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Ozet

Bu caigsmamin amac: Turkiye' de ilkogretim okullarinda kullamlmakta olan

Spotlight on English ders kitabinin kullamm sonrasi ders kitab degerlendirme

caligmasina gore etkinligini arastirmak ve sonug olarak da kitabin zayif yonlerini
telafi eden yeni bir ders kitabi modeli gelistirmektir.

Bu calismaya Buca, Gaziemir, Konak, Karsiyaka ve Bornava izmir ilkogretim
okullarinda calismakta olan iki yiiz Ingilizce 6gretmeni katilmistur.

Ders kitabim degerlendirmek icinilgili kaynakca taranmis ve ders kitabi

degerlendirme modeli gelistirilmistir. Ders kitabinin incelenilen bolumleri sunlardir:

- genel Ozellikler

- dil ierigi

- dizayn ve organizasyon
- dil becerileri

- alistirma ve etkinlikler
- kulturel 6zdlikler

Veri analizi frekans analizi ile yapilmistir. Istatistiksel analizler SPSS yazilim
programi kullanmlarak hazirlanmistir. Sonuglarin yorumlanmasinda frekans analiz
sonuclart kullanilmstir.

Elde edilen verilere gore, ders kitabimn Ozellikle dil igerigi, dizayn ve
organizasyon, dil becerileri, alistirma ve etkinlikler alanlarinda 6nemli zayif yonleri
oldugu saptanmistir. Bu zayif yonlerin telafis ve muhtemel bir ders kitabinin nasil
olabilecegini gostermek icin Onerilen ders kitabi modelinden 6©rnek Gniteler

sunulmustur.



Abstract

The aim of this study is to investigate the effectiveness of the textbook Spotlight
on English used in the state primary schools in Turkey based on the post-use
textbook evaluation practice and ultimately to develop a new model which will
compensate for the weaker parts of the textbook.

The participants in the study are two hundred English teachers at the state primary
schools in five districts in the izmir city: Buca, Gaziemir, Konak, Karsiyaka, and
Bornava.

In order to evaluate the textbook, a textbook evaluation model was developed by
reviewing the related literature. The components of the textbook that are investigated

are:

- practical considerations
- language content
- design and organization
- language skills
- exercises and activities
- cultural considerations

The data analysis was carried out by frequency analysis. The statistical analyses
were carried out using SPSS software program. The results of the frequency analysis
are used to interpret the results.

Based on the data collected, it is seen that the textbook has major weaknesses
especially under the categries of language content, design and organization, language
skills and exercises and activities. The sample units from the suggested textbook

model are presented to compensate for these weeknesses and to suggest how a

possible textbook model might look like.
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CHAPTER 1. INTRODUCTION

1.1. Background of the study

Materials in general and textbooks in particular hold an important place in a
language teaching and learning process. Brown (1995: 139) defines materias as “any
systematic description of the techniques and exercises to be used in classroom
teaching”. This broad definition allows Brown to use the term to encompass lesson
plans, textbooks, packets of audiovisual aids, games, or any of the other myriad types
of activities. However, textbooks are the most common type of materials that are
used by the language teachers. Sheldon (1987: 1) defines a textbook as “a published
book, most often produced for commercial gain, whose explicit aim is to assist
foreign learners of English in improving their linguistic knowledge and/or
communicative ability”. Besides that of Sheldon’'s definition, textbooks have a

variety of rolesin the classroom which can be listed as follows:

- aresource for presentation material (spoken and written)

- asource of activities for learner practice and communicative interaction.

- areference source for learners on grammar, vocabulary, pronunciation, etc.

- asource of stimulation and ideas for classroom language activities.

- a syllabus (where they reflect learning objectives which have already been

determined)

- aresource for self-directed learning or self-access work

- asupport for less experienced teachers who have yet to gain in confidence.
(Cunningsworth, 1995: 7)

In most cases, textbooks provide a framework or structure for both the teacher
and the students, where both parties feel secure as to where they stand in the
teaching- learning process and will progress in the rest of the period. Hutchingson &
Torres (1994: 317) argue that “textbooks survive and prosper primarily because they
are the most convenient means of providing the structure that the teaching-learning
system- particularly the system in change requires.” Besides the importance of the
textbooks in the teaching-learning process, the relationship between the teacher and
the textbooks also needs careful consideration. It is now awidely accepted belief that

the textbook should be at the service of the teachers and not their master. It is



generally the less experienced or less qualified teachers who depend wholly on the

textbook and cannot go beyond it as Williams (1983: 251) putsit:

It isironical that those teachers who rely most heavily on the textbook are the
ones least qudified to interpret its intentions or evaluate its content and
methods. The textbook can be a tyrant to the teacher who, in his or her
preoccupation with covering the syllabus, feels constrained to teach every item
in exactly the same sequence and context in which it is presented by the
textbook writer.

This reliance, on the other hand, may be due to the different decision making
processes related to the place of the textbook in different educationd systems. The
varying roles of textbooks in the teaching learning process and the relation between
the teacher and the textbook reflect the nature of the considerations about the
textbooks in different educational programs. Cunningsworth (1995) classifies three
types of programs which employ different approaches to the use of textbooks.
Firstly, in some countries the syllabus is set centrally and an officialy approved
textbook is prescribed for use. In such systems the teacher does not have a chance to
choose hig’her preferred textbook for use in the classroom and this may lead the
teacher to follow the book very closdly and in the exact order of presentation.
However, there are some disadvantages of such an approach which can be listed as:

- apossible lack of variety in teaching procedures
- areduced range of response to individua student needs and problems
- apossible lack of spontaneity
- asharply reduced level of creativity in teaching technique and language
use
(Cunningsworth, 1995: 10)

Secondly, in some systems teachers are free to choose the textbook themselves
among arange of textbooks. In such cases, generally there is one basic textbook to be
followed but there is not heavy reliance on the textbook. A variety of supplementary
materials are used whenever the need arises. The main textbook, however, forms a
framework for language content and sequencing but is used selectively and is
supplemented by other materials whenever this is thought to be desirable. This
approach has the following advantages:



- there isa common framework provided by the coursebook

- less experienced teachers can use the coursebook as heavily as they need

to

- there is scope for replacing weaker parts of the standard coursebook with

other books or using own material

- more variety of classroom activity and teaching technique is possible

- amore flexible response to individual students' needsis possible
(Cunningsworth, 1995: 10)

Thirdly, in some systems there are schools where there is a syllabus but no set
textbook. The teachers consulting the syllabus form their own lessons, sequences of
lessons from different materials, published, in-house or individually produced. In
such an approach, there is a higher degree of responsbility on the teacher since it
depends on the teachers' creativity, time and energy for the system to be able to
function effectively.

Among the three systems presented above, Turkey can be classified in the first
category. In the language teaching system in Turkey, the ministry of education sets
the syllabus and chooses the textbooks to be used in the state primary schools. The
role of the teacher is just to use the textbook already specified by the ministry. In
such cases, the specification of whether the textbooks actually work or not becomes a
problematic case since the teachers are excluded from the textbook decision making
process. For this reason, textbook evaluation process, in which the teachers are
involved, becomes a necessary component of the teaching-learning process since it is
only then the necessary feedback related to the effectiveness of the textbook can be
reached. In general, reasons for evaluating textbooks are varied. Taking decisions as
to which textbook to adopt among a variety of textbooks in the market is one reason
for textbook evaluation. This type of evaluation is called pre-use evaluation
(Cunningsworth, 1995: 14) or predictive evaluation (Ellis, 1997: 36).

Various textbook evaluation checklists have been proposed to serve that purpose
(Breen & Candlin 1987; Cunningsworth 1984; Grant 1987; McDonough & Shaw
1996; Williams 1983). However, in language teaching systems as in Turkey, where

the textbook is prescribed for use by the administrative authorities the teachers do not



have a chance to choose the textbook that they will use and hence they do not need to

do apredictive evaluation.

Another reason to evaluate the textbooks is to specify the strengths and
weaknesses of the textbooks already in use and ultimately to decide whether the
textbook actualy works in the classroom. This type of evaluation is called
retrogpective evaluation (Ellis, 1997) or post-use evaluation (Cunningswoth, 1995).
McDonough & Show (1996: 79) argue that “materials evaluation is one part of a
complex process and that materials once selected can only be judged successful after
classoom implementation and feedback.” Thus to specify the strengths and
weaknesses of the textbooks in use to decide whether to use it on future occasions or
to adapt the weaker points it is crucial to make a post-use evaluation. Such ingghts
led the researcher to carry out a post-use evaluation of the textbook Spotlight on
English (Dede & Emre, 1997) used in the primary schoolsin Turkey and to suggest a
new textbook model which would compensate for the weaker parts of the textbook.
The importance of textbook evaluation practice has already been recognized by the
researchers and various studies in different contexts and at different levels of the
English language teaching system have been carried out (e.g. Ersdz 1990; Ulasan
1998; Yumuk 1998). Thus, post-use evaluation of textbooks is considered to hold a
very important place in the teaching and learning process especially in educational
contexts like Turkey, where the textbooks are prescribed for use by the
administrative authorities and where the teachers are excluded from the decision
making process. Only such research will provide feedback about the effectiveness of
the textbook used in the teaching and learning process and thus suggestions can be
made for adapting the textbook or substituting it with other textbook models for the

particular teaching and learning context.



1.2. Aim of the study

The aim of this study is to investigate the effectiveness of the textbook Spotlight
on English used in the state primary schools in Turkey based on the post-use
textbook evaluation practice and ultimately to develop a new model which will

compensate for the weaker parts of the textbook.

In order to evaluate the textbook, a textbook evaluation model will be developed
by reviewing the related literature. The components of the textbook that will be
investigated are:

- Physical characteristics

- Language content

- Design and organization
- Language skills

- Exercises and activities

- Cultural considerations
Since the teachers are the most important population to evaluate the textbooks
because of their specialized knowledge and training, a teacher questionnaire will be

used asthe basis of the analysis.

1.3. Scope of the study

The scope of the study is limited to the textbook Spotlight on English used in the
state primary schools in Turkey. Because time is limited in a study like this and the
whole primary schools in Turkey is a large population, only randomly selected
primary schools in the Izmir city are chosen as the context of the study. In order to
evaluate the effectiveness of the textbook, a teacher questionnaire will be prepared
and given to 200 hundred English teachers who have been using this textbook so that

the study can benefit from the opinions of the experienced teachers.



1.4. Limitations

The findings in relation to the evaluation of Spotlight on English will be limited to

the opinions of the 200 English teachers chosen randomly from the state primary
schools in the Izmir city. Based on the gathered data, a new textbook model will be
suggested. However, since textbook development is a demanding task which requires
ateam work and is the task of textbook writers, the development of a new model will
be limited to a model based on the adaptation of the textbook evaluated.



CHAPTER 2. REVIEW OF LITERATURE

2.1. Approachesto textbook evaluation

There are various textbook evaluation models which present different phases of
the textbook evaluation practice. Accordingly, specific checklists have been
proposed to serve as guidelines in evaluating the textbooks.

Ellis (1997: 36) distinguishes two types of materials evaluation: a predictive
evaluation designed to make a decision regarding what materials to use and a
retrospective evaluation designed to examine materials that have actually been used.
Teachers can do predictive evaluation by either relying on evaluations carried out by
expert reviewers in the professional journals or by carrying out their own predictive
evaluations by using checklists and guidelines suggested in the literature (e.g.
Cunningsworth 1984, Breen & Candlin 1987, Skierso 1991, McDonough & Shaw
1993). Retrospective evaluation, on the other hand, can be carried out
impressionistically or emprically, that is, in the form of action research. Ellis (1997:
37) points out that teachers can carry out impressionistic evaluations of their teaching
materials during the course by assessing whether particular activities work and at the
end of the course they make summative judgements of the materials. Emprical
evaluation, on the other hand, is made available through micro-evauation. To Ellis
(1997: 37) “in amicro evaluation, the teacher selects one particular teaching task in
which he or she has a special interest, and submits this to a detailed emprical
evaluation.” Thus Ellis retrospective evaluation model focuses on materials

evaluation at the task level. Evaluating a task involves the following steps:

Choosing atask to evaluate

Describing the task

Planning the evaluation

Collecting the information for the evaluation
Analysing the information

Reaching conclusions and making recommendations
Writing the report (Ellis, 1997: 38)

Nog,rLODNE



The reason for choosing a task to evaluate may range from trying out a new task in
class to discovering how effective the task is in the class and also to experimenting
with a task previousy used by making changes to the input, conditions, or
procedures of a familiar task to evaluate how this effects the outcomes of the task
(Ellis, 1997: 38).

Prior to the task evaluation, a description of the task is provided with regard to its
objectives, the input it provides, conditions, procedures and the intended outcome of
the task. To Ellis (1997) planning of the task evaluation can be similar to a planing of
a program evaluation. The choices involved in planning a task evaluation encompass
the purpose of the evaluation, audience, evaluator, content, method, and timing. In
step 4 the information needed to evaluate a task is collected before, during or after
the teaching of the task. In the data analysis stage both quantitative method, which
can be presented in the form of tables and qualitative method, where a narrative
description of the information is presented can be used. In the conclusion and
recommendation step, the conclusions are formed regarding the purpose of the
evaluation. Thus, to Ellis (1997: 40) “in an objectives model evaluation, the
conclusions need to state to what extent the objectives of the task have been met,
while in a development model evaluation the conclusions need to indicate in what
ways the task has worked or not worked, and how it can be improved.” The reporting
step includes writing a report of an evaluation to share the conclusions and

recommendations with others.

Another textbook evaluation model is proposed by Hutchinson & Waters (1987).
Hutchinson & Waters (1987) divide the evaluation process into four major steps:

Defining criteria
Subjective analysis
Objective analysis
Matching

A w D P



In this model, evaluation is basically a matching process: matching the needs of a
particular teaching/learning situation to available solutions. The evaluation model not
only includes the evaluation of the materials but also the evaluation of the
teaching/learning context. In this evaluation process, the first step is defining criteria
on what basis the teachers will judge the materials. At the second step, there are two
kinds of analysis that the teacher should gpply: Subjective analysis and objective
analysis. Subjective analysis is the analysis of the course in terms of materias
requirements. Objective analysis is the analysis of the materials being evaluated. In
the final stage, that is, the matching stage, how far the material matches the needsis
judged. In other words, how far the objective analysis matches the subjective
analysisis specified.

Breen & Candlin's (1987) model has both an evaluative and a design aspect. The
evaluative stage is divided into two phases: Phase | includes some initial questions as
to the usefulness of the materialsin relation to four criteria:

What the aims and content of the materials are

What they require learners to do

What they require the teacher to do

What function they have as a classroom resource. (Breen & Candlin, 1987:13)

PWDNPE

Phase Il focuses on these questions in detail by suggesting criteria for a more in-
depth analysis of the materials for selection. In this phase of the guide the learners
and the actua classroom situation is very much in mind as in Hutchinson & Water’s

(1987) model. Thus, the questions in phase |1 focus on the following points:

1. learner needs and interest

2. learner approaches to language learning

3. theteaching / learning processin your classroom (Breen & Candlin, 1987:
18).

These issues are, then, investigated in detail in the form of evaluative questions
which will help the teacher to choose the best available textbook.
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The guide VI suggests some design features of materials exploiting “ social nature
of classroom learning group” rather than “individua learning”. The focus on social
nature of classroom learning group is primarily because “many available published
materials are not explicitly designed for classroom work” (Breen & Candlin, 1987:
24).

McDonough & Shaw (1993) propose a textbook evaluation model with three
stages:

1. External evaluation
2. Internd evaluation
3. Overall evaluation

External evaluation is carried out to gain an overview of the organizational
principles involved. In order to examine the organization of the materials, the

author/publisher’s claims are focused on. These include:

1. the ‘blurb’, or the claims made on the cover of the teachers/students books
2. theintroduction and the table of contents
(McDonough & Shaw, 1993: 67)

From the ‘blurb’ and the introduction the teacher can reach conclusions on the

following items:

1. Theintended audience
2. The proficiency level
3. The context in which the materials are to be used
4. How the language has been presented and organized into teachable
units/ lessons
5. The author’ s views on language and methodology (M cDonough & Shaw,
1993: 69)



Other factorsto be considered at external evaluation are the following:

Lo

PODN

Are the materials to be used as the main ‘core course or to be
supplementary to it?

Isateacher’s book in print and locally available?

Isavocabulary list/index included?

What visua material does the book contain (photographs, charts, diagrams)

and isit there for cosmetic value only or isit actually integrated into the text?

5. Isthe layout and presentation clear or cluttered?

6. Isthe material too culturally biased or specific?

7. Do the materials represent minority groups and/or women in a negative way?
8. Do they present a‘balanced’ picture of a particular country/society?

9. The inclusion of audio/video material and resultant cost. Is it essential to
possess this extra material in order to use the textbook successfully?

10. The inclusion of tests in the teaching materials (diagnostic, progress,
achievement); would they be useful for your particular learners?

The second stage, that is,
investigation into the materials. The central issue in internal evaluation is to analyse
the extent to which the claims in the external evaluation stage are in line with the

internal consistency and organization of the materials as dsated by the

(McDonough & Shaw, 1993:70-74)

author/publisher.

11

internal evaluation aims to make an in-depth

For an effective internal evaluation of the materials, a least two units of the

textbook should be examined regarding the following factors:

wphPE

The presentation of the skills in the materials

The grading and the sequencing of the materials

Where reading / *discourse’ skills are involved, is there much in the way of

appropriate text beyond the sentence?

Where listening skills are involved, are recordings ‘authentic’ or artificial ?

Do speaking materials incorporate what we know about the nature of real

interaction or are artificial dialogues offered instead?

The relationship of tests and exercises to a) learner needs and b) what is

taught by the course material

Do you feel that the material is suitable for different learning styles; is a

claim and provision made for self study and is such a claim justified?

Are the materials sufficiently ‘transparent’ to motivate both students and

teachers alike, or would you foresee a student / teacher mismatch?
(McDonough & Shaw, 1993: 75-77)
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In the last stage, that is, overall evaluation, the overall assessment as to the

suitability of the materials are made regarding the following parameters:

1. The usability factor. How far the materials could be integrated into a
particular syllabus as ‘ core’ or supplementary.

2. The generalizability factor. Is there a restricted use of ‘core’ features which
make the materials more generally useful ?

3. The adaptability factor. Can parts be added / extracted / used in another
context / modified for local circumstances?

4. The flexibility factor. How rigid is the sequencing and grading; can the
materials be entered at different points/ used in different ways?

(McDonough & Shaw, 1993: 77-78)

Another textbook evaluation model, which is similar to McDonough & Shaw’s
(1993) model, is proposed by Grant (1990). Grant first poses three questions
regarding the suitability of the textbook:

1. Doesit fit?

2. If it fits, how well does it fit and how does it compare with others that also
fit?

3. Doesit gill fit? (Grant, 1990: 119)

Correspondingly he proposes a three stage evaluation model as follows:

1. Initial evaluation

2. Detailed evaluation

3. In-use evaluation (Grant, 1990: 119)

The aim of the initial evaluation is to find out whether the textbook is worth
examining more closely. For that purpose a checklist called the ‘CATALY ST’ testis
applied. Thetest takes its name from the idea that “a textbook should act as a catalyst
in the classroom and like the catayst in a chemistry laboratory, it should facilitate
change” (Grant, 1990: 19). The eight letters in the word CATALY ST refer to the

criteriaused for the initial evaluation of the materia, which are:

Communicative? Is the textbook communicative? Will the students be able to
use the language to communicate as a result of using the book?
Aims? Doesit fit in with our aims and objectives?
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Teachable? Does the course seem teachable? Does it seem reasonably easy to
use, well organized, easy to find your way around?

Available Add-ons? Are there any useful ‘add-ons', additional materials such as
teacher’ s books, tapes, workbooks, etc? If so, are they available?

Level? Does the level seem about right?

Your impression? What is your overall impression of the course?

Student interest? Are your students likely to find the book interesting?

Tried and tested? Has the course been tried and tested in rea classrooms?
Where? By whom? What were the results? How do you know? (Grant, 1990:
120)

Once the teacher has applied the CATALY ST test and decided that it is worth
examining the textbook more closely, a detailed evaluation, which involves three
stages, is carried out:

1. Doesthe course suit your students?
2. Doesit suit the teacher?
3. Doesit suit the syllabus? (Grant, 1990: 11)

The last step is in-use evaluation, which is a continuous process since the textbook
is re-evaluated constantly while it is used in the classroom. The evaluation criteria
used in detailed evaluation can also be used at this phase with adaptations where

necessary.

2.2.1. Criteriafor evaluating textbooks

Various textbook evaluation models consist of different criteria targeting to
evaluate the different parts of the textbook. Generally, the textbook is evaluated
taking into consideration the physical characteristics, language content, design and
organization, language skills, exercises and activities and cultural considerations. For

this reason, each part of these evaluation criteriais dealt with in detail below.
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2.2.2. Practical considerations

Practical considerations as a criterion in textbook evaluation refer to the evaluation
of the technical aspects of textbook production and design, quality in editing and
publishing, cover, illugtrations, attractiveness, cost, table of contents, availability,
layout and graphics of the textbooks (Williams 1983; Skierso 1991; Daoud & Murcia
1979; Sheldon 1988; Grant 1987; Hutchinson & Waters 1987; Cunningsworth 1995).

Under practical considerations Cunningsworth (1995) investigates the cost of
whole package, the quality of the book, whether it is long-lasting and attractive in
appearance, whether the books are easy to obtain, the books requirements of
particular equipment, such as a language laboratory, listening centre or video player
and if so whether the teacher has the equipment available for use.

Williams' (1983) textbook evaluation scheme includes a component of technical
criteria. Under technical criteria Williams (1983) focuses on whether the textbook is
up-to-date in the technical aspects of textbook production and design, the quality of
the textbook in terms of editing and publishing (cover, typeface, illustrations, etc.),
whether the textbook is durable and not too expensive and the authenticity of the

textbook in terms of language and style of writing.

Skierso (1991) draws attention to the need to evaluate a textbook in terms of
layout and physical make up. The criteria aims to investigate what the book looks
like, whether it is attractive (i.e., cover, page appearance, binding), durable and
whether its size seems convenient for the students to handle, what kind of type sizeis
used and whether the typefaces are functional (i.e., present the organization of the
units), whether simple graphics (e.g., boxes, shadows, arrows, colors) are used to
clarify teaching points. The artwork is another point that is emphasized. It is
important to investigate what kind of artwork there is in the textbook and who and
what are pictured. It is dso important to consider whether the artwork is varied,
colorful and appealing and whether it is related to the text or it is only there for
decoration. The pages are investigated in terms of whether they look cluttered or
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whether there is an aesthetic balance of text and graphical material. The other point
of consideration relates to the table of contents. It is necessary for the table of
contents to indicate where to locate specific structures and their exercises. It is also
important to investigate whether there is an index of new vocabulary and their
location in the text, whether there are appendices and other end matter with maps,

verb summaries, a glossary and lastly whether there is a teacher’ s manual.

McDonough & Shaw (1993) suggest external evaluation criteria for examining the
organization of the materials looking at “the blurb, or the claims made on the cover
of the teacher's/ student book and the introduction and table of contents” (p. 67).
This is the evaluation of what the author / publisher or the textbook say about
themselves. From the ‘blurb’ and the introduction, information about the intended
audience, their proficiency level, the context in which the textbook will be used, the
ways the language has been divided into units and the authors views of language
and language learning are obtained. At the external stage, McDonough & Shaw
(1993: 67-74) suggest some other factors to be considered as follows:

- Are the materials to be used as the main ‘core’ course or to be supplementary
toit?

- Isateacher’ sbook in print and locally available?

- Isavocabulary list / index included?

- What visuad materials does the book contain (photographs, charts, diagrams)
and isit there for cosmetic value only or isit actually integrated into the text

- Isthe layout and presentation clear or cluttered?

- Isthe material too culturally biased or specific?

- Do the materials represent minority groups and/or women in a negative way?

- Do they present a‘balanced’ picture of aparticular country / society?

- The inclusion of audio / video material and resultant codt. Is it essential to
possess this extra material in order to use the textbook successfully?

- The inclusion of tests in the teaching materials (diagnostic, progress,
achievement); would they be useful for your particular learners?

Sheldon’s (1998) scheme for textbook evaluation investigates practical
considerations in terms of availability, layout / graphics, accessibility and the overall
value for money and to what extent the book has realized its stated objectives. In
terms of availability such factors as whether it is easy to obtain sample copies and

support material for inspection and whether it is possible to contact the publisher’s
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representatives to get information about the content, approach, or pedagogical detail
of the book are investigated. Regarding layout / graphics the focus is on whether
there is an optimum density and mix of text and graphical material on each page or
whether the impression is one of clutter. In terms of accessibility it is important to
consider that the material should be clearly organized and the students can find his or
her location in the material at any point, i.e. the student should have a clear view of
the *progress’ made, and how much still needs to be covered. The other factors to be
considered are whether there are indexes, vocabulary lists, section headings, and
other ways of signposting the content to make it possible for the students to use the
material easily for revison and sef study purposes. In terms of overall value for
money, it is important to consider whether the coursebook is cost-effective, easy to

use and successful in the teaching situation in terms of time, labor and money.

In their comprehensive checklist of textbook evaluation, Daoud & Murcia (1979)
suggest some criteria for evaluating the physical make-up of the materals. The
criteria they suggest focus on whether the cover of the book is durable enough to
withstand wear, whether the text is attractive (i.e., cover, page appearance, binding),
whether the size of the book is convenient for the students to handle and whether the
type size is appropriate for the intended learners.

2.2.3. Language content

William’s (1983) textbook evaluation scheme calls for a strict connection between
the psychological and linguistic principles of current and accepted methods of
language teaching and textbook being evaluated. The criteria referring to
linguistic/pedagogical considerations include techniques of textbook presentation,
selection and organization of skills and aspects of the language to be taught. Thus the
textbook is evaluated in terms of “the completeness of and appropriateness of the
items presented, the activities suggested for practicing the items selected, the
sequencing of vocabulary, particularly the functional load, rate and manner of entry

and re-entry, the relevance of its contexts and situations’ (Williams, 1983: 252).
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Williams (1983), furthermore, investigates language content in terms of speech,
grammar and vocabulary. His textbook evaluation scheme investigates speech in
terms of whether it is based on contrastive analysis of English and L1 sound system,
whether there are different ways of demonstrating and practicing speech items,
whether it includes speech situations relevant to the pupils background and whether
it allows for variation in the accents of non-native speakers of English. Grammar is
investigated in terms of teaching structural units communicatively, adequate models
featuring the structures to be taught, the kinds of responses to be given in drills and
the selection of structures with regard to differences between L1 and L2 cultures.
The evaluation of vocabulary focuses on the issues of whether the selection of
vocabulary is done on the basis of frequency, functional load etc., whether receptive
and productive skills in vocabulary teaching are distinguished, whether vocabulary is
presented in appropriate contexts and situations and whether there is a focus on the

problems of usage related to social background.

Hutchingson & Waters (1987) evaluate content in terms of subjective analysis and
objective analysis. While the subjective analysis is the analysis of the course,
objective analysis refers to the analysis of the materias being evaluated. The
suggested textbook evaluation criteria analyses content in terms of the linguistic
description used in the materials (structural, notional, functiona etc.), language
points that the materials cover (structures, functions, vocabulary areas etc.), the
proportion of work on each skill, whether there is skills-integrated work, micro-skills
that are covered in the material, the kinds of texts in the materials (manuals, letters,
dialogues etc.), the subject matter area(s) (medicine, biology etc.), assumed level of
knowledge, and types of topics in the materials, the treatment of the topics (e.g.
straightforward, factual, humorous etc.), the organization of content (e.g. around
language points, by subject-matter), the organization of content within units (by a set
of patterns of components, by a variety of patterns etc.), the sequencing of content
throughout the book (e.g. from easier to more difficult, by creating variety) and the
sequencing of content within a unit (e.g. from guided to free, from comprehension to

production).
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Skierso (1991) also suggests some evaluation criteria to analyse content, focusing
mainly on vocabulary and structures. The basic evaluation criteria for grammar are
what grammar items are chosen, how they are sequenced, how the grammar rules are
presented (deductive vs. inductive), whether they are stated or unstated, whether
there are summaries of verb forms (e.g. paradigms, conjugations), whether linguistic
items are introduced in meaningful contexts or unrelated to core content. The
vocabulary is evaluated in terms of how it is chosen (e.g. based on frequency counts,
thematic units), whether attention is paid to roots, inflectional endings (e.g. plurals,
possessives), how and in what context the vocabulary is introduced, whether the
vocabulary is summarized in some way (e.g. in aforeign language dictionary section
or in a bilingual list). The other basic criteria related to content are what the text’s
level of readability is and whether it matches that of students, whether the basic
patterns and vocabulary included in the text are sufficient for the level of complexity
the text achieves or they are required by the syllabus, what pedagogical
considerations underlie the presentation and sequencing of nouns, verbs, sentence
patterns etc., whether there is evidence of language control (e.g. whether new
structures are presented and explained before they appear in drills and presentation
materials), whether linguistic items are presented in meaningful situations (contexts),

and whether there is recycling of new vocabulary items and structures etc..

Tucker (1978) analyses content in terms of functional load, rate and manner of
entry and re-entry, and the appropriateness of contexts and situations. The problem
of functional load refersto “a problem created by the extent to which certain difficult
and complex words and structures are essential to the manipulation of the language
or to its minimal use in communication” (Tucker, 1978: 226). Thus some irregular
forms, complex structures, or patterns which are difficult to explain (e.g. greeting
formulas) are suggested to be presented early in the book. Such structures must be
taught as formulas without explanation. In the same way, vocabulary is suggested to
conform to the requirements of functional load. To Tucker (1978) the criteria of rate
and manner of entry and re-entry should be applied to both vocabulary and
grammatical structures. Texts are suggested to include six words and one or two

structuresin the first lesson though it may change depending on the age of the learner
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and the length of the lesson. In the later lessons, on the other hand, the text that
consists of six new words in the beginning lessons may introduce twelve words in
the later lessons. The number of structures to be taught may also be increased.
“However, for most beginning learners, a one hour lesson probably cannot
effectively present more than three structures, depending upon their complexity”
(Tucker, 1978: 227). Lastly, regarding the issues of appropriateness of contexts and
situations, Tucker (1978) argues that the content of the text can be evaluated in terms
of both pedagogical and cultural appropriateness. The content of narratives,
dialogues, etc. is argued to help to establish the meanings of the words and phrases
that are presented. Furthermore the selection of the content material should be made
based on the age, level, background and interests of the students. Tucker (1978: 228)
argues that “the contents of oral practices and dialogues and the situations discussed
therein can contribute meaningfully to the general presentation of the culture of
English speaking peoples.” If the learners are learning the language to integrate in
the target language community, a comprehensive cultural information is suggested to
be presented as part of language instruction. However, in contexts where English is
taught as a second language for use as a medium of instruction the content should be

developed on both the target culture and the native one.

Daoud & Murcia (1979), in their textbook evaluation criteria, focus on the
evaluation of vocabulary and structures in textbooks. The criteria they suggest
investigate vocabulary load (whether it seems to be reasonable for the students of
that level), systematic gradation of the vocabulary items from smple to complex
items, repetition of the vocabulary items in the subsequent lessons. The criteria for
evaluating structures in textbooks focus on the sentence length (whether it is at the
students level), the number of grammatical points and their sequence, the
complexity of the structures at the level of students reading ability, the use of
current everyday language and sentence structures that are in normal word order, the
sequencing of sentences and paragraphsin alogical sequence and the linguistic items

introduced in meaningful situations.
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2.2.3. Design and organization

Low (1989) attempts to develop a design-oriented approach to the evaluation of
the internal organization of course units, which tackles the issue at the level of
method or design. He distinguishes a “learning unit” defined as “the set of tasks felt
by the designer to be necessary for the teaching of an item or a syllabus’ from a
“course unit”, which is his main focus, defined as “an arbitrary structural unit which
simply denotes a major division of the course” (Low, 1989: 138). Low (1989),

furthermore, suggests several design oriented evaluation questions such as:

What sort of shape does this unit have?

What isthe rationale and justification for this shape?

Why do these exercises take the form that they do?

Why do they come at precisely this point and in this sequence?

Might other possible design solutions be preferable? (Low, 1989: 138)

grLODNE

Low (1989) examines six possible approaches to structuring the parts of a course
unit. The first approach is the traditional unit structure examplified in the following

way:

1. Presentation &) of language to be learned
b) of language description
2. Controlled exploitation
3. Free exploitation (generalizing to areas other than those in the presentation)
4. Synthesis (pulling disparate strands together and sometimes creating an
“end- product’) (Low, 1989: 139)

Courses adopting this ‘traditional’ design begin with areading or listening passage
and follow with a set of comprehension questions and / or repetitions of the text, plus
short grammatical drills. At the end of the unit there may be a writing passage for
homework. However, Low (1989: 140) argues that

Whether or not the designer makes suggestions to the teacher about how
actual class periods should be structured, the fact that the phases are rigidly
sequenced across the whole course unit makes it in practice very hard to have
much structural (in the design-related, not grammatical sense) variety in the
course of asingle lesson.
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The second approach is the single presentation solution. The focus of the unit is
restricted to one set of people solving a problem via a single text. The presentation
passage or dialogue will be long and the class time will be devoted to understanding
the text. In a single presentation solution the presentation text usually appears at the
start of the unit. However, Low (1989) points out two disadvantages of positioning a
single presentation text at the very start of aunit. The first oneis that since the aim of
the text is to introduce and contextualize the language items to be taught, the students
may not fully understand the text in initia reading. This implies testing the students
on how successfully they understand the text. Low (1989) argues that this problem
can be avoided by introducing ‘pre-teaching exercises, which introduce the new
language items and familiarize the students with new skills and topic areas. The
second problem that the single-text-first solution brings about is that the text,
especialy if it is an ‘authentic’ one, may dictate the content and the structure of the
rest of the unit. The comprehension questions and exercises following the text will
depend on the text so it will redtrict the exploitation of free exercises or tasks in a
structured way. Low (1989) suggests that where a single presentation text is chosen
as an appropriate design, the text can be placed not at the beginning of the unit but at
the end. “The designers can then take the disparate strands of the text and build in
various ways, towards longer and longer chunks of reading or listening, culminating
in the text itself, which the learner should finally be able to read with considerable
understanding” (Low, 1989: 143).

The third approach is the multiple presentation solution. Low (1989: 143) argues
that

One way round the difficulties associated with single presentation formats is
to opt for short amounts of presentation material spread throughout the unit.” Its
main advantage is that information density is controlled and “the content, style
and length of each chunk of text can be matched to expected characteristics
(such as the concentration span) of the target learners.
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The other advantage is that editing short passages is much easier than long ones.

Furthermore,

Storylines and tasks can be used which provide real-life (or at any rate
extralinguistic) justifications for locating things at specific points and multi-text
complexes can be devised such that texts reinforce each other, contrast with
each other, involve jumps of formality or style, contradict each other, build
patterns of things sometimes hinted at, sometimes asserted and so on. (Low,
1989: 143-144).

The fourth approach is the feeding and bleeding solution in structuring a course
unit or a learning unit. Low (1989) argues that in structuring a course unit or a
learning unit, the nature of the relationships between presentation material and
accompanying exercises and between the exercises themselves is an important point.
Feeding can be defined as “an exercise feeds into another if it provides something
that is needed for the second one’ (p. 145). The essential point is that the second

exercise cannot be done unless the first exercise is compl eted.

The fifth approach is the writing-last solution. In this approach “the unit ends with
a writing task, such as an essay or a letter, which pulls together the grammatical
points covered in the rest of the unit” (Low, 1989: 147). However since this solution
relates only to the end of the unit, the other points relating to the structure of the

whole unit is ignored.

The last approach is the storyline solution. “One fairly commonly adopted device,
used primarily to provide an obvious link between the units of a courseg, is to have a
story text which runs the length of the materias, with one episode per unit (for
example O’ Nelll et. a., 1971, Kernel Lessons Intermediate)” (Low, 1989: 149). In
this case each episode should be self contained so that they can be read on their own.
The possible disadvantages, however, may be that it may be difficult to remember
the earlier episodes to make connections with the new ones or that the students may
not be interested in the characters taking part in the story.
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Ellis & Ellis (1987) also deal with the issue of design criteria for EFL
coursebooks. They argue that “a great many people today are educated to be critical
about the transmission of information through a display of text, artwork and
photograph- to be critical, to react, and to select or reject” (Ellis & Ellis, 1987: 90).
Design is argued to set the scene and good design specifies what is going on and
there is no need to ask what the things are about. “Design should clarify what is
being asked of the reader by indicating the weight of importance of different matters
within the text, and how they relate to each other” (Ellis & Ellis, 1987: 91). Ellis &
Ellis (1987) suggest the implications for design criteria for EFL textbooks in the

following way:

- At a glance recognition of what is happening on the page so that the EFL
learner and teacher are both fully aware of theme, purpose and intended result.

- Clear information paths which help the EFL learner and teacher to understand
the relationships between the texts, exercises, artwork and photographs so that
they know where to go / what to look at next.

- Accessibility to target group ensuring that both EFL learner and teacher feel
that they can relate happily to the material on the page.

- Encouraging both the EFL learner and teacher to feel motivated to use the
information which the design is helping to transmit (Ellis & Ellis, 1987: 91).

Ellis & Ellis (1987) furthermore suggest three main design criteria: relevance,
accessibility and coheson. In terms of the relevance factor such features as
signposts, audience, color and mimes's are paid attention to. A headline, chapter or
unit heading are argued to have a number of purposes such as to attract interest and
to summarize what is to be expected. Subheadings are also important since they
serve for skimming and they play an important role for communicating the overall
picture. The relevance of artwork and photographs to the theme also plays an
important role in textbook design. Pictures are devices for enlightening an obscure
text. They are also additional statements explaining what is going on and they
contextualize and illustrate vocabulary. In terms of the relevance to the audience,
Ellis& Ellis (1987: 93) argue that the following questions should be asked:

- Does the book contain sufficient variety of design to interest the learner?
- Isthe use of cartoon and photograph at the right level for the learner?
- Isthe density and variety of text at the right level for the learner?
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In terms of color, gecific questions should be asked in the following way:

- Isit really necessary? How does it frame and enhance the text? |s the choice of
color accidental or does it complement and bring out a particular theme or topic?
- If the layout is at al mimetic- if it is an attempt to copy an accepted format
such as an advertisement- then is the use of color believable? Is it relevant to
everything e se that is being attempted on the page, or is it rather a distraction?
(Ellis & Ellis, 1987: 93).

Mimesis, on the other hand, refersto “the act of deliberately attempting to copy an
established and recognized format; in the attempt to look like or represent an
advertisement, for example; one format often copied is schedules, such as TV
programmes and train timetables” (Ellis& Ellis, 1987: 93). Mimesis also reflects the

language items as redlistic, having life and validity outsde the classroom.

In terms of accessibility, the materials should have a clear reading path, possess
obvious quality of production both in text presentation and layout, and in choice and
use of visua support, and will- in the event of the pedagogical approach being
equally acceptable- therefore be both reader friendly and teacher friendly” (Ellis &
Ellis, 1987: 94). To examine the accessibility of the textbook the following set of
guestions are asked:

- Are you interested in this topic?

- Does the layout help you find your way round the page?

- Isthere alogical movement from one page to another?

- Does the page tell you what language work you are doing?

- Are you motivated to pick up this book and look through it- Does it attract
you? (Ellis & Ellis, 1987: 97).

Lastly, the cohesion criteria examines the design cohesion, in terms of whether
the various components of the book hold together, visudly, and in terms of
accessibility, whether the pages of a unit have a coherence about them which is
instantly recognizable, and whether each page is coherent within itself. In alanguage
text, overal coherence is achieved by means of a variety of signposts and they

should be examined in the following way:
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- Uniformity of page allocation to units. If some units are long and some short
then is the student to feel that some units are more important than others?

- Colour is a design feature, and one should question whether its use is
successful on the page or the spread. Is the use of colour relevant? Is it
professional? Is it put to good use? Isit pleasing?

- Typographical and design conventions adopted within the book are signals
designed to indicate what is happening, to draw the eye and hold the page or the
other unit together. Do they give clues to the relative importance of items and
the reading path? Are they used consistently?

- Isthe overal coherence achieved through the binding together of a number of
different and interesting components, or is the book merely alinear progression,
an endless repetition of the same approach? (Ellis & Ellis, 1987: 97).

2.2.5. Language ills

Beatie et. al. (1984), in their survey of the treatment of reading skills in elementary
college-level foreign language textbooks, concluded that the materials are rather
weak in their treatment of reading. Thus they propose practical remedies for the
improvement of these textbooks. Beatie et. al. (1984: 204) argue that “reading skills
must be as explicitly addressed in first year texts as pronunciation skills and
grammatical mastery”. In their treatment of reading skills in textbooks, reading skill
is approached in terms of three phases: pre-reading, content and presentation of text,
and post-reading and reprocessing. Pre-reading strategies provide the students with
background knowledge before reading a passage. Bedtie et. al (1984) argue that the
general guidelines on the reading process that the text includes appear as hints
throughout the given book. However, to be most effective, advice on guidelines must

be incorporated as an integral part of the text.

Guidelines should mention techniques such as looking a questions and
photographs before reading a passage in order to discover its topic and
organization, making hypotheses about its content, reading first for concept and
then for detail, working by paragraphs, re-reading for reinforcement, and
isolating verbs, subjects, and objects as a strategy for understanding (Bedtie et.
al., 1984: 205).

Besides, the exercises which prepare to use different types of reading strategies for
different purposes such as scanning, skimming, distinguishing reading for main ideas
from reading for detail are strongly suggested. Aside from these guidelines, passage
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specific preparation has a more narrow focus. There are two ways of doing this
preparation: a treatment of vocabulary and an introduction to the passage itself.
Although current texts address the issue of vocabulary in a pre-reading context by
teaching the student new words that appear in the passage, “an awareness of the
relationships among words (e.g., derivation, redundancy patterns) is much more
crucia than mastery of specific vocabulary items, and the skills involved in context-
guessing are more useful to a new reader than is a large list of discrete words”
(Beatie et. al., 1984: 205). In terms of passage introductions, on the other hand, these
should be designed to provide a context to assist learners in reading. Information
which raises the students’ expectations about the content of a passage, introductions
helping the reader recall personal experiences which could be helpful in interpreting
a text, questions to dlicit the students' prior knowledge raise as important issues in
pre-reading phase. The content and presentation of reading passages are also as
important as pre-reading strategies. Bedtie et. a. (1984: 206) argue that “authors of
four-skills texts have written or selected reading passages on the basis of density of
new words or structures and have relied mostly on readings they have written
themselves.” Thus students face only one style of writing: textbook-author composed
reading paragraphs. The authors argue that since these texts are not designed
primarily for teaching reading, but for teaching grammatical structures or
vocabulary, they lack an appropriate style. “The guiding criterion for composition or
selection of reading material in four skills texts ought to be the degree to which
passages force students to read for comprehension” (Begtie et. al., 1984: 206). Thus
the selection of reading materials which consist of both stylistic range and content
and which will challenge the students is suggested. Beside the selection of
appropriate passages, graphics and formatting devices should also be paid specia
attention since they “play an important role in reinforcing pre-reading strategies and
in heightening the structural comprehensibility inherent in a well written language
sample’ (Beatie et. al., 1984: 206). Underlying keywords and cognates or printing
them in a different typeface, emphasizing one or more parts of speech, setting apart
phrases or topic sentences crucial to the meaning of an entire text from the rest of the
passage by highlighting in a contrasting color can help students comprehend the text
better.
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Lastly, regarding the issue of post-reading strategies, Bedtie et. al. (1984) argue
that most reading texts mostly rely on a single type of post-reading device:
comprehension testing. In the post-reading phase, the general format adopted is that
some content questions to check the students' comprehension of what they have read
follow the reading text. However, it is argued that there are different types of
comprehension testing which would provide not only variety but aso effective
learning. Direct comprehension testing, for example, should not allow the studentsto
respond by quoting a sentence from the passage since what is tested here is the
students comprehension of the question, not of the reading.

While comprehension testing of specific facts is important, at least some
content questions should be phrased in such a way that the students must recall
the passage globally, rather than phrase by phrase, in order to respond, the same
requirement holds for true / false, multiple choice, fill-in, or completion items
(Beatie et. a., 1984: 208).

One type of exercises suggested which can accomplish indirect comprehension
testing is summary or pargphrase. Furthermore, after the students pargphrase or
summarize what they have read further exercises can require them to find the
implications of what they have read, draw conclusions from it or express opinions
about it. The other type of post reading exercise that is suggested is reprocessing:
“exercises that take students back into the passage they have already read and
comprehended, oblige them to work with it in other ways, and thus reinforce their
learning of vocabulary and structures as well as their reading skills’ (Bedtie et. al.,
1984: 208). One such exercise is called close testing. After students read a passage
they are presented another passage related to the previous one in which aword of the
text is replaced with a blank. A close test provides the students with the opportunity
to use their knowledge of the grammatical and the semantic context to insert the
appropriate word. Bedtie et. a. (1984) argue that some reprocessing exercises can be
purely mechanical: students can be asked to underlie all verbs, personal pronouns

and nouns in the passage. Others can be more meaningful.
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Students may be asked to identify the key ideas, the organizational principles
(e.g., do a post hoc outline of the passage), or rhetorical devices of the passage
they have read, to describe the biases or assumptions inherent in the passage, or
to make cross-cultural comparisons based on its content” (Beatie et. al., 1984:
208).

Cunningsworth (1995) also focuses on the investigation of the language skills in
his checklist for textbook evaluation. The suggested criteria investigates the

following points:

- Are all four skills adequately covered, bearing in mind your course aims and
syllabus requirements?

- Isthere material for integrated skills work?

- Are reading passages and associated activities suitable for your students
levels, interests, etc.? Is there sufficient reading material ?

- Is listening material well recorded, as authentic as possible, accompanied by
background information, questions and activities which help comprehension?

- Is material for spoken English (dialogues, roleplays, etc.) well designed to
equipt learnersfor redl life interactions?

- Are writing activities suitable in terms of amount of guidance / control, degree
of accuracy, organization of longer pieces of writing (e.g. paragraphing) and use
of appropriate styles? (Cunningsworth, 1995: 3-4)

McDonough & Shaw (1993), in their internal evaluation criteria, deal with the

language skills in the following way:

- The presentation of the skills: whether all language skills are covered, in what
proportion, and whether this proportion is appropriate to the context in which
the students are working, whether the skills are treated discretely or in an
integrated way?

- Where reading / ‘discourse’ skills are involved, is there much in the way of
appropriate text beyond the sentence?

- Where listening skills are involved, are recordings ‘authentic’ or artificial?

- Do speaking materials incorporate what we know about the nature of red
interaction or are artificial dialogues offered instead? (McDonough & Shaw,
1993: 75-76).
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2.2.6. Exercises and activities

Skierso (1991) focuses on the evaluation of exercises and activities in textbooks
from a variety of perspectives ranging from satisfaction of syllabus objectives and
fulfillment of student objectives to the degree they focus on form and
communication. Exercises that encourage students' active participation and promote
critical thinking (i.e. interpretation, application, analysis, synthesis) are considered to
be highly important. Instructional clarity and appropriateness of the exercises,
stereotype-free content, their suitability for the students age, level, background and
interest, appropriate revision of the exercises in the materials and the degree the
activities provide for the development of study skills such as skimming, note taking,
outlining are other factors that are suggested to be considered as essential in criteria
for evaluating exercises and activities.

Similarly, Daoud & Celce-Murcia (1979) investigate exercises in terms of
whether they promote meaningful communication, whether they develop
comprehension and test knowledge of main ideas, details and whether they involve
vocabulary and structures. A pattern review within lessons and the type of exercises
that provide practice in different types of written work (sentence completion, guided

composition etc.) are considered as necessary in the design of exercises.

Ellis (1997) retrospective evaluation model, on the other hand, focuses on the
evaluation of tasks. To Ellis (1997) task evaluation involves choosing a task to
evaluate, describing the task, planning the evaluation, collecting the information for
the evaluation, analysing the information, reaching conclusions, making

recommendations and writing areport. Ellis (1997: 38) argues that

The reason for choosing a task to evaluate may range from trying out a new
task in class to discover how effective the task is in the class and also to
experimenting with a task previously used by making changes to the input,
conditions, or procedures of a familiar task to evaluate how this affects the
outcomes of the task.
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After the evaluation, the conclusions are formed regarding the purpose of the
evaluation. Ellis (1997: 40) argues that “in an objectives model evaluation, the
conclusions need to state to what extent the objectives of the task have been met,
while in a development model evaluation the conclusions need to indicate in what

ways the task has worked or not worked, and how it can be improved.”

Nunan’s (1989) checklist for evaluating communicative tasks consists of various
components in terms of which tasks can be evaluated. These are goals and rationale,
input, activities, roles and settings, implementation, grading and integration,

assessment and evaluation.

Evaluation of goals and rationale of the task requires a consideration of clarity of
the goa of the task, appropriateness of the task to the learners proficiency level, the
degree the task reflects areal-world or pedagogic rationale, the view of the nature of
language and learning inherent in the task, the extent to which the task is interesting
and motivating to the students and the degree the task encourages the application of

classroom learning into the rea world.

Analysis of input requires a consideration of the form of the input, whether it is
authentic and whether it is appropriate to the goal of the task. In terms of activities,
the criteria to be considered are whether the activities are appropriate to the
communicative goas of the task, if not whether they can be modified to make them
more agppropriate. Investigation of the degree the task stimulates students to use
bottom-up or top-down processing skills, the presence of information gap or problem
solving which will prompt a negotiation of meaning, whether the activities are
appropriate to the input data and whether the activities designed in a way which will
allow learners to communicate and cooperate in groups are argued to be necessary.
In the analysis of roles and setting, it is important to consider learner and teacher
roles inherent in the task, their appropriateness, the level of complexity in the
classroom organization implicit in the task and whether the setting is confined to the

classroom.
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The implementation phase focuses on the extent the task engages the learners
interests, the communicative potentia of the activities, the opportunity for learnersto
negotiate meaning, the type of languages stimulated by the task and the unexpected
outcomes in the implementation of the task. In terms of grading and integration the
factors to be evaluated are the appropriateness of the difficulty of the task for the
students, the potential modifications that can be made to the task, the structure of the
task, the principles upon which the tasks are sequenced, the range of macroskills
integrated into the sequence of tasks. Some other important criteria are whether tasks
exhibit task continuity principle, whether communicative tasks are integrated with
other activities and exercises to provide learners with opportunity to practice the
linguistic system, and whether the tasks incorporate exercises in learning how-to-

learn.

Lastly analysis of assessment and evaluation focuses on the means for the teacher
to determine how successfully the learners have performed and also whether the task
has built into it some means whereby learners might judge how well they had
performed, and whether the task is redistic in terms of the resources and teacher

expertise it demands.

2.2.6. Cultural considerations

Textbooks are also evauated in terms of their treatment of culture
Cunningsworth (1995: 90) arguesthat “if coursebooks have any subject content, they
will directly or indirectly communicate sets of social and cultural values which are
inherent in their make-up”. It is called the hidden curriculum as it is unstated and
undisclosed in the textbook. “Because the underlying value system is not explicit and
is unstated, it is necessary to look at coursebooks in some detail in order to unearth
what some of their unstated values ar€’ (Cunningsworh, 1995: 90). Thus, an
investigation of the representation of men and women, the portrayal of women in
relation to men, the representation of people in terms of ethnic origin, social class,

age, occupation etc. in the textbooks are important elements for investigation. “One



32

of the main aims of such an analysis is to identify unrepresentative negative
stereotypes, such as women regularly being shown as housewives or being seen as
only able to attain fulfillment in life through their men or being portrayed asillogical
and excessively emotional” (Cunningsworth, 1995: 91). Thus evaluating materials to
find out whether such stereotypes exist will lead to suggestions for the improvement

of textbooks for future use.

In hisanalysis of gender in elementary school texts, Jassey (1998: 88) argues that

Charactersin stories in elementary language arts textbooks- reading, language
and composition- are still encumbered by old stereotypes and have hardly been
endowed with any new traits and roles...females are virtually excluded from
displaying any physical or intellectual competence or from serving in any
professional rolein public life.

Besides in his analysis of gender bias in textbooks published in other countries
including Britain, China, Greece, Mexico, Nigeria etc., Jassey (1998: 88) specifies
that “females are presented as passive and home-oriented compared to males, who
are presented as active and work-oriented (and also) compared to males females

appear in aseverely limited number of roles’.

Ansary & Babaii (2003) also explored the status of sexism in current ESL /EFL
textbooks in terms of sex visibility in texts and illustrations, female / male topic
presentation in dialogues and reading passages, sex-linked job possibilities, sex-
based activity types, dsereotyped sex roles, firstness and masculine generic
conception. The reported result was that textbooks presented unfair and inexcusable
picture of women: “On the frequency of occurrence, women suffered most obviously
from low visibility” (p.1)..“the occupationa capacities in which women were
portrayed appeared to be mostly restricted to occupations such as student and nurse,
in few cases including a job such as teacher or doctor” (p. 6) and another
representation indicate “the shunting of women towards more traditional
stereotypical roles such as doing the dishes, cooking, serving food, setting the dinner
table, and taking care of children” (p. 6).
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Otlowski (2003) examined an English language textbook used throughout Japan
for gender bias and ethnic group portrayal. The result indicated that the depiction of
women was generaly restricted to homemakers and mothers and that there was not a
realistic representation of the ethnic makeup of society. In terms of racial bias a lack
of representation of minorities was specified in the textbook. Otlowski (2003: 5-6)

argues:

Out of more than a hundred illustrations and pictures in the textbook, there
are only four that depict someone who may not be white. Even in the pictures
showing classrooms in both the United Kingdom and the USA, all the students
are white and, from the appearance of the classrooms and the students dress,
come from upper-middle class families.

To Cunningsworth (1995) the representation of the realistic nature of the
characters depicted in the coursebook is also of great importance: their fears, hopes,
loves, hates etc. The complete picture of characters with all of their affective aspect
should be represented in the coursebooks.

The other aspect of the treatment of culture in the textbooks relates to the society
and social structure. Cunningsworth (1995: 91) argues that:

In some coursebooks the characters exist in some kind of social network,
whether the focus is on the family, the peer group or the workplace, and interact
with one another. But in others, characters pop up from nowhere, sometimes just
as disembodied voicesin a dialogue and disappear just as quickly. This portrayal
of socia relationships (or lack of them) does little to give credibility to the
characters, does not help learnersto relate to them and provides little context for
meaningful language learning.

The last aspect of the representation of culture in ELT textbooks relates to the
issue of the treatment of target language culture. Alptekin (1993: 137) argues that

The *fit’" or consistency between the culture specific aspects of cognition and
the native language undergoes a substansive degree of conflict when one begins
to learn a foreign language. The acquisition process causes learners schemas to
be subjected to novel cultural data whose organization for purposes of
comprehension and retention becomes difficult or even impossible to achieve.
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Alptekin  (1993) relying on Widdowson' (1993) distinction of schematic
knowledge (socially acquired knowledge) and systemic knowledge (knowledge of
the formal properties of language involving both its semantic and syntactic systems)
further argues that:

Given what is known about the facilitating effects of familiar schemas (or
schemata) on foreign language acquisition, it is most natural for learners to rely
on their already established shematic knowledge when developing new systemic
knowledge. For this reason, foreign language teaching material s which make use
of target language culture elements to present the systemic data are likely to
interfere with this natura tendency...(and hence they) are detrimental to foreign
language learning....(p. 1)

The representation of culture in ELT textbooks thus covers a variety of issues for
investigation. Cunningsworth (1995: 92) lists the areas of investigation as follows:

- range of topics

- inclusion of sensitive social / cultural topics
- characters depicted:

- representation of women

- portrayal of gender role

- @e

- socia class

- ethnic origin

- occupation / profession
- disability

- socid relationships:

- family make-up

- socid networks

- expression of persond feelings

- interactions

- transactions (functional interactions)
- personal interactions
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CHAPTER 3. METHOD

3.1. Participants

The participants in this study were two hundred English teachers a the state
primary schools in five districts in Izmir city: Buca, Gaziemir, Konak, Karsiyaka,
and Bornava. Both female and male English teachers who have been using this book

have participated in the study.

3.2. Instruments

In this research, a likert type textbook evaluation questionnaire was developed to
obtain data about the textbook. The questionnaire was in English as all the
participants were English teachers. The questionnaire was piloted with sixty English
teachers who were different from the participants of this study to check the clarity
and the suitability of the items in the questionnaire and revised according to the
feedback. The reliability factor was found to be 0,77.

3.2.1. Teacher questionnaire

The questionnaire consists of thirty six items listed under six sections. In order to
develop the quegtionnaire, the textbook evaluation literature was reviewed. The
format and the items were adopted and adapted from different resources (e.g.
Cunningsworth 1984; Breen & Candlin 1987; Skierso 1991; McDonough & Shaw
1993; Grant 1990). The categories and their function in the questionnaire are as

follows:

I Practical considerations: The items under this category aim to investigate
the effectiveness of the textbook production and design, quality in editing
and publishing, cover, illustrations, atractivess, cost, layout and
presentation.

. Language content: The items under this category gather information about
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the vocabulary load introduced in each lesson, the repetition of the new
vocabulary in subsequent lessons, the number of grammatical points
introduced in each lesson and their sequencing and the recyling of the
grammar items.

1. Design and organization: This category includes items investigating
different aspect of design features in the textbook: page and unit
organization, attractiveness of design and coherence in unit format.

IV.  Language skills: The items under this category gather information about
the suitability of the reading passages for the students' level and interest,
the textbooks' focus on different skills and on integrated skills work.

V. Exercises and activities: This category includes items investigating
sufficiency and the appropriateness of the activities for the students,
whether the activities provide a variety of interaction for the students and
whether they give enough focus on practicing language and whether they
offer meaningful language use.

VI. Cultural considerations: The items under this category gather information
about the treatment of native culture along with target culture, the
representation of characters from different socio-economic class, the
representation of men and women and the roles assigned to them in the

textbook.

3.3. Data collection procedure

Before administering the questionnaire to the teachers at the primary schools in
Izmir city, permission was gained from the ministery of education through an official
letter to the head of the director of education in the izmir city center. Data were
collected between May and June 2006. Two hundred questionnaires were distributed
to the teachers working at the state primary schools in the districts of Buca,
Gaziemir, Konak, Karsiyaka and Bornova.
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3.4. Data analysis

The data analysis is carried out by frequency analysis. The statistical analyses
were carried out using SPSS software program. The results of the frequency analysis

were used to interpret the results.
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CHATPER 4: RESEARCH FINDINGS AND DATA ANALYSES

4.1. Introduction

This chapter presents the research findings in terms of frequency analysis and the
interpretation of the results made in line with the background information and review
of literature. The teacher responses to the questionnaire will be also be interpreted
focusing on the content of the textbook.

4.2. Interpretation of the results

4.2.1. Practical considerations

The first item under this category asked whether the textbook was effectivein
terms of cover and page appearance.

Table 1.1 attractiveness of the textbook in terms of cover
and page appear ance

80

601

404

204

Percent

0
strongly disagree undecided strongly agree

disagree agree
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Most of the teachers agree that the textbook is effective in terms of cover and page
appearance. “ The quality of publishing, quite apart from matters of durability, can be
seen in attention to details of interest and attractivenessin the book™” (Tucker, 1978:
232). Indeed, the textbook “ Spotlight on English” has alively page appearance and
an attractive cover.

When the teachers were asked whether the textbook contained a sufficient amount
of visual materials (photographs, charts, diagrams) helping the students understand
the text, 65 % of the teachers agreed and 25 % of them stongly agreed with the item.

Table 1.2 sufficiency of the visual materials

70

601

501

401

301

204

109

Percent

0
strongly disagree undecided strongly agree

disagree agree

The texbook contains various photographs, diagrams and charts in every unit.
Some of the pictures are real-life pictures and some of them are drawings. Both
people, objects and places are pictured in the units. In some units, the pictures and
charts dominate the texts. While this may be a positive side of the book, an important
issue for consideration is whether the visual materias are actually integrated into
the text. When asked to the teachers, 87 % of them gave a positive answer to the item
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that the visua materials are actually integrated into the text.

Table 1.3 integration of the visual materialsinto the text

70

601

501

404

301

204

104

Percent

0
strongly disagree undecided strongly agree

disagree agree

Given closer investigation into the visual materials in the textbook, it is seen that
the pictures, diagrams and charts are used to illustrate the points in the texts. They
are aso used either to teach the vocabulary items or to form a red-life picture of a
city described in a text or to practice the numbers, for ingance. Thus the visual

materials in the textbook serve a purpose and they are not there only for cosmetic
value.

However, when the teachers were asked whether the layout (the arrangement of a
page of the book) and presentations were clear, 51% of them disagreed and 40 %
strongly disagreed with the item.
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Table 1.4 clarity of layout and presentation

60

504

401

301

204

109

Percent

0
strongly disagree undecided strongly agree
disagree agree

This may be because in some units, the texts, diaogues, pictures, charts and
diagrams are intensely imbedded in each other, which presents a cluttered page view.
Besides there is not a presentation section in the units and the students don’t get an

idea of what they will learn or practice.

When asked whether there are indexes, vocabulary lists, section headings and
other methods of signposting the content, 69 % of the teachers agreed and 22 % of
them strongly agreed with the item.
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Table 1.5 the presence of the methods of signposting the
content

80

601

404

204

Percent

0
strongly disagree undecided strongly agree
disagree agree

Indexes, vocabulary lists and section headings allow the students to use the
material easly both for revision and self study purposes. Thus they are necessary
components of a textbook. The textbook is effective in this respect since there is an
index of vocabulary items and their location in the text. There are also other

appendiceslikeirregular verb forms, list of proper names and numbers.

The last item under the category of practical considerations asked whether the
textbook was cost-effective, easy to use and successful in the teaching situation in
terms of time, labor and money. 36 % of the teachers strongly disagreed and 56 % of
them disagreed with the item.
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Table 1.6 success of the textbook in terms of time, labor and
money

60

501

401

304

204

109

Percent

strongly disagree undecided

disagree agree

The teachers do not find the book successful in their teaching situations in terms of
time and labor. However, for a detailed comment of the teachers on the different
components of the textbook, the categories of language content, design and
organization, language skills, exercises and activities and cultural considerations will
be investigated below.



4.2.2. Language content

The first item under this category asked whether the vocabulary load ( i.e., the
number of new words introduced in each lesson ) was reasonable for the students of
that level. 35 % of the teachers strongly disagreed and 52 % of them disagreed with
the item.

Table 2.1 vocabulary |cad

60

504

401

301

204

109

Percent

0
strongly disagree undecided strongly agree
disagree agree

In the open-ended comment section of the questionnaire, the teachers also
commented that some texts included a lot of unknown vocabulary items, which made
it difficult for the students to understand the text. Actually some units of the textbook
introduce nearly twenty vocabulary items. To Tucker (1978), the criteria of entry and
re-entry should be applied to both vocabulary and grammatical structures. Texts are
suggested to include six words and one or two structures in the first lesson though it
may change depending on the age of the learner and the length of the lesson. In the

later lessons, on the other hand, the text that consists of six new words in the
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beginning lessons may introduce twelve words in the later lessons. Thus the
vocabulary introduced in each unit should be carefully controlled.

The second item under this category investigated whether the new vocabulary was
repeated in subsequent lessons for reinforcement. 91 % of the teachers responded
positively to thisitem.

Table 2.2 repetition of the new vocabulary

80

601

404

204

Percent

0
strongly disagree undecided strongly agree

disagree agree

It indicates that there is an adequate focus on the revision of the vocabulary items
in the textbook. Given closer investigation into the textbook, it is seen that this is
both in the form of vocabulary practice and the presentation of the previoudy learned
vocabulary in a new text.

Aside from the vocabulary issue, the teachers were asked whether the number of

grammar points introduced in each lesson was appropriate.
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Table 2.3 appropriateness of the number of grammatical
points

50

401

301

204

104

Percent

0
strongly disagree undecided strongly agree
disagree agree

80 % percent of the teachers responded negatively to this item. This may be either
because the number of grammar points introduced in each lesson is too much for the
students or there are few grammar points presented in each lesson. Given a closer
investigation into the textbook, it is seen that there is not a coherence in the number
of the grammatical items introduced in each unit. While lesson 3, for example, aims
to introduce the past tense of the verb “to be” and the tag questions with be, lesson 7
introduces the structures: will / won't + you have + N I'll have + N, would /
wouldn't + you like something to + V, I'd like + N /to have + N, I'd like + to — V,
indefinite pronouns. one, nothing, al (pronoun). Lesson 10, on the other hand,
introduces possessive pronouns: his, hers, ours, theirs, plura possessives such as the
Johnsons', whose + N...?, one/ ones (referential pronouns), which + one/ ones...?,
the red one / ones, anything + to + V. While the number of grammar items to be
introduced in each lesson may change depending on their complexity, Tucker (1978:

227) argues that “for the most beginning learners, a one hour lesson cannot
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effectively present more than three structures.”

The fourth item under this category investigated whether the sequencing (order) of
grammar points was appropriate.

Table 2.4 appropriateness of the order of grammatical points

60

504

401

304

204

109

Percent

0
strongly disagree undecided strongly agree

disagree agree

Most of the teachers responded positively to this item. The textbook presents the
grammar items like expressions of indefinite quantity (a few, a little, many, much),
present and past form of the verb “to be” early in the course and later follows some
pronouns and possessive adjectives, passive structure, models (may, can, could) and
comparative and superlative structures. Generaly the format follows the rationale of
going from easier to more complex structures. The teachers find the sequencing of
the grammar pointsin the textbook appropriate.

As to the revision of the grammar points in the subsequent lessons, 37 % of the
teachers strongly disagreed and 44 % of them disagreed with the item that the new

structure is repeated in subsequent lessons for reinforcement.
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Table 2.5 repetition of the new structure

50

404

301

20+

104

Percent

0
strongly disagree undecided strongly agree

disagree agree

LC5

The students are presented with a new grammar point in a unit; however, the
following units do not offer practice activities for the previously presented language
items. After five lessons, there are “check-up” sections which provide a revision of
the language items presented in the previous lessons. However, since the following
units do not give place to practice activities for the previous grammar points, the

items presented in each unit remain unrelated to each other.

When the teachers were asked whether the number of vocabulary and grammar
items introduced in each unit are the same, 89 % of the teachers responded
negatively.
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Table 2.6 the number of vocabulary and grammar itemsin
each unit

60

501

401

304

204

109

Percent

strongly disagree undecided

disagree agree

While the textbook presents different number of grammar points in each unit the
number of them do not far exceed the number suggested by Tucker (1978), for whom
texts should include one or two structures in the first lesson though the number may
increase in the later lessons. However, the number of vocabulary items presented in
some units in the textbook pose a problem for the students. Some teachers
commented that the texts contained too many unknown vocabulary items, which
made it difficult for the students to understand the text.
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4.2.3. Design and or ganization
The first item under this category asked whether the textbook contained a
sufficient variety of design to interest the learner. 88 % of the teachers responded

negatively to thisitem.

Table 3.1 the presence of variety of design

70

601

501

401

301

204

109

Percent

0
strongly disagree undecided strongly agree
disagree agree

Ellis & Ellis (1987: 90) argue that “a great many people today are educated to be
critical about the transmission of information through a display of text, artwork and
photograph- to be critical, to react and to select or reject.” Design is argued to set the
scene and good design specifies what is going on and there is no need to ask what the
things are about. A headline, chapter or unit heading are argued to have a number of
purposes such as to attract interest and to summarize what is to be expected. The
relevance of artwork and photographs to the theme aso plays an important role in
textbook design. Pictures serve the purpose of enlightening an obscure text and

explaining what is going on and they contextualize and illustrate vocabulary. While
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the textbook is rich in terms of photographs, charts and diagrams to illustrate the
topics, the teachers do not find the design features in the textbook attractive. It shows
that only the richness of the illustrations do not suffice to make the textbook

appeding for the teachers and other design related issues concerning the textbook
need close examination.

When the teachers were asked whether there was a clear and logical page / unit
organization so that the teacher and the students could understand the theme, purpose
and intended result, 47 % of the teachers disagreed and 40 % of them strongly
disagreed with the item.

Table 3.2 clear and logical page/ unit organization

50

401

301

204

104

Percent

0
strongly disagree undecided strongly agree

disagree agree

Ellis & Ellis (1987: 91) suggest several design features necessary in a textbook:

- At a glance recognition of what is happening on the page so that the EFL
learner and the teacher are both fully aware of theme, purpose and intended
result.

- Clear information paths which help the EFL learner and the teacher to
undergand the relationships between the texts, exercises, artwork and
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photographs so that they know where to go / what to look at next.

- Accecibility to target group ensuring that both EFL learner and teacher feel
that they can relate happily to the material on the page.

- Encouraging both the EFL learner and teacher to feel motivated to use the
information which the design is helping to transmit.

When looked at the unit organization in the textbook, the theme, purpose and
intended result in a unit are not so clear. Some units contain “practice the dialogue”,
“ask and answer”, “complete the paragraph” sections of which purpose and the
intended result are not stated. Some units contain reading passages and some sections
like “write six sentences like the example” and “listen and repeat”. Some other units

contain reading passages and some comprehension questions follow them.

Headlines, chapter or unit headings, however, seem to be a positive design feature
in the textbook. When the teachers were asked whether headlines, chapter or unit
headings and subheadings helped summarize what was to be expected in a unit, 49 %
of them agreed and 39 % of them strongly agreed with the item.

Table 3.3 headlines, chapter or unit headings and
subheadings

60

Percent

strongly disagree undecided strongly agree

disagree agree
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All the units in the textbook have headings and these help summarize what isto be
expected in a unit. However, they remain at the topic level rather than language items
to be learned. Lesson three, for example, has the heading “an easier life’ and the
topic of the reading passage gives information about how today' s housewives' lives
become easier by some inventions like washing machines, vacuum cleaner etc.
Lesson four has the heading “going to the zoo” and the reading passage is about the

experiences of severa peoplein the zoo.

The other item under the design category asked whether the density and variety of
text in the textbook was at the right level for the students. 85 % of the teachers
responded negatively to this item.

Table 3.4 the density and variety of text

70

Percent

strongly disagree undecided strongly agree

disagree agree

The texts follow a traditional format in the textbook. There are reading passages
and some comprehension questions follow them. However, the teachers do not find

the density and variety of text in the textbook at the level of the students. Some
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teachers commented that the texts were overloaded with too many unknown
vocabulary items for the students and that some texts were very long, which made it
difficult for the students to concentrate on the whole text. Some teachers commented
that the dialogues were smplistic for the students and the students did not want to do
the dialogue exercises with great enthusiasm.

When the teachers were asked whether the topics in the textbook were interesting,

88 % of them responded negatively to thisitem.

Table 3.5 attractiveness of the topics

70

66

601

501

401

301

204

109

Percent

|
0] 4’ 0

strongly disagree undecided strongly agree
disagree agree

Some teachers commented that some texts like zoo story, tales, and the topics of
the dialogues were too ssimplistic for the students and that the students didn’t find the
topics interesting. Most of the texts in the textbook are prepared for pedagogic
purposes. While this may be helpful for the students to practice the language items,
the attractiveness of the topicsisignored.

The last item under this category asked whether there was a coherence in unit
format. 89 % of the techers responded negatively to thisitem.
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Table 3.6 coherencein unit format

80

Percent

strongly disagree undecided strongly agree

disagree agree

Ellis & Ellis cohesion criteria examines the design cohesion, in terms of whether
the various components of the book hold together, visualy, and in terms of
accessibility, whether the pages of a unit have a coherence about them which is
instantly recognizable, and whether each page is coherent within itself. The textbook
offers a variety of content among units. However, some teachers commented that
some units were overloaded with dialogues and “practice the dialogue” sections and
some were overloaded with difficult texts for the students. While the variety of
content in unit design would be expected to be successful the subsections in the units
are criticized by the teachers. Some units offer dull repetition of dialogues and some
units offer reading texts and comprehension questions to be answered. Morever,
there seems to be a gap in the link among the units and each unit seems to be
unrelated to each other. Various other points related to language skills and exercises
and activities in the design will be discussed below.
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4.2.4. Language ills

The first item under this catergory investigated whether the reading passages were
suitable for the students level and interest. 86 % of the teachers responded
negatively to thisitem.

Table 4.1 appropriateness of thereading passages for the
students' level and interest

70

601

501

401

301

204

109

Percent

0
strongly disagree undecided strongly agree

disagree agree

Some of the teachers pointed out that most of the texts did not attract the students
attention. While some texts which introduce the biographies of well known people
and songs and poems are reported to be interesting for the students, some other texts
like historica events and tale like texts are reported to be boring for the students.
Some of the teachers also maintained that the content of the dialogues were
simplistic for the students.

The second item under this category investigated whether there was an adequate
treatment of pre-reading and post-reading activities in the textbook. 74 % of the
teachers responded negatively to this item.
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Table 4.2 adequate treatment of pre-reading and post-
reading activities

60

501

404

301

20+

109

Percent

0
strongly disagree undecided strongly agree

disagree agree

Beatie et al. (1984: 204) argue that “reading skills must be as explicitly addressed
in first year texts as pronunciation skills and grammatical mastery”. Pre-reading
strategies provide the students with background knowledge before reading a passage.
Beatie et. al. (1984: 205) argue that

Guidelines should mention techniques such as looking a questions and
photographs before reading a passage in order to discover its topic and
organization, making hypotheses about its content, reading first for concept and
then for detail, working by paragraphs, re-reading before reinforcement, and
isolating verbs, subjects and objects as a strategy for understanding.

Besides exercises preparing the students for using different types of reading
strategies for different purposes such as scanning, skimming, distinguishing reading
for main ideas from reading for detall are strongly suggested. In terms of passage
introductions, on the other hand, these should be designed to provide a context to
assist learners in reading. Information which raises the students expectations about

the content of a passage, introductions helping the reader recall persona experiences



58

which could be helpful in interpreting a text, questions to €licit the students prior

knowledge raise as important issues in pre-reading phase.

Given closer investigation into the textbook it is seen that there is aimost no place
to pre-reading activities. Lessons 2, 3, and 4, which begin with areading passage, for
example, do not employ any pre-reading activity. There is also not a satisfactory
treatment of post reading activities in the textbook. A dialogue in unit one, for
example, is followed by some comprehension questions, a reading passage in lesson
3 isfollowed by yes/ no type post reading questions.

Regarding the issue of post-reading strategies, Beatie at. al. (1984) argue that most
reading texts mostly rely on a single type of post reading device: comprehension
testing. In the post reading phase, the genera format adopted is that some content
questions to check the students comprehension of what they have read follow the
reading text. However, Bestie et. d. (1984) argue that there are different types of
comprehension testing which would provide not only variety but aso effective
learning. Direct comprehension testing, for example, should not allow the studentsto
respond by quoting a sentence from the passage since what is tested here is the
students comprehension of the question, not of the reading.

While comprehension testing of specific facts is important, at least some
content questions should be phrased in such a way that the students must recall
the passage globally, rather than phrase by phrase, in order to respond, the same
requirement holds for true / false, multiple choice, fill in, or completion items
(Bestie et. al., 1984: 208).

One type of exercises suggested which can accomplish indirect comprehension
testing is summary or pargphrase. The other type of post-reading exercise that is
suggested is reprocessing: “exercises that take students back into the passage they
have already read and comprehended oblige them to work with it in other ways and
thus reinforce their learning of vocabulary and structures as well as their reading
skills” (Beatie et. a., 1984: 208). One such exercise is called close testing. After
students read a passage they are presented another passage related to the previous
one in which a word of the text is replaced with a blank. A close test provides the
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students with the opportunity to use their knowledge of the grammatical and the
semantic context to insert the appropriate word. Beatie et. al. (1984) argue that some
reprocessing exercises can be purely mechanical: students can be asked to underline

all verbs, personal pronouns and nouns in the passage. Others can be more
meaningful.

Students may be asked to identify the key ideas, the organizational principles
(e.g., do a post hoc outline of the passage), or rherotical devices of the passage
they have read, to descibe the biases or assumptions inherent in the passage, to
make cross-cultural comparisons based on its content (Bestie et. al., 1984: 208).

The other item under this category investigated whether there was an enough focus

on developing listening skill in the textbook. 87 % percent of the teachers responded
positively to thisitem.

Table 4.3 adequate treatment of listening skill

80

Percent

strongly disagree undecided strongly agree

disagree agree
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The textbook is accompanied by two cassettes and there are “listen and repeat”,
“practice the dialogue’ sections which focus on developing listening skill. Besides,
various types of listening exercises are offered in the textbook. In lesson 6, for
example, there is a plan of a hotel in which some places are marked with numbers.
An English tourist is talking to her Turkish guide at their hotels and the students are
asked to write the names of five places of interest on the plan. In lesson 8, thereis a
chart inwhich thereisalist of a student’s courses and the students are asked to listen
to the student’ s talk from the cassette and write down her grades. The textbook offers
avariety of listening activities in different units.

The next item under this category investigated whether the textbook offered a
variety of practice to develop speaking skill. 79 % of the teachers responded
positively to thisitem.

Table 4.4 adequate treatment of speaking skill

70

601

501

401

301

204

109

0

Percent

strongly disagree undecided strongly agree

disagree agree

Given a close investigation into the textbook it is seen that “practice the dialogue’
sections dominate most of the units. A variety of activities to develop speaking skill
is offered. A sample dialogue, for example, is read by the students and then they are

asked to write a similar dialogue and practice it in the class. There are substitution
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drillsin the dialogues where some of the words are substituted by the names of some
objects presented as pictures. Pair work activities dominate the speaking activities.
The students are asked to work in pairs and do some speaking exercises like
information gap activity.

When the teachers were asked whether there was enough focus on developing
writing skill in the textbook, 86 % of them responded negatively to thisitem.

Table 4.5 adequate treatment of writing skill

70

601

501

401

301

204

109

Percent

0
strongly disagree undecided strongly agree
disagree agree

When the units are examined it is seen that there is little focus on developing
writing skill. Writing practices hardly go beyond the sentence level. In some units,
the students are asked to write sentences using some of the language items learned.
In the others the pictures of a series of events are presented and the students are
asked to write sentences under the pictures. In some other units, a sample sentence in
which a new language item is presented is given and the students are asked to write
similar sentences. In genera, however, there is not an adequate treatment of writing

skill practice in the textbook.
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The last item under this category investigated whether the skills were integrated in
the textbook. 91 % of the teachers responded negatively to thisitem.

Table 4.6 adequate treatment of integrated skillswork

60

504

401

301

204

109

Percent

0
strongly disagree undecided strongly agree
disagree agree

The textbook hardly offers an integrated skills work. Speaking and writing skills,
however, are integrated in some units. There are, for example, “practice the
dialogue’ sections where the students are asked to listen to the dialogue and repest it.
Then the students are asked to write a similar dialogue working in pairs. In some
units, on the other hand, listening and writing skills are integrated. Lesson two, for
example, presents a listening passage between a doctor and a patient about diet and
the students are given a list of advice that they are required to use in forming their
own sentences. Thus, while the textbook offers some integrated skills work the focus

on such practices is not adequate.
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4.25. Exercisesand activities

The first item under this category investigated whether the activities in the
textbook were interesting for the students. 93 % of the teachers responded negatively

to thisitem.
Table5.1. Attractiveness of the activities
60
504
401
301
204
_ 107
c
[}
o
£ ol
strongly disagree undecided strongly agree
disagree agree

Some teachers maintained that the topics of the dialogues were smplistic for the
students. Some teachers argued that the substitution exercises related to dialogues
were boring for the students since it was a dull repetition of a serious of substituted
vocabulary items on the same topic. While such exercises might be useful for
learning new vocabulary items and also grammatial points, they have the danger of
loosing the students' interest in the class. Similary, some teachers pointed out that
there were “ask and answer” sections which presented a mechanical language
practice and which were boring for the students. These sections include some charts
in which new grammar items are presented in sample sentences. The students are
asked to work in pairs and form sentences like the onesin the chart. It is observed

that such exercises do not have alink with the sudents' own experiences. While
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they might be useful for practicing the language points they do not offer meaningful
language use.

When the teachers were asked whether there was an adequate treatment of
activities which promoted meaningful language use (as opposed to mechanical
exercises), 87 % of the teachers responded negatively to this item.

Table 5.2 the presence of meaningful activities

60

Percent

strongly disagree undecided strongly agree

disagree agree

Some units which include texts have comprehension questions and some practice
activities which target at practicing the new grammar item. Some of these exercises
include matching sentences from two boxes, filling in a chart by looking at the text
or answering true / false questions. Some units which include dialogues are followed
by exercises in the form of making a similar dialogue or substitution dialogue
exercises which require the students to substitute some vocabulary and grammar
items given in pictures and charts. While these pedagogic exercises might be useful
for the students, the practice activities which promote meaningful language use are
mostly ignored in the textbook. Such meaningful language practice would be in the
form of tasks which promote meaningful language use.
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The next item under this category investigated whether the activities in the
textbook provided a variety of interaction opportunities (groupwork, pairwork etc.)
for the students. The majority of the teachers responded negatively to this item.

Table 5.3 the presence of activities for interaction

70

601

501

401

301

204

109

Percent

0
strongly disagree undecided strongly agree
disagree agree

There are some dialogue activities in different units. These are in the form of
“listening to a dialogue from the cassette” and “practicing it in pairs’, “forming
similar dialogues’ and “completing a half-written dialogue”. There are, on the other
hand, few role play activities and group work activities. The content of these
dialogues, on the other hand, receives criticism by some of the teachers. Some
teachers held that the topics of the dialogues were simplistic for the students. Some
teachers aso maintained that mere repetition of the dialogues by the students and the
substitution dialogue exercises were boring for the students.

When the teachers were asked whether the activities in the textbook promoted
critical thinking (i.e.,, analysis, synthesis, interpretation), 91 % of the teachers
responded negatively to this item.
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Table 5.4 the presence of activities promoting critical
thinking

80

601

404

204

Percent

0
strongly disagree undecided strongly agree
disagree agree

Some dialogue exercises in the textbook ask learners to read the dialogues in pairs
or to do substitution exercises in the dialogues. The reading texts, on the other hand,
are followed with comprehension questions or true / false questions which lead the
students to find some information given in the text. While such exercises are useful
in some respect, some other type of exercises would also be useful in terms of critical
thinking. Paraphrase or summary exercises in which the students paraphrase what
they have read, reprocessing exercises which take the students back into a text that
they have read and ask them to work with it in different ways or exercises which
require the students to find out the key ideas in a text would also offer a variety in

Exercises.

The next item under this category investigated whether there was an adequate
amount of activities for practicing language (vocabulary, grammar) in the textbook.

91 % of the teachers responded negatively to this item.
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Table 5.5 the presence of activities for practicing language

60

504

401

301

204

109

Percent

strongly disagree undecided

disagree agree

The textbook introduces the grammar items in sample sentences in charts and the
students are asked to form similar sentences in the sections as “ask and answer”,
“write your sentences’ and “fill in the blanks’. However there is not an adequate
amount of such activities for the students to practice the language items. Some
teachers maintained that the students had difficulty in mastering the language points
and that they mostly needed to provide additional activities for the students to master
the language points. Some teachers also held that they used additional materials
which focus on grammar items as a whole. In short, the amount of activities

focusing on language points in the textbook is not found adequate by the teachers.

The last item under this category investigated whether the activities were
appropriate for the level of the students. 70 % of the teachers responded positively
and 27 % of the teachers responded negatively to this item.
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Table 5.6 the appropriateness of the activities for the
students’ level

60

501

404

301

20+

109

Percent

0
strongly disagree undecided strongly agree

disagree agree

Although most of the teachers criticize the activities in the textbook as they are not
interesting for the students, they do not give an adequate amount of emphasis on
meaningful language use and they do not promote critical thinking in the previous
items, 70 % of the teachers think that the present activities in the textbook are
appropriate for the level of the students. It indicates that the students, generally, do
not have difficulty in doing the exercises in the textbook but also that some other
types of exercises should also be provided for the students to be involved in them
with more enthusiam and to develop meaningful language use, to gain a mastery of

grammar items and to develop critical thinking.
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4.2.6. Cultural considerations

The first item under this category investigated whether there was an adequate
treatment of native culture (Turkish culture) along with target culture (English
culture) in the textbook. 93 % of the teachers responded positively to this item.

Table 6.1 adequate treatment of native culture along with
target culture

60

504

401

301

204

109

Percent

0
strongly disagree undecided strongly agree

disagree agree

It is observed that there is a plenty of Turkish cultural elements in the units of the
textbook. Lesson two introduces the province of Trabzon, its geographical location,
economic wealth, interesting places for tourists. The pictures illustrate the cultural
features of the city. Lesson three which aims to present the past form of verb “to be’
gives a comparison of the present and past of Ankara, which is the capital of Turkey.
The exercise sections also include the pictures of touristy places in Turkey. Lesson
four presents a page from Tom's diary which includes target culture features like
sports and football matches. The text in lesson five is about two foreign characters
visit to some touristy places in Turkey, to which the pictures of the places and some

pictures which illustrate Turkish folk dances accompany. Lesson eight gives place to
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the map of Turkey on which the names of some places are given and the picture of
the objects which they are famous for are presented. Lesson nine includes a text
about the growth of grapes in Turkey. Thus, the textbook offers a plenty of Turkish
cultural elementsin the textbook.

The next item under this category investigated whether the characters in the
textbook represented people from different socio-economic class, age and
occupation. 94 % of the teachers responded positively to this item.

Table 6.2. representation of the charactersfrom different socio-
economic class, age and occupation

80

601

404

204

Percent

disagree  undecided agree strongly agree

The textbook successfully represents people from different socio-economic class,
age and occupation. Lesson four includes a song about a farmer. Lesson five
introduces a text about two young characters visit to Turkey. The pictures in the
exercise section illustrate some old people, a young running girl, a young tennis
player and a group of young people playing Turkish folk dance. Lesson six is about a
group of young people having a picnic. Lesson seven presents a serious of dialogues.

The first dialogue is between a group of middle aged women having a tea party. The
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second dialogue pictures a group of young people chatting with each other. The third
dialogue is amoung middle aged women and the last dialogue is between an air
hostess and a passenger. The reading passage in lesson seven is about a day in the
life of a waiter. Lesson eight presents dialogues among four middle aged
businessmen. Lesson nine presents a reading passage about the growth of grapes in

Turkey and the pictures of people working on the grape field are included in the unit.

The next item under this category investigated whether the characters in the
textbook existed in a social network. 94 % of the teachers responded positively to
this item.

Table 6.3 the charactersexist in a social network

80

601

404

204

Percent

disagree  undecided agree strongly agree

Some units include texts about the experiences of a group of young people going
on a holiday or having a picnic. “Check up one” section presents a picture of a group
of students in the class. Lesson seven includes dia ogues among different groups of
people who are close friends and also an air hostess and a passanger. Lesson eight
pictures bussiness people who are talking about bussiness travel. Lesson ten presents

adialogue between a teacher and his studentsand another dialogue between a doctor
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and his patient. Lesson fifteen introduces a female character’s family. Thus, the
characters in the textbook mostly exist in a social network and they are not there in

isolation without any social connection.

The next item under this category investigated whether the characters in the
textbook were redlistic (like real life characters their fears, hopes and hates are
reflected in the textbook) 85 % of the teachers responded negatively to this item.

Table6.4realistic nature of the characters
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Percent

0
strongly disagree undecided strongly agree

disagree agree

To Cunningsworth (1985) the representation of the realistic nature of the
characters depicted in the textbook is also of great importance. The complete picture
of characters with all their affective aspects should be represented in the textbooks.
Given a closer investigation into the textbook it is seen that the characters are
represented as happy people. All affective sides of the characters like their fears,
hopes, loves and hates are not depicted in the textbook. Lesson five and “check up
one” represent a group of people enjoying their holidays. Lesson six includes a text
about a group of people going on a picnic and lesson seven pictures some dialogues

amoung a group of friends who are having a tea party. While the depiction of the
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characters as happy people is by no means wrong, their fears, hopes and hates should

al be reflected if the characters would have aredistic nature.

The next item under this category investigated whether there was an equal
representation of men and women in the textbook. 97 % of the teachers responded

positively to thisitem.

Table 6.5 equal representation of men and women in the
textbook
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601

501

401

301

204
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Percent

0
strongly disagree undecided strongly agree
disagree agree

The textbook succesfully represents both men and women in its content. In an
exercise in lesson two which pictures four people and their belongings, two of the
people are male characters and two of them are female characters. Lesson five
pictures both male and female characters. “Check up on€’ section gives an
illustration of a group of friends enjoying their holidays on the beach. Two male and
four female characters are pictured in the unit. Lesson six presents two dialogues.
One is between two male characters and the other is between two female characters.
The other units also include dialogue sections in which bot men and women are

represented equally.
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The last item under this category was about whether the women were given the
same roles as men (e.g. doctor, teacher) and they were not presented as passive
participants. 81 % of the teachers responded positively to this item.

Table 6.6 the representation of women in the same roles as
men
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501

401
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Percent

0
strongly disagree undecided strongly agree

disagree agree

While a didogue in lesson seven pictures an air hostess serving a male passanger,
another dialogue pictures a waiter serving two women at arestaurant. Lesson nineis
about the growth of grapes in Turkey and the people working on the farm are both
male and female characters. While the “ practice the dialogue” section in lesson ten
presents a picture of a male teacher, “check up three” section presents a woman
character as a teacher. In “check up two” section, there is a photograph of a
butcher's and a male character is represented as the butcher. In “check up three”
section, on the other hand, a woman character is pictured as a sales person in a store.
Throughout the book both male and female characters are assigned the same roles
and the women are not pictured as only passive participants. Thus the women do not

suffer from traditional stereotypical roles such as doing the dishes, cooking and
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taking care of children. The textbook is rather successful in the representation of men

and women in the sasme roles.
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4.3. Further remarkson results

The results of the teachers questionnaire indicate the strengths and weaknesses of

the textbook Spotlight on English as follows:

In terms of practical considerations the majority of the teachers think that the
textbook is effective in terms of cover and page appearance and that it contains a
sufficient amount of visual materials. These visua materials are found to be
integrated into the text. The teachers think that the textbook includes indexes,
vocabulary lists, section headings and other methods of signposting the content that
allow the students to use the material easily. However, the layout of the textbook is
the part that receives criticism by the teachers and the majority of the teachers claim
that the textbook is not successful in their teaching Situation.

In terms of the language content, the treatment of vocabulary load in each lesson is
not found appropriate by the teachers. However, the teachers argue that the new
vocabulary is repeated in subsequent lessons for reinforcement. The number of
grammatical points introduced in each unit, the repetition of the new structure in
subsequent lessons for reinforcement and the number of vocabulary and grammar
items in each unit are the parts that receive criticism by the teachers. The order of

grammatia points, on the other hand, isfound to be appropriate.

In terms of design and organization, most of the teachers think that the textbook
does not contain a sufficient variety of design to interest the learners and that thereis
not a logical page / unit organization in the textbook. While there is a generd
concensus on the part of the teachers that headlines, chapter or unit headings are well
designed, the dendity and variety of text in the textbook are not found at the right
level for the students. The topics in the textbook are also criticized as they are not
interesting for the students. The teachers also think that there is not a coherence in

unit format.
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In terms of language skills, the reading passages are not found suitable for the
students level and interest. Besides the results indicate that there is not an adequate
treatment of pre-reading and post-reading activities in the textbook. While the
teachers think that there is an enough focus on developing listening and speaking
skills in the textbook, they argue that there is not an enough focus on developing
writing skill and that integrated skills work is inadequate in the textbook.

In terms of exercises and activites most of the teachers think that they are not
interesting for the students. Besides the general concensus among teachers is that
there is not an adequate treatment of activities which promote meaningful language
use. While the majority of the teachers argue that the amount of group work and pair
work activities are adequate, the amount of activities that promote critical thinking is
found inadequate. The present activities in the textbook, however, are found to be
appropriate for the level of the students but there is one additonal criticism that there
is not an adeguate amount of activities for practicing language (vocabulary,

grammar).

In terms of cultura considerations, the teachers think that there is an adequate
treatment of the native culture along with the target culture in the textbook. Most of
the teachers argue that the characters in the textbook represent people from different
socio-economic class, age and occupation and that the characters in the textbook
exis in a social network. The equa representation of men and women in the
textbook is also found to be appropriate by the teachers. While the characters in the
textbook are not found to be realistic, most of the teachers think that women are
represented in the same roles as men and that they are not presented as passive
participants.

Based on the data collected, it is seen that the textbook has major weaknesses
especially under the categories of language content, design and organization,
language skills and exercises and activities. The sample units from the suggested
textbook model presented in the following chapter aims to compensate for these

weaknesses and to suggest how a possible textbook model might look like.
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CHAPTER 5. DESIGNING AN ELT PRIMARY SCHOOL TEXTBOOK
MODEL

5.1. Sample unitsfrom the present book
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Reading

Ankara is the capital of Turkey. It is a big city. The pupuluﬁun is over three million {3,000,000)
now. It is full of big public buildings. There are the Perliament Buildings in Bakanlikr, the
Mational Library in Bahgelievler, and the Kocatepe Mosque. There are six universities and many
schools. There is a roilway slation and a big bus station in the city. There is an airport, foa.
Ankara is a modern city with many parks, hospitals, museums, hotels, and theatres; but the
most imporfant building is the Atatirk Mausoleum.

Potliovment Buldi 5, l g wridlini

Before 1922, lstanbul waos the capital and Ankara wes only a small town. In 1927 the population
of Ankara was only 74,553. Even in the 1940s, there were not many big public buildings. There
was a small parliament building in Ulus. The Matiohal Library was a small building in Yenisehir.
There were only fields and little houses in Kocatepe. There was anly ane university and that was
Ankara University. There was a train station and a small girport, but na big bus stafion. There
were few hospitals, hotels and theatres. There wos no mausoleum for Atottrk unfil 1953.
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1 Give short answers to the questions on the reading in 5B 3A,
1. Was Ankara the capital in 19157
2. What was the copital in 19157
3. Was Ankara a big city or a small town in 19107
Wasn't tha population over fifty thousand in 19277
Woasn't the Parlioment Building in Yenisehir in the 194057
Where was if?
In the 1940s, how many universities were there in Ankara?
Where was the Mational Library in the 1940s?
Were there many hospitals in Ankara in those days?
10, Was there a mausoleum for Atatiirk before 19537

2, Ask and answer.
Examples:

S: Paris is the capilal
of France, isn't if?

CENE LA

the Czech Republic ®
5
Denmark ® Poland =
Finland ¢ Rumanio ®
Bu|9:|r|n ® Aysirig @
Slovekia « Belgium

g Yo Holland ® Portugal ®

Si: Londoen isn't the capital Switzerland ® Ireland
of Ireland, is iF?

Sqt Mo, it isn't.

-_

N Coprbog /s "' ilnius

i
Warsaw
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1 Listen ond practise.

JAMUARY »
s m k w
1 2
& 7 @ @

@ @ 1

20 21 22 23

2728 29

4 Ask and .qnswer about the people’s holidays.

Examples: 5;: Where was Tom last summer?
Ss: He was in Pamukkale.

Taday is Tuesdery.
Yesterday was Mnrldu}r.

The day hefars yﬂsfﬂ'duy
was Sunday. s

Last Tuesday was the eighth.
It is Junuary now.

Lasst month wos December.
It is 1978 now,

Lesst year was 1997,

2 PB 3C1

3 PB 3C2

5,: Tem was in Pamukkole,
wasn't ha?

Sa: Yes, he was.

Sy: Bob was in Ceme, wasn't he?

Sgt Mo, he wasn't.
He was in Antalya.
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Main Street in 1950 Maoin Streat now

1 Make sentences to show the changes in Main Street.

Examples: There wos @ small post office in Main Strest in 1950.
There's a flower shop there now.

2 Practise saying numbers in the chart.
Examples: 1940 nineteen - foriy

82 eighty - two
25,000 twenty-five thousand

hhﬂul i l'll.ll'l‘lh@l'nf numﬁ 'n _ :_:l
I w l“ﬂh M : mﬁ"]ﬁnf A3 >
1940 @‘; -~ Bk 25,000 h{”

1950 = EAENRNE | "ﬂ"n‘ﬁnr& 2

1960 nea™ SR 5= 76,0008

1970 Sige 245;000:-

1980 :

1983

3 Now ask and answer about the information in the chart.

Examples: 5;: How many high schools were there in Turkey in 19407
Sy: There were 82.
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Ill;f

1 Praoctise the dialogues.
[a

Alice:  Here are some fortune sweets.
Would you like one?

Karen : (takes one) Thank you.

Alice:  Is it a goed fortune?
Please read it.

Karen:  "You will became a famaus film star.”

Karen:  Can you read yours now, Alice?
Alice:  “Someone will give you
a lot of monay.”
Karen: Goodl Then you won't want o
barrow any from mel

(e)
Alice:  Now you read yours, Tom.
Tom:  “You'll Ry round the world.”

Oh! | won't enjoy that.

I dan't like fying.

I'll give the ficket to you, Alice.

Alice:  Thanks very much.

2 Listen and repeat.

I be thirteen next birthday.

We see Mary at the party tonight.

You get to Istanbul at six o'clock.

He have a new English teacher this year.

She will be in high school next year.

It Il be Tom's birthdey next Thursday.
get the letter on Monday.

The frain leave at nine this evening.

There be o bus at twelve.
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I be fourteen fill next year.

We see Judy ot the party.

She be there,

Ha et find cheap tickets for the concert.
There be any.

They get the lefter fill Monday.

The frain be late.

It rain in Antalya tomorraw.

2 PB 11A1, 11A2

3 Game

One student will be the foriuna-teller,
Anather student will spin the painter,
It will stop et @ number. The fortune
teller will recd the fortune far that
number. Then ancther student will spin
the painter and so on.

4 Complete the sentences about yoursalf,

xamples; n two rshma,pnrh: J/ﬁ.&{&f -&Fﬂi”/
L S /ﬁf’ M.g,éimm///

1 Nex}yeur R R e R e e

3. I sl g thE T s sienminroc B s
4 In five years' time ...

5 I twvarily YOS HIME w.uicouiimissirsnissnts asiissinsssssmmares
T 2 R S




IIE

25

Reading

MY DREAM HOUSE

One day | want to have my own house.
Where will it be and what will it be like?
My housa will be in the mountains near o
forest.

There will be a big garden round the
house with a lot of flowers and trees. I'd like
io have a swimming poal in the garden, too.

My house will be a big one because |
want to have four or five children. On the
ground floor there will be a large living
room with big windows, so we will sea the
beoufiful gorden with its lowers and frees.
Mext fo the living room there will be the
dining reom. It will be kig, toe. | will have a
modern kitchen. From the kitchen windows |
will see the mouniains. | like music, so | wil
have o music room with a piario and o
music set. I'd ike lo have a play reem for
my children. Perhops they will play table-
fennis there.

The bedrooms will all be upstgirs. There
will be girls' bedrooms and boys' bedrooms,
and a big ene for my wite and me. There
will be two bathrooms; one for us and one

for the children. Next o our bedroam I'd like
to have a small Ebruw.

You'll see, 1 will have this house one

day.
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¢ momny raoms will fhe
otnd Hooes
' :
. four roams and o kitchen
b. five roams and a kiich
¢, three rooms ond a kitehan
Who waonts to hove this drecm hauses
{1, O wite b amon . o father

2

3. Who will play in the play room?
a. the child (=] .
b. the fother and m:
c. ol the fomily

4. “large” o line 10 menrs

" bedroom
droom




5.2. Sample unitsfrom the suggested textbook model
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Sample unit |

FAMOUS PEOPLE

READING

1. Look at the photos below. Answer the questions.

1.What do you know about these people?

2. Why are they famous?

3. Do you know any other famous people in business, science and sports?

2. Read the text quickly and match the headings below with the paragraphs.

Strength of mind and muscle, intelligence, ambition in business, talent of women

3. Look quickly through the texts and tell one success of each person.



Phoebe Adele Gates.

89

William (Bill) H. Gates is the chairman of Microsoft
Corporation. His family was wealthy. His father,
William H. Gates 1, was a prominent lawyer and
his late mother, Mary Gates, was a schoolteacher
and chairperson of the United Way charity. Bill
Gates attended public elementary school and the
private Lakeside School. His interest was in
software and he began programming computers at
age 13. In 1973, Gates was a freshman at Harvard
University and in 1975, he was the cofounder of
Micro-soft company, an abbreviation of
microcomputer software. In 1999, he was
Americasfirst centibillionaire. His wealth was $100
billion. Bill Gates married Melinda French, a
microsoft employee. They have three children:
Jennifer Katharine Gates, Rory John Gates and

AnnaKournikovais a professional tennis
player . Her father, Segei Kournikov, was a
former Greco-Roman wrestling champion and
was a professor at the university of physical
culture and sport in Moscow. Her mother Alla
was a 400 meter runner.Russian-born Anna
Kournikova left Moscow at the age of 9 and
came to Nick Bollettieri's Tennis Academy in
Florida, USA. She was the world's topped-

ranked junior at the end of 1995. In 1997, she affirmed her position amongst the
world'stop players. At 14, Anna Kournikova was the winner of a Federation Cup
match. She also won the European Championships and Italian Open Juniors. At the
end of 1995, she was I TF Junior World Champion and ranked number 1 in the junior

game.
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The German-born American physicist Albert
Einstein (1879-1955) revolutionized the science of
physics. He is probably familiar to most people for
his mathematical equation about the nature of
energy, E=mc®. During asingle year, 1905, he
produced three papers about the nature of space,
time, and matter. They were among the most
important in twentieth-century physics, and perhaps
inal of the recorded history of science. These
papers dealt with the nature of particle movement,
the quantum nature of electromagnetic radiation ,
and the special theory of relativity. Einstein won the
Nobel Pize in pyhsics with his quantum explanation
of the photoelectric effect.

-~ Naim Siileymanoglu is a Turkish World and

Olympic Champion in weightlifting. He won three
Olympic Championships, seven World
Championships and six European Championships
and improved world records 46 times. Naim
Suleymanoglu’ sfirst world record wasin
weightlifting at age 16. Due to his small stature, his
nickname was "The Pocket Hercules®. He won the
lightweight title at the 1988 Summer Olympics. He
retired after winning the world championship in
1989 at the age of 22. The allure of competition was
too strong, and Naim returned in 1991 and he won a

"4 second Olympic gold medal at Barcelonain 1992.

Between the Olymplads, Naim continued to win world titles and set records. He
announced his retirement again after the Atlanta Olympics.



4. Answer the questions about the texts

What is Bill Gate' sjob?

Which schools did Bill Gates attend?

Who is Sergei Kournikov?

What was Anna Kournikova's success in 1997?
What was Einstein’ s success in physics?

What did Einstein write about?

What was Naim Suleymaog|u’ s nickname?

O N O g &~ 0w NP

What was Naim’ s success at the 1988 summer Olympics?

ol

. Arethe following statements related to the texts true or false?

Bill Gates' father was an inefficient lawyer. ()

Bill gates attented the military school. ()

Gates interest was in software. ()

Anna Kournikova's father was a bad wrestler. ()

Kournikova s mother was a famous swimmer. ()

At 14, Kournikova was the winner of a Federation Cup match. ()
Einstein was an Englishman. ()

In 1905, he wrote ten papers. ()

© © N o g &~ wDdhPE

One of his papers dedlt with the theory of relativity. ()

10. Naim Siileymanoglu won three olympic championships. ()
11. Naim' sfirst world record was in wrestling. ()

12. Naim retired in 1989. ()

6. Underline the present and past forms of the verb “to be” in the texts.



7. What do the following words refer to in the texts?

1 “he” o, (A. Line 10)
2. “they” .o (A.Line12)
3. “she” (B. Line9)
4. “he” ..o (C.Line3)
5 “they” ..o, (C.Line7)
6. “he” . (D. Line 8)

8.Match the following words and / or prepositions and find them in the texts.

l. 1.
attend number 1
interest to
German with
rank paper
first time born
familiar in
produce partner
deal record

Set school
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10.Find the words which mean the same as the following words and expressions in

the text.
1. thepersonincharge.............c.ocoveinnnes (A)
2. rCh o (A)
3. important ..........coooiiiiiennn. (A)
4. someonewhoisdead ...........ccoevviiiiiiiiininnn. (A)
5. first year student at auniVersity .............coveiiiiiieinnnns (A)
6. third year student at auniversity ............................ (B)
7. TOWHITE e e ©
8. tohandle..........c.ccoii i ©
9. hight and general size...................... (D)

10. fascination ...........c.cocvviivineannnne. (D)



GRAMMAR
Revision of past tense

Past tense: completed action in the past.

| |
you you

he he
she saw Mikeyesterday she didn’'t (did not) see Mike yesterday

it it

we we
you you
they they

I

you

he
did she see Mike yesterday?

it

we

you

they



Past form of verb “to be’
positive

| wasin Ankaratwo years ago.

Y ou werein Ankaratwo years ago.
He was in Ankaratwo years ago.
She was in Ankara two years ago.

It was in Ankaratwo years ago.

We were in Ankara two years ago.
Y ou werein Ankaratwo years ago.
They were in Ankara two years ago.

negative

| wasn't (was not) in Ankara two years ago.

Y ou weren't (were not) in Ankara two years ago.
He wasn’'t (was not) in Ankara two years ago.
She wasn't (was not) in Ankara two years ago.

It wasn’t (was not) in Ankara two years ago.

We weren't (were not) in Ankara two years ago.

Y ou weren't (were not) in Ankara two years ago.

They weren’t (were not) in Ankara two years ago.

Question

Was| in Ankaratwo years ago ?
Were you in Ankaratwo years ago?
Was he in Ankara two years ago?
Was she in Ankaratwo years ago?
Weasit in Ankaratwo years ago?
Were wein Ankaratwo years ago?
Were you in Ankaratwo years ago?

Were they in Ankaratwo years ago?
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11. Put the verbsin the brackets in past tense: positive, negative or question.

Maradonais aworld wide known football player. He ........... (start) playing football
at the age of 9. Hisfirstclub ....... (be) Cebollitas, the youthteam of Argentinos
Juniors. Because of his unknown talent his nickname.......... (be) “Golden Boy”. In
1979, he ........... (become) world champion with the youth national team and
............... (gain) the first big popularity. He ..........(be) the “player of the
tournament”’and .............. (become) sportsman of the year in South-America. In
1981he.......c.cceene (play) for one of the bestknown clubs in Argentina, namely
BocaJuniors. In1982 he .............. (play) for thefirst time on aWC for seniorsin
Spain. However, this............. (be) asuccessful tournament for Maradona. He only
............ (score) two goas. Argentina .............(loose) in the 2nd round. Y et he
................... (enforce) a contract with Barcelona in the next year. Barcelona
............ (pay) the record amount of 3,6 million euro for him. In two seasons he only
............... (play) 36 matches, due to injuries and hepatitis. In WC in Mexico 1986

he................ (shine) likeareal star. He ............(leed) histeam to the WC title.
He....o.ooeenn. (score) 5godls, .......... (give) Sassistsand ................... (become)
the player of the tournament. In the quarter finals Argentina................. (meet)
England. In that match Maradona................. (score) agoal with his hand. Protest
................ (help) and the referee probably ...............(see) it. Maradona
.............. (call) it “The hand of God”. On the 30th of October 1997, his birthday,
Maradona............. (retire). 20 Y earsof magic ............ (come) to an end,

Maradona................. (be) no longer afootball player



12. What was the weather like in these cities yesterday. Y ou can report the weather
forecast of two cities together

e.g. Pariswas 23 centigrade degrees. It was warm.

Ankara 320C/ 19°C
Antalya 320C/ 25°C
Moskova 15°C/ 12°C
Paris 23°C/ 13°C

Minih 19°C/ 10°C
Belgrad 24°C | 17°C
Koln 23°C/ 14°C

Kiev 220C | 12°C



13. Write sententes in past tense.

He/ write/ first article/ 1905
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Einstein / divorce/ Mileva/ 1919

Einstein's relationship with quantum physics/
be / quite remarkable
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14. Imagine you are a teacher and thisis one of your student’s homework. Read it
and find the mistakes. Write the correct ones on the homework.

In the 1870s, two inventors Elisha Gray and Alexander Graham Bell both
independently worked on a device. This device were telephone. Elisha Gray and
Alexander Graham Bell entered into alegal battle over the invention of the
telephone. Bell were the winner. Bell patented his telephone first. The telegraph and
telephone was both wire-based electrica systems, and Alexander Graham Bell's
device were actually an improvement of the telegraph. At that time, the telegraph
were a famous means of communication. It was a highly successful system, but it
were very limited. Bell's device transmitted multiple messages over the same wire at
the same time. Greene Hubbard, Bell’ s future father-in-law, saw the potential and
give Bell the financial support. Bell worked hard and developing the device. It were
telephone. It transmited speech electrically.
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LISTENING & SPEAKING

15. Student A: Choose one of these sentences. Don't utter it.
Students: Guess where your friend and/or his/ her family were yesterday. Ask

questions to your friend.

| was at school yesterday.

| wasin the park yesterday.

| was at home yesterday.

My parents were at the party yesterday.

My mother was at home yesterday.

My father was at work yesterday.

| was at the library yesterday.

| was at my friend’ s house yesterday.

| was in the hospital yesterday.

e.g. Ali: Ayse, were you at school yesterday?
Ayse: No, | wasn't.

Mehmet: Ayse, were you in the park yesterday?
Ayse: No, | wasn't.

Veli: Ayse, were you at home?

Ayse: Yes, | was at home.
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16. Listen to the song and fill in the blanks. Sing the song together.

To beor not to be,
Get off your seat
C'mon sing it with me

| am, | was,
I'mwhol .....

You are, you were,
that'swho you are

lam, | ...,
you are, you were

| am, | was,

you are, you ....

| was aboy, now | am aman
Y ou were aways my friend, you're my biggest fan

To beor not to be,
Get off your seat
C'mon sing it with me

Heis, he was,
that'swho heis
Sheis, shewas

He ..... happy

To beor not to be,
Get off your seat
C'mon sing it with me

We are, we were
They are, they ......

| am
You ae
Heis
Sheis
Weare
You ae
They are
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17. @) Listen to the person talking about Pele and answer the questions. Work in
pairs.

BPele was alegend in the history of soccer. He first learned the
+ |game of soccer from his father, Dondinho. Dondinho was also a
. soccer player. Pelé began playing soccer for alocal minor-
" |league club at an early age. One of the country's premier players
|discovered him. Then he was at the age of 11. On his first
= appearance for the team, against Corinthians F.C., he scored a
”lﬁ . _god right away. He was only 16. The government of Brazil
declared Pelé an official national treasure. During his career he
W scored 1,280 goals in 1,360 games. Heretired from the game in
1 1974. He was the 1978 recipient of the International Peace
Award, and in 1980 histitle was the athlete of the century.

Partner A. Parner B.
What was Pele' s job? What did the government of Brezil
do?

From whom did he learn the game of soccer? How many goals did he score during

his carees?
Who was Dondinho? What did he gain in 19787
Who discovered Pele? What was histitle in 1980?

How old was he then?

b) Now ask each other to learn more about Pele.



105

18. Thisis a questionnaire about the movie Braveheart. You work for afilm
company and you are doing an interview with the people (your friendsin the class).
Fill in the blanks in past tense and interview with your friends.

1. What......... (be) the name of the main character?

a) William Wallace
b) Rambo
c) Raki

2)Who .....cceennen. (play) the main character?
a) Mel Gibson

b) Sylvester Stallone
¢) Arnold Schwarzenegger
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3) What ........ (be) the movie about?

a) past lifein England
b) love
c) the life of anational hero in Scotland.

4) What ........ (happen) to the main character at the end of the movie?
a) he got married

b) nothing
c¢) hewaskilled
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WRITING

19.Write adiary for yesterday

20. Look at the pictures and write a short passage about Atatiirk in past tense. Use
the information below.

1881 M. Kemal is bornin the Ottoman city
of Salonika.

1893 He enrolls in the Military Cadet
School in Salonika.

1905 He graduates from the War Academy
as Staff Captain.

1910 He isthe Chief of Staff of the military
operation in Albania.
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1911 He is the Commander of the offensive
againg Italy in Tobruk, Tripoli

1912 He is the Commander of Operations
# for the Defense of the Straits.

1913 Heis the Military Attache in Sofia.
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May 16, 1919 He leaves Istanbul for
Samsun

October 29, 1923 The Turkish
Grand National Assembly declares
Turkish state as a republic and M. Kemal
is President.

20. Work in pairs. Ask your partner about his past and write a biography of your
partner.
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21. Below isan email from your friend. It is about his summer holiday. Write an
email to your friend about your holiday.

Hi Ali,

| was on holiday with my family. We were at a hotel near the beach in Antalya. |
swam alot but my parents mostly enjoyed the animation show at the hotel. | read a
book during my holiday. It was about Antalya. It was a fascinating place. The beach
was very clean and the sea water was hot. At nights the streets were full of tourists.
We went to the bazaar and bought a carpet. | liked the city very much. | enjoyed my
holiday in Antalya. It was great.

How was your holiday?
Looking forward to hearing from you

M ehmet

22. Write abeginning and an end for the story.

They got lost. They were hungry and thirsty. It was dark. They walked in the
moonlight. They didn't see any house around. The road was so narrow and full of
stones because it was a mountain road. John called Marry and Mike: “hurry up”.
Marry cried “it was just amountain trip but | didn’t think of this’. Mike was
courageous and he thought positively. He suggested to follow the road. They looked
for ahouse. It was 10 at night and they got more tired. The road went down the hill.
Suddenly they saw alight. They moved towardsit. It was a house.
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Sample unit 11

THE FUTURE OF TECHNOLOGY

1. What were the early cars like? Look at the pictures and discuss with your friends.

2. Look at the pictures and choose one of thetitles for the text below.

a)old cars b) beautiful cars c) alook at the past d) the past and future of the cars

3. Look quickly through the text and tell one feature of the early cars.
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Nicolas Cugnot, a French military engineer, invented the first car in 1769. It was
very primitive. It run on seam. The car was too slow. It stoped every ten to fifteen
minutes to build up steam power. Later Robert Anderson invented an electric car.
Electric cars used rechargeable batteries. They powered asmall electric motor.
However, the vehicles were heavy, slow, expensive, and needed to stop for
recharging frequently. Later people abondoned both steam and electric road vehicles
because inventorsinvented a gasoline car. It worked well and it was very fast. Today
most people use these cars because they are reliable, practical, and fairly efficient . It
is easy to control them and they don’t burn or explode. But gasoline engines release
chemicasinto the air and they polute the whether. Perhaphs the future cars will be
different. They will use different energies and they will not pollute the weather. For
example, they will run on solar energy, wind energy and even water. They will also
offer comfort and ease for the people. For example. It will pilot itself. It will use
lasers, avideo camera and a sophisticated computer brain to recognize signs and
detect obstacles on the road. Perhaps they wont use wheels because they will fly in
theair.
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4. Answer the questions about the text.

1. Who invented the first car?

2. What were the features of it?

3. What did Robert Anderson do?

4. What did electronic cars use?

5. Which car do most people use today?

6. Which energy sources will the future car use?

7. Which technology will they have?

8. What will be the other features of the future car?

5. Arethe following statements related to the text “true” or “false”?

1. Nicolas Cugnot was apilot ()

2. Thefirst car wasvery fast ()

3. Robert Anderson invented the steam car ()

4. Electric cars used batteries ()

5. Today most people used electric cars ()

6. Gasoline engines cause weather pollution ()

7. Future cars will run on stream ()

8. Future carswon't have lasers ()

9. They will have sophisticated computer brain ()
10. They will fly inthe air ()

7. Underline the present, past and future uses of the verbsin the text.

8. What do the following words refer to in the text?

R | (Line 1)
2.4they” ..o (Line4)
3 (Line7)



9. Match the following words and / or prepositions and find them in the text.

l.
run
primitive
release
pollute
sophisticated
detect
build

re

steam

10.Find the words which mean the same as the following words and expressions in

the text.

1.
car
obstacles
up
computor brain
on
chargable
chemicals
car

weather

1. unsophistigated. ........................

2.tooriginate.....................

3. amachineto carry people/things.........................

6.toburst loudly..............coeeenaen.

7toletout........oooeiiiin.l.

8.relatingtothesun..................
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GRAMMAR

Will: making predictions

you
he
she
it
we
you
they

will

you
he
she
it
we
you
they

will

run

run?

you
he
she won't (will not) run
it

we

you

they
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11. fill inthe blanks with the verbsin brackets in present, past or future.

In the past, peopleaways............ (dream) of leaving the Earth and traveling
through space to visit the moon and explore other planets and stars. Some of these
dreams............ (become) redlities. Men ............... (travel) to the moon. In 1969
American Nell Armstrong ................... (walk) onthemoonand he ............ (say)
“That's one small step for man but one giant leap for mankind." Armstrong
............... (spend) hisfirst few minutes on the moon taking photographs and soil
samples. It .................. (contribute) much to our knowledge of the moon and the
solar system However space exploration ....... (be) till initsinfancy. The scope of
theuniverse............... (be) largeand we............. (have) many unanswered
questions about it. There are about 10 billion stars like our sunin the Milky Way
galaxy and perhapsamillion of them .......... (have) planets. Do these planets really
.......... (exist)?and .................(be) any of them like those in our solar system, or
......... other intelligent beings or other forms of life exist there? Perhaps men
......... (travel) to these planetsin the future. They ............(search) for lifein
different galaxies. Perhaps, sometime in the future, we ................(establish)
colonies on the moon or perhapsMars. Thesebases ................ (be) excellent sites
for astronomica research. We............. (find) enough light, heat, and solar energy
for human beings to survive. Later we ............ (explore) the nearby stars.
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11. Form sentences in future time using the verbs below.

use/ do/ say/load and unload / assist /move

Police forces / this robot to disarm bombs

Robolobster / for underwater exploration

Elektro / 77 words and / backwards and forwards.
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~ Therobotic vehicle/ packages from the Vertical
Storage

This vehichle / housewives
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12.Write questions in the blanks in the dialogue and practice it in pairs.

Selin: | will do shopping.
Al ?

Selin: | will buy some fruits.

Selin: Ok. | will call you tomorror.

13.Find the mistakes in the passage and correct them.

In 1878, flight were only adream. Later, Orville Wright and his brother Wilbur
worked on the design of the first plane. In 1903 Orville will pilote the first flight. It
lasted only 12 seconds. However the first plane were very primitive. Today the
planes was very modern. They carry passangers to long distances in a short time.
They offer ease and comfort. They have a sophisticated technology. In the future we
saw different planes. Perhaps they are pilotless planes. They will serve many
functions. They protected a country’s borders, catch criminals and carry passangers.
They will have a very different design. The wings looked aesthetic and its shape will
be attractive. The designers will develop many new models too but we didn’t know
much about it.
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LISTENING & SPEAKING

14.Think of arguments for and against the statements below. Discussin groups.

1. In the future people will use pillsinstead of foods.

2. In the future students won't go to school. They will learn from the computers.

15. Listen to the person talking about the trains of the future. Write either yes or no
beside each statement to show what the speaker says.

1) The futuretrainswill fly inthe air. ()

2) The future tains will carry more passangers. ()

3) The future trainswon't run on railways. ()

4) The future trains will work with hydrogen energy. ()

5) The future trains won't pollute the weether. ()

16. Listen to the song and fill in the blanks. Sing the song together.

Yesterday ..... the day before today,
Day before today,
It happened already.

Y esterday is the day before today,
Day before today,
It already.

Today ........ today.
It'swhat.... going on.
It'swhat..... going on.

It'sjust what's happening.

Today ...... today.
It's what's going on.
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It'swhat....... going on.
It'sjust what...... happening.

Tomorrow is the day after today.
After today,
| wonder what ...... happen.

Tomorrow is the day after today.
After today,
| wonder what ...... happen.

Y esterday, Today, Tomorrow!

17. Listen to the person talking about the warsin the future. Complete the sentences.

LThefuture WarS ..........coveii i e, (be catastrophic)
2.The countries...........ccooveineiiiiine e, (use hydrogen boms)
3PeOpIe ... (live underground)

4. Bothddesinthewar ...................................(give lots of deaths)

5. SOMENALIONS. ...\ ivee e e (fight in the space)
TTHhEY e (use spaceshipsin the war)
8.Laser DOMS........coovvviiii i, (destroy the cities)
O.SUbMANNES......ceuieii i (launch atom boms)

10.PE0PIE ... (runout of food)
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WRITING

18. One of your friends wants to visit you tomorrow. Y ou are busy tomorrow. Invite
him for a stay at the weekend. Write an email to your friend about it.
Hi Metin,

Looking forward to hearing from you.

Ali

19. Write a beginning and an end for the passage.

But going to school isn't only about lessons and studying. Students also learn to live
together and establish social relations with their peers. They spend hours at school
and many things occur outside of the usual day-to-day learning. In some cases
students travel to foreign countries and experience the foreign culture. It contributes
to their knowledge of the world. They learn new ways of viewing the world. Today
the popularity of distance education is growing. Students are taking courses over the
internet. Perhaps computers will replace the schoolsin the future. Thiswill cause
many consequences.
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20. look at the pictures about the trains of the future. Write a pragraph about how
they will be in the future. Use the information below the pictures.

Virgin Trains/ tilt left or right on bends/ fast / not uncomfortable for the passangers

Free-gauge Trains/ run on different types of tracks/ four different track guages/ run
on four types of tracks.
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— i

& Gerrman magley Lrain

No wheels/ floot aove the track /magnets make the train rise up / fast / speed of 552
kph

not run on rails, air, or amagnetic cushion/ no wheels/ no engine/ therails are on
the train / run by electric motor /cheap
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Environmentally friendly, safe and relaxing / comfortable / new design
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CHAPTER 6. CONCLUSION

The main aim of this study was to investigate the effectiveness of the textbook

Spotlight on English used in state primary shools in Turkey based on the post-use

textbook evaluation practice and ultimately to develop anew model which would
compensate for the weaker parts of the textbook. In order to evaluate the textbook, a
textbook evaluation model was developed by reviewing the related literature. Thus

the following components of the textbook were eva uated:

- practical considerations
- language content

- design and organization
- language skills

- exercises and activities

- cultural consideration

According to the data collected, the weaknesses of the textbook were specified and
two sample units from the suggested textbook model which would compensate these

weaknesses were presented.

The suggested model follows a coherent unit format. It is organized as “reading”,
“grammar”, “listening & speaking”, and “writing”. Reading section presents reading
texts. There are pre-reading and post-reading, skimming and scanning activities. The
pre-reading activities aim to prepare the students for reading the text by focusing
their attention on the topic. The post-reading activities include comprehension
questions, true/ false questions, underlying the grammar items in the text, other
language practice activities like finding what the given words refer to in the text,
matching words and phrases, and vocabulary study.

Grammar section introduces the new grammar item and offers some activities like
fill in the blanks, meaningful language practice like reporting a weather forecast,

forming a biography of afamous person and finding mistakes in a text.
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Listening & speaking section offers a variety of activities: pairwork and group
work activities and meaningful language practice like guessing play and making a
questionnaire or for and against discussion on atopic, listening to asong and fill in

the blanks, and jigsaw activity.

Writing section includes activities like writing a biography with the given
information, writing an email or aletter to afriend about a given topic and writing a

beginning and an end for a half cut story.

The suggested model aims to give an equal focus on each of these areas. The
topics are chosen carefully to attract the sudents' attention. The language activites
are not presented in isolation but given in a context. Though some mechanical
activities are offered for language practice, meaningful activities are given special

importance.

Because timeislimited and the whole primary schoolsin Turkey isalarge
population, only the primary schoolsin Izmir city are chosen as the context of the
study. A similar study can be carried out in other contexts using the teachers
questionnaire to test the different components of the textbook. Again asimilar study
can be carried out to find the strengths and weakness of the other textbooks used in
different contexts and based on the data new textbook models can be suggested.
Since textbook development is ademanding task which requires team work and is
the task of textbook writers, the development of a new moded, in this study, was
restricted to two units. However, the unit design and the activities suggest a format
for the other units though additional activities can also be added by the textbook
writers. The researcher hopes that the suggested design would contribute to the

preparation of anew textbook for the state primary schoolsin Turkey.
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NOTES

The pictures and textsin chapter 5 are adopted and adgpted from the following

internet sources.

http://www.microsoft.com/bill gates/bio.asp

http://www.woopidoo.com/biography/bill-gates.htm

http://www.netglimse.com/celebs/bio/anna_kournikova.shtml

http://sports.quickfound.net/anna._kournikova biography.html

http://www.biogs.com/famous/kournikova.html

http://www.bookrags.com/biography-albert-einstein/
http://inventors.about.com/library/inventors/ble nstein.htm

http://www.ai p.org/history/einstein/inbrief.htm

http://en.wikipedia.org/wiki/Naim Suleymanoglu

http://www.maradonalO.nl/html/biografie eng.php

http://www.expertfootball.com/players'maradona/biography.php

http://havadurumu.hurriyet.com.tr

http://www.spaceandmotion.com/albert-einstein-biography-pictures.htm
http://inventors.about.com/library/inventors/bltel ephone.htm

http://www.songsforteaching.com/etienne/tobe.htm

http://www.latinosportdegends.com/Pele_bio.htm

http://www.google.com.tr/search?hl=tr& g=bravet+heart& meta=
http://www.imdb.com/title/tt0112573/maindetails
http://www.ataturksociety.org/asa/ataturk/bio.html

http://www.cybersteeri ng.com/trimain/history/ecars.html

http://inventors.about.com/library/weekl y/aacarssteama.htm
http://www.si.edu/RESOURCE/FA Q/nmah/earl ycars.htm

http://images.google.com.tr/imgre

http://en.wikipedia.org/wiki/Future of the car#Energy sources
http://news.bbc.co.uk/onthisday/hi/dates/stories/july/21/newsid 2635000/2635845.st

m



http://www.microsoft.com/billgates/bio.asp
http://www.woopidoo.com/biography/bill-gates.htm
http://www.netglimse.com/celebs/bio/anna_kournikova.shtml
http://sports.quickfound.net/anna_kournikova_biography.html
http://www.biogs.com/famous/kournikova.html
http://www.bookrags.com/biography-albert-einstein/
http://inventors.about.com/library/inventors/bleinstein.htm
http://www.aip.org/history/einstein/inbrief.htm
http://en.wikipedia.org/wiki/Naim_Suleymanoglu
http://www.maradona10.nl/html/biografie_eng.php
http://www.expertfootball.com/players/maradona/biography.php
http://havadurumu.hurriyet.com.tr
http://www.spaceandmotion.com/albert-einstein-biography-pictures.htm
http://inventors.about.com/library/inventors/bltelephone.htm
http://www.songsforteaching.com/etienne/tobe.htm
http://www.latinosportslegends.com/Pele_bio.htm
http://www.google.com.tr/search?hl=tr&q=brave+heart&meta
http://www.imdb.com/title/tt0112573/maindetails
http://www.ataturksociety.org/asa/ataturk/bio.html
http://www.cybersteering.com/trimain/history/ecars.html
http://inventors.about.com/library/weekly/aacarssteama.htm
http://www.si.edu/RESOURCE/FAQ/nmah/earlycars.htm
http://images.google.com.tr/imgre
http://en.wikipedia.org/wiki/Future_of_the_car#Energy_sources
http://news.bbc.co.uk/onthisday/hi/dates/stories/july/21/newsid_2635000/2635845.st
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http://teacher.scholastic.com/schol asticnews/indepth/space/spacestoriesindex.asp?art

icle=exploration

http://images.google.com.tr/imgres?

http://www.occdsh.on.cal~proj4632/learnmore.htm

http://www.euron.org/resources/robotgallery.html

http://www.treehugger.com/files/2005/11/future planes m.php
http://www.kidzworld.com/site/p1799.htm
http://www.songsforteaching.com/intellitunes/yesterdaytodaytomorrow.htm
http://news.bbc.co.uk/1/hi/uk/1428902.stm
http://www.transport-pf.or.jp/english/land/rail/future.html

http://www.trakkies.co.uk/facts/future.htm

http://www.damni nteresting.com/?20=308

http://www.uiah.fi/tmo/pro/train.html



http://teacher.scholastic.com/scholasticnews/indepth/space/spacestories/index.asp?art
http://images.google.com.tr/imgres
http://www.occdsb.on.ca/~proj4632/learnmore.htm
http://www.euron.org/resources/robotgallery.html
http://www.treehugger.com/files/2005/11/future_planes_m.php
http://www.kidzworld.com/site/p1799.htm
http://www.songsforteaching.com/intellitunes/yesterdaytodaytomorrow.htm
http://news.bbc.co.uk/1/hi/uk/1428902.stm
http://www.transport-pf.or.jp/english/land/rail/future.html
http://www.trakkies.co.uk/facts/future.htm
http://www.damninteresting.com/?p=308
http://www.uiah.fi/tmo/pro/train.html
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APPENDICES

Appendix |

EVALUATION OF SPOTLIGHT ON ENGLISH

Questionnaire for teachers

Dear colleage,

This questionnaire aims to investigate the effectiveness of the textbook “Spotlight on
English” through your opinions. Please read each item and indicate your opinion by
putting an X in one of the boxes: a) Strongly agree b) Agree c) Undecided d) Disagree €)
Strongly disagree.

Y our cooperation would be appreciated.
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I. PRACTICAL CONSIDERATIONS

strongly
agree

agree

undecided

disagree

strongly
disagree

1. The textbook is effective in terms of cover and

page appearance.

2. The textbook contains a sufficient amount of
visual materials (photographs, charts, diagrams)
helping the students understand the text.

3. The visual materials are actually integrated into

the text and not there for cosmatic value only

4. The layout (the parts of apage of the book)

and presentation is clear.

5. There are indexes, vocabulary lists, section
headings and other methods of signposting the
content that alow the student to use the material
easily, especially for revision and self-study

pUrpOSES.

6. The textbook is cost-effective, easy to use and
successful in your teaching situation in terms of

time, labor and money.

1. LANGUAGE CONTENT

strongly
agree

agree

undecided

disagree

strongly
disagree

1. The vocabulary load (i.e., the number of new
words introduced in each lesson) is reasonable for

the students of that level.

2. The new vocabulary is repeated in subsequent

lessons for reinforcement.

3. The number of grammatical points introduced

in each lesson is appropriate.

4. The sequencing ( order) of grammatical
pointsgrammeatical pointsis appropriate.

5. The new structure is repeated in subsequent

lessons for reinforcement.

6. The number of vocabulary and grammar items

introduced in each unit is the same.
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I11. DESIGN AND ORGANIZATION

strongly
agree

agree

undecided

disagree

strongly
disagree

1. The book contains a sufficient variety of design

to interest the learner.

2. Thereisaclear and logical page/ unit
organization so that the teacher and the students
can understand the theme, purpose and intended

result.

3. Headlines, chapter or unit headings and
subheadings help summarize what isto be

expected in a unit.

4. The density and variety of text is at the right

level for the students.

5. The topicsin the textbook are interesting.

6. There is acoherence in unit format (all the

units are organized in alogical format).
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IV. LANGUAGE SKILLS

strongly
agree

agree

undecided

disagree

strongly
disagree

1. The reading passages (texts) are suitable for the

students' level and interests.

2. There is an adequate treatment of pre-reading

and post-reading activities in the textbook.

3. Thereis an enough focus on developing listening
skill in the textbook.

4. The textbook offers a variety of practice to
develop speaking skill.

5. There is an enough focus on developing writing
skill in the textbook.

6. Thereisintegrated skills work in the textbook.

V. EXERCISES AND ACTIVITIES

strongly
agree

agree

undecided

disagree

strongly
disagree

1. The activitiesin the textbook are interesting for
the students.

2. There is an adequate treatment of activities
which promote meaningful language use (as

opposed to mechanical exercises).

3. The activities provide a variety of interaction

opportunities (group work, pair work etc.).

4. The activities in the textbook promote critica

thinking (i.e., anaysis, synthesis, interpretation).
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5. There is an adequate amont of activies for
practicing language (vocabulary, grammar) in the

textbook.

6. The activities are appropriate for the level of the

students.

VI. CULTURAL CONSIDERATIONS

strongly
agree

agree

undecided

disagree

strongly
disagree

1. There is an adequate treatment of native culture
(Turkish culture) along with target culture (English

culture) in the textbook.

2. The characters in the textbook represent people

from different social class, age and occupation.

3. The charactersin the textbooks exist in a social
network (e.g. family, peer group, workplace) and
they are not there in isolation without any social

connection.

4. The characters in the textbook are redlistic (like
red life characterstheir fears, hopes and hates are
reflected in the textbook).

5. There isan equal representation of men and

women in the textbook.

6. The women are represented in the same roles as
men(e.g. doctor, teacher) and they are not

presented as passive participants.
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