

5.3 Methods of evaluation

There is a wide range of methods to properly eatala textbook. Bcha (1998,
p.47) indicates that there are more than 300 reBeaethods and applied techniques for
textbook analysis and evaluation and adds thatynablrof the methods are applied in
the textbooks research. The author (ibid.) divittessn into these types: Quantitative
methods; these methods use various statistic puoegdo find and compare appearance
and frequency of some measurable units e.g. vedbaments including facts,
terminology and other non verbal elements congjstirphotographs, diagrams etc. The
second type is methods of contextual analysis; theys on discovering and evaluating
gualitative characteristics of textbooks by focungson their content (ibid.). There is a
great range of these methods e.g. methods of senaaatysis of textbooks or methods
of informatively theoretic analysis (ibid.). #ha (ibid.) classifies the third type as
methods of questioning; these methods use quesii@sn and interviews with
specialists, teachers or pupils as a tool for cotlg and evaluating data about textbook
characteristics and its functioning in the educwloprocess. The author (ibid. p.48)
distinguishes the fourth type as methods of observaincluding any types of
observations; the methods are most often appli¢derempirical research, on the other
hand they are not used as often in the textbodeareh. The fifth type Bcha (ibid.)

-24-



describes as methods of testing; this applicatimbaglies special tests for identified
students. By applying these methods it is possibléearn what results a textbook
evocates in the cognitive learning process of gypiiditionally by testing a textbook in
this way, it will verify what pupils learn from pagular textbooks (ibid). Some textbook
characteristics can be regulated by applying variomodifications in their
communicative and didactic figuration (ibid.). Tls&th example which is called
experimental methods aim to discover what effeotgrolled changes in the textbooks
cause in comparison with the textbooks in whichngles have not been made (ibid.).
Finally, comparative methods used to compare twmaore textbooks according to set
criteria; these methods can be used as well deihistorical textbooks research (ibid.).
Cunningsworth (1995, p.14) adds that a common $etriteria applied evenly to
different coursebooks is a great help in makingptoeess more objective and leads to
more reliable results.

Furthermore, Karamoozian and Riazi (2008) provechers and schools with

another distinction of textbook evaluation methods:

1) methods of theoretical analysis
a) the theoretical-analytical methods
b) the special analytic method
c) the comparative analysis of textbook
2) empirical-analytical methods
a) experimental investigation in the use g&flieoks
b) public inquiry applied to teachers
3) statistical (quantitative) methods
According to Piicha; Karamoozian and Riazi's distinction of the leaion
methods, the thesis uses the comparative methedsptbcial analytic method and the
comparative analysis of textbook in the practicatp
The example of the set criteria for the textboskleation can be found in the
notification of the Ministry of Education, Youth @sports because the Czech Republic
belongs to the group of countries where the MigistrEducation still approves the list
of textbooks. To put it in another way, the textk@that have been given the approval
clause are subsidised by the government, and arefthe free (Sikorova, 2004).

However, because of the exhaustive number of tektbavailable in the market, the
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Ministry of Education thus provides a long list &bproved textbooks; therefore the
final textbook choice still remains in the handssofiools and teachers which textbooks
to use in the educational process (ibid.)

In the Notification of The Ministry of Educatiory,outh and Sports about the
procedure and defined conditions for giving and aeimg the approval clauses of
textbooks and learning texts and arranging them tim textbook listit is possible to
find the conditions of giving the approval clausdsvertheless, Martinkova (2008, p.4)
believes that there are too many criteria in thisfication that confuse the process. For
this reason, the author (ibid.) suggests the sfragliversion of the criteria for the
textbook evaluation. In spite of the simplified si@n, it can be said that the criteria are
too simplified and in some categories of the cdatéoo abstract, thus her suggested
criteria can still confuse the textbook evaluatorberefore, the thesis uses its own
criteria for textbook evaluation.

There is a wide range of methods for a textboo&luation, therefore it is
important for teachers and schools to decide wlest @f textbook evaluation they use
and further modify it according to their needs dedrners’ needs. Nevertheless,
according to Sikorova (2004) in the Czech Repulitiere are no special courses
concerning textbook evaluation. Thus textbook eatadun for teachers and schools may
be a very demanding task especially for primaryostland younger teachers (ibid.).
The author (ibid.) adds that teachers would welcaomae kind of help in the form of
reviews from independent evaluators, but theserteawe still missing. Jelinek (2006,
p.129) concludes that textbook evaluation shoulditwee by qualified educators that
respect the rights of the authors, their individagproach towards problems and also be

? Sckleni Ministerstva $kolstvi, mladeZe alovychovy k postupu a stanovenym podminkam pro
udélovani a odnimani schvalovacich dolozalelnicim a gebnim textm a k z#@iazovani dgebnic a
u¢ebnich texi do seznamu debnic [online]. Available from WWW:<
http://www.msmt.cz/ministerstvo/sdeleni-ministeestskolstvi-mladeze-a-telovychovy-k-postupu-a-
stanovenym-podminkam-pro-udelovani-a-odnimani-skdwacich-dolozek-ucebnicim-a-ucebnim-
textum-a-k-zarazovani-ucebnic-a-ucebnich-textu-emnamu-ucebnic-c-j-18519-2005-20-
platne?highlightWords=postupu+stanoven%C3%BDm+pod8%ADNk%C3%Alm+pro+ud%C4%9B
lov%C3%A1n%C3%AD+0dn%C3%ADM%C3%A1n%C3%AD+schval®d3%ADch+dolo%C5%B
Eek+u%C4%8Debnic%C3%ADm cited 10. 11. 2010.
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reasonably tolerant because following all of thendeded criteria when creating a
textbook is not realistic.

5.4 Criteria for assessment

Cunningsworth (1995, p.5) claims: “the selectiorciteria of appropriate criteria
is crucial, as the evaluation process will throwauprofile of the coursebooks being
examined.” On the other hand Sikorové (2007, ps3@des that there is no mention in
any literature of criteria that are important anklickh ones are less important and also
there is no existence of a formulated checklishezit However, the author (ibid.)
suggests that the most often mentioned or useetieris the suitable difficulty of texts
for the learners’ age, the extent of the subjedtenand correspondence with the aims
of the teaching process defined in the curriculatemals. In general, there are many
criteria that are used for textbook evaluationyef@e it is essential to create a list of
the most important criteria to avoid the mediocriBunningsworth (1995, p.5) further
explicates the importance of limiting the numbercoteria used and the number of
guestions asked to manageable proportions othertise evaluators risk being
swamped in a sea of detail. Furthermore, accortbnglarmer (2001, p.301) when
evaluators use a checklist prepared by others, #unept others’ view of what is
appropriate in a particular situation. Thus, thesth uses its own created checklist for
evaluation and comparison (see appendix 1).

The first category in the checklist deals with ey competencies. Equipping all
pupils with the set of the key competencies atvell¢hey are able to obtain is the
purpose and aim of the education (FEP BE, 20072)p.The key competencies are
mutually linked, multifunctional and can only be qaoced as a result of a
comprehensive education process (ibid.). “Therefdheeir forming, shaping and
development must be the ultimate aim of the ewrithecational content and of all of the
activities taking place at school (ibid.). The egbry evaluates all of six key
competencies individually: learning competenciespbfem-solving competencies,
communication competencies, social and personapetancies, civil competencies and
working competencies.

The second category is the textbook organizatrdmch analyses its layout in

-27-



terms of clearness and the level of orientatiothanbook. The level of orientations is
meant by how easy or difficult it is for pupils twientate themselves in the units of
textbooks.

The third category is a topic, which deals witm#imguistic aspects of textbooks.
Textbooks should use authentic material to makguage learning more realistic and
of course topics should vary. Cunningsworth (19988) adds that really authentic
material creates an authentic response informihgllenging, stimulating experience,
encouraging curiosity and developing judgement.

The fourth category describes social and cultuables. Due to the current focus
on promoting global and international thinking,jstimportant for the pupils to learn
about various cultures and their traditions andiesl Developing a sense for justice,
solidarity and tolerance, and guiding pupils tovgathderstanding and respecting the
increasing level of socio-cultural diversity is ooé the characteristics of the cross-
curricular subject called ‘Multicultural Educatioas defined in the FEP BE (2007, p.
102). What is more, the thematic area ‘People Adour’ belonging to the educational
area called ‘Humans and Their World’ emphasisesirtigortance of mutual respect,
gender equality and other aspects (FEP BE, 2038).p.To make such an analysis is
important as a stereotype that a position of womeat home at a cooker is still taken
into an account, even though this presentatiorerg wccasional (Cnningsworth, 1995,
p.91).

The fifth category deals with the self-directedrfeng. According to Janikova
(2009) the self-directed learning is without anyubibone of the current issues of
pedagogy, didactics and psychology. Thus this isam@ot be omitted in the categories
when evaluating textbooks. The author (ibid.) stakat pupils in this learning process
become the active agent of its own learning prodesty (1996, p.52) adds that pupils
should be responsible for their learning; additignseachers should encourage pupils
in an active approach towards learning e.g. bytergaome activities in which pupils
can realise the self-assessment or giving therakattaelearn facts or topics on their own
from the textbooks. One of the key aspects of #giledsrected learning is to learn how
to plan, regulate or modify the learning processidova, 2006, p. 132). Consequently,
it is important to discover if textbooks offer angols for self-assessment. Less

traditional forms of learning presented in textb®ekable pupils to cooperate with each
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other and thus increase the learners’ autonomgl.jibAccording to the author (ibid.)
these less traditional forms include project watgnulating pupils to contact native
speakers etc. Thus, the category also verifiehaf textbook promotes the mutual
explanation among pupils, offers project work asdauintelligible instructions.

The sixth category is the availability and price textbooks. As Martinkova
(2008, p.3) said before, choosing textbooks acogrth price is not suitable, however
this choice according to financial issues is usatbrunately very often at schools.
Alternatively, another problem may arise when sthatready decide to order and use
a quality textbook but the amount of textbooks frdra publishers may not be easily
accessible. Consequently schools change their idesisand purchase different
textbooks that are more available in the markepiteepossible lower quality. Again,
this kind of decision is wrong, but again used mfte reality. For this reason, the
interest of criteria is in the price of textbookseir supplementary materials and finally
their availability. In the end this unsuitable wafydecision-making is crucial in terms
of consequent usage of textbooks.

The seventh category is the differentiation of tdwks and the information in the
textbooks. Pupils vary according to their educatioreeds; therefore textbooks should
consider this problem in terms of presenting aetgrof tasks and the level of difficulty
of the information in textbooks.

The eighth category is skills. According to theFFBE (ibid., p.19) language
skills help to reduce language barriers and inerelas individual’s mobility in pupils’
personal lives, future educational and career pattiditionally they allow pupils to
learn about various lifestyles and cultural trah of people in foreign countries and
finally the language skills promote an awarenessthd importance of mutual
international understanding and tolerance. Thegoayechecks if the textbook offers the
integrated skills work. Cunningsworth (1995, p 64ygests that the knowledge base of
grammar, lexis et cetera and the skills base tériag et cetera must go hand in hand
and further explains that “[...] coursebooks shod&lelop students’ skills in using
English every bit as much as they help to devetagets’ knowledge (explicit or not)
of the system of English”. Grant adds that thelskilust be integrated with each other,
so that they are mutually supporting (1990, p. T8gre are four basic skills which are

seen as central to language learning (Cunningswb@®5, p. 64). Harmer divides the
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skills into receptive and productive (2001, pp. -P2F). The author further describes
the receptive skills as “the ways in which peopléract meaning from the discourse
they see or hear” (ibid., p.199). This descriptielates to listening and reading. On the
other hand, by language production is meant: “sitgdehould use all and any language
at their disposal to achieve a communicative pwpather than be restricted to specific
practise points” (ibid., p.249). The productivellskinclude speaking and writing. Thus
this category consists of four sub-categories dgalith skills and further analysing
them.

The first sub-category is listening. According tornbury (2006, p. 123)
listening is a goal-orientated activity involvingogessing the incoming speech signals
and the use of prior knowledge, contextual clue$ expectations in order to create
meaning. The aim of this sub-category is to discavthe textbooks provide any pre-
listening activities because according to Cunningwo(1995, p. 67) they focus
learners’ attention on the topic of the passages gurpose to the activity, allow an
element of prediction and make the passage momssitde by placing it in a context.
The author (ibid.) further suggests that the ptehing activities can take the form of
guestions or asking students to look for certa@mg of information contained in the
listening material. The next criterion verifies viner the textbooks consider the sub-
skills of listening. Thornbury (2006, p.123) nanse-skills e.g. guessing the meaning
of unfamiliar words, selecting key information ned@t to the purpose for listening,
making inference about what is not stated, usingsin the text and context clues to
predict what is coming, integrating incoming inf@ton into the mental picture or
schema of the speech event so far, asking foritigmst of what has just been said etc.
The next criterion looks at listening from the goarfi view of the authenticity. Harmer
(2001, p. 205) claims that authentic material isoamal, natural language used by
natives, which is what learners encounter in rdal Therefore, it is crucial for the
textbooks to offer these materials as they prepgaee students for real life situations.
The other criteria try to find out if the textbookscourage extensive reading and if the
listening material is set in a meaningful contekhe last part of this sub-category
checks if the listening material is supported wiideo or any other visual aids; as
Thornbury (2006, p. 124) explains that when listgnio audio records, the learners of

useful visual information are deprived becauseatidio does not give an opportunity to
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the learners to interact or repair misunderstargdargl for this reason, the use of audio
recordings developing listening skills needs toblaéanced against the advantages of
using other media e.g. video or face to face iotevas. However, Cunningworth
(1995, p.68) claims that audiotapes as a parteotturse packages are produced more
than videotapes because of their cost and the mgmpneeded to play them; although
videos are available as optional extras with someses.

The second sub-category evaluates reading. Thorr(dud., p. 190) describes
reading as an active and interactive process; herotwwords learners bring their
questions based on their background knowledgeettetkt, modifying the questions and
coming up with new ones according to the answesg get. The first criterion verifies
whether the reading text appears in each unit eftéxtbook; as a textbook should
create the habit of reading and continuous dialogitle the book (Hummel, 1988, p.
15). Again as in listening, this sub-category atlkecks the authenticity of the texts. In
the same way as in listening, this sub-categorgodisrs if the textbooks deal with sub-
skills of reading. According to Thornbury (ibidy, 191) sub-skills of reading are:
identifying the topic of the text and its purposkstinguishing key information from
less important information, identifying and undarsting the gist, paraphrasing the text,
understanding words and indentifying their gramoatiunction and other reading sub-
skills. The next criterion verifies whether the tteook focuses on a development of
various ways of reading. However, the authors rédethese ways differently: e.g.
Harmer describes them as skills (ibid., p. 201)awhB in the contrast with his basic
language skills distinction as he does not diffextween skills or sub-skills;
Cunningsworth (1995, p. 75) uses the term ‘strag@dut he also includes sub-skills of
reading in the strategies, lastly Thornbury usestéhm ‘ways’ of reading and differs it
from sub-skills and skills. Therefore, the thesgses the term ‘ways’ of reading.
Thornbury (2006, p.191) distinguishes these wayseafding: skimming, scanning,
detailed reading and reading aloud. Because ofilityalo predict the type of texts
students will read in the future, for this reasbeyt should be provided with a wide
variety of texts, additionally materials should lude newspapers, articles, brochures,
advertisements, extracts from short stories, noaats other sources. Thus the sub-
category checks if the textbooks use various ssui@ereading. The criterion further
deals with completeness of the reading texts. Atingrto Cunningsworth (1995, p. 75)
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textbooks use gapped reading texts to a greatiessser extent, therefore learners have
to read the text with understanding and supply imgsg/ords. In this case the reading
texts are expected to be at a lower level of difficin terms of language content,
density of information et cetera to compensatetfer added task of completing an
incomplete text (ibid.). The last criterion chedkshe textbooks encourage extensive
reading. As Harmer (2001, p. 204) suggests “extenseading [...] has a number of
benefits for the development of a student’'s langudde author (ibid.) adds that its
benefits are echoed by the benefits of extenssterling, thus the more pupils listen,
the more language they acquire. Thornbury (2006,1%1) further explains that
extensive reading is reading of longer texts foeaplre in order to accumulate
vocabulary or develop habits of reading.

The third sub-category is a productive skill spegk Thornbury (ibid., p.208)
suggests: “the ability to speak a second languagdtén equated with proficiency in
the language”. The aim of this sub-category isdéofy whether the textbooks focus on
both accuracy and fluency. According to Thornbuioyd] if there is too much attention
paid to planning, production suffers and thus therm loss of fluency, at the same time
if there is attention directed wholly on productiaccuracy will suffer too. For this
reason, it is important that the textbooks showlcu$ on both accuracy and fluency
adequately. The next criteria check if pupils areceiraged to make dialogues and oral
presentations. The next criterion verifies if thare any guidelines for coping with the
unpredictability as speaking usually takes placensmeously and in real time.
Cunningsworth (1995, p. 70) suggests that acts/iieg. information gaps or various
instructions include an element of uncertainty angredictability, thus by doing these
activities pupils gain confidence in participatimgconversation. The author (ibid.) adds
that many English foreign language textbooks ldmsé types of activities. The other
criterion checks if the textbooks offer a varietynmaterials for speaking such as drills,
role-plays, drama activities et cetera. Varioussusleorganisational forms are also the
subject of this sub-category. Especially in diseuss where pupils are reluctant to
express their opinion in front of the whole clas®y can be divided into small groups
and given a chance to think of ideas and languiastebiefore expressing ideas in public,
thus applying different organisational forms caduee the stress level of whole-class

performance (Harmer, 2001, p. 272). The last c¢oiteverifies if the textbooks promote
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conversations with native speakers as it is a geaylof improving English.

The last sub-category deals with writing. Thetfosterion deals with variety of
writing tasks. According to Cunningsworth (ibidhetwriting tasks should vary in the
textbooks and include tasks such as writing a tefiting in a form, writing a formal
and an informal letter, summarizing texts and matimgrs. Nonetheless the tasks should
consider the age and needs of pupils. The secateti@n creates interest by using
writing tasks with a clear purpose. Thornbury (20p&250) stresses: “[...] writers
should have their reader(s) in mind at all stageh® writing process” with respect to
the communicative approach. The third criterionfies whether the textbooks consider
practising sub-skills of writing. According to Thdoury (ibid., pp. 248-249) among the
sub-skills of writing there are: producing gramroally accurate sentences, connecting
and punctuating sentences, selecting and maingpanrappropriate style, signalling the
direction of the message being taken and anticigdahe reader’s likely questions so as
being able to structure the message accordinglg fbarth criterion checks if the
textbooks encourage pupils to edit their writtenrkvdo further work on it and
consequently improve it. The last three critegafy if the textbook offers material for
guided, controlled or free-writing. Cunningswo(®95, p. 80) underlines that writing
activities in textbooks are normally of the conledl or guided type, where a model is
given to students.

The ninth category deals with sub-skills that unld grammar, pronunciation,
spelling and vocabulary. To be able to effectiveynmunicate it is essential to know,
coordinate and manage all of these sub-skills (Heind1988, p.129). Oliverius (in
Hendrich, 1998, p.129) adds that without managing @& the sub-skills
comprehensively it is impossible to learn a languddie sub-skills should be treated in
a comprehensive way in the textbooks so that pugaits process the knowledge and
produce the message; however the textbooks oftat tine sub-skills separately. This
category consists of four sub-categories dealirp thie sub-skills and further analysing
them.

The first sub-category deals with grammar. Thet ficriterion checks if the
textbook introduces new grammar items related amdrasted with familiar items. The
next criteria verify if both deductive and indu@ivapproaches are applied in the
textbooks. According to Cunningsworth (1995, p. )1@&xtbook writers prefer an
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inductive approach towards grammar. In this apgrpdearners are given carefully
chosen examples thus they should be able to hysisthevhat the rules might be and
verify their hypothesis, either against later exlsr by creating language examples
themselves and finally getting the feedback fromirtteacher (ibid., p.99). On the other
hand, the deductive approach refers explicitly teey rules that learners try to
understand and finally produce sentences (ibidthoigh the author does not criticize
the deductive approach, he nonetheless refers #&s iin easier way of learning;
additionally it does not support an active rolepapils in the learning process. Harmer
claims that the choice of explanation of the nesmg depends on the age, level and
preferences of the class (2001, p.155). Cunningbwagrees that pupils learn
differently, additionally he suggests that two awhes can support each other by
giving an example that textbooks can introduce nms inductively and then to
consolidate pupils’ understanding they give thesutxplicitly (1995, p.100). The last
criterion checks if grammar is explained in thgé&idanguage.

The second sub-category describes pronunciatiargeds (in Thornbury, 2006,
p.185) claims that there is nothing more importdr@n acquiring a set of foreign
phonemes. On the contrary, Thornbury (ibid.) arghas teaching pronunciation is less
emphasised nowadays and adds that bad pronunciatione of the most common
reasons for misunderstandings. According to Curswogth (1995, p.41) when
teaching pronunciation there should be the focusgpaduction of natural-sounding
speech than on accuracy, moreover pronunciationldhoe taught with other skills and
sub-skills in an integrative way. Hendrich (1988LG4) states that the aim of teaching
this sub-skill should be to learn such pronuncratioat guarantees understanding. The
first criterion verifies whether the textbooks affeny material for learning stress and
intonation, which are part of the suprasegmentainplogy. The author (ibid.) further
suggests that when teaching suprasegmental phonotbg segmental phonology
should be also included at the same time whichesgmts sound realisation of
phonemes. Cunningsworth (1995, p.41) also agretts apiplying both segmental and
suprasegmental phonology into teaching however lassifies stress as the global
aspect of phonology. The next criterion checkh# textbooks provide songs, rhymes
and imitation drills, by which pupils can realideetdifferences between their mother

tongue and English. The last criterion checks & mhaterial in the textbooks provides
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material for various types of English besides then8&ard English in terms of regional
and social dialects. Kelz (in Hendrich, 1988, g)l@éxplains that receptive skills
towards their importance in the communication psscean be developed or supported
by varieties of English pronunciation e.g. an AdneEnglish dialect.

The third sub-category deals with spelling. Thamyb (2006, p.210) claims:
“knowing how to spell a word is part of knowing amd”. Hendrich (1988, p.182) also
states that spelling is very closely connected wibabulary. According to Thornbury
(2006, p.210) English spelling is not so irreguarit is usually thought, thus learners
should be given some guidance to the relative fmtityaas well as likely environment
for the different spellings. Thus the criterion ifies if the textbooks provide any
guidelines. The last criterion checks if the baxiks offer any exercises to consolidate
learners’ spelling such as matching words intodamme groups with the same endings
or filling missing letters into the text.

Vocabulary is the last sub-category. Thornbury0O@@.240) states: “vocabulary
learning is a major goal in most teaching prograsimAlso Cunningsworth (1995,
p.38) claims that communication would be impossibighout a wide range of
vocabulary. The first criterion focuses on the es$pof frequency, learnability and
usefulness in terms of choosing vocabulary. The aeterion checks if the textbooks
provide material for sensitising pupils to the stue of lexicon of English through
activities based on semantic relations, situatioedtionships, collocations or word
building (see Cunningsworth, 1995, p.38). Pupilsutth be aware of the relationships
that are within the lexicon. The last criterion centrates on encouraging pupils to deal

with unknown words.

6. Research

6.1 Research methodology

The practical part of the thesis correlates wightiteoretical part as it serves a
theoretical basis on which the research is drawme &im of the research is to
investigate if there is an agreement between tk#odeks and the objectives of the
Framework Educational Programme for Basic Educatma to what extent the
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textbooks are in concord with them and finally tompare the outcomes of both
textbooks. Thus, the practical part of this papescdbes textbooks generally,
furthermore it evaluates textbook functions (seaptér 3.2, pp. 5-8), textbook
characteristics (see chapter 3.4, pp. 9-12) andritexia according to the checklist (see
appendix 1) of each textbook and finally compatesnt. Moreover, the textbook
characteristics and criteria according to the chsickre evaluated by the help of using a
scale from 1 (poor) to 4 (excellent). Lastly, thether of this paper has used the scale of
one to four, in other words four intervals to avagltrality in the textbook evaluations.

Regarding the research methods, the thesis ugeestionnaire, an analysis of
textbook features, the comparative method or thepawative analysis of textbooks
according to Karamoozian and Riazi’s distinctioee(shapter 5.3, p. 25).

The research is divided into three phases: tektlsatection, evaluation of each
textbook and their comparison. Firstly it is neeegsto select textbooks for their
analysis and further comparison. The textbook sieleavas done with the help of
questionnaires. Then, two most frequently usedbte#s are chosen for their

evaluation and subsequent comparison.

6.2 Textbook selection

Before the analysis and comparison it is necestafind the most frequently
used textbooks for teaching English at lower seaondchools. There is a huge wealth
of both monolingual and bilingual language textb®akailable on the market. To state
what textbooks are most used at lower secondamyosghquestionnaires were sent to
teachers of this age group. The findings showahabnolingual textbook Project and a
bilingual textbook Way to Win are the most usedliexks at lower secondary schools.
Fifty-five teachers participated in the questiomesyi thus twenty-five teachers use
Project, twenty use the textbook Way to Win, fieadhers answered that they use
Messages, four of them use Shine and one teachsrArgylttina pro zakladni Skoly.
For a percentage illustration, see the graph below:
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Consequently the thesis evaluates and comparésotks Project and Way to
Win. The reason why these textbooks are used masthaols is not clear, supposedly
due to the financial factor or their availabilifijio compare the outcomes of evaluation,
it is necessary to choose the textbooks used frsime grade, thus the textbook
evaluates Project 3 (see appendix 2) and Way to ®\(Bee appendix 3) both used by

the seventh grade.

6.3 Evaluation of the English Textbook Project 3: &ident’'s Book
6.3.1 A general description

The most used monolingual textbook Project is‘edwn to most of the English
teachers. The textbook was published in 2000 byof@xUniversity Press. Despite the
fact that there is a newer edition, the thesisuatak this impression published in 2000
as none of the teachers in the questionnaireshesktest edition which was published
in 2008. Its author Tom Hutchinson, a well-knownd arespected writer, whose
textbooks have been used at schools for at leadasit two decades, is also known for
giving teacher training courses in many countriesuad the world. Hutchinson has
designed the whole Project series as a multi-leeeirse. Each level of the Project
series contains a student’s book, workbook, classettes and teacher’s book including
tests. Regarding language teaching Hutchinsomesldhat Project incorporates ideas

such as project work, learner development, a tasled methodology, and other ideas
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while it provides a solid grammar framework, preetiof structures, functions and
vocabulary Project 3: Teacher's Bogk2000, pp.4-8). The textbook applies the
grammar based syllabus (see chapter 3.3, pp.843¢. textbook begins with a table of
contents which is divided into eight topic unitsaring with an introduction in which
four children are introduced promising to help paiptith English, additionally there is
an episode about them in each unit, and thus Hrereight episodes totally. The whole
textbook is coloured. It contains eighty-four pagéthe subject matter. As the textbook
is monolingual hence, all of the information is geeted in the target language. After
every two main units, there are extensions andi@vs in the textbook. Each extension
consists of culture, project and song which exphedunit topics. The section ‘Culture’
includes topics such as families, Canada, New Ywrkamous Britons. In the section
‘Project’, pupils can always choose one of thre®jgots ideas. According to
Hutchinson, by producing their own projects, pupddiculate and develop their
personal response to topical and cultural issuls.author (ibid.) further explains that
project work is a means of motivation as pupilstevebout their own lives and do their
own research into topics that interest them. Thetia@e ‘Song’ always offers the
integrated skills work e.g. listening complementeith reading. Revisions provide
pupils with activities revising study skills. Netleeless the majority of activities in the
revisions are focused on grammar as the textboatkifes a grammar-based approach
towards language learning. Furthermore Hutchinsoesdnot differ skills from sub-
skills, he uses only the term skills. The last twages of the textbook cover
pronunciation section with exercises for each maiit. The textbook also provides
pupils with a list of irregular verbs plus past plsmand participle forms at the end of
the textbook. The textbook uses an extensive uggonip and pair work. The textbook
emphasises bringing English to life within a stanet learning environment, thus the
author underlines that language items should bghtawith respect to a meaningful and

realistic context.

6.3.2 Textbook functions

Textbooks carry various functions in English langgiateaching.Project 3:

Student’s Boolulfils many functions. Firstly, the functions whe analysed according

-38 -



to Cunningworth’s distinction as he concentratedamguage textbooks, secondly the
thesis will consider Zujev's taxonomy focusing oongnon textbooks and lastly
individual functions will be also characterisedg®hapter 3.2, pp. 5-8).

Regarding Cunningworth’s distinction (1995, p.th)s textbook definitely serves
as a resource for presentation of spoken and wiittaterial. It is also a valuable source
of activities for pupil’'s practice and communicainteraction as the textbook includes
a great amount of exercises and sections in thébdek where communicative
interaction is focused on the sections such asriie\ay English’. The textbook fulfils
the function of a reference source for pupils cangnar, vocabulary et cetera as each
unit consists of specific sections in which eaditi sk sub-skill is presented and further
practised. The next function is a source of stitmeand ideas for classroom language
activities, for instance much emphasised projentghie textbook are a means of
generating motivation, additionally each unit camdaideas for language activities.
Concerning the role of serving as syllabus, thébtmok could be used as one of the
sources for structuring the content of the counsegetheless it should not determine all
of what pupils learn at schools (see chapter 4p114316). Regarding the role as a
source for self-directed learning and self-assessa#t, it can be said that this role is
not carried in a sufficient extent in terms of gedf-evaluation as the textbook does not
provide a wide spectrum of tools for this work (sbapter 6.3.4, p. 45). The last role
in Cunningworth’s distinction is a support for lesgerienced teachers, the textbook
definitely covers this role, however this role &alised inProject 3. Teacher's Bogk
2000, therefore the thesis does not evaluate it.

According to Zujev's taxonomy, the textbook hasrebu satisfied the
informational function as it provides pupils witew information throughout the whole
book. With regards to the transformational functidghe textbook realises it by
presenting facts that are with respect to pupigg and needs from Geography, Sport,
History, Music and other areas. The textbook alseers the systematic function by
sequencing the subject matter from simple itemsatdes more difficult ones. The
textbook consists of four revision sections that after two main units (see chapter
6.3.1, p. 38), thus the textbook performs the 8satg and controlling function,
nevertheless pupils cannot do self-checking onr tbein as the textbook does not

provide them with the answer key, hence their cue® have to be checked with the
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help of a teacher. For this reason, according tkkMi2007, p.14) this textbook cannot
be considered as “good" in terms of the self-chegkiunction because frequently
checking answers is important for achieving goaslits in education within a short
time. Thus a suitable textbook should include thewser key (ibid.). The textbook
emphasises learning not only in the classroom Isd autside e.g. project work,
additionally it stimulates pupils to work with thextbook individually; consequently
the textbook adapts the self-educating functioncah be said that the integrating
function is covered here as it provides integrabbmformation from different sources.
The textbook encourages pupils to work with workdsas well as to listen to cassettes
at each unit; therefore the coordinating funct®satisfied. The textbook also fulfils the
last developmentally-educational function as Piojdefinitely contributes to the
development of a pupils’ personality as it is apparfrom the above mentioned points.

Regarding the lifelong education, the textboolkatee the habit of reading as in
each unit there is a section which is based ar@ulahger reading text with a follow
onto other skills. Thus pupils not only learn tadebut also they read as to learn the
information, which is the most important functiori the textbooks according to
Hummel (1988, p.15) in the perspective of this edioo.

The textbook also covers the cultural functionisTfunction can be realised
outside the classroom (Mikk, 2007, p.15) e.g. mojwork. The textbook Project
concentrates on culture aspects mainly in the@e&@ulture’.

The next important function that Project servesdierentiating. Again, an
example of this function can be found in alreadyhtismed project work that provides
different levels of challenges. Nonetheless thadet series does not provide pupils of
the same grade with textbooks of various levelstehs only one level for each grade,
which cannot satisfy all pupils at the same timeéhay vary according to their interest.

After analyzing the textbook functions it is pide to say that Project fulfils all
of the functions however not all of the functioms & sufficient extent. Nonetheless
textbook functions are considered as a complexther words the textbook functions

are realised in various intensity and extent.
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6.3.3 Textbook characteristics

There are three basic types of characteristics:noamicative, contextual and
ergonomic parameters presented in every textboek (hapter 3.4, pp.9-12). The
characteristics will be described and their desiompwill be used for later comparison
of both textbooks.

A, Communicative parameters

Language used in the textbook promotes pupil€radtion and communication
by various activities by which they learn to exgréleir needs and ideas by way of
verbal communication, additionally it can be sdudttits structure respects the learners’
needs. This is obvious by the textbooks’ graduatdase in complicated language
structure, as the student progresses through &.t@xtbook Project aims to give each
student the skills within the English languageb#&able to communicate with another
person to learn more about each other, to be aldggress their needs and wants, to be
able to communicate their decisions on future pkamg opinions, to be able to respond
to questions by way of expressing their beliefsnioms and decisions, and to be able to
give advice and emphasise important criteria witbonversations. The texts and
language activities are aimed at real life situstiexcept a few texts that occur in the
textbook e.g. the topic “A drive into the futureFor this reason, the mark 3 is given.

The textbook adequately prepares a student tdleeta choose the appropriate
style of verbal communication needed in varyinguaions by using exercises
combining an informal and formal language e.g.he section ‘Everyday English’.
Furthermore, the textbook provides a lot of adwegit for practising presented
expressions. Thus, the style is marked by 4.

All of the pictures in this textbook are colourfahd well drawn. They definitely
help to consolidate the pupils’ learning. They ateo used for explanation of new
vocabulary and better understanding of grammariristance in the comics in the
section ‘Grammar’. Pictures are marked by 4.

Photographs cover nearly all the pages of théotekt. All of them are of a high
guality, colourfully expressing real life situatmnthus they stimulate the learning
process. Moreover there are episodes of a teertagegtory presented in the realistic
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context. Therefore, they are evaluated by 4 as well

B, Contextual parameters

Concerning the transformation, the textbook preessthe knowledge from
various areas e.g. sport, geography, history, wogy. The textbook Project places
emphasis on the strong cultural focus on helpingilputo establish a connection
between language and life in a meaningful contdktcan be said that the textbook
respects pupils’ age and does not overload thenh whie information of an
encyclopaedic character. Consequently, a markiofyven.

Regarding value orientation, the textbook present@riety of nationalities and
countries, additionally there are no elements oftionalism, ethnocentrism or
xenophobia. In fact, the textbook covers elememtsmpting European and global
values towards the world e.g. comparing life-styllesdifferent countries with own
country, promoting positive attitudes towards a@tulifferences. On the other hand,
the coverage of these elements is not frequent;etements usually occur in the
extensions that are after every two main units.sTiis area is evaluated by mark 3.

The persuasive aspects are covered in the textbhumhetheless the textbook
could use much more emotional and personificatiateneal. Project does not refer to
pupils as its future users at the beginning; howsliere is an introduction at the
beginning of the textbook which cannot be suffitiers there are four children
introduced, looking for items through the book, lexgtion of using a dictionary and
completing a song. On the other hand, the texthmsas humour in comics throughout
the whole book. Within the unit topics pupils ateeq tasks directly in the textbook,
thus they are referred to permanently. Hence theds are evaluated by a mark of 3.

C, Ergonomic parameters

Speaking of font and size of letters, there isidewange in the textbook e.g.
standard, italics, capital letters, handwriting. atdith reference to the size of letters
mostly the size 12 is used, although the size diféecording to the importance of the
message they carry. In the same way, the fonttdréechanges too. As a result, it is
evaluated by a mark of 4.

Concerning the colours used in the textbook, thera high usage of colours.
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They help pupils to orientate themselves in thebieok as they vary the sections in
each unit and always follow the same colourful gratfor example the sections ‘Kids’
are always purple etc. Therefore, a mark ofgivien here.

A small amount of graphic symbols used in the legk indicate specific
activities e.g. word trolley meaning new vocabularyword association activities, a
tape expressing listening activities etc. This herk does not include any
symbolisation of grading the importance of the infation. Thus the infrequent use of
symbols cannot assist pupils to orientate themsehithin the textbook. That is why a
mark of 2 is given.

The communicative parameters are given the marmn4average; 3 for the
contextual parameters and also 3 for the ergonparameters. With respect to the used
scale, the textbook can be classified as a suitaktbook for the learning and teaching

process, however it depends on the way it is used.

6.3.4 Evaluation of the textbook Project 3

Evaluation of this textbook is analysed accordioghe checklist of the criteria
(see appendix 1). The checklist uses the same Boafel (poor) to 4 (excellent). The
individual areas of the checklist are evaluatediseguently these results are used for
the textbooks’ comparison. The checklist contaime nmain categories consisting of
sub-categories e.g. ‘Skills’ and ‘Sub-skills’.

Despite the competencies being mutually linkegythre analysed individually.
The learning competencies are developed in thddekt by linking the information
with real-life situations in each topic of the tesbk e.g. sections ‘Everyday English’
and projects in the extensions of the textbook. elmw, the textbook does not allow
pupils to choose an organisational form, the testhanly commands pupils to work on
the tasks themselves or in some cases with thetingra or groups, but it does not give
a choice. The textbook evidently uses the knowlefdgen different areas within the
context e.g. reading texts that appear in each linitan be said that the textbook
promotes positive attitudes towards learning aslpuwgre actively encouraged to use
English with flare outside the classroom environtnefhus, the learning competencies

are evaluated by a mark of 3.
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Problem-solving competencies are expressed bylggmbolving activities that
occur rarely in the textbooks e.g. tasks basedhenstories in the sections ‘Everyday
English’ and project work which encourage testihg butcomes practically within a
real-life context e.g. interviewing people etc. Hawer, the textbook does not promote
seeking the most suitable solution to the problatradl. For these reasons, a mark of 1
Is given.

The textbook promotes communication competenciegriouraging pupils to
learn cultivated and adequate oral and written esgion e.g. the sections ‘Skills and
Everyday English’ . The textbook also motivatesijsuf participate in debates in the
classroom and to learn to listen to other pupilpinmns and respond to them
throughout the whole textbook. Furthermore pupite stimulated to use current
technologies such as the internet; nonetheless tharo encouragement to use them as
means of communication with the outside world. Efme these competencies are
evaluated by a mark of 3.

Concerning the social and personal competencies, textbook definitely
promotes cooperation and debate in the classroooaghout the whole book. It can be
said that the textbook supports a friendly atmosphe the classroom by choice of
topics and activities suggested for teamwork. Gndtiher hand, the textbook does not
emphasise respecting different opinions in disaumsssiit only compels them to discuss
and participate actively in the class. Therefommaaik of 3 is given.

The civil competencies in the textbook are sumabtty formulating obligations
e.g. school rules in the topic ‘Problems’, howetee pupils’ rights or obligations
outside the school are omitted here. Despitedbethat the textbook includes the issue
of a murder or suicide, it does not emphasise afiysal of physical or psychological
violence. The textbook promotes making responsitbéeisions based on actual
situations e.g. the topic ‘Problems’. The civil qoetencies are evaluated by a mark of
2.

Regarding the working competencies, the textbauklly considers the aspects of
protection of pupils’ health. Basically, there ittlé information about this matter e.g. a
reading text ‘The Couch Potato’. The book bringsissue of pupils’ future in the topic
‘Tomorrow’s World’, nonetheless the textbook doex glicit concerns about further

development or preparation for their future liv€sirthermore, the textbook Project
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does not include any issues of the environmentsopriotection. Thus a mark of 1 is
given to these competencies. The key competenceese\aluated by a mark of 2.

Concerning the textbook organisation, sequencing arganisation of the
activities in the textbook is quite clear and toeatain extent predictable as each unit
follows the same pattern specifically, each unihsists of two grammar sections,
‘Everyday English’, and the last section ‘Skill§’herefore, the textbook allows pupils
to orientate themselves in the textbook. Additignahe colours help to orientate pupils
in the book too as they again follow the same adlbypattern (see chapter 6.3.3, p.
43). As a result, this category is evaluated byaaknof 4.

With reference to the third category ‘Topic’, ttextbook offers a wide range of
topics that engage pupils’ intellect in terms oformativeness and communicability,
nevertheless certain topics portrayed in the teokkio not relate to real-life situations
e.g. ‘Drive into the future’. On the other hande tlextbook uses plenty of humour e.g.
detective stories and jokes throughout the wholeklibus, the book evokes a positive
atmosphere in the classroom. A mark of 3 is gieetine topic.

The textbook conveys the social and cultural v@leallowing pupils to interpret
the relationships and behaviour among the chasaeteny easily in the textbook e.g.
episodes of the teenage photostory or detectivieaarstories. The textbook portrays
the equality between men and women in all aspdctheobook e.g. sport, detective
stories, occupation etc. The textbook featuresouar nationalities and people of
different ethnic origin; however the textbook desd only Caucasians as its main
characters. For this reason, the category is eteuay a mark of 3.

The fifth category ‘Self-directed learning’ is dig in the textbook by offering
pupils tools for self-evaluation, these tools axpressed only by the progress diary at
the end of each unit asking pupils to do the pregreheck in the workbook before
completing the progress diary. However, this diargnly presented by the one same
question: “How well do you think you know this utiitwhich cannot be motivating for
pupils. The textbook permanently promotes theirpepation, but it does not stimulate
pupils to explain to each other e.g. unknown wagtts Moreover instructions used in
the textbook are intelligible and quite short; #fere pupils should not have problems
to understand them. Lastly, the textbook offerggmtowork after two main units, thus it

increases the autonomy of pupils. The self-diret@adching is evaluated by a mark of 2
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here.

The recommended retail price of the textbook i@ £ZK, the workbook is 190
CZK and the audio class CDs cost 400 CZK. The prane reasonable compared with
other course packages. The textbook and supplemeantterials are readily available;
additionally if the textbooks or whole sets areesad in a greater amount, schools get
discounts and other benefits. For these reasamsyla of 4 is given to this the category.

With regards to the seventh category, the textbawktainly considers
differentiation e.g. projects enabling all pupitsget a sense of achievement as they are
suited to the mixed ability class because learoanswork at their pace and level. What
IS more, projects in the textbook provide thrededént levels. Nonetheless, mentioned
projects are only tasks respecting the differeiotiat There is no another offer
concerning the extra information or activities #xceptionally gifted pupils or pupils
with special educational needs. Thus, it is evaldifty a mark of 1.

Regarding the eighth category ‘Skills’, the texdk provides the integrated skills
work e.g. songs, reading texts integrated withetistg; however pronunciation and
speaking are treated in isolation. Each skill iglgsed individually and finally skills are
evaluated on the whole by an average mark gaimed éach sub-category.

With reference to listening, the textbook proviges-listening activities before
every listening activity e.g. eliciting opinionsali the matter, using a visual support,
providing minimum contextual information etc. Initgpof the existence of a wide range
of listening sub-skills the textbook seems to usdy wne which is selecting key
information. The listening material is both autherdand non-authentic, the textbook
uses many simplified dialogues but also authentip pongs. Nevertheless, there is
dominance of non-authentic material. Listening \aibis are always integrated with
other skills within the meaningful context. The tteook does not promote extensive
reading in its content. Lastly, listening matedales not provide pupils with videotapes
as they are not available for this edition. Listgnactivities in the textbook are supplied
only with pictures. Listening is evaluated by a knaf 2.

The textbook provides the reading texts in every. INevertheless, the majority
of reading texts are simplified and gapped e.godiges, realia information etc. Thus
the texts do not convey authenticity. The textbas&s reading sub-skills e.g. following

the development of an argument and the sequeneenaiirative, however there is a
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minimum of coverage of these sub-skills. Concernivegways of reading, there is also
focus on reading aloud and scanning. The textbdeolays integrates reading with
listening as it asks pupils to read as they listEme textbook uses a wide range of
sources for its reading texts e.g. articles, shimties, newspapers, brochures etc. Again
the textbook does not encourage pupils to readnsxtely. A mark of 2 is given to
reading.

The textbook focuses on speaking mainly in theieecEveryday English’,
additionally the book treats speaking in isolataslistening, reading and writing are
integrated and developed in ‘Skills’ except spegkifhere is not coverage of speaking
activities in other sections of the textbook besidgplying a few questions. The
activities focus on both accuracy and fluency, hmveaccuracy dominates. The
textbook encourages pupils to make dialogues i esction of the textbook. The
sections ‘Project’ stimulate pupils to perform opagésentations of their works, but this
performance is only promoted after two main unAsy guidelines to cope with
unpredictability when speaking are not supportede.h&egarding the variety of
speaking activities, the textbook promotes onlgady mentioned dialogues, a few oral
presentations and role-plays. The textbook empbssiminly individual and pair work,
but also encourages group work too. Despite porigamainly an English culture, the
textbook does not raise the issue of contactingva@aspeakers by the help of
technologies. For the reasons mentioned abovekisges evaluated by a mark of 1.

The textbook offers a wide range of activitiestméorrespondence to writing e.g.
writing reports, stories, filling in questionnairesriting whodunits, reviews, notes etc.
The textbook certainly views writing as an interactwith a reader for a purpose and
also encourages pupils to present their worksvaigng a guided tour, nevertheless not
all of the writing activities used in the book allea reader to interact with the text.
Writing practises sub-skills e.g. producing gramoadly accurate sentences,
connecting sentences, selecting an appropriate &td. The textbook does not
encourage pupils to review or edit their writtenrkg The textbook provides the
material for controlled writing e.g. putting phrasato the text, the material for free-
writing e.g. writing paragraphs about the futurel afso the material for guided writing
e.g. writing a whodunit using the guidelines. Aseault, writing is evaluated by the

mark 3. Therefore skills are evaluated by a mark. of
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The ninth category ‘Sub-skills’ is evaluated ire thame way as ‘Skills’, in other
words, sub-skills are analysed individually and amagk is given to the whole category
again.

Grammar is the main focus of the textbook as dpaslthe grammar syllabus (see
chapter 3.3, pp. 8-9). There are two grammar seefoesenting and practising new and
revised material. New grammar items presented e kbok are always related to
already practised items e.g. past simple tensgasidsimple questions, furthermore the
textbook contrasts items e.g. present simple vepsesent continuous. The textbook
applies an inductive approach for grammar explanati.g. the cartoon episodes using
new grammar items and consequently the activity av¢hthe rule?’ follows where
pupils are directed to analyse grammar form andnimgan the context. The textbook
does not adapt a deductive approach at all. Beaafubes textbook being written by a
native speaker, all grammar and the textbook’s exdntire presented in English.
Grammar is evaluated by a mark of 3.

The textbook presents pronunciation at the entilebook and provides exercises
for each unit. The textbook shows stress pattemisidividual words, nevertheless the
textbook fails at teaching intonation. The bookdees the difference between long and
short vowels; however this section should be inomafed in units and not at the end of
the book. On the other hand, there are three sgegonly one of them concentrates on
pronunciation, the other two focus on grammar gpgiting regular and irregular verbs
in the song. There are also too few drills and dolyr tongue twisters. The textbook
considers varieties of British English e.g. Scabttisnd Irish English etc. Totally,
pronunciation is evaluated by a mark of 2.

Concerning spelling, the textbook does not offay ayuidance orexercises
consolidating pupils’ spelling. Pupils can practsgeelling only within the controlled
writing material. The textbook only provides pwpiith the list of irregular verbs at
the end of the textbook to check spelling. Thuis, diven to this sub-category.

The textbook focuses on vocabulary in the secti@éhaeryday English’ and
activities ‘Working with words’. The textbook respe frequency, learnability and
usefulness to a certain extent in terms of presgntocabulary e.g. simple words are
followed by phrases; new words are always presenteadmeaningful context to show

their usefulness in real-life situations e.g. thetp stories. However, the textbook uses
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infrequent and useless vocabulary e.g. a sky g@cesrocket, finger prints etc. The
textbook presents the structure of the lexiconmglish and shows various relationships
e.g. situational including for example sport, tg@ors, school; and collocations.
Nonetheless, semantic relations and relationsHifmm are omitted here. Dealing with
unfamiliar words is supported in the section ‘Warkiwith words’ where pupils are
encouraged to guess meaning from the context; iaddily the textbook explains
working with a dictionary in the introductory padf the book. Consequently,
vocabulary is given a mark of 3. Thus the categBnb-skills’ is given the overall a
mark of 2.

On the whole, the average mark 2 is given totdathook which implies that this
book is not considered as suitable for the teachimylearning process; additionally the
reasons are mentioned in each category. Nevertheitss usage and presentation
depends on a specific situation as the textbodksfl great amount of functions (see
chapter 6.3.2, pp.38-41).

6.4 Evaluation of the Czech-English Textbook Way t&Vin 7

6.4.1 A general description

The second most frequently used textbook in Czettodds according to the
questionnaire is Way to Win. The textbook was mmidd in 2006 by the Czech
publisher Fraus. The textbook was written by twe&rauthors Lucie Betakova and
Katefina Dvaakova. Similar to the Project 3, Way to Win is aiese of multi-level
course. Each level of the textbook Way to Win idelsi a student’s book, workbook,
class cassettes or CDs and a teacher’s book.

According to the authors, the main aim of thisttbexk is the development of
skills and all of the key competencies, furthermdrepresents the principles of
multicultural education and self-directed learnifWay to Win 7: Teacher's Book,
2006, p.4). The textbook is divided into 10 topiaits, beginning with a table of
contents. The textbook does not start with an ¢tation, but instead it begins with a
revision unit titled ‘Welcome back’, as the authaspect that schools use their
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complete series. Nonetheless, each unit begins amtintroductory page of the topic.
Each unit consists of the sections: ‘Looking atglaege’ using an inductive approach
for grammar explanation; ‘Practise’ focusing onis@n and practising new vocabulary
and grammar items; ‘Sounds’ drilling pronunciati@mnd ‘Word watch’ further
practising vocabulary. The textbook emphasisesgugamious organisational forms e.g.
‘Now you’, ‘Now you and a partner’ or ‘Now you aradgroup’. The last two pages of
each unit make use of a bilingual dictionary, aveyrof gained skills called ‘My
Portfolio’ , in other words what pupils have leammteach unit and grammar summary.
The textbook also encourages pupils to create their language portfolio to gather
their works, moreover the activities marked byfé&us on producing the students‘own
work by populating the pupils’ portfolios with tleibject matter they have learnt. At
the end of the book there is a dictionary and f@etExtra reading’ including six texts
aimed at developing reading sub-skills. The texkbases Czech language to cover
cross-curricular subjects in the margins of eachepa.g. multicultural education,
democratic citizenship etc. (see the FEP BE, 200Wreover Czech is used at the
beginning of each unit detailing what pupils wéhn in the unit and the last two pages

of each unit include the sections ‘My portfoliot/dcabulary’ and ‘Grammar summary’.
6.4.2 Textbook functions

Analysis of the textbook functions concentratesGamningsworth’s distinction,
subsequently Zujev’s taxonomy is evaluated andlfinadividual functions are taken
into account (see the chapter 3.2, pp.5-8).

With regards to Cunningsworth’s distinction (19957), the textbook acts as a
resource for presentation material, additionallg i& worthy source of activities, in fact
the textbook provides an exhaustive amount of gietsvzin each unit. The function of a
reference source for pupils on the sub-skills iBilled in the individual sections
e.g.’Sounds’ practising pronunciation; ‘Word watdhtusing on vocabulary etc. The
book definitely serves as a sound source of ids@sulation and suggestions for
classroom language activities as they contain rabhig infrastructure e.g. introductory
pages of each unit, furthermore illustrated addéalddeas and suggestions e.g. drawing
flags when introducing holidays etc. The textboak determine the content of the

course as it offers a well- arranged structuredertn nevertheless the textbook should
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not direct the process (see chapter 4.1, pp.14A6¢source for self-directed learning
and self-evaluation is applied by providing a wrdage of activities e.g. project work,
using portfolio, usage of icons indicating vari@givities etc. The last role of a support
for less experienced teachers is carried with recendations and formulating tasks;
however it is the aim of the teacher’s book.

With reference to Zujev's taxonomy, the textboadnweys the informational
function by providing a wide range of informationdasequencing in its content. The
transformational function is realised by the helpresenting information recognising
pupils’ age and needs from a variety of subjects. e@nvironmental education,
Geography. The textbook fulfils the systematic fiorc by structuring the content
according to the topics, difficulty level which denine the subsequent of units.
Concerning the stabilising and checking functioache unit contains a section ‘My
Portflio’ summarising what pupils have learnt; nekieless the textbook does not
include revision sections nor an answer key. Ondter hand, the workbook is a
support of this function and also offers ‘Portfolibat enables pupils to self-assess the
skills they have gained after the fifth and tendpi¢ units. The textbook stimulates
pupils to use English outside the classroom enu@mt in each unit; it also contains
motivating material, thus the book carries the-edlicating function. The coverage of
the integrating function is applied by providingetincorporation of information from
various sources. Furthermore, the textbook coverscobordinating function; the book
stimulates pupils to work with other supplementargterial e.g. CDs and a workbook.
It is obvious from the reasons mentioned above tiet textbook fulfils the
developmentally-educational function and thus cbuates to the development of a
pupils’ personality.

The textbook contains six extra reading textshat énd of the book to further
develop reading sub-skills, therefore it stimulateslearner to establish reading habits,
additionally they read to learn, which is considews the most important function
regarding the lifelong education according to Hurh(h@88, p.15).

The cultural function is developed by depictingioas culture differences e.g.
American, British, Czech etc.

The last analysed function is differentiating. Tartbook Way to Win serves this

function by providing activities or tasks indicatbg an icon ‘+’ that appears at each
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unit of the book. However, the Way to Win seriegslaot provide textbooks of various
levels, there is only one level for each grade.

The coverage of all of the functions shows thelityuaf this textbook. Despite
the fact that the individual functions are fulfdlén a diverse intensity, the functions are

taken as a complex, thus this book proves its wamthusefulness.

6.4.3 Textbook characteristics

In every textbook, three basic types of charasties are presented. Specifically,
they are communicative, contextual and ergonomrarpaters (see chapter 3.4, pp.9-
12). Each characteristic will be described here taeddescription will be used for later

comparison of both textbooks.

A, Communicative parameters

The textbook Way to Win 7 offers activities forfiing simple messages related
to a situation from various theme areas respegimils ‘age and needs e.g. the topics —
‘Something to eat’, ‘A day with friends’ etc. Thextbook develops all skills and sub-
skills needed for communication with other peoplee expression of pupils’ needs,
understanding simple and clear conversations, césgethe rules of pronunciation,
creating grammatically correct simple sentencesowalg them to be making
themselves understood in common situations etc.|dimguage activities are aimed at
meaningful real-life situations except there igldittext occurring in the topic unit
‘Tomorrow’s world’. The language is evaluated byark of 4.

Concerning the style, the textbook provides a watgye of situations focusing on
different styles e.g. chats on the phone usinlpgolal expressions, writing reports etc.
Additionally, these activities use various orgati@aal forms. Therefore, the style is
evaluated by a mark of 4.

The pictures represented in the book are all colbuand depict real-life
situations helping to consolidate pupils’ learnergd meeting needs of visual learners.
Each page contains pictures or photographs. A wiadkis give to the pictures.

With reference to photographs, they are coloudtl of a high quality. The
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photographs are used to illustrate photo story,inageal-life situations and for
consolidating vocabulary e.g. the topic ‘Somethmgat?’ Hence they are evaluated by

a mark of 4.
B, Contextual parameters

Regarding the didactic transformation, it can b&l ghat the textbook respects
pupils’ age and needs, furthermore it views thenmmegpof the subject matter for pupils’
present and future e.g. preparing a campaign akafety on the road, environment
issues etc. The textbook provides knowledge in aningful context and does not
exhaust pupils with information of the encyclop@edharacter. The textbook also
respects current educational trends promoted ifrfe BE (2007, p.7) such as creating
an emotional and working atmosphere, cooperation@t that account, it is evaluated
by a mark of 4.

With reference to the value orientations, the elet® promoting European and
global values, the textbook covers these issuedelpycting a variety of countries, the
life of children in different countries, their triddns etc. Moreover, there is no
expression of nationalism or xenophobia. As altesibey are given a mark of 4.

The persuasive aspects of the textbook are pexbdayt using a sense of humour
in its content, using motivating potential in tmeroductory pages of the topic to hold a
pupils’ interest, usage of personification etc. Bigheless, pupils are not addressed at
the beginning of the book; however there is a tamit ‘Welcome back’ thus this way
of referring to pupils can be replaced in the farfran introductory letter. As a result,

the persuasive aspects are evaluated by a mark of 4
C, Ergonomic parameters

The textbook applies a variety of font and sizelatfers in the textbook e.g.
italics, capital letters, handwriting etc. The masted size is 12; furthermore the
textbook conveys the importance of the message Wsttar size. Nonetheless the
textbook uses fonts that are far too small in saages e.g. the sections ‘Looking at
language’. For this reason, it is evaluated by &rof?2.

There is a high usage of colours assisting pupilsrientate themselves in the

textbook; for example, the tasks ale always of @ebtolour etc. Hence, they are
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evaluated by a mark of 4.

The symbols are used a lot in the textbook. Wht ltelp of icons, the textbook
indicates extra and more demanding activities With moreover the icon’P’ marks
tasks that pupils work out and file their produstto their portfolios. Totally, the
textbook uses eleven icons leading to a bettentati®n. For this reason, it is evaluated
by a mark of 4.

On average, the communicative parameters are aedllby a mark of 4; the
contextual parameters are given a mark of 4 andr3ifgonomic parameters. With
reference to the used scale, the textbook is aldaittextbook for the teaching and

learning process.
6.3.4 Evaluation of the textbook Way to Win 7

The textbook Way to Win 7 is evaluated in the sarag as the textbook Project 3
by using the criteria in the checklist. Thus thealeation begins with the key
competencies. Regarding learning competenciedeitieook uses real-life situations as
topics within the units e.g. the topic ‘AccidentWhat is more, the textbook promotes
applying language learning strategies with the leélpasks listed in the margins of its
pages. The textbook provides activities using weriorganisational forms; however it
does not let pupils choose an organisational fdremselves. On the other hand, the
textbook provides a large field of these tasks achepage; therefore teachers can let
pupils choose a form on their own. Way to Win pssas the knowledge from various
areas within the context. It also encourages atipesattitude towards learning; pupils
are stimulated to use English with flare outside $ichool environment. Therefore, a
mark of 4 is given.

Problem-solving competencies are explored by ptoyeork and tasks in the
margins of the textbook. Thus, there is a widecspen of these activities. Testing the
outcomes of problems practically and seeking thestnguitable solution are not
highlighted, nonetheless they are included e.gjept® and using references. Hence,
these competencies are evaluated by a mark of 4.

Communication competencies are realised by foguem skills through a wide
spectrum of activities, also promoting debates hyictv pupils learn to express

themselves and listen to others. Moreover pupéseaicouraged to use technologies for
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example the internet for searching for the infoiorgt nonetheless there is no
promotion of using the technologies for communamativith the outside the world.
Consequently, they are evaluated by a mark of 3.

With reference to social and personal competentiestextbook provides many
activities that encourage cooperation and groupkwBy illustrations and choice of
topics, the textbook supports a friendly atmosphekéhough Way to Win 7 does not
accentuate respecting different opinions within tégt, it refers to this aspect by
applying body language in illustrations. A markdas given.

Concerning civil competencies, the textbook ma@sapupils to search actively
for children’s rights, also it portrays obligatiomsschool and out of school e.g. a topic
‘A day with friends’. Furthermore the textbook protes making responsible decisions
e.g. environmental issues; lastly the textbook disoags an issue of physical and
psychological violence with the help of activitiesthin the margins of the textbook.
As a result, a mark of 4 is given.

Working competencies are developed in the textbbgktaking into account the
protection of the students’ own health and thetheail others e.g. a topic ‘Accident!.’
Usage of a portfolio and frequent reference taondarlines the importance of the pupils’
own development and preparation for future lifee Taxtbook also covers protection of
the environment in the topic ‘Think green!. Theyed, these competencies are
evaluated by a mark of 4.

On average, the key competencies are evaluatea rogrk of 4. Therefore the
textbook satisfies the key competencies excelleatiyording to the scale used. The
textbook offers a high potential to develop commoation competencies despite
obtaining a mark of 3.

With reference to the textbook organisation, #wliook provides a clear layout
with the help of symbols, nonetheless Way to Wiegnot follow the same pattern in
terms of sequencing language activities, thus itifcult for a pupil to orientate
themselves in it. As a result, it is evaluated lmgaak of 2.

The textbook provides pupils with many topics ttapture a pupil’s intellect and
also promotes a sense of humour; additionally Viday/in depicts topics related to real-
life situations. Thus, a mark of 4 is given.

Social and cultural values are established bypberayal of the lives of the
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pupils’ peer group in different countries, givingh apportunity to interpret the
relationships and behaviours of characters in thekpshowing the equality between
men and women in all situations and lastly reprissgndifferent nationalities. The
textbook portrays only Caucasians as its main cbers; by contrast, illustrations
utilise different nationalities. A mark 4 is given

Concerning the self-directed learning, the texkogmomotes working with
language portfolios and conducting project work.efeh are also self-evaluation
checklists, although these checklists are onhjhenworkbook. The textbook uses clear
instructions on how to approach the tasks. On therohand, there is no focus on
mutual explanation. As a result, a mark of 3 isgiv

With reference to price and availability, the neeoended retail price is 180 CZK,
the workbook is 120 CZK and CDs are 100CZK and GZK. A cheaper option is for
pupils. There is no problem in availability, moreovwhen ordering more sets;
customers get benefits such as a discount. Thigsg¥aluated by a mark of 4.

Differentiation of tasks and information is apglien the textbook by offering
extra more demanding activities indicated by a s9imb’ , additionally the textbook
offers extra reading related to the topics at the ef the textbook. Nonetheless the
textbook does not consider pupils with special atlonal needs in terms of task
differentiation etc. Therefore, it is evaluatedagnark of 3.

The textbook Way to Win applies the integratediskvork. The thesis evaluates
skills separately. Concerning listening, the tertbprovides pre-listening activities e.g.
discussions and providing contextual informatiomldAionally they are supplied with
tasks in Czech in the margins of the textbook. Tdbook practises sub-skills of
listening for example selecting key informationingsclues in the text and context clues
to predict what is coming etc. There is a dominasfcauthentic material that is set in a
meaningful context. The textbook encourages extenbstening e.g. songs. Lastly,
listening material is further supported by visu@éo aids. A mark of 4 is given.

Reading texts occur in each unit, moreover therealso the section ‘Extra
reading’. The majority of the reading material isthentic. The textbook employs
varying apparatus for sub-skills of reading e.gderstanding words and identifying
their grammatical function, understanding the gislentifying text purpose etc.

Regarding ways of reading, the textbook practiseading aloud, scanning etc.
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Nonetheless, the textbook does not utilise varsugcesjt primarily concentrates on
gapped stories and short reports. The textbook piesnextensive reading by Czech
tasks in the margins. Reading is evaluated by & wia3.

Speaking is developed in the textbook by the eotred use of dialogues and
group conversations. The textbook concentratedusmdy, however accuracy is taken
into account too. The textbook promotes oral preegems through the extensive use of
interviews, role-plays and other activities. Dueoftering a great amount of dialogues,
the textbook enables pupils to gain confidence @k with unpredictability. Using
various organisational forms is also covered hdige textbook does not provide
motivation for the pupil to make contact or inigatonversation with native speakers
outside the classroom, despite referring to foreigitures in its content. Still, a mark of
4 is given.

There is not a large variety of writing tasks; lewer the textbook considers them
as an interaction with a reader for a particulappse e.g. a party invitation, a poster
for car driver. The textbook covers practising subls of writing for example
producing grammatically accurate sentences, setgetnd maintaining an appropriate
style. The textbook doesn’t raise the issue ofdiérg pupils’ writing. Lastly, the
textbook offers material for controlled, guided tmgy and also for free-writing. Hence a
mark of 3 is given. Therefore, the category ‘Skikksevaluated by an average mark of
4.

New grammar items introduced in the textbook eetat already familiar aspects
of grammar. The textbook applies an inductive apphhpon the other hand at the end of
each unit there is a grammar summary applying aictee@ approach, thus it can be
said that the textbook uses both approaches arskqoantly grammar is explained in
Czech and English. It is evaluated by a mark of 4.

Pronunciation practice is covered in the textbonlky in some units; nonetheless
the textbook also focuses on this sub-skill throligtening. Stress and intonation are
focused in the section ‘Sounds’ and further ligtgnactivities. Pronunciation is further
supported in the textbook by songs and rhymes. Mery¢here is only British English
emphasised in the book. In spite of this, pronuranais still evaluated by a mark of 3.

The textbook does not provide any guidance owvifiess to consolidate the pupils’

spelling except for only a few exercises. Therefarmark of 1 is given.
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The textbook focuses specifically on vocabularythe sections entitled ‘Word
watch’. The textbook pays attention to frequencyefulness and learnability when
presenting vocabulary in the meaningful contextitii@rmore Way to Win presents
various relationships existing within the structuoé English e.g. situational,
collocations. The textbook encourages pupils tosgumeanings of words from the
context; additionally it motivates pupils to usetdinaries. The textbook provides a
bilingual dictionary at the end of the unit, thusniay lead to passivity in terms of using
dictionaries and contextualising words. Vocabulargvaluated by a mark of 3. The
category ‘Sub-skills’ is given a mark of 3.

On the whole, the textbook is evaluated by a nodr& indicating that it satisfies
the criteria referring to the nine categories. Hogre its quality is determined by the

way teachers present the content to the spec#digsdhey teach and other factors.

6.5 Comparison of the textbooks

6.5.1 Comparison of textbook characteristics of Pject 3 and Way to Win 7

A, Communicative parameters

Regarding language, the textbook Project 3 wasngar mark of 3; on the other
hand the textbook Way to Win 7 was evaluated byagrmof 4. Project 3 uses detective
cartoons to illustrate grammar examples applyirgitiductive approach, yet this does
not create a meaningful context that relates talpu@/ith reference to the style, both
textbooks were evaluated by a mark of 4 as theboekis offer stylistically variable
material.

The pictures and photographs were also evaluate@ Imark of 4 as both
textbooks use plethora of colourful illustrationsdgphotographs. Nonetheless, in the
textbook Way to Win there is a dominance of illasbns when compared with Project
3. Moreover the textbook Project depicts more plaitoies than Way to Win. The
textbook Way to Win seems to portray only individs@uations instead episodes. On
average, both textbooks were evaluated by a mafkwith regards to communicative

parameters, in spite of moderate differences betwe®books.
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B, Contextual parameters

Regarding the transformation, both textbooks ghmenark of 4 as they process
the knowledge from various areas and at the same tespecting pupils’ age and
needs. Both textbooks contain the same topic @atliéadt “Tomorrow’s world’. Project
places this topic at the beginning of its contdiotsusing on future development of
technology and pupils’ future lives using a questi@re; whereas the textbook Way to
Win places this topic at the end of its table ohtemts featuring future life style and
again the pupils’ future. With reference to thei¢opnits, the textbook Project consists
of eight main units plus four extensions and rerisi whilst the textbook Way to Win
includes ten main units with extra reading at the ef the book.

Concerning the value orientations and elementmpting European and global
values towards the world, the textbook Project exeduated by a mark of 3 and Way to
Win gained a mark of 4. Neither of the textbookevghany depiction of nationalism,
xenophobia or ethnocentrism. Both textbooks portrasariety of nationalities and the
life-styles of pupils from different countries. Netheless, the textbook Project 3
develops these aspects predominantly in the extensif the textbook.

There is also difference in applying the persuasispects. Project was evaluated
by a mark of 3, whereas the textbook Way to Wimegdia mark of 4. Both textbooks
use a sense of humour throughout their contenteftlesless the way how pupils are
referred and stimulated, the textbook Way to Wianse to use better techniques e.g.
motivating pupils to create portfolios and its sedpsent permanent usage encouraged
by various activities etc. On average, the textbBadject was given a mark of 3, while

the textbook Way to Win was evaluated by a mar4.of
C, Ergonomic parameters

In this aspect viewing font and size of lettersréhis a large difference as the
textbook Project gained a mark of 4, whereas tkthoek Way to Win was given a
mark of 2. Despite the textbook using a wide rangdont and size of letters, the
textbook Way to Win uses fonts that are far too Isinasome cases, which must be
difficult for pupils with special educational needs

With reference to colours, both textbooks use w@ldo a great extent, in both

cases the colours assist pupils to orientate thHgase the content. As a result, these
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textbooks were evaluated by a mark of 4.

Graphic symbols are used by both textbooks, homtnes vary in frequency. The
textbook Project uses only a few symbols indicatargguage activities, on the other
hand the textbook Way to Win uses eleven icongllyofar better orientation and
indicating the tasks. Thus, Way to Win gained aknmadr4, whilst the textbook Project
was evaluated by a mark of 2. On average, bottbdeks were given a mark of 3.

On the whole, the textbook Project was given aknudir3, whilst the textbook
Way to Win gained a mark of 4. Therefore, Way tonWatisfies the textbook
characteristics to more suitable extent.

6.5.2 Comparison of textbooks’ evaluations

The evaluations of both textbooks were appliedhvitte help of the same
checklist. Each textbook was analysed, thus thigptr compares the outcomes.

Regarding the key competencies, Way to Win 7 wauated by a total mark of
4, on the other hand, an average mark of 2 wasigiv@®roject 3. Both textbooks have
a potential to develop communication competentiesvever the textbook Way to Win
applies the key competencies to a greater extantPnoject 3.

The clearer organisation of the textbook is coretlign Project, hence Project
was evaluated by a mark of 4, on the contrary &krn&2 was given to Way to Win.

With reference to the topic, both textbooks oféewide spectrum of topics,
nonetheless Project obtained a mark of 3, and \Wayih a mark of 4.

Social and cultural values were evaluated by &m&B in Project and a mark of
4 in Way to Win. It is of note thdioth textbooks depict only Caucasians in the main
stories.

Self-directed learning was evaluated by a marR of Project; and by a mark of 3
in Way to Win, furthermore Way to Win focuses omrl@ng styles and encourages
pupils to work with language portfolios, which is &xcellent aid for their self-
evaluation and motivation.

The price of Project is about 100 CZK more. Morothe textbook Way to Win
is confirmed by the approval clause (see chaptr@p.24-26). Therefore the subsidy
makes Way To Win more attractive to the customeemtieciding which text will be
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purchased. However, both textbooks are evaluatedrbgrk of 4.

Differentiation of the task and the informatiom®re developed in Way to Win ,
thus this textbook was given a mark of 3 and Pt@eunark of 1.

Despite the fact that both textbooks offer thegnated skills work, there is an
obvious difference in presenting and practisings¢hekills. Overall, Project seems to
practise these skills with no particular reasoifioous on communication. On the other
hand, Way to Win views practising skills as a nemdommunicate. An average mark
of 2 was given to Project and 4 to Way to Win.

With reference to sub-skills, for the same reabentextbook Project obtained an
average mark of 2 and Way to Win gained a mark of 3

On the whole the textbook Way to Win obtained @idoemark than Project, thus
Way to Win respects the objectives of the Framevitiycational Programme for Basic
Education better than Project and is considerednase suitable for the teaching
learning process. For the checklist with resules ggpendix 4. On the other hand, this
edition of Project published in 2000 does not asltbe policy of the curricular reform
in its content as much, additionally this textboalas written outside the Czech
Republic. Therefore, the date and place of pubighof this textbook should be
considered, as the school reform was endoedest the publishing date and in the
Czech Republic. Nonetheless, respecting the obgsctiof the FEB BE binding
educational norms is not the only factor taken iatount. Furthermore, school
educational programmes determine usage of a tektlasothey form the basis of
education. Individual schools develop school edanat programmes themselves (the
FEP BE, 2007, p.6). Therefore, the style of ushrgggame textbook differs in individual
schools. Hence, the evaluated textbooks may vargatisfying the set objectives;
additionally the textbooks are followed with recoemdations by teachers and are
usually supplied with extra material, which mayulesn modifying the textbook’s

philosophy (see chapter 4.2.2, pp.17-19).
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7. Conclusion

The textbook is the main platform and source afcational content for pupils
and a critical didactic aid for teachers within teducational process of language
teaching. It provides the main form of communicatwithin the school environment,
reflecting the current educational policy withiretbomplex process of current language
education. This thesis incorporates the schoolrmefand the FEB BE, the textbook’s
theory, its usage, its evaluation, and additiondiky evaluation and comparison of two
textbooks are addressed in the practical part. bbekt functions, characteristics and
criteria for the assessment of the textbook intlie®retical part serve as a base for the
research.

The aim of the research was to investigate whedineagreement between the
selected textbooks and the objectives of the FEPefiEis and to what extent these
textbooks are in concord with them. The researtécts two of the most frequently
used textbooks at lower secondary schools withheip of the questionnaire given to
lower secondary teachers of English. Thus, thearebeanalysed the textbooks Project
3 and Way to Win 7 in terms of a general descnptitextbook functions and
characteristics, lastly evaluation of the textboa&cording to the checklist was
conducted. Afterwards the research compared thdébdek characteristics and
evaluation with reference to the checklist. A sdaben one (poor) to four (excellent)
was used to evaluate the assessed textbooks. Repdng textbook characteristics,
Way to Win 7 gained a better mark as the parametdise textbook are presented to a
more sufficient extent. The created checklist cgissof nine categories including sub-
categories validating the credibility of the resdarThe research results show that both
textbooks follow the principles of the curriculafarm; however they vary in the way
they follow them. The philosophy of the textbook YXa Win 7 better demonstrates the
concord with the objectives of the FEP BE than &b. All in all, the textbook Way
to Win 7 obtained better marks in the majority afegories, as Way to Win 7 presents
more communicative and meaningful tasks in compari® the textbook Project 3
applying the grammar-based approach. Nonethelessjse of the textbook depends on
many aspects for example the objectives of theddaducational programme stated by

individual schools, teachers’ styles of textbookges and their potential modifications
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of the textbook, and the specific needs of pupildifferent classes. Hence the selected
textbooks may vary in accordance with the set aives of different individual schools.
To sum up, the thesis concentrated on the textlevakuation and comparison
based on the theoretical and practical parts. Eatuage textbook can be suitable to a
certain extent for the teaching learning processydver textbooks have to be applied
pro-actively; moreover it is good to remind Cunrawgrth’ words quoted before that
textbooks are ‘good servants but poor masters’. ddseggned checklist is beneficial for
teachers of English, although it is important toerh to create their own checklist, this

work can contribute to the textbook evaluationdiel
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8. Resumé

Diplomova prace se zabyva tématem hodnoce&ebnic pro vyuku anglického
jazyka pouzivanych na druhém stupni zékladni SkBisice se zakhuje na teorii
ucebnic a zejména na hodnoceni a nasledné porovvani kefastji pouzivanych
ucebnic. Prace je koncipovana do dvou zakladuésdti, teoretické a praktickéiigemz
ob¢ spolu Uzce koreluji — o teoreticky zaklad se rdigleopira prakticky vyzkum. Po
avodnim seznameni s problematikou, &mii je charakterizovana kurikularni reforma,
reagujici na zrny ve spolénosti a v obsahu a cilech \&évani, dale jsou popsany
tendence ve vzthvani podporujicim Ramcovym wddvacim programem pro zakladni
vzklavani, které se projevuji ifipvytvareni seznamu kritérii pro hodnocertebnic a
nasledné komparativni studii. Nakonec je v praéindean komunikativni a eklekticky
piistup s ohledem na vyuku anglického jazyka.

Treti kapitola rozpracovava teorikebnic s drazem na saiasné trendy ve
vyuéovani anglického jazyka a kurikularni reformu. Neg je charakterizovana
ucebnice jako jedna z didaktickych priestki, dale je tato oblast dopina o gehledné
znazorgni pouzivanych poidtek a v zadru je podtrzena idezitost &ebnice ve
vzaklavacim procesu. DalSi oblast se zabyva funkcefabnic, a to a sidtazem na
piinos kurikularni reformy, a jsou zdéepstaveny d¥ kategorizace funkcidaebnic.
Nejprve je pedloZzeno schéma Cunningswortha, ktery se salige na jazykové
ucebnice, druha taxonomie funkci je pak podle Zujéteard se zagtuje na @ebnice
vSeobec#. Dale jsou rozpracovany individualni funkcgebnic s drazem na Skolskou
reformu. Funkce ¢ebnic jsou chapany jako komplex, protoZze se vygkytuuzné
intenzi€. Na zavr je zdirazréno, Ze jejich seznam nebude nikdy kompletni, etz
objevuji neustale funkce nové. V dalSi oblasti jsmlividualné charakterizovanytyji
typy sylabu slouzici k navrhu obsahwehbnic. Popsany jsou zde strukturni,
funkcionalni, tematické a sittiai typy sylabu. Nicméhje dilezité si u¢domit, Zze by
autai ucebnic neli pfi jejich tvorke aplikovat vSechnytyii typy pii tvorbé ucebnic.

V oblasti vlastnosti &ebnic je ¥novana pozornostiégm drutim vlastnosti, které
zahrnuji komunikéni, obsahové a ergonomické parametry. Komutmkgarametry
skladajici se z verbalnich a neverbalnich peofi se vyznauji stuprem sdclitelnosti

obsahu tebnice pro uzivatele. Obsahové vlastnosti se zabgirakturou vzdlavacich
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obsalii vélenéné do webnic. V zaru této ¢asti jsou charakterizovany ergonomické
parametry analyzujici druh a velikost pisma, vyiukdrev nebo grafickych symitiol
VSechny ti vlastnosti jsou podroldnrozebrany a nasledmporovnany v praktickéasti.

V poslednicasti jsou definovany strukturni komponentehnice a dale je pozornost
zantiena na okruhy komponeéntvyskytujici se ve vystawblekci, které jsou dale
rozlerény do dvou okrutr. Prvni okruh obsahuje obsaloa motiv&né hodnotny
textovy material, pomoci kterého se rozvijeji résep a produktivnirecové dovednosti
spolu s jazykovymi progedky. Druhy okruh zahrnuje zasobu @i a uloh spjatych
s texty a prezentaci jazykovéhoiua, zangrenych na jeho fixaci a také na postupné
rozvijeni recovych dovednosti. Vystavbacebnicovych lekci se poté promitd i do
hodnoceni &ebnic v praktick&asti.

Kapitola ¢tvrta si klade za cil zodpeuét otazku, zda uzivanicabnic gFinasi
vyhody nebo nevyhody ve vé&dvani, a jestli tebnice mohu byt v budoucnosti
nahrazeny jinou pofitkou. Prvni oblast zabyvajici vyhodami a nevyhodadeibnic
popisuje pistup Witela, ktefi si vytvaeji materialy pro vyuku sami a nepouZzivajbec
ucebnice pi vyuce. Tento fistup je odmitan, neba@ rekolika zjis€ni vzeSel zakr, Ze
nejsou-li kebnice vyuzivanéibec, Zaci dostavaji mé&mlomacich Ukolu a navicitelé
nejsou odbor& pripraveni k vytvdeni vlastnich materiél Déle jsou v kapitole vypsany
prednosti vyuzZivani tebnic, a také omezeni Wavaciho procesu ip vyuZivani
ucebnic. Nicmén je zdirazreno, Ze vyuzivani ¢ebnic zalezi na vice faktorech. Jsou
zde navic uvedenydglody Zaki a Witela pro vyuzivani tebnic. Oblast tykajici se
Z&ki, podava vyet cinnosti (i praci s gebnicemi a jaké postoje k nim Zaci zaujimaji.
Dale je tato oblast doptna o Saeni provedené E. Hajkovou, kterfigpéla k variet
acela vyuzivanych p praci s @ebnici z perspektivy zdék Oblast charakterizujici
duvody witela vychazi ze studie Tyson, ktera déispk nazoru, Ze zavislostitele na
ucebnici ukuje délka jeho praxe a stupedbornosti. Déle je tuipdstaveno Sgni
autorek Laws a Horsley, které na zaklgzorovani vytiovacich hodin identifikovaly
tiéi odliSné styly prace ditela s webnici, tyto styly jsou dale vystleny. V tétocasti
neni zkoumana jen zavislostitele na webnici ale i jeho modifikace cebnicového
uciva. WCitelé zprostedkovavaji svym Z&km wivo v prizpusobené podaly proto musi
dochazet k jehaiznym modifikacim. Prace popisuje osm zakladnichisapi

modifikace rozliSenych Rchou. Posledni oblast této kapitoly se zabyva bodlosti
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ucebnic. Stalecastji se objevuji debnice na elektronickych négih, zavadi se
pocitatové webny, kde se mohou uplatnit multimedialni gimky. Ve vyuce jazyk se
zaina ve velké $i uzivat interaktivni tabule, proto mist@abnice ve vz&lavacim
procesu mMze byt ohroZzeno. Nicmértoto tvrzeni je vyvraceno, nebacebnice ma své
misto tak pevné, Ze néue byt nahrazena, ba naopak budesjeit zdokonalena diky
narokim spolé&nosti.

Posledni, pata kapitola teoretic&désti diplomové praceipdstavuje hodnoceni
ucebnic. Nejprve se kapitola zabyvavedy pro nezbytné hodnocenteabnic, jelikoz
existuje rkolik nevhodnych fstupi k vybéru webnic. Do skupiny nevhodnych a
zavadjicich metod f vybéru webnic paiti financni faktor, zprosedkované informace
o kvalitt ucebnic nebo selekcecebnic vlastnici dolozku. Proto byfgul vykErem
ucebnic ntl predchazet vliastni nahled n&ebnici. Nasledujici oblast se zabyvé&uha
pristupy k hodnoceni dgbnic, povrchnim a detailnim. Diplomova prace \kpcké
¢asti vyuziva hloubkovy iflstup @i hodnoceni tebnic, neb6 se vyznauje vlastni
agendou. Naproti tomu povrchovyfigtup je pouZzivan jen k ziskani k rychlému
piehledu o gebnicich, nicmé# tento gistup je aplikovancasgji. DalSi oblast
prezentuje metody hodnoceni, slouzici k evalugebnic. V této¢asti jsou popsany
kategorizace metod a igohi. Metod je pemira, proto je @lezité, aby si titelé ukili
metodu nebo Zjsob evaluace a dale si jej modifikovali podle sfigcjch poteb.
Posledniasti této kapitoly jsou hodnotici kritéria préebnice, které jsou vystupem pro
praktickoucast. Neexistuje obe&ruceleny nazor, ktera kritéria jsoulezitejSi a ktera
mére. Navic je dlezité, aby si evaluatbvytvorili své vlastni seznamy a co sedy
dulezitosti jednotlivych kriterii, nejimaly takto nazory jinych. Proto byl navrZzen pro
tuto praci vlastni seznam hodnoticich kritérii dhgei dewt kategorii, které se dale
¢leni na dalSi sub kategorieti gjich sestavovani byl bran ohled na kurikulaeformu
a sogasné trendy ve vyuce jazyk

Prakticka ¢ast diplomové prace navazujerimppo na vySe popsanodast
teoretickou, ktera vytuda teoreticky zaklad pro vyzkum. Ve vyzkumné metiadgjii je
formulovan cil vyzkumu a vyuzivané metody. Cilenzkeymnécasti je zjistit, zda se
dvé¢ zvolené debnice a cile Ramcového évaciho programu pro zékladni
vzaklavani shoduji a do jaké miry. Vyzkum vyuzZiva doi&zk selekci debnic,

analytickou metodu a nasledmprovadi komparativni analyzu obowebnic. Dale
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nasleduje selekceiabnic, kde jsou vybrany dwegastji uzivané debnice na druhém
stupni zakladni Skol. Toto zji&ti bylo realizovano pomoci dotazfikzadanych
padesati gt ucitelim anglického jazyka na druhém stupni zakladnicH. 34ejcastji
pouzivané &ebnice jsou Project 3 a Way to Win 7, které se imajz v sedmém
ro¢niku. Tyto d¥ u¢ebnice jsou analyzovany samostatm posléze porovnany. Vyse
zminéna selekce d¢ebnic je dopléina o graf zndzawujici nejvice pouzivanétabnice na
zakladnich Skolach.

Obe evaluace &ebnic z&inaji jejich redstavenim, tj. jsou atabnicich uvedeny
zakladni informace, dale jsou vSeobecné charakitgrinasledovany analyzou funkci
ucebnic. Funkce d&ebnic jsou hodnoceny pomoci dvou kategorizaci podle
Cunningswortha, ktery se z&mje na jazykové tebnice, a podle Zujeva, ktery se
soustedi na debnice vSeobe¢n a dale jsou analyzovany samostatné funkce
respektujici satasné trendy ve vyuce. Po funkcictehnic jsou hodnoceny vlastnosti
ucebnic obsahujici komunikai, obsahové a ergonomické parametry. Déle jsou jiz
realizované evaluacecebnic podle seznamu kriterii. Seznam pojimact&ategorii
obsahujici sub kategorie ke zvySeni validity evedua komparace. Komparativni
studie @ebnic se soustd’uje na vlastnostidebnic a hodnoceni podle seznamu kritérii.

Ziskana data z komparativni studigebnic ukazala, Zecabnice Way to Win 7
svym obsahem vice respektuje cile Ramcovéhala&edciho programu pro zakladni
vzklavani nez Project 3. Project 3 je starSi edicavacie napsana anglickym autorem,
proto tyto d¥ skute&nosti se musi respektovatcébnice Project 3 nabizi potencial
k rozvoji klicovych kompetenci, nicmérlavnim Ukolem tétodebnice je procwiovani
jazykovych prosedki, naproti tomu Way to Win 7 je zatiena na stimulaci Zaka do
aktivni ¢innosti pomoci portfolia a aktivity pouzivané &ebnici jsou smysluplné a
zobrazuji skuténé Zivotni situace. Prot@ebnice Way to Win 7 byla vyhodnocena jako
vice vyhovujici pro vyuku anglického jazyka. NicrmémwvyuZivani @ebnic je
ovliviiovano rikolika faktory, proto intenzitadglnosti této tebnice se rize ve vyuce
liSit.

Na trhu neexistuje perfektntebnice, aniz by se nemuselgakym zpisobem
modifikovat nebo fizpasobovat specifické situaci. JéleZite, aby ditelé pristupovali
k ucebnicim aktivi, aby formulovali vlastni cile, a ne ab§ebnice ugovala cile vyuky

za re¢ a Witelé se stali jejimi sluhy. Déle je vyuzivaniebnic ovliiovano Skolnimi
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vzaklavacimi programy vytu@nymi Skolami samostatna v neposledniad také
specifickymi potebami zak a witelovym stylem prezentaceiebnic. Je dlezité, aby
ucitelé provadli kritickou evaluaci debnic je&k pied vlastni selekci, proto stanovena
hodnotici kritéria v teoretick&sti slouzi jako nash pro vytvaeni svych evaluaich

kritérii. Diplomova prace je zakoéaena formulaci z&ru, ktery se tyk& teoretické i
praktickécasti.
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List of appendices:
1. The checklist
2. Project 3
3. Way to Win 7

4. The checklist with results
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APPENDIX 1: THE CHECKLIST

THE CHECKLIST

Does the textbook develop key competencies?

Learning competencies

Does the textbook link the information with thelfkf® context?

Does the textbook allow pupils to choose themsedwesrganisational
form to work on the tasks?

Does the textbook use the knowledge from diffeeshicational areas
within the context?

Does the textbook promote a positive attitude towdearning?

Problem-solving competencies

Does the textbook supply its users with problenwisgl activities?

Does the textbook promote seeking for the mosablatsolution the
problem?

Does the textbook encourage testing the outcomtgeafolutions
practically?

Communication competencies

Does the textbook stress formulating and expresdeas and opinion
in a logical sequence in both written and oral egpions?

[72)

Does the textbook stimulate learners to use tloenmation and
technologies for efficient communication with thetside world?

Does the textbook promote an active participatiodabates?

Social and personal competencies

Does the textbook promote cooperation?

Does the textbook support the creation of a frigadinosphere in a
team?

Does the textbook encourage the respect of diffengimions?

Civil competencies

Does the textbook formulate pupils’ rights and gations in school
and out of school?

Does the textbook emphasise refusing physical agdhmlogical
violence?

Does the textbook encourage pupils to make resplengecisions
based on the actual situations?

Working competencies

Does the textbook take the aspects of protectigrupils’ own health
and the health of others into account?
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Does the textbook underline the importance of tnalp’ own
development and preparation for the future?
Does the textbook encourage pupils to protect tive@ment?

2 Textbook organization

Is the layout clear?
Do the textbook units enable pupils to orientatkelves in the units?
3 Topic

Is there a variety of topics?
Are the topics sophisticated in their content?
Are the topics related to real life situationshe textbook?
4 Social and cultural values
Does the textbook enable the interpretation otierahips and
behaviour among characters?
Are women given an equal prominence to men insgleats of the
textbook?
Does the textbook portray different nationalitiedigions and ethnic
minorities with respect?

5 Self-directed learning
Does the textbook offer any tools for the self-assgent?

Does the textbook promote mutual explanation anpumls?

Does the textbook use short and intelligible inginns?

Does the textbook offer project work?

6 Availability and price of the textbook
Is the price reasonable in comparison with otheibtoks?
Is the price of the supplementary materials e.gs @asonable?
Are there any problems when ordering more seteeofDs in the
availability?

7 Differentiation of the task and the information
Does the textbook contain additional tasks anarmétion for
exceptionally gifted pupils?
Does the textbook contain varying tasks in terfrtb® difficulty?
Does the textbook consider pupils with special ational needs?

Does the textbook offer the integrated skills work?
Listening

Does the textbook provide pupils with pre-listenactivities?

Does the textbook consider sub-skills of listening?

Is the listening material authentic?
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Is the listening material set in a meaningful catite

Does the textbook encourage extensive listening?

Are the audio recordings supported by video ora@hgr visual aids?

Reading

Do the reading texts occur in every unit of thetiexk?

Are the reading texts authentic?

Does the textbook consider sub-skills of reading?

Is there a focus on the development of differengsaat reading e.g.
skimming?

Does the textbook use various sources for reading?

Does the textbook offer complete texts in the @nits

Does the textbook encourage extensive reading?

Speaking

Do the textbook activities focus on both accurany #uency?

Does the textbook promote dialogues?

Does the textbook encourage pupils to perform pnedentations?

Are there any guidelines for learners in termsagieg with
unpredictability?

Does the textbook offer a variety of materialsdpeaking?

Does the textbook support pupils using various miagdional forms?

Does the textbook promote conversation with nagpeakers?

Writing

Is there a variety of writing tasks?

Does the textbook view writing as an interactiotiwé reader for a
particular purpose?

Does the textbook consider sub-skills of writing?

Are learners encouraged to edit their written work?

Does the textbook provide the material for con&@Nvriting?

Does the textbook provide the material for freetiwg?

Does the textbook provide the material for guideding?

Grammar

Does the textbook introduce new grammar itemsatatelated and
contrasted with already familiar items?

Does the textbook present the deductive approach?

Does the textbook present the inductive approach?

Is grammar explained in the target language irtektbook ?

Pronunciation

Does the textbook offer material for learning strasd intonation?
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Does the textbook provide songs, rhymes and iroitadrills in the
textbook?

Does the textbook present material for differemtetaes of English?

Spelling

Does the textbook contain guidance to the relgiredability and
likely environment for different spelling?

Does the textbook offer any exercises to consaitirners’ spelling”

Vocabulary

Is the vocabulary selected with respect to frequensefulness and
learnability?

Is the presented vocabulary based on the relatipmgthin the lexicon
of English?

Does the textbook encourage pupils to deal witlanniifar words?
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APPENDIX 2: PROJECT 3
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APPENDIX 3: WAY TO WIN 7
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APPENDIX 4: THE CHECKLIST WITH RESULTS

THE CHECKLIST

1 Key competencies
Does the textbook develop key competencies?

Project 3

2

Way to Win
7

4

Learning competencies

Does the textbook link the information with thelrkfm
context?

Does the textbook allow pupils to choose themsedwes
organisational form to work on the tasks?

Does the textbook use the knowledge from diffeeghicationa
areas within the context?

Does the textbook promote a positive attitude towdearning?

Problem-solving competencies

Does the textbook supply its users with problenwisg|
activities?

Does the textbook promote seeking for the mosablat
solution the problem?

Does the textbook encourage testing the outcom#seof
solutions practically?

Communication competencies

Does the textbook stress formulating and expresdeas and
opinions in a logical sequence in both written aral
expressions?

Does the textbook stimulate learners to use thanmdtion and
technologies for efficient communication with the&side
world?

Does the textbook promote an active participatiodabates?

Social and personal competencies

Does the textbook promote cooperation?

Does the textbook support the creation of a frigmadinosphere
in a team?

Does the textbook encourage the respect of diffengimions?

Civil competencies

Does the textbook formulate pupils’ rights and gations in
school and out of school?

Does the textbook emphasise refusing physical and
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psychological violence?

Does the textbook encourage pupils to make resplensi
decisions based on the actual situations?

Working competencies

Does the textbook take the aspects of protectigqupfis’ own
health and the health of others into account?

Does the textbook underline the importance of thalp’ own
development and preparation for the future?

Does the textbook encourage pupils to protect tive@ment?

2 Textbook organization
Is the layout clear?

I

Do the textbook units enable pupils to orientatbelves in
the units?

3 Topic
Is there a variety of topics?

|

Are the topics sophisticated in their content?

Are the topics related to real life situationshe textbook?

4 Social and cultural values
Does the textbook enable the interpretation otiaiahips and
behaviour among characters?

|

Are women given an equal prominence to men insgleats of
the textbook?

Does the textbook portray different nationalitiedigions and
ethnic minorities with respect?

5 Self-directed learning
Does the textbook offer any tools for the self-assgent?

|
I

Does the textbook promote mutual explanation anpumgls?

Does the textbook use short and intelligible inginns?

Does the textbook offer project work?

6 Availability and price of the textbook
Is the price reasonable in comparison with otheibtwoks?

I
I

Is the price of the supplementary materials e.gs @dasonable?’

NI

Are there any problems when ordering more seteefDs in

the availability?

7 Differentiation of the task and the information




Does the textbook contain additional tasks anarmétion for
exceptionally gifted pupils?

Does the textbook contain varying tasks in terfrib®
difficulty?

Does the textbook consider pupils with special aetional
needs?

Does the textbook offer the integrated skills work?

8 Skills 2

Listening

Does the textbook provide pupils with pre-listenactivities?

Does the textbook consider sub-skills of listening?

Is the listening material authentic?

Is the listening material set in a meaningful catite

Does the textbook encourage extensive listening?

Are the audio recordings supported by video orathgr visual
aids?

Reading

Do the reading texts occur in every unit of thetiexk?

Are the reading texts authentic?

Does the textbook consider sub-skills of reading?

Is there a focus on the development of differengsaat reading
e.g. skimming?

Does the textbook use various sources for reading?

Does the textbook offer complete texts in the nits

Does the textbook encourage extensive reading?

Speaking

Do the textbook activities focus on both accurawy #uency?

Does the textbook promote dialogues?

Does the textbook encourage pupils to perform oral
presentations?

Are there any guidelines for learners in termsagieg with
unpredictability?

Does the textbook offer a variety of materialsdpeaking?

Does the textbook support pupils using various mizggional
forms?
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Does the textbook promote conversation with nagpeakers? ‘

Writing ‘ 3
Is there a variety of writing tasks?

Does the textbook view writing as an interactiothva reader
for a particular purpose?

Does the textbook consider sub-skills of writing?

Are learners encouraged to edit their written work?
Does the textbook provide the material for coné@Nvriting?

Does the textbook provide the material for freetiwg?
Does the textbook provide the material for guideding?

9 Sub- skills 2
3

Grammar

Does the textbook introduce new grammar itemsatatelated
and contrasted with already familiar items?

Does the textbook present the deductive approach?

Does the textbook present the inductive approach?

Is grammar explained in the target language irtektbook?

Pronunciation 2

Does the textbook offer material for learning strasd
intonation?

Does the textbook provide songs, rhymes and imaitadrills in
the textbook?

Does the textbook present material for differentetses of
English?

Spelling 1

Does the textbook contain guidance to the relgirebability
and likely environment for different spelling?

Does the textbook offer any exercises to consaitkdrners’
spelling?

Vocabulary 3

Is the vocabulary selected with respect to frequensefulness
and learnability?

Is the presented vocabulary based on the relatipmathin the
lexicon of English?

Does the textbook encourage pupils to deal witlannifar
words?
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