[. Introduction

The words “traditional” and “electronical” imply twquite opposite meanings.
“Traditional” indicates something that is rathed @nd that draws strength from its
history, but “electronical” suggests something tlsamodern and that connects with
technology. These two terms will appear in thissthen connection with textbooks.
“Traditional textbook” will describe a printed téxtok which learners are usually lent at
schools in September and use it more or less dtimmgvhole school year. “Electronical
textbook” will be a term for a textbook which isiginally on a CD-ROM but with
which learners work on computers in an informateechnologies classroom.

This thesis focuses on the content and format aditional and electronical
textbooks. The main question that this thesis wamtanswer is whether the role in
learners’ attitude towards both types of textboskglayed by the content or the form.
The initial question was originally laid by JaniBtma in hisModerni pedagogika-he
asks whether the central role in education is playeknowledge or by medium which
is its carrier (1997: 308) He introduces two opinions to this problem—firatbelief
that idea is important, not the meansuffPia 1997: 308). The second view claims that
the medium itself is the most important messagethatnew media bring a revolution
into human society (Rcha 1997: 308). All these thoughts were inspirafar the aim
of this thesis.

This thesis will try to answer its main questiontheoretical and practical part.
After mentioning the functions of textbooks and thasons why textbook is important
in learning and teaching, the theoretical part Witdus on the content and form of both
traditional and electronical textbooks. To be afoledecide whether content or form
play a role in the attitude of learfgit is necessary to create a set of criteria fgpad
textbook. This set of criteria will try to cover areas which are important for learning
English, such as language content, skills and formbawill also state criteria which
define textbook in the area of Framework Educatidhragramme, and there will be
special criteria for electronical textbook whichiiviie based on the electronical format
of the textbook.

L All translations in this thesis from Czech langeiafo English language were done by the author.
% Free of any gender bias, this thesis will considamer as “he”.



The following topic important for the aim of thisasis will deal with advantages
and disadvantages of both types of textbooks. fioadil and electronical textbooks
have many advantages and disadvantages in comnoawnidgethey both functions as
textbooks, but this thesis will be also interestied individual advantages and
disadvantages for each type. Especially advaniagesecessary to be discussed so that
the right picture of content and form can be presgn

As this thesis will also examine the relationshgiviieen learners and textbooks,
the last chapter of the theoretical part will loakthe topic of learner. It will try to
describe the relationship between learner and @ektlin terms of motivational factors
and learner’s subjective effort.

The practical part will examine, on the basis aflihngs of the theoretical part,
concrete traditional and electronical textbookse @hthe aims will be to find which of
the both types of textbooks fulfils more criteriaaogood textbook. The other aim of the
practical part will be to find what the relationghof learners towards both types of
textbook is. The results of both parts of the redeavill then be compared so that the
final conclusion about the content and form camiagle.

The last note made in this introductory part istthae term “traditional
textbook” will cover all parts of textbook importafor learning language—that means
usually a pupil’s book, a workbook and a cass&tenetimes, other components appear
such as video, a cassette for workbook, or somer ailditional materials. For the
purposes of this thesis, all the components nepedsa learners to learn English
language will be included. The term “electroniea{tbook” will include a CD-ROM on
which the textbook is recorded and a handbookresent and in case it is useful for

learning.



ll. Theoretical part

1. Functions of textbook

Textbook has a rich history—starting in the ancigmbes, through the
conception of Jan Amos Comenius till the enormourslmer of published textbooks at
the present. Rcha writes that textbook belongs inherently to stheducation
(1997:270). And yet, many discussions are held to statgeneral whether to use
textbook in class or not. There are two extremaiops—the former claims that it is
not necessary to use textbook in class at all. ddvantage of this opinion is that
teacher can more focus on learners’ needs and rprepaterials just for them, but,
Grant (1987: 7) remarks that teachers who do netetbook must either teach a very
special field of English for which no textbooks areailable, must have a lot of free
time to prepare other materials, or must be geniuBee latter extreme is that teachers
are fully dependable on their textbook and they m@ye into a dangerous stage when
the content of the textbook becomes the only ainthef educational process. Here,
teachers do not pay attention to learners' needsl.aGraves writes that “such an
attitude is detrimental both to the students andhéoteacher because it assumes that the
way teachers teach is uniform, and the way learlear® is predictable” (2000: 176).
The question is, then, whether there is any oth@nian which could solve this
problem.

The answer appears when the two extremes join @ bl describes this
opinion as a “compromise” when the textbook is ualectively, not necessarily in
sequence, and is extensively supplemented by otlaggrials” (1996: 183). Scrivener
explains how to get to this “compromise”:

| [Scrivener] suggest that, until you feel secy@y use your coursebook exactly
as intended by the author. When you are ready, th@eriment a bit, for
example, by personalizing a few exercises, choasiigo do some of them, etc.
Gradually assume control over the book and useciteasingly as a resource
rather than the centrepiece of the cou{$894: 43)
Both authors see textbook as an important, yetirngplaceable part of teaching and
learning process. The reason for having textbooklass may be in what textbook
brings into such a class, in other words, whattstions are.

Although there is not a clear consensus about Wisiah of the functions of



textbook, the functions themselves are the saniehBrdefines three basic functions of
textbook—function of presentation of subject mattemction of management of
learning and teaching, and function of organizatieverkova inSkolni didaktikecan
see only two main functions divided into sub-fuons:

1. In term of structures of aims of the procesgdication, we defindidactic
functions: here, theinformative function belongs which is the mediation of
information about the subject matter, followed foymative function, which
purpose is that the acquired systems of knowleduk skills become pupils’
inner values, andhethodologicalfunction, which aim is that pupils would also
acquire the methods of cognition.

2. Function of organization consists of function of planning, function of
motivation, function of managing the process otkaag, controlling function
and self-controlling function. (2002: 143)

These divisions provide space for evaluation amaly$or example, on basis of his
conception, Rrcha measures the didactic facilities of textboo®9@ 94-107). This
thesis will not use any of already available anedybut will bring its own criteria
concerning a good textbook. However, the functiohstextbook, as mentioned in
quotations above, will penetrate through the folfgyvchapter with one limitation—
only the functions connected with learner will becdssed, not functions which are

aimed at teacher.



2. Criteria of a good textbook

This chapter is going to state criteria for a gt@dbook for learners of English.
The aim of this chapter is not to create some kihdvaluation for choosing a specific
textbook for a real classroom, but to create a iggiset of criteria for a good traditional
or electronical textbook where the criteria will lager used in the practical part of this
thesis to do content analysis of three concretitinamal and three concrete electronical
textbooks.

The first part will focus on common criteria forthdraditional and electronical
textbooks because many of the features of thesbaelks overlap. The next part will
state the criteria special only to electronicathewk because of its distinctions which
also need closer examination.

2.1. Common criteria for traditional and electronical textbooks
The criteria which are common to both types oftterks will be found in three
main areas—the language content, skills, and thme.fo

2.1.1. The language content

The term language content includes items which iamgortant for learning
language. Cunningsworth says that “it is generafigessary to analyse language and
divide it into small units for effective teachingdlearning to take place” (1995: 31).
These small units are sub-skills (grammar, vocalpulpronunciation and spelling),
styles and varieties of English, and discourse (tthgsworth 1995: 31-53, Harmer
1991: 21-29).

2.1.1.1. Grammar

There are several requirements necessary for pgnegenew grammar in a
textbook. Generally, the grammatical units whiclegtbook covers must be divided
into such small portions that are easy to learnn(fihgsworth 1995: 34). Learner
cannot be put in front of a complex grammaticabare which he does not orientate.
These small portions must, then, be logically cotet so that the newly introduced
portions relate to the portions which learner algelanows (Cunningsworth 1995: 34).

When introducing an individual new grammar uniteréh are three points, by



Harmer, concerning the information which teacher tgxtbook) should present to
learner

we [teachers] must show them [learners] what thgdage means and how it is

used; we must also show them what the grammatical bf the new language

is, and how it is said and/or written (1991: 56).

In other words, textbook should inform learner abitn¢ meaning, use, and form. Of
course, it depends on the textbook in which orteiili present these points—textbook

can start with the form and meaning of the strugtand, later, add the information

where such a structure is usually used, or textlmaokstart with the use before the form
of the structure is explained. “There is clearlyamorect sequence, and sequencing will
vary according to learner level ... it is howeverigmitable that both form and use

must be learned, and as closely as possible” (@gswiorth 1995: 32). Therefore, the

criterion is not about the order but about the falcether all three points are mentioned
in textbook and whether there is a proper balarteden them.

It is also important that grammar is introduce@igood and interesting context.
Plenty of contextual examples of the structure ttogre with visual materials (Ur
1996: 82) will help learners to understand bettewhich situations the grammatical
unit is used and will give learner background farating their own sentences (Harmer
1991: 57). In addition to this, Cunningsworth s#yat textbook should include all the
relevant meanings of the grammatical unit whicbesg taught (1995: 34). However,
this would cause the context to be rather broad mwwdeover, it is not necessary in the
case of young learners to know all the possiblenminga as they can sometimes have
difficulties with production of just one meaning.n&t seems more useful to me is that
each grammar item is presented with its grammapedtern(Harmer 1991: 59) and
with the most obvious exceptions learners may emesyUr 1996: 82).

2.1.1.2. Vocabulary

The range of English words is enormous and it is pussible for learner to
know all of them immediately. That is the reasonywbxtbook must ensure that it
presents systematic amount of vocabulary during stage (Cunningsworth 1995: 38).
It must be sure that the amount and difficulty eimvocabulary is adequate to learner's



age in the whole book as well as in each individesgon?

Vocabulary-learning activities should, accordingGanningsworth (1995: 38),
develop learner's vocabulary in a purposeful anacgired way. The next criterion for
presenting vocabulary is to make sure that bothnymoiation and spelling are
accurately presented in textbook (Ur 1996: 60addition to this, vocabulary should be
introduced in context (Harmer 1991: 156) so tharrier can be familiar with the
environment in which a new word usually appearsnriugsworth calls this as
situational relationships—word sets associated péttticular situations (1995: 38). The
textbook should also inform learner about the waicelationships that exist within the
vocabulary, for example, semantic relations (symoy)y hyponymy, antonymy),
translations (Ur 1996: 62), homonymy and polysemiyicGarthy 1990: 15),
collocations, word formation, and word grammar—gnaatical patterns, for example,
countable and uncountable nouns, irregular plwahf adjectives or verbs with their
following preposition (Harmer 1991: 157-158). Theolwledge of all of these strategies
for handling the unfamiliar vocabulary does notyohélp learner to learn new words
but it also helps him to create his own vocabulaarning strategies.

2.1.1.3. Pronunciation

Teaching pronunciation in a good textbook shoulkclifoon two main areas—
producing individual sounds and producing suprarssgal features such as weak
forms (Cunningsworth 1995: 41), word stress, sar@estress, rhythm and intonation
(Collins 2003: 109, Ur 1996: 47). Exercises on ¢hareas should not force learner to
produce absolute correctness, but should rather giégntion to “areas where
misunderstanding can most easily occur’” and foous &voiding such unfortunate
occurrences” (Cunningsworth 1995: 41) so that “stusl can always be understood to
say what they want to say” (Harmer 1991: 22).

It is important for a good textbook to make leaghof individual sounds and
supra-segmental features as simple as possiblendremay find it useful to be able to
list and define the sounds of the language by mgitihem down using phonemic
representations (Ur 1996: 47). Therefore, it isessary for a good textbook to provide

® The adequate number of new words is supposeé ®& words for intermediate learner per
lesson.



a list of phonemic symbols, at least with symbals $ounds which are different to
learner's native language. Also, symbols for stiessword and symbols for intonation
should be included. The last important criteriontds have a lot of high-quality
recordings which provide good models for learnear(i@ngsworth 1995: 43, Harmer
1991: 22).

2.1.1.4. Spelling

A good textbook should pay some attention to spgliis well. Even though it is
very difficult to create any fixed rules how to pounce words in English, some
guidance can be offered to help. However, Cunnioggw(1995: 45) points out that the
help must be occasional so that it does not desuatilearner as the basics of spelling
operate at micro level below the level of meanings.

2.1.1.5. Style, appropriacy and varieties of Englis

A good textbook should prepare learners in suchag that they are able “to
perceive and understand the nature of the sodiatgins they find themselves in and
to select and use appropriate language” (Cunningbvi®95: 50). To achieve this goal,
textbook must present learner with a supply of texgs styles and appropriate
vocabulary and grammar for each style. If it doeg tearner will not become fully
communicatively competent—he will not know how &euthe language appropriately.

Concerning varieties, a good textbook does notdomoly on one variety of
English. It is good when there is one main varighych is consistently kept during the
whole textbook but textbook must also introducerleato other varieties so that the
learner “is able to understand as many varietie$ arcents as possible” (Harmer
1991: 29). However, it must be pointed that it @ of much use to acquaint learner
with other varieties in lower levels of their Ergjli

2.1.1.6. Discourse

Discourse is a term which McCarthy (1991: 8) ddmxsi as “a text in
communicative situations”. The author further smeabout written and spoken
discourse. Harmer says that the knowledge of disepuogether with appropriacy,
makes learners be able to operate efficiently (Hard991: 14). Knowing English



language does not only mean to know its vocabuaigrammar, it is also important to
know how to organize the language in communicatésn naturally as possible.
Cunningsworth says:

Virtually all coursebooks will present models obchurse, consciously or not,
through the examples of language that they offeliaogues, reading texts and
listening passages... However, we should look for eledhat represent
authentic discourse, even though at a simplifieellg1995: 46)

There are several items concerning discourse whiatuld be included in a good
textbook—reading texts should display coherentcstiing of content, paragraphing
and appropriate use of cohesive devices such asowng and conjunctives; spoken
English should represent natural spoken English,ef@ample, turn-taking should be
included; the area of writing should focus on a#fe kinds of written work such as
narratives, letters and postcards and should &sd to lead learners to their own
organization of their writing in the area of thgdat of a paragraph.

Discourse touches very closely another area in whigood textbook should
fulfil another set of criteria, and that is thea# skills.

2.1.2. Skills

The literature for teaching English, for examplerider;, divides skills into the
receptive skills (listening and reading) and thedoictive skills (speaking and writing).
All of them are vital for learner if he wants todoene communicatively competent. As
the communicative competency is acquired for iéalsituations, it is necessary that all
the skills are practiced in real-world learninguations (Kedrova 2003). Therefore,
good textbook should provide a proper balance batwal of the language skills
because they are not used separately in the reddt.wdoreover, the relationship
between skills and sub-skills (grammar, vocabulprgnunciation and spelling) should
be also well-balanced. As the learner's vocabuipaglually expands and he is more
familiar and confident in using grammar, the skidlould also become more complex.
Cunningsworth says:

Clearly the knowledge base of grammar, lexis, etd #he skills base of
listening, speaking, etc must go hand-in-hand andsebooks should develop
students™ skills in using English every bit as muwashthey help to develop
students” knowledge (explicit or not) of the sysiaringlish. (1995: 64)

Therefore, it is necessary for good textbook toettgy the complexity in both sub-skills



and skills.

In some sources, other types of skills are mentiaueh as creative skill or skill
of critical thinking (Kedrova 2003). They are alsgportant for learner but as they are
not directly connected to the production of Englehguage, they will not be discussed
in detail in this thesis. In the following four sthiapters, the criteria for each productive
and receptive skill will be examined in depth. Afeeshort introduction into every skill,
the necessary criteria for a textbook which wanteach skills will be created.

2.1.2.1. Listening

Listening is a receptive skill which can be leamtwo ways. Firstly, as a part of
general oral work, including dialogues and roleyplahere listening plays a secondary
role compared to speaking. Cunningsworth (1995: €)s that one criterion is to
“provide dialogues where what the students sayei$ @ontrolled and graded, but where
the response is more difficult and harder to urtdads. Such a technique will improve
learner's ability to cope successfully with unpctalle real answers in the world
outside the classroom.

The second way is learning listening as the maith €ke of the criteria is that
good textbook includes a variety of listening tagiarmer (1991: 214) states that there
are these types of tasks—Iistening to confirm etgiems, listening to extract specific
information, listening for communicative tasks (fexample, filling a form or
understanding directions), listening for generallerstanding, and listening for details.
Grant regards these tasks as “overall compreherssidis” (1987: 20) and adds three
more tasks—discriminating between sounds, recoggizarious stress and intonation
patterns, and recognizing language signals in titksexample, when a new idea is
being introduced or when a speaker stops talkimgiiabne idea). These three tasks help
the overall comprehension skills to be more dewedop

As mentioned above, one criterion of good textbaoko have a variety of
listening tasks. Moreover, each listening task nmeet additional criteria concerning
its form, which refers to the layout of the tads, authenticity, and the quality of the
recordings.

It is necessary that good textbook begins thenlistetask with pre-listening
activities which prepare learner for the task. “Quiehe major reasons for this [pre-
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listening activities] is to create expectations arduse the students” interest in the
subject matter of the spoken or written text” (Harmi991: 189). This pre-listening
phase is also helpful for learner to overcome diffies in listening where different
accents are present. Cunningsworth speaks abowidp@ as much background
information as possible to make the comprehensisiee (1995: 68). As well as
interest, expectations and safety, it is also ingmdrthat the textbook provides learner
with the possibility of response during the actiisiening so that learner does not have
to wait with his responses to the end (Ur 1996) &6d, also, feedback after the actual
listening where learner can check their answerg. lidtening task should end with a
follow-up task (Harmer 1991: 189) which is relatedthe listening but which might
want learner to use other language skills thaarisi.

Authenticity of a listening material is somethirgat Rifkin values highly in his
paper (2003). Grant gives his praise to moderrbteks when he says that “modern
books try to include ‘true-to-life’ listening matak—English as it is really spoken,
rather than mere ‘textbookese™ (1987: 19). To depdearner's listening skill, it is
necessary for him to meet in the listening matewigh such phenomena as hesitation,
reformulation, redundancy and topic change whicle @ommon in authentic
spontaneous speech. Harmer claims that it is irapbrto “help them [learners] to
disregard these phenomena and to concentrate dngtethe main message of what is
being said” (1991: 212). Learner who did not meesitation or redundancy in his
listening material will not know how to deal withem in real conversation. However,
the level of authenticity must be appropriate.

Moreover, the listening material should providaigh quality of the recorded
sound with appropriate speed of speaking and difteaccents. But, as was mentioned
earlier, such a type of listening material candresbme learners scary. The solution for
this problem can be that the textbook is accomplhbie a videotape because of the
vision which is normally available when speaking somebody in a real situation
(Harmer 1991: 213, Ur 1996: 108). Cunningsworthssiémat videotapes can overcome
the disadvantage of the missing partner but thevlobiaks of videotapes are their cost
and the need of special equipment (1995: 68).
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2.1.2.2. Reading

The main advantage of reading, unlike speakingsterling, is that learner can
reflect on the structure and use of the languadpsaiwn pace without stress. But, even
though reading provides such an advantage, is récessary that reading passages in
textbooks meet some criteria. Similar to the lisignmaterial, there must be many types
of reading tasks, the material must be interestiasy, authentic as possible, well
presented, and accompanied by purposeful activities

There are many types of reading tasks which shapjgkar in good textbook
because they develop learner's reading compreherisioreal life. Harmer states
reading to confirm expectations, scanning (extnactpecific bits of information from
the text), reading for communicative task, skimmggtting the general picture of the
text) and reading for detailed comprehension (19®1). More, Grant speaks about
skill of critical reading (1987: 60).

Any type of reading material should be interestiag authentic as possible, and
well presented. These three criteria go hand ird hagether—authentic texts which are
well presented are usually more interesting tharfical ones in ordinary setting.
Cunningsworth says that a reading passage mustd‘stat as something special with
its own identity” (1995: 75). It must catch the rear’'s eye. The topics should be
interesting, challenging, topical and culturallycegtable and the texts should progress
towards authenticity in as early stage as possibhe authenticity and interest are
provided by a wide range of different texts in thgtbook, for example press extracts,
advertisements, instructions, recipes, poems, lbresh extracts from short stories and
novels (Cunningsworth 1995: 75, Grant 1987: 60)arher will very probably meet
these types of texts in the real life.

The reading material must be, as the listening nateccompanied by special
types of exercises and activities. Before learndéirread the actual material, he should
be presented with pre-reading questions, focusiotiviles or pre-teaching of
unfamiliar key vocabulary items (Cunningsworth 1995) to increase his motivation
and interest. After reading, textbook should offest-reading comprehension questions
and follow-up tasks (Harmer 1991: 189). Cunningstwvonakes point that all of these
activities should help learner to read with underding and enjoyment (1995: 75).
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2.1.2.3. Speaking

Speaking is a productive skill which can be practisy many types of activities.
The criterion of good textbook is that both non-coumicative and communicative
activities are present. Non-communicative actigitiare activities which have no
communicative desire and purpose (Harmer 1991:15@)ewood calls these activities
as pre-communicative and says that “they aim tdpethe learner with some of the
skills required for communication, without actuallequiring him to perform
communicative acts” (1981: 8). The focus here isamauracy. Littlewood further
divides these pre-communicative activities to dtrad activities and quasi-
communicative activities (1981: 86). He says thatcsural activities which practice
only structural operations without any connectioncommunicative function. On the
other hand, quasi-communicative activities soundemcommunicatively authentic
because the learners can recognise the commumicainction in these activities
(1981: 104.

Among the pre- or non-communicative activities beldrills and repetitions
which are usually connected with introduction ofvnlanguage (Harmer 1991: 50).
Grant mentions these types of drills: transfornmatioill, pronunciation drill and chain
drill (1987: 35-37). Harmer, too, mentions varidypes of drills as activities for oral
practice (1991: 92-95). Littlewood provides a widgroice of pre-communicative
activities and he mentions question-and-answervide8 such as completing a
questionnaire, open dialogues or a “cued dialo@gl@81: 13-14). Even though these
activities are useful to acquire linguistic formsdato relate them to communicative
functions (Littlewood 1981: 14), yet, it must badsthat they should not be used too
much in the textbook because they can become boNmgeover, Cunningsworth
(1995: 101) says that “they [choral repetition anelchanical drilling] may well have a

* An example of a pre-communicative activity woblet

P: John has written the letter.

R: He wrote it yesterday.

P: John has seen the film.

R. He saw it yesterday. (and so on) (Littleebd 981: 9)

An example of a quasi-communicative activity wohd

P: By the way, has John written that letter yet?

R: Yes, he wrote it yesterday.

P: Has he seen the film yet?

R: Yes, he saw it yesterday. tigvrood 1981: 10)
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place in certain circumstances, but the cognitiypreach generally adopted is
exemplified by the use of problem-solving acti\stieule giving and concept checking”.
The last three mentioned activities belong to ttoeig of communicative activities.

Communicative activities are activities which “gidearners the desire to
communicate and a purpose which involves themvarged use of language” (Harmer
1991: 50-51). These activities focus more on flyemather than accuracy. It is
important for the communicative activities to indduthree aspects—information gap,
choice of language and feedback. Again, Littlewaldddes these activities into two
categories—functional communicative activities aodial interaction activities (1981
22). The former is characterised by the principiat tlearners have to overcome an
information gap or solve a problem (Littlewood 19&P). The latter adds a further
dimension of a more clearly defined social contsatthat learners must also pay
attention to their form of social behaviour (Littleod 1981: 43). Both categories
include activities mainly in the format of discowey or role-play. Grant (1987: 38-42)
includes these types of activities — informatiop-gativities, half-dialogues, quizzes,
problem solving and guided interviews. Harmer ewpraks about seven types—
reaching a consensus, discussion, relaying inginsstcommunication games, problem
solving, talking about vyourself, simulation and erolplay (1991: 122). The
communicative activities are closest to the retlasions in which learner may later
appear and that is the reason why it is imperdhe¢ these activities are included in a
good textbook.

2.1.2.4. Writing
Writing is the other productive skill which deveiog should be included in

good textbook. The literature divides writing irtto levels—first, the mechanics of
writing at a sentence level (Cunningsworth 1995: &fd, second, writing on the level
of discourse structure (Cunningsworth 1995: 80,nar1991: 53). The mechanics of
writing at the sentence level can be practiced xera@ses such as blank-filling,
sentence-completion or translation exercises (G87: 96). For the discourse
structure, learner should learn different kindscofiventions for the organization of
different kinds of writing such as report for a repaper, writing a diary, writing formal
and informal letters or summarizing texts (Cunnwggh 1995: 80). Both sentence
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level and discourse level writings are importantlé&arner to be able to make himself
understood in this area.

Similarly to speaking, also writing can be pradafida non-communicative as
well as communicative types of exercises (Harme311%0, Littlewood 1981: 86).
Harmer says that “it is often easier to provide apymities for spoken communication
in the classroom than it is for the written workl991: 139). Nevertheless, good
textbook should also meet this criterion becaugmad writing exercise should “be
interesting ... in other words, what is written sltbbhve some kind of communicative
purpose” (Grant 1987: 101).

To summarise, all four skills represent areas whitér learner the possibility to
become communicatively competent. Good textbooktrenable learner to become
competent in each skill and in such a way that lleemcounter as few problems as
possible when he gets into the real situationsc@irse, it is not possible to require
from the textbook to teach learner how to becomamanicatively competent on its
own, but everything in good textbook should leadt tancluding the following topic—

format.

2.1.3. Format

There are some criteria which should be fulfilladai good textbook which can
be covered by the word “format”. The format, irs ttiesis, will be used for describing
what the textbook consists of—either outside ordesThe criteria concerning format
will start with criteria of what can be seen on sheface (outer format) such as package
or attractiveness, and, then, the focus will mowethte format criteria of what is
“hidden” inside the textbook (inner format).

2.1.3.2. Outer format

The first aspect that can be seen at a textbodtikaisit usually comes in more
parts which relate to one another. Cunningswortls d¢ais as “the whole learning
package” (1995: 25). There is a wide range of othmowks and other teaching aids
which can make the whole textbook package suchhasptipil's book, CD-ROM,
teacher’s book, workbook or activity book, testididonal reading material, additional
listening material, cassettes for listening, cassdor pronunciation, CDs, video, video
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activity book and other. Some of these parts ar-kmewn, for example, a pupil’'s
book, meanwhile some seem to be very specificgxample, a video activity book.

The criterion important for the whole package iattthe individual parts meet
their own criteria and support well each other. Theeria for each part of the whole
package will not be mentioned in this thesis indlinlly because it would require a lot
of space, and, moreover, the general criteria @reaentioned in this thesis can be
successfully applied to each individual part—foammple, the requirement of presenting
vocabulary in sense relations can be also appliexércises in a workbook.

The second aspect of a textbook which can be iedushder the outer format is
the attractiveness and interestingness of the raktensed in the textbook. Harmer
claims that “good textbooks often contain livelydanteresting material” (1991: 257).
The images should be appropriate (Kedrova 2003) shraaild support the material.
Cunningsworth says:

When looking at coursebook it is important to cdesiwhether the visuals are

an integral part of the teaching material or arerghsimply for decorative

purposes, to make the page look better. Whilsactitrely presented materials

are desirable, visuals which have a teaching perpos clearly more central to

the coursebook (1995: 103).

Sprenger (1995) also says that the materials dhbbel modern which is, of
course necessary, but, on the other hand, the iadatshould be chosen in such a way
that they are modern as well as hard to becomefaddte so that the textbook does not

lose its attractiveness in one year.

2.1.3.3. Inner format

The inner format, comparing to the outer one, mething that cannot be seen
directly but needs a closer examination. This airapill try to create criteria in the
areas of topics, goals, methodology and and swealaks.

Apart from fulfilling the criteria concerning attrtiveness and interestingness, it
is also necessary that the topics are chosen wéht gare because the selection of
topics and subject content in textbook can greatfluence learner’s motivation.
Learner comes to a class with his own knowledgeera&nce and cognitive abilities
and, therefore, Cunningsworth says:
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Coursebooks can contribute to this process [lagguaarning] by including
subject matter which, whilst being primarily desgrfor language teaching but
is also informative, challenging, amusing, excitargl occasionally provocative.

They can provide opportunities for expanding stisleexperience in general, as

well as in language learning. (1995: 86)

It is important that a good textbook includes tgpichich will both interest and inform
learner.

Another criterion connected to the topic and subjeatter attracts nowadays
more attention than ever before. With the introdguctof Framework Educational
Programme, the cross-curricular boundaries becamgortant and good textbook
should have material on other subjects as well.n@wgsworth (1995: 86) writes that
these boundaries are “a little risky in some schoblut generally worth the risk
involved”.

The second group of criteria is connected with g@ald objectives which are
necessary for the relationships in the processeafning (Skalkova 1999: 110).
Knowing the goal or objective of learning helpsriea to know what he is going to
achieve. That is the reason why goals of the wihekbook, unit and each activity
should be clearly expressed (Kedrova 2003) in aldegtbook. To reach the integrity
of learning process, the goals and objectives imeed in the textbook should come
from four domains—cognitive, affective, psychomofBtoom in Petty 1998: 347) and
metacognitive (Rifkin 2003). The last domain is omant for developing learning
strategies at learner. A good textbook helps leagmerganize his own studies so that he
is then allowed to “study on their [his] own outsithe class” (Harmer 1991: 257). The
importance of metacognitive goals is also suppdote@unninngsworth when he thinks
that good textbook should encourage “an increaszeg of learner autonomy, the
ability to learn independently, and even to setoe/n learning objectives and monitor
them” (106: 1995). To achieve this, a good texkbslould consider different learning
styles, should also provide space for individualdgtin form of extra materials with
guidance how to use them and also with a key ftirassessment. A good textbook
should also contain a table of contents where Isyflds described because, as Graves
claims, it is a good place from which to start ipeledent learning “since it lays out both
what is in the book, how the units are sequenaadi, depending on the text, the content
and organization of individual units” (2000: 17&s was mentioned above, this
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growing independency will bring the need of matesaitable for individual study.
Cunningsworth (1995: 106) continues that “this wilkually take the form of a
workbook, or it may be additional reading matenalself-study material”. It can be
expected that portfolios to individual textbookghtibe created.

The third group of criteria will be establishedtive area of methodology. It will
briefly touch the aspects of recycling, feedbact tre use of mother tongue.

Harmer claims that it is important that the languégms are taught in a sensible
progression (1991: 257). To ensure that the pregresis natural, it is necessary to
recycle the language items already taught. Regqydmmeeting a language item more
than once is an important factor which helps lelatoestore the item into the long-term
memory. Cunningsworth says that items of gramnrat wocabulary need to be
recycled three, four or more times (1995: 28). €fme, a good textbook has a
consistent policy concerning recycling throughdw tvhole learning package. It also
presupposes that the knowledge building process paadtice sessions fit together
(Sprenger 1995).

When learner either learns something new or resyslemething old, it is
important that he receives feedback. A good textqmovides enough feedback in the
form of pre-tests, post-tests (Kedrova 2003), amatinouous progress checks either in
teacher’s book or in pupil’s book, which would elsabearner to check and correct
himself. It would be also good if the textbook aled learner to track his interaction
with the textbook (Kedrova 2003).

The next aspect in the area of methodology is attedewith the mother tongue
of learner. The question is whether or not thebteak, written by Czech authors, should
use Czech language. Cunningsworth sums up thatute of the mother tongue and
bilingual dictionaries is justified where it suppotearning” (1995: 99). From this point
of view, it is, then, alright if textbook includé€3zech explanation of difficult grammar
or Czech-English and English-Czech dictionaries.

The fourth group of criteria is in the field of salcand cultural values. The term
“politically correct” demands more and more consaien nowadays and its idea must
definitely reflect in any textbook. Cunningsworiys that “a curriculum (and teaching

® Oxford University Press web pages offer free mdid$ for these three textbooks — Chit Chat,

Project and Horizons. www.oup.com/elt/local/cz/faiv?cc=cz [viewed on 23 January 2006]
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materials form part of this) cannot be neutral lbseait has to reflect a view of social
order and express a value system, implicitly odiekly” (1995: 90). There are several
categories which can be called as “hot issueshénunderlying value system— gender,
ethnic origin, occupation, age, social class, diggbreligion. A good textbook should
not be biased in any of these categories. It doe®mly mean that, in practice, learner
is not exposed to any negative judgements conagithiese categories but also that he
meets with characters of, for example, various wolof skin, nationalities and

religions.

2.2. Criteria special to the electronical textbook

Apart from all the criteria mentioned above, thecélonical textbook is required
to meet other criteria which naturally come aloagd that are the technical criteria. As
electronical textbook brings many advantages thémkise new media through which it
operates, it must ensure that the technical paeasate not an obstacle but a friend.

2.2.1. Interface

Interface is the presentation of the electronidkie@k on the screen. In more
technical words, interface is defined as the waycamputer program accepts
information from or presents information to the nuder example the layout of the
screen and the menu or command struct@efdrd Advanced Learner’s Dictionary
1995: 623). Good electronic textbook has interfabech is “user friendly”. To achieve
this main criterion of user friendly interface, seal sub-criteria must be met.

First of all, electronic textbook must offer a glsareen layout. Learner needs to
orientate easily on the screen. It is good if #hdliook provides content menu which is
comprehensive and contains links to individual isest (Kedrova 2003). Another
important criterion is that the electronic textbasleasy to operate. Sprenger writes that
the exercises must be easy to run and all buttarst be easy to find (1995). The “exit”
button must be clearly visible and in all sectitbesause it can happen that learner gets
easily to the section he needs but have problertts geitting back to the main content
menu. The result usually is that learner ends thelevprogramme and starts again from

the beginning. Sprenger claims that
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the learner should be able to move smoothly frore part of the lesson or

exercise or tutorial in the software to anotherhatt having to make extra

efforts to find this button or that Help page, dnese to click to get that video
extract moving, and so on. Saving energy is thevked, so that concentration is
focused on the content and the learning proce895j1

Sprenger mentioned that the help file must be tadh# is also necessary that
the help file really helps and it is also goodhié thelp can be provided on-line. Kedrova
writes that it is also convenient if tutorials @resent either on screen or in print (2003).
Some electronical textbooks may offer help in twenf of search. Then, it is necessary
that the search responds to natural language dsawelbbreviations, and that it also
reacts to words written in “sound like” form (Keen®003).

The good level of technical parameters of the sdaatal textbook is important
to eliminate problems which learner could encoumharing his work with textbook.
However, there is a danger of overestimation oftéohnical part of the textbook. That
is the reason why Rifkin writes:

I [Rifkin] am mindful of the fact that many joursathat review foreign
language-learning software often focus, in thewviews, on the technology
itself, rather than on the pedagogy. (...) The reasmny journals take this
approach may be that the bells and whistles ofpeen technology attract more
attention and may be easier to notice than pedeajatesign. (2003)
Therefore, even though the electronical textboolky rugfill all the technical criteria
which were mentioned above, it is not the guaratiteesuch a textbook is good.

In summary, to have a good electronical textbobks necessary that it fulfils
criteria concerning the technical parameters a$ agethe criteria concerning content,
skills and form. Good traditional textbook does have to meet any technical criteria
but must fulfil the criteria concerning contentillskand form as well. However, there is
one more criterion that must be met in both tygegextbooks and that is the agreement
with curricular documents, mainly the agreementhwRramework Educational
Programme.

2.3. Criteria connected to Framework Educational Pogramme for primary
education
Good textbook used for teaching and learning Ehglés\guage in the Czech
Republic should be in agreement with Framework Btdanal Programme for primary
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education, which was published in 2004. This progre is a system of curricular

documents for education of pupils between six #itekeh years of age. It was created in
accordance with the National programme for develapnof education in the Czech
Republic, so called White Book. The reason why @hghould be a correspondence
between textbook and the programme is that theranoge defines everything that is
common and necessary in the compulsory primary atuc of learners (Vyzkumny

Ustav pedagogicky, 2004: 2).

To orientate better in the content of Framework dational Programme, three
main issues will be set in which it is necessargt tkextbook agrees with the
programme. The first issue introduces six key cdemmes which learners should
acquire during the primary education. They are thenpetency for learning, the
competency for solving problems, the communicatbgenpetence, the social and
personal competence, the civic competence, anavtiiking competence (Vyzkumny
Ustav pedagogicky 2004: 6-9). The programme claiha the entire educational
content and activities which happen at school rbesheadedowards the creation and
development of the key competencies (Vyzkumny Uptdagogicky 2004: 6). That is
the reason why also textbook should aim its featuoavards acquiring these key
competencies and it can do so in this suggested way
- competency for learning — aims from metacognitdemain; building learning
strategies; space for self-evaluation,

- competency for solving problems — problem-solvitagks; inductive approach;
individual work; self-reflection; discussions,

- communicative competence — skills (writing, spegklistening, reading);

- social and personal competence — discussionspgrork; pair work,

- civic competence — social and cultural values.

The second issue is connected with “expected owsbrwhich define the
expected qualification to employ the acquired scibjeatter in practical situations and
in common life (Vyzkumny Ustav pedagogicky 2004).Ithese outcomes are divided
into three types of skills—receptive skills, protue skills, and interactive skills. Good
textbook must provide enough materials for leaswthat his outcomes at the end of
each period (stated in the programme) are in aecael with the expected outcomes
required by the programme.
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The last issue discussed here is the issue of ulptter. Framework
Educational Programme mentions concrete subjedefhathich has to be included in
English lessons. The more subject matter textbodk asntain, the more such a
textbook will be allowed to be called ‘good textkbo

® Subject matter in Framework Educational Programme:

1st — 5th grade:

- rules of communication in everyday situationseegings, thanks, introduction

- simple messages - address, card, postcard daedfteim holidays, excuse, application

- thematic groups — home, family, school, free tilnebbies, clothing, shopping, weather and nature,
traditions and customs, holidays, important geogjcgh data

- vocabulary — synonyms, antonyms, context

- basic grammatical structures and types of sertergimple sentence, question and negative, waket or

6th — 9th grade:

- simple messages — addressing, reaction to adugegseetings, welcoming, parting, introduction,
excuse reaction to excuse, thanks and reactidratks, request, application, wish, congratulatésking
for help, service, information, agreement/disagresimmeeting, common programme

- basic relationships — existential (Who?.), sp&téhere?...), time (When?...) qualitative (WhatRigth?
How?...), quantitative (How much, How many?...)

- thematic groups — home, family, living, schooge time, hobbies, personal letter, form, questden
sport, health, food, town, clothing, shopping, netwveather, man and society, travelling, sociacalt
environment of relevant language areas and Czephbtie

- vocabulary and word formation

- grammatical structures and types of sentencedkeprinciple of spelling
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3. Advantages and disadvantages of textbooks

Textbooks, as mentioned in the first chapter, aveimaportant part of the
teaching and learning process. Textbooks have nmadmrgntages which teachers can
take to make their teaching more dynamic. Howetlare are also disadvantages of
textbooks which teachers should be aware of. Trise gart of the following chapter
will deal advantages common to traditional and tetedcal textbooks and also
advantages special to both types of textbooks. ,Thika focus will move to
disadvantages, again, common and special to bp#s tyf textbooks.

3.1. Advantages common to both traditional and elé®nical textbooks

There is a number of advantages common to bothstgbdextbooks simply
from the reason that they were written by authote wisually know the general
environment in which the textbooks will be used ,and this basis, “have made
decisions about what will be learned and in whay'w&raves 2000: 174). Teachers
who do not have spare time to design their own sgsiand teaching materials will
surely appreciate that textbooks provide their ayhabus which such teachers can
adopt (Graves 2000: 174, Harmer 1991: 256, Ur 19%8t). If textbooks provide
syllabus, they usually also provide a framework-atfeers and learners know where
they are going and what is coming next, so thatethe a sense of structure and
progress” (Ur 1996: 184). These advantages areealsecially useful for inexperienced
teachers or teachers occasionally unsure of thewledge of the language because
they can give these teachers necessary guidancappdrt (Ur 1996: 184).

Another advantage saving teacher’s time and energlanning is the positive
that textbooks usually provide learning materiathjch can “relieve the teacher from
the pressure of having to think of original matefoa every class” (Harmer 1991: 257).
These materials are usually in the form of setsisdials, activities, readings (Graves
2000: 174), texts and learning tasks (Ur 1996: 18d)tbooks can also ease teacher’s
preparation by providing other supporting materglsh as teacher’s guides, cassettes,
worksheets or video (Graves 2000: 174). Textbo@ksalso supply the teacher with a
basis for assessing learners” learning throughudiecl tests and evaluation tools
(Graves 2000: 174).

The last advantage which does not help only theherabut all learners in one
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grade or even in one school is that textbooks geoeionsistency on condition that all
teachers and learners use the same textbook (G2808s 174).

To conclude, textbooks most often help teacherplam their teaching. The
guestion which suggests itself here is whetheretlage any advantages for learners as
well. The answer is positive because textbooks lerlebrners to be more autonomous
in their learning. However, each type of textbooksggests different types of
autonomy—that is the reason why these autonomi#ésbeiimentioned, among other

advantages, in the following text.

3.2. Advantages special to traditional textbook

The first advantage of traditional textbook is thas a book—“it is bound so
that its components stick together and stay inmites light and small enough to carry
around easily, it is of a shape that is easily pdcknd stacked” (Ur 1996: 184). As the
textbook can be easily taken and carried from daeepto another, learner can take it
home to learn new material, review and monitorrtipeogress (Ur 1996: 184). This
advantage of convenience enables learners to lb@@ubus to a certain extent in his
learning.

Moreover, learner can use traditional textbook até because it does not
require any technical equipment for its runningk@@ova 2001: 34) and, usually, any
special skills or training for teachers and leasn@r be able to operate it. Due to this
fact, traditional textbook also requires smallemaficial expenses for its purchase
because it does not need the additional equipnmehtraining. Ur writes:

a book is the cheapest way of providing learningemia for each learner,;

alternatives, such as Kkits, sets of photocopiecrsapr computer software, are

likely to be more expensive relative to the amowft material provided

(1995: 184).

In situations when the decision about whether toclpase traditional or electronical
textbook depends on the financial limits, tradiibtextbook is the winner.

Last but not least advantage is the fact that thditional textbook has a
tradition in stating the content of education,gx$ent and proportioning of information.
The choice of traditional textbooks in the marlewide. In theList of textbooks and
teaching texts for primary education with the apioclause published by the Czech

Ministry of Education, there are many traditionalktbooks but there is not any
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electronical textbook. And, as Sikorova writes,ctesas prefer textbooks with the
approval clause which is for them at least someagiee of the quality of the textbook
(2001: 32). Also learner might prefer traditionaktbook because of its traditional
position it represents at lesson.

3.3. Advantages special to electronical textbook

There are several advantages concerning the eledtdextbooks which are, on
the contrary, obviously connected to the fact ttie# electronical textbook is a
multimedia. The first advantage is that learner loampresented the learning material in
a hyper medial level, which means that he can veagew information in visual, audio,
static and dynamic form, apart from the traditiomaitten text (Nunan 1996: 195,
Skalkova 2002: 459). Recha calls this connection of forms as the combiri@rmation
(1997: 307). The visual and dynamic form enablesnler to experience “genuine
interaction” (Nunan 1996: 193) because it can sateukhe real environment where
learners can see other people communicating—vegraslivell as non-verbally. Harmer
writes that “(...) in a face to face interaction gpgeaker can use a whole range of facial
expressions, gestures, and general body langudgdpdo convey the message” (1991
53). The electronical textbook makes it possibleléarner to see the body language
and, in this way, takes learner closer to the tyealf communication. Concerning the
simple written text, the electronical textbook elegdearner to work with the text more
actively — they can make notes, cut from the text paste into it (Sikorova 2001: 34).

The other advantage which is not possible to gdtin the traditional textbook is
the advantage of hypertext, and, the advantagetefaction—or, as Rcha puts it, the
two-way communication (1997: 307). Through hypertearner can move in the text in
various directions. The two-way communication eeablearner to have an active part
in the operating of the individual processes, fample choice of options and adjusting
to learner’s requirements (Skalkova 2002: 458),cwHurther contributes to learner’s
autonomy. Interaction also enables electronicalbteok to be immediate and direct,
which puts it into the first place concerning themediacy of the feedback. This is a
great advantage because learner needs feedbatbiksfearning and he “should have
their [his] work checked and corrected as quicldypassible after its completion, and
ideally while it is being done” (Petty 1998: 22hd teacher’s role, in such a case, is to
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help with problems and to check the results ofrlegs work (Skalkova 1999: 93).

The fact that it is the electronical textbook whpovides feedback brings forth
another advantage. The electronical textbook deesekearner’s fear of failure because
the computer makes it possible to make mistakebowit the loss of social status
(Pracha 1997: 308). A mistake would probably bring a lbaark from the teacher or
laughing of classmates but would not bring any eaghnt consequences with the
electronical textbook.

The last advantage brought by electronical textbmokhe advantage of the
individualized learning (Richa 1997: 308). Here, more than with the traditiona
textbook, learner can work in his own speed. Moegpgome electronical textbooks
remember learner’s weak areas, which can help deaonconcentrate more on what is
really needed. All this widens learner’s autonoraynell.

The fact that computers are needed when workinky tlug electronical textbook
defines all the advantages. There is even one m@ubrantage which is not connected
only with teaching English and that is that usingctonical textbook increases
teacher’s and learner’s information technologitsdicy. However, it would not be wise
to conclude that electronical textbook is bettecaose of its advantage, if a detailed
examination of disadvantages is not done.

3.4. Disadvantages common to both traditional andiectronical textbooks

Similar to advantages, disadvantages of using gpg of textbook are many.
They are mostly based on the fact that the textboskre written to an unknown
audience. Despite the fact that “the better oregljpoks] are written by teachers and
writers with considerable knowledge and skill aral’én much to recommend them”
(Harmer 1991: 258), it is not possible that onetltesk will suite all teachers and
learners. It may happen that the textbook will mate the right level of content for the
learners or will not be relevant to them (Grave8®Q.74). The textbook may not also
include everything that the teacher needs or mayoffer a good balance of skills
(Harmer 1991: 258) or a good mix of activities (@® 2000: 174). There is a danger
that one day the material will go out of date cattsome activities may be already
boring for some learners (Graves 2000: 174).

One of the advantages mentioned above was thdtomss provide a syllabus
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and a framework for teaching and learning. Howetlezse advantages may easily turn
into disadvantages. Concerning the syllabus, itlegppen that the textbook will offer

an unrealistic timetable for completing the textbqGraves 2000: 175). It may also

happen that teacher will over-use the frameworkeftextbooks and the learners will
“find the study of English becoming routine andghess and less motivating” (Harmer
1991: 257).

Altogether, teachers and learners must take inttsideration that textbooks
itself cannot adapt to their teaching and learniegds. Therefore, they should be
careful to minimise the disadvantages by adoptitmgrolearning materials which will
pay heed to what their needs are.

3.5. Disadvantages special to traditional textbook

It might be simply said that the disadvantageshef traditional textbook are
what is considered as advantages of the electlonima It is not multimedia and,
therefore, unless a separate cassette or a C2ds new information in the traditional
textbook is presented only in the visual form. Theditional textbook cannot either
offer its users to experience genuine interactiecalise it is only static. Neither can it
enable learners to move in the text in various waypertext) or to be interactive with
the textbook. The feedback which is provided by tfasitional textbook is not as
immediate, unless key to the exercises is provided, it can even take a few days
before, for example, the teacher brings correcterksheets. As the feedback is usually
provided by the teacher, learners may be afraithaking a mistake in front of the
teacher and the classmates.

Although it seems that the traditional textbook hasny disadvantages
comparing to the electronical one, it must be #aéd electronical textbook has its own
disadvantages which, in some situations, can caysater problems than the
disadvantages of the traditional textbook.

3.6. Disadvantages special to electronical textbook
The first disadvantage of the traditional textbaskhat it cannot work on its
own. It will always need the help of a computerislttrue that with the birth of the

multimedia computers and the production of multimegrogrammes multimedia
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workplaces are designed (Skalkova 1999: 237). Hewewomputers in these
workplaces have their own requirements. First, tin@ed quite a high financial
investment for their purchase, second, they reqairgoing technical support, and,
third, they demand computer literacy from theirrasé must be also said that there are
other disadvantages connected directly with thetimatlia workplace—for example,
the classroom is busy, or the number of learnemush higher than the number of
computers (Nunan 1996: 193).

The second disadvantage is that electronical tektyaand computers generally,
are connected with the danger of “iconic acquirethéBkalkova 2002: 457). This
happens when, Skalkova says, the culture of imagegy pushes back the culture of
word. The result of this process is that peopleal tenavoid more difficult conceptual
thinking (Skalkova 2002: 457). The precaution against tiés lin the fact that
electronical textbooks are prepared by educatierpkrts and, also, that teachers can
use electronical textbook pedagogically and didad.

To conclude, both traditional and electronical bexiks bring many advantages.
It is evident that they can enrich the teaching &atning process in many ways.
However, it seems that electronical textbook bringre advantages because of its
format—especially in the area of learner’s autonoflgo Pricha writes that it can be
said that new media really bring a quality changehe fact that they make it possible
to adoptsome didactic practices a wider way (1997: 308). But, the research shibw
if there are electronical textbooks which offeralthese advantages.
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4. pupil as a user of textbook

The teaching and learning process consists of aes@mponents among which
the most important are aims, content, teacher apd, pnethods and didactic aids, and
conditions under which the process takes placeimpact of the mutual relationships
among the components influences the dynamism ofltiede teaching/learning process
(Skalkova 1999:105). This chapter will focus maiatythe relationship between two of
the components which are the pupil and the didaatie—either traditional or
electronical textbook. It will examine their refatiships in the area of motivation, and it
will try to determine which of the two types of tbroks is more convenient for the
dynamism of the teaching/learning process.

4.1. Motivation

Motivation plays an important role in learner’s iaetfunction in the teaching
and learning process. Cunningsworth writes that tivation is one of the most
powerful forces for good and effective learning axach often be more important than
other factors, including teaching method” (1995). b be more specific, motivation
also plays an important role in learner’s activection towards textbooks. The question
is what causes learner to work with each type afbteok and whether there is a
difference between the traditional and the eleatadnextbook in terms of how they
motivate learners to use them.

The first group of motivational factors is univdrsa both types of textbooks.
They are clear goals, varied topics and tasksalgstension and challenge—or puzzles
and controversies by Petty—entertainment, inforomatjap and personalisation—or
human interest by Petty (Ur 1996: 281, Petty 198844). Their function is to arouse
interest of learners in general. Cunningsworth egrithat “an interesting coursebook,
lively and well presented, with variety of topicdaactivity can be a powerful factor in
strengthening the motivation of the learners” (2985. Textbook which contains most
of these motivational factors eases teacher’s teftormotivate learners but does not
supersede teacher’s role.

In addition to this, each type of textbook offets unique motivational factors
which cannot be found at the other type. As theyuarique, they are at the same time
considered as advantages. That is the reason whg ebthem will be discussed very
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briefly in this part of the thesis because they evatready mentioned above in
Chapter 4.

4.1.1. Motivational factors in traditional textbook
The biggest motivational factor in traditional teabk is learner can work with it

n other places than school. We are not yet in ithe when learners will have their
notebook computer which they will be able to campme. Traditional textbook can,
then, serve as a better means for individual legrm the environment outside school,
on condition it provides materials for individuabrning in “the form of a workbook, or
it may be additional reading material or self-sturhssettes” (Cunningsworth 1995:
106).

4.1.2. Motivational factors in electronical textbo&

The range of additional motivational factors ofotdenical textbook is broader.
This situation is similar to the proportion of adt@ges of both textbooks and the
reason why this happens is, again, the same—etecatdextbook is multimedia.

The first factor is a more generous offer of visuahllen writes about
electronical textbook that “(...) suspense, fagangagraphics, humor, sound, music,
animation—all draw learners in when done well” (20Q57). Other two factors are
interactivity and immediacy of feedback. Interaityivenables learners to be more active
in their learning with an immediate response from computer. Petty writes:

The addictive nature of video and computer gamebhdaght to be due to the
immediacy of the success and reinforcement theyigeo If players learned
their score (and which planes they had 'shot doavmieek after the game, then
the games would not be so popular! Yet studenenoftait weeks for marked
work. (1998: 36)
The fact that electronical textbook offers envir@mnin which the fear of making a
mistake is eliminated is another factor which casuse learner’s motivation. Private
learning environment, as Allen calls it, has itagal in learning process because “for
many individuals, practice in a private environmawbids all risk of a humiliation and
can bring significant learning rewards” (2003: 171)
The last but not least factor which contributesetrner’s motivation is novelty.

Electronical textbook has a very short history canmg to the history of traditional
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textbook. It is supposed that “a novel context lcalp tremendously to attract attention”
(Allen 2003: 204-205). However, in the present tedbgical world, it might be
wrongly expected that pupils will be more motivatey the electronical textbook
because of its modernity only. But,

the assumption, that merely using multimedia isivatibn, may be admittedly

understood through the concept of motivation dritsgrcuriosity, however this

can hardly be seen as having a long lasting eff&cimus 2003: 163)

The drawbacks of novelty at electronical textbook that it is a temporary issue and
that it can sometimes cover insufficiencies.

To conclude, it is evident that electronical textb@rovides more motivational
factors than traditional textbook. Learners shothérefore, be more attracted to work
with electronical textbook. However, this thesisstalso consider subjective effort on
the part of learner because without it all thedesstmentioned above would be probably
meaningless.

4.1.2. Subjective effort

The subjective effort on the part of learner ifluenced by the amount of
learner’s experience either with the traditionalebectronical textbook. It would be
almost impossible to find a learner who does neothany experience with a traditional
textbook, except for the first grade at primaryaahBut, it is quite probable to find a
learner who does not have any experience with kbetrenical textbook even in the
higher grades of a primary school.

If primary school teachers at the lower stage (ggadl-5) do not use any
electronical textbooks and learner does not haeeptssibility to use a computer at
home, it might happen that the learner’s firstadtiction to the electronical textbook
happens in the fourth grade when English lessaars. Such a learner can be either
eager to learn, or “face computers with intenseieipxsometimes to the point of
technophobia” (Teeler 2000: 60). This fear canrgjlp demotivate pupils in using the
electronical textbook and a careful introduction ttee basics of the information
technology is then needed to help pupils enjoyrthverk with the electronical textbook.

On the other hand, learner who is rather “a techilgpthan “a technophobe”
will be highly motivated by his good feeling that ban do something and that he has a
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“stable point” from which he can try to penetratéoiother areas and show his qualities
there as well (Deci and Ryan in Mare$ 1998: 19@ciland Ryan (MareS 1998: 196)
state together three important sources of motiwatio their theory of primary
motivation where one of the sources is learnerss®f competency in a certain field.

The second aspect important for learner’s motivatie his perception of
learning from both types of textbook. Sikorova esitthat a very significant aspect of
electronical media is the psychological influen@®Q1l: 34). She asks questions if
learners will want to learn from electronical mediad if it will be more pleasant and
more suitable for them (2001: 34). It may happext some learners will not want to use
electronical textbook because they will think thas not proper learning. They will feel
more safely with traditional textbook.

The conclusion here is in favour of traditional tmoks. It can be seen that
traditional textbooks offer safer option in sitwais when learner’s relationship towards
electronical textbook becomes a problem. Moreowerlitional textbook is more
convenient because pupils are used to it from athbjects. However, if the experience
with traditional textbook is bad, the introductiohusing the electronical textbook can
offer new space for computer-skilled learners aad istart to those who begin their
journey with electronical textbook.
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5. Summary of the theoretical part

The theoretical part has examined three areas tamorfor analysing a
textbook. First, it has established criteria fagad textbook for learning English. The
criteria covered the areas of language contents starmat, and relation to Framework
Educational Programme. Concerning the languageengnit seems that both criteria
can be successfully fulfilled by both traditionaldaelectronical textbooks. However, it
seems that electronical textbook is in advance withviding individualised learning
because it offers the audio side with each coptheftextbook. Traditional textbook
usually provides only one cassette or one CD. laxarnan, with electronical textbook,
take control of their own learning more easily d&retome more independent in their
learning.

When speaking about skills, again, both typesxitbiooks are able to meet the
criteria. Both can present variety of well-desigrtadks which offer authenticity, are
interesting and serve learners to achieve the camnuative competence in English
language. The only difficulty may be that learneray not be fully accustomed to do
reading or writing tasks on computers but this pobwill gradually disappear as
learners will get more and more used to workindgweimputers at schools.

Concerning outer format, here the situation ishghgin favour of electronical
textbook. Traditional textbook cannot satisfy leasl need of feedback as the
electronical textbook can because of interactidns Was mentioned in this thesis many
times and it is, indeed, one of the biggest adwm#eof electronical textbook. The
immediacy of feedback takes electronical textbautk ithe lead in the area of inner
format.

The last group of criteria was established in r@hato Framework Educational
Programme. It depends on the authors of textbooks duickly they will react to this
new curriculum document. They can rewrite theieadly existing products or they can
create new ones. Here, it seems to me that wadititextbook can be more flexible
because there is such a variety in the markesd.dbvious that a good textbook needs to
show that it is in accordance with Framework Edioca Programme.

In addition to this, another set of criteria fore@lonical textbook was
established because electronical textbook brings foem which must also submit to
some criteria. These multimedia criteria put moesponsibility on the authors of
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electronical textbooks and also create more spa&egenelectronical textbook can fail as
a good textbook.

Second, the advantages and disadvantages of bp#s tyf textbooks were
discussed. It is apparent that electronical textbuiters more advantages because of its
electronical form—hyper medial presentation, hygert interaction, private learning
environment, and immediacy of feedback. All thedeaatages can contribute greatly to
learning. However, the electronical format alsangsi the biggest disadvantage—the
need of technical equipment.

One more advantage seems to have considerablenoc#uon both types of
textbooks and that is tradition. | suppose thatabee of tradition and longer history,
traditional textbook has more time to be developgd the form of a good textbook.
Electronical textbook is quite a new phenomenon-effika in her article written four
years ago states that the market with electrortieatbooks only starts working in
technologically most industrial countries and isrsw that anybody is not able to
reliably predict its future (2001: 33). It can, thdappen that even though electronical
textbook offers more advantages of use, it will neach the quality of traditional
textbook because it will need to solve the questmicontent criteria.

The last area discussed in the theoretical pattisfthesis was the area of pupil
as a user of textbook. And again, it seems thatreleical textbook can add more to
this issue. Here, on the contrary, the fact thattebnical textbook is a new media has
positive implication in motivation. But, this pasg implication might lose its power
over the years.

In summary, both traditional and electronical textks can achieve the status of
a good textbook in relation to content, and, thmefhave their place in the learning
process. The form is also important because atretecal textbook it brings many
advantages which may bring more dynamism into #aehing and learning process.
However, there is also the danger that the formatgnts the electronical textbook to
be a part of the process either because of thaitathrequirements it needs or because

of its poor quality.
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lll. Practical part

6. Research

6.1. The aim of research

The theoretical part has shown that traditional afettronical textbook are
under the same criteria concerning the contenttdJfhis point it can be stated that
traditional and electronical textbook do not diffelowever, differences start to appear
when the form of these textbooks is analysed. Ndteri@ for electronical textbook are
raised and each type of textbook brings differehtaatages and disadvantages. The
form is what divides textbooks to traditional anldcgronical. This research aims to
decide if it is the content or the form which playsole in the process of learning. It can
happen that even though both textbooks differ airtform, it is the content which is
important and the form does not influence learnatgall. On the other hand, the
research may reveal that it is the fowhich determines learners’ attitude to learning
and content is not important at all.

To reach the final conclusion, the research wiigeed in two parts. The aim of
the first part is to find which type of textbook tolaes more of the criteria of good
textbook. The second part will, then, focus on reeas’ attitudes and relationships
towards traditional and electronical textbooks. &ia is to show how learners see the
position of textbooks in their learning and howytlsee the content and format of both
traditional and electronical textbook. This partingportant for proving whether the
form has a role in learning or not.

After these two parts, the final conclusion will beated. The results of both
parts of the research will be compared and intégdrewhich will answer the main
question of this thesis whether it is the contenthe form that plays a role in the
process of learning. If both parts of the resultl enth the same outcome, it can be
confirmed that the form does not play a role inphecess of learning; on the contrary,
if the outcomes of both parts of the research ditfee role of the form in learning will
be confirmed.
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6.2. Data collection techniques
6.2.1. Content analysis

The first part of the research focuses on textbodks aim is to find out which
type of textbook fulfils more of the criteria forogd textbook. For that reason, the
method of content analysis was chosen. Gavora snbbok mentions two way of
performing a content analysis—non-quantitative audntitative (2000: 117). This
thesis will use the quantitative content analyskicW task is to quantify the content
elements.

6.2.2. Questionnaire

The second part of the research is interestedtitudggs and relationships of
learners towards traditional and electronical tegib As the data were supposed to be
obtained from more than one class of learnerscidee to use a questionnaire.

6.3. Research 1
6.3.1. Process
6.3.1.1. Selective group of textbooks
The assignment of this thesis requires a compan$dmree traditional and three
electronical textbooks. To make this comparisoe,ftlowing steps had to be done.
First, | had to define the selective group of textks which | was to examine. In
case of traditional textbooks, the main problem teadecide which three textbooks I
should choose from the big number of textbooks dsedearning English. Regarding
the availability, | have chosen two textbooks whiaksed during my teaching practice
at Clinical year and one textbook which is onehs& most popular textbooks used for
teaching and learning English. The two textbooksctwH personally used arlew
English for You(further mentioned aBIEfY) by Zdeika Kocianova andVelcomeby
Elizabeth Gray and Virginia Evans. The third textbahosen for content analysis is
Projectby Tom Hutchinson. All three textbooks were putid by different publishers
within three years.

All the textbook come from a set of textbooks deed for primary schools.
NEfYis a set of six courses of English from the fouaminth grade at primary school.
Welcomeis a set of three courses designed for the foupthto sixth gradeProject
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contains five courses where the first one startsalfifth grade. For my research, | have
chosen textbooks written for the fifth grade sa ti@ textbooks are then more easily
compared. Each textbook forms a package wheredhmenon parts are pupil’'s book,
workbook, teacher's book and cassette. In additmrthese partsWelcomeoffers
videotape and a set of flashcards. In my resealtthparts important for learning
English were included, that is pupil's book, workkp cassette, videotape and
flashcards.

More difficult task was to find three electronidaixtbook. In comparison to
traditional textbooks, electronical textbooks act g0 available yet. Here, | could not
choose from a large supply as with traditional lhewks, but | had to search for
electronical textbook that would be suitable for ragearch. Finally, | decided to use
Anglictina pro cti published by LangMaster Groupell Me More Kidspublished by
LEDA andTS Anglétina published by Terasoft.

Similarly to traditional textbooks, electronicalxtbooks also come in sets
designed for various age levelsell Me More Kidscontains three CD-ROMs for
children from four to twelve years of ageS Anglétina is a set of six CD-ROMs which
cover all years of learning English at primary saih@he only exception i&\nglictina
pro deti which forms only one CD-ROM designed for childreinsix to ten years of
age. To keep the balance of the chosen textbofmicused on those CD-ROMs which
are designed for children of ten to eleven yeaisgef, that is the fifth grade.

6.3.1.2. Criteria

The criteria according to which textbooks are asedly are based on the
outcomes of the theoretical part, therefore thejuote seventy-eight criteria created in
the areas of language content, skills, format aranEwork Educational Programme.
There are ten extra criteria for electronical texibconcerning the form.

When thinking how to measure the number of critérifilled in each textbook,
| was inspired by the format of measuring of didagrovision by Picha (Pécha
1998: 141-143). He also traces the occurrence diviolual structural components
according to his list. The way he does it is thanbtes only if the component is present
in the textbook or not, but does not focus on teguency of components. After that, he
calculates coefficients which characterise the aidgrovision of textbooks. He writes
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that all stated coefficients are calculated likgeacentage proportion of the number of
really used components from the number of possibfeponents. All coefficients take
the value from 0 to 100% (&sha 1998: 143). | am going to apply this calculaiio my
research so that | can better compare chosen twkdbdn the case of this thesis, the
value of 100% defines that textbook fulfilled dlktcriteria of good textbook, the value
of 0% means that any of the criteria was not flell

6.3.2. Results

The main question of this part of research is szaler which type of textbook
meets more criteria of good textbook—in other wotdsstate which type of textbook is
‘better’. The results can be seen in the followtaigle:

Table 1

Textbook Percentage
Project 1 74.36%
New English For You 2 69.23%
Welcome 1 62.82%
Anglictina pro cti 52.27%
Tell me More Kids Il 47.73%
TS Anglétina Il 34.09%

In the left column of the table there are titlededtbook; to differentiate better between
traditional and electronical textbooks, | have tentthe title of electronical textbooks in
italics. In the left column there is the amount aviteria met by each textbook in
percentage. The higher the percentage, the betiextlaook should be. It is apparent
that traditional textbooks ranked the first thresipons, whereas electronical textbooks
occupied the last three positions. Even the eletab textbook with the highest
percentage did not reach the traditional textboithk the lowest percentage.

The following paragraphs will look more closely itadividual areas in which
criteria were stated. The second table describesrdbults in the area of language
content (grammar, vocabulary, pronunciation, spgjlistyle and appropriacy, varieties
of English, and discourse:
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Table 2

Language content Percentage
Project 1 83.33%
New English For You 2 70%
Welcome 1 60%
Anglictina pro cti 46.67%
Tell me More Kids I 23.33%
TS Anglétina lll 16.67%

It is not surprising that this table shows the sarder as in Table 1. The textbook
which fulfilled the most criteria concerning then¢piage content waroject followed

by NEfY and Welcome Electronical textbooks ranked the last three tpos where
Anglictina pro ctti with the highest score among the electronicalbi@oks is about
sixteen percent behind the last of traditionallierks. The span between the textbook
with the highest percentage and the textbook viighldwest percentage is about 66 per
cent, which indicates that there are big differsnm@ong all the textbooks in this area.

The following table describes the results in theaasf skills:

Table 3

Skills Percentage
New English For You 2 63.16%
Welcome 1 63.16%
Project 1 57.89%
Tell me More Kids I 47.37%
Anglictina pro cti 26.32%
TS Anglétina Il 15.79%

This table shows that traditional textbooks fudfillmore criteria, again, now in the area
of skills. The results are balanced concerning ttaditional textbook but there are
differences among electronical textbooks. The edeatal textbook which fulfilled the
most criteria does not meet the last of the tradél textbooks.

Table number four gives a picture about the resnitse area of format:
Table 4

Format Percentage
New English For You 2 75%
Project 1 75%
Tell me More Kids I 66.67%
Welcome 1 62.5%
Anglictina pro cti 62.5%
TS Anglétina llI 34.09%
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Here, New English for Yowccupies the first position together wiBroject 1 It is
followed by electronical textbookell Me More Kidstraditional textbookVelcomeand
electronical textbook#nglictina pro ctti and TS Anglétina. The percentages in this
table do not show any radical differences betweertéxtbooks APART FROM.

The last table shows the results in the area oiméwark Educational

Programme:

Table 5

Framework Educational Programme Percentage
Anglictina pro cti 100%
New English For You 2 100%
Project 1 100%
Tell me More Kids Il 100%
TS Anglétina lll 100%
Welcome 1 100%

These results claim that all textbooks are in falicordance with Framework
Educational Programme or, at least, support itames parts. Both traditional and
electronical textbook fulfilled all the criteria ailnt the programme.

When examining Table 2 and Table 3, it can be dtttat electronical textbooks
either did not focus on language content and skély much or offered them in poor
quality. However, as the format results in Tablaré similar to both traditional and
electronical textbook, a question arises why etental textbooks showed so poor
results in language content and skills. The answight be in the following tables
which describe the percentage of fulfilled criteobtextbooks in individual parts of
language content and skills:

Table 6

Language content  Anglétina pro déti Tell I\}éli((ejsl\/lore TS Angli¢tina
Grammar 100% 0% 16.67%
Vocabulary 80% 60% 60%
Pronunciation 14.29% 28.57% 14.29%
Spelling 0% 0% 0%
Style, appropriacy

and varieties of 50% 50% 25%
English

Discourse 14.29% 0% 0%
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Table 7

Skills Angliétina pro déti Tell Me More Kids TS Angli ¢tina
Listening 25% 37.5% 25%
Reading 25% 75% 25%
Speaking 25% 50% 0%
Writing 33.33% 33.33% 0%

It can be seen that electronical textbooks futfilleost of criteria in one or two parts of
language content (usually vocabulary) and did mdfillf many criteria in individual
skills (apart from Reading and Speaking&ll Me More Kid$.

6.3.3. Interpretation

It can be summarised from the results that tracidextbook fulfiled more
criteria concerning good textbooks than electrdrtegtbooks. The reason for this may
be in the fact that traditional textbooRsoject and NEfY are revised textbooks which
authors could reflect on inadequacies of the forpudalications and could also flexibly
react to the requirements of new findings in digacof English language. On the other
hand, electronical textbooks are the first editiansl because of their shorter history,
their authors might not have time for evaluatianmust be noted thatS Anglétina has
its revised edition but, unfortunately, it was maissible to take it into this thesis. It
would be interesting to see if there is any progjoestowards fulfilling more criteria
concerning good textbook. As stated in the thecaepart (Chapter 4.2.), tradition is a
considerable advantage at traditional textbooks.

The first position ofAnglictina pro ctti among electronical textbooks might be
caused by the expertise of the publisher (LangMpsitieich provides a large number of
other electronical textbooks for teaching Englihe reason for the last position D6
Anglictina might be caused by the focus of this electronieatltook on practicing of
language rather than teaching.

From all the tables, it can be summarised thattreleical textbooks fulfilled
fewer criteria of good textbook and, therefore, moeso sufficient for learning English
language as traditional textbooks. But, | am cooeththat they still have their place in
learning. They can be used as supplementary miatiniatraditional textbooks.
Moreover, the relationship of learners towardsitiawolal and electronical textbooks has
not been discussed in the research yet.
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6.4. Research 2
6.4.1. Process
6.4.1.1. Aim and structure of questionnaire

The theoretical part of this thesis has createtraai of good textbook and also
stated advantages and disadvantages of traditeorthlelectronical textbook. The first
part of research focused on how each type of texktliolfilled the criteria but did not
take into consideration learners as users of tektfiorhe aim of this part of research is
to find which type of textbook learners like betfer their learning and how they see
the content and form of both types of textbookserEthough each type of textbook can
meet some criteria of good textbook, it does ndbmatically mean that learners will
also have positive or negative relationship ondatthe number of fulfilled criteria.

The questionnaire was designed for learners atgpyirachool (Appendix 2). |
have created sixteen questions with a scale (qunssii-16), two half-opened questions
(questions 18-19), eight closed questions (questkir28) and two factual questions
(questions 29-30). Concerning the focus of questitimere are four questions on the
position of textbook in learners’ learning (questdlL-4), twelve questions on learners’
relationship to the form of both types of textbgglkiestions 5-16), two questions to find
more about the motivational factors of each typeaeatbook (questions 18-19), and
eight questions on learners’ relationship towalh#sdontent of both types of textbooks.
As learners would not probably quite understandtémstraditional and electronical
textbook | decided to use the terms ‘textbook’ for traddil textbook and ‘programme’
for electronical textbook.

The questionnaire was piloted in a group of téh ggaders. They all had
experience with both traditional and electronicaktbook. During piloting any
problems which would require modification of theegtionnaire did not appear, that is

why the questionnaire remained in its original iw@rdor further research.

6.4.1.2. Group of tested learners

For my research | have chosen forty-seven learhene primary school in the
town of Litomysl. They were from three differentisses (8, 8" and §' grades) and
they all had experience in working with traditiomald electronical textboole(ojectby
Tom Hutchinson andtart with Clickby Miluska Karaskova andidiSadek, andrs
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Anglictina by Terasoft).

6.4.2. Results

The aim of this part of research was to find tHatrenship of learners towards
traditional and electronical textbooks. Two quesdian the questionnaire focused
primarily on this relationship:

If your class stopped working with textbook, woytali miss it?
If your class stopped working with programme, vebybu miss it?

The results are following:

Table 8

If your class stopped working with textbook, woylal miss it?

5" grade 8 grade 9 grade total

Yes 43.75% 46.15% 16.67% 34.04%

No 56.25% 53.85% 83.33% 65.96%
Table 9

If your class stopped working with programme, woybdi miss it?

5"'grade 8 grade 9 grade total
Yes @ 87.5% 58.33%  50.00%  65.22%
No 12.5% 47.67%  50.00% 34.78%

The tables show results of learners in individuadgs and in total. The percentages
represent the number of answers 'yes' and 'nottendum in each column is 100 per
cent. The total percentage was calculated fromaraivers from respondents. It can be
seen that one third of learners would miss trad#idextbook in comparison to two
thirds of learners who would miss electronical bextk. The highest number of learners
who would miss traditional textbook was represerigcthe §' graders, whereas the
highest number of learners who would miss electainiextbook was in the™sgrade.
The highest number of learners who would not miaditional and also electronical
textbook in their learning appeared together indhgrade.

The questionnaire also focused on how learnersh&enportance of individual
types of textbooks in their learning:
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Table 10

Textbook (programme) is important for my learning.

| fully agree | agree nle(ijtcr)] :roctiizggjerge | disagree | fully disagree
traditional t. 13% 40% 36% 9% 2%
electronical t. 17% 49% 26% 9% 0%

The percentages show the number of chosen ans¥iernsdin the quiestionnaire by all
respondents. It can be read that 43 per centanhées see traditional textbook as an
important thing for their learning. However, it & per cent of learners who regard
electronical textbook as an important part of tihesrning.

After getting information about learners’ attitude whole traditional and
electronical textbooks, the questionnaire aimedtieiship towards the content and the
form. In case of the content, the questionnaire$ed on subskills and skills.

Table 11

traditional | electronical | both traditional and | could not

textbook | textbook electronical textbook decide
vocabulary 30% 19% 47% 4%
grammar 28% 34% 34% 4%
pronunciation 15% 57% 13% 15%
spelling 36% 32% 26% 6%
listening 20% 50% 24% 6%
reading 74% 4% 21% 0%
speaking 11% 26% 39% 24%
writing 42% 7% 29% 22%

The structure of the questions in the questionnaae made to find the perception of
learners towards the content. Learners should dewidich textbook teaches them
better individual subskills and skills. The itemsthe first line represent answers from
which learners could choose. We can see that 15cemer of learners thought that
traditional textbook can teach them pronunciatiel @nd not electronical textbook; 57
per cent of learners think that electronical tertbcan teach them pronunciation well
and not traditional textbook; 13 per cent of leasngmought that both traditional and
electronical textbook can teach them well; and é5gent of learners could not decide
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about any type of textbook. The results showed tbatners think that traditional

textbook can teach better spelling, reading andingri and that electronical textbook

can teach better pronunciation and listening. Battitional and electronical textbook

can teach well vocabulary, grammar and speaking.

The questionnaire also wanted to find what arelé¢aeners' relationships and

attitudes to advantages, disadvantages and motnatiactors found in each type of

textbook. First, it focused on traditional textbook

Table 12

Traditional textbook

fully agree agree neither agree disagree | fully disagree
nor disagree

| like textbook because

| can take it home and 13% 38% 19% 15% 15%

learn from it.

| like textbook because

| do not need a 11% 32% 23% 19% 15%
computer for it.

| like textbook because

there are nice and 15% 19% 21% 30% 15%
colourful pictures.

| like textbook because

there are interesting 11% 38% 30% 17% 4%
articles and information.

| do not like textbook

because i cannot find |23% 19% 23% 19% 15%

the results there (key).

After traditional textbook, the questionnaire foedson the advantages,

disadvantages and motivational factors of electariextbook:

45



Table 13

Electronical textbook

| fully agree | agree neither agrekedisagree | fully
nor disagree disagree

| like programme because...

... it shows immediately
if my answer is right or 49% 43% 4% 4% 0%
wrong.

... | do not have to be
embarrassed in front of
him when | make a

26% 51% 13% 4% 6%

mistake.

... thanks to it, | also

learn how to work on | 36% 38% 11% 9% 6%
computer.

... itis something new, , ,, o o o o
modern. 34% 28% 32% 6% 0%
... | can get by click to 21% 2304 36% 15% 4%

a different page.

| do not like programme because...

... l cannot work on

6% 4% 9% 19% 62%
computer very well.

...l am scared of 0 0 . . .
computers. 0% 0% 0% 13% 87%

As in Table 9, the percentages show the numbehasen answers by all respondents.
We can gather from the results that the favourdeaatages of traditional textbook

were the possibility to take it home (51 per ceftrespondents agree) and the
interestingness of material (49 per cent of respatglagree). At electronical textbook,
the favourite advantage is the immediacy of feekb@2 per cent of respondents

agree), followed by private learning environmer& pér cent of respondents agree).

6.4.3. Interpretation

The results of this part of research showed thatnkxs' relationships towards
traditional and electronical textbook differ. Moftearners would miss electronical
textbook rather than traditional. Only three outeifhteen ¥ graders would miss
traditional textbook whereas electronical textbooduld be missed by half of them.
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When we look back at the results of how importag@rhers consider each type of
textbook, we can find similar results. Learnerswaared that traditional textbook is
important for their learning in 53 per cent, wheredectronical textbook is important
for learning English for 66 per cent of learnershaWare, then, the reasons for such a
difference in learners’ personal attitude towardshhtypes of textbooks? Let us start
with the interpretation of data obtained from leash opinions about the content and
then continue with data concerning the form.

When looking at Table 11 representing learnersivans concerning the content,
it is apparent that learners like each type ofleak for different reasons. It was
already summarised that learners think that trawkii textbook can teach them better
spelling, reading and writing, whereas electronteatbook seemed better for learning
pronunciation and listening. It is probable that tiyper medial feature of electronical
textbook appears to have an impact on these re#fuksjust the subskill and skill that
requires the audio aspect of textbook. It is tiua traditional textbook can offer the
audio aspect as well, but as was stated in therdgtieal part, one cassette or CD is
usually provided for the whole classroom, wherdastenical textbook offers more
individualisation. On the other hand, traditionaktbook seemed to learners better for
learning spelling, reading and writing. Here, iblsvious that this subskill and skills are
closely connected with written words, and, in teense, they did not match with
learners vision of electronical textbook. It isdrdsting that learners consider both
traditional and electronical textbook suitable fearning vocabulary, grammar and
speaking. Nevertheless, these results do not givanawer why electronical textbook is
more attractive than traditional textbook.

The middle part of the questionnaire given to leesnincluded semi-opened
questions where learners could write what they doulss if they stopped working
with either traditional or electronical textbookg@endix 3). Respondents wrote seven
different things that they would miss at traditibriextbook (vocabulary, reading,
speaking, presentation of subject matter, pragtjspossibility to take textbook home,
textbook itself) and twelve different things thiaéy would miss at electronical textbook
(pronunciation, vocabulary, listening, practisingeedback, private learning
environment, individualisation, working on computést work, easy work, fun, and
that it is a different type of learning). One bétindicators why electronical textbook is
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more popular with learners might be the frequerfchearners’ answers. Three learners
wrote that they would miss pronunciation and thngete that that they would miss

vocabulary at electronical textbook, whereas votaliguwould be missed at traditional

textbook only by one learner. This difference beesneven sharper when it is

examined from the view of advantages and disadgastavhich will be discussed later
in this chapter.

This part will compare the relationships of leasntawards the advantages and
motivational factors of each type of textbook. Masft learners expressed their
agreement with the fact that they can take traakidextbook home and study there.
This, of course, increases the popularity of tegkbwery much because electronical
textbook cannot be, for the time being, carried éoAnother advantage of traditional
textbook is that it does not need computer, and itmplies, the need of computer
literacy. Learners answered quite positively tg tuestion—43 per cent like traditional
textbook because it does not need a computer. Hawéve problem is how relative
this is. Further in the questionnaire, there wes® tuestions about electronical
textbook and computer literacy. There were 81 mant of respondents who claimed
that they did not agree with the statement thay the not like electronical textbook
because they cannot work well with computers. Aneinel00 per cent of respondents
did not agree with the statement that they do iketdlectronical textbook because they
are scared of computers. This might mean that dmepater literacy was not a big
problem for all respondents and, therefore, the tlaat traditional textbook does not
require any special training was not any advanggemotivational factor at all.

Another motivational factor of traditional textbeekice and colourful
visuals—was not a big attraction for learners. Toge34 per cent admitted that they
like textbook because of its pictures, but 45 pentcanswered negatively. Better
situation was connected with the motivational facbinterestingness of material. This
motivational factor was attractive to learners lusead49 per cent wrote that they like
traditional textbook because of the material. Qtllyper cent did not agree.

The last question in the questionnaire concerniagjtional textbook was aimed
at feedback. Learners were asked if they do netth&ditional textbook because they do
not find a key there. There were 42 per cent opardents who really did not like
textbook because there is not the key; 34 per diehhot mind that textbook does not

48



offer a key.

Now, let move the attention to the advantages amdivational factors of
electronical textbook. The most attractive advamtaf electronical textbook was the
immediacy of feedback. There were 49 per centsgardents who fully agreed and 43
per cent of respondents who agreed with the staiertiat they like electronical
textbook because it shows immediately if their agrsi right or wrong. This advantage
showed as very attractive. Moreover, it was not timy advantage that was so
favourably accepted by learners. The other advastagd motivational factors which
look attractive to learners are the private leagremvironment, the possibility to learn
more how to work on computer, and the aspect ofeltpvHowever, the aspect of
novelty was not as influential on learners’ attéuals expected in the theoretical part
(Chapter 5.1.2.) The only advantage which did redch such a high number of
percentage (only 44 per cent) was the possibifityypertext.

This comparison of learners’ relationship towardgaatages and disadvantages
of traditional and electronical textbook might g&esolution to the different attitude of
learners towards both types of textbooks. It isaappt that although both textbooks
offer various motivational factors, the factorsedéctronical textbook are much more
favourably accepted by learners. It can be saiitheaelectronical textbook has greater
motivational function than traditional textbook,dathat this is the reason why learners
have more positive attitude towards the electrdrieebook rather than to traditional
textbook.

This belief is supported by learners’ answers wihay would miss if they
stopped working with traditional or electronicaktleook. The most frequent aspect
learners would miss at traditional textbook wasptesentation of material, followed by
practicing. Only one learner stated that he orwbeld miss the advantage of taking
traditional textbook home. However, among the atspedssed at electronical textbook
was fun and working on computer as most frequeolip\Wed by the fact that
electronical textbook is something different ance thspect of private learning
environment.

To conclude, learners liked both types of textbobksause of their content.
However, they liked electronical textbook more hesa of the advantages and

motivational factors it offers. It means that tmetivational function of electronical
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textbook is much higher than the motivational fumctof the traditional textbook. This
suggests that traditional textbook, even thougmkra have a good relationship to its
content, cannot compete with electronical textbioathe matter of form.
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V. Conclusion

Every textbook has its content and form. Conterisdeith subject matter and
ideas which are presented in textbooks, whereas f@ips to transmit the ideas. At the
beginning of this thesis, it was mentioned thatréiture speaks about two theories
which look at the importance of both content anenfoMeanwhile the first one gives
credit to content only, the other one believes thas the form that matters. The
conclusion of this thesis inclines to the secorabtii. The first part of research based
on criteria stated in the theoretical part cleathpwed that traditional textbook fulfils
more criteria than electronical textbook. Accordiagthis outcome, it was supposed
that this would reflect in the second part of theearch in learners’ positive relationship
towards the traditional textbook. It cannot be ghat the second part of research would
show that learners do not like traditional textbobkit, it surprisingly showed that
learners are fonder of electronical textbook.

When searching for the reasons why learners pedéetronical textbook, it was
found that learners are very attracted by the adgms and motivational factors of
electronical textbook. And, it must be said tha #uvantages and motivational factors
come from the electronical form of the textbookit Mvas not for the form, electronical
textbook would not be probably so popular becaudees not fulfil so many criteria of
a good textbook as traditional textbook.

It is probably a matter of time when electronicaktbooks will reach the
standards of a good textbook. At that moment, larwill be offered a textbook which
combines content of the quality of traditional teottk with the advantages of form of
electronical textbook. For the time being, | woallvise teachers and learners to keep
using traditional textbook because of its qualityl @0 supplement it with electronical
textbook because of the form it offers. It is aafreool for increasing learners’
motivation and it can make lessons more enjoyaitevever, to rely in teaching and
learning only on electronical textbook would notviase yet.
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Resumeé

Tato diplomova prace se zabyva tématem d&rdda elektronické &ebnice.
Tradiéni webnici je v této praci myslena #i8é kniha, kterou zZaci pouzivaji v hodinach
anglického jazyka jakodebni ponicku, kterou mohou volhpienaSet ze Skoly daima
naopak. Elektronickoudebnici je mysSlen vyukovy program anglického jazyleaCD-
ROMU, ktery Zaci také pouZzivaji v hodinach, ovSemiSmou ve specializovanych
ucebnach pro vypeetni techniku, kde je tento program nainstalovampaidtacich. Je
ovSem teba podotknout, Zegkoliv se ol uc¢ebnice liSi ve své for# jejich obsah by
mel byt stejny.

Hlavnim cilem této diplomové préace je zjistit, Adge to praw obsali forma,
co hraje ulohu vistupu Zak k obma typim utebnice. Mize nastat situace, Ze Urdve
obsahu jednoho typucebnice bude vyraZnpirevazovat nad uUrovni obsahu druhého
typu webnice, a festo Zaci budou mit rajil pravé druhy typ @ebnice. Zarove se vSak
muze stat, Ze vySSi Urokeobsahu jednoho typucebnice bude korespondovat
s vysokou oblibenosti u zék

Abychom mohli dojit k validnim z&vuam, je ¥eba nejprve uit, jaka Uroves
obsahu se vyskytuje v kazdém z obouuatygebnic. Pro meni Urovié obsahu byla
v teoretické ¢asti vytvaena kritéria dobré debnice na zéklad analyzy odborné
literatury o vyw@ovani anglického jazyka. Tato kritéria se réaf do nekolika skupin.
Prvni skupinou jsou kritéria, ktera postihuji jaayl obsah tebnice. Do této skupiny
pafti kritéria, ktera se tykaji gramatiky, slovni zagobyslovnosti, pravopisu, diskurzu,
a stylu, vhodnosti a variant anglického jazyka. W#ruskupina vymezuje kritéria
v oblastitecovych dovednosti. Hodnoti Graveryucovani poslechu¢teni, mluveného
projevu a psaného projevu a zamvednoti vztah mezi nimi navzajem a vztah mezi
nimi a jazykovym obsahem.r@ti skupinou jsou kritéria, ktera se z#nji na format
dobré webnice. Vytyuji, co by n&la dobra debnici obsahovat z hlediska &#iho
formétu (gitazlivost materialu, vizualni komponenty) a z @ vnitniho formatu
(cile, témata, metodologie, sylabus a socialni bognPosledni skupinou jsou kritéria
popisujici vztah dobrécebnice k RAmcovému vé&dvacimu programu. Zde se piSe o
kritériich v oblasti kiéovych kompetenci, @kavanych vystup a Wwiva. ZvIastni
skupinou Kritérii jsou kritéria pouziteln4 pouzeo mlektronickou tebnici. Divodem
pro vytvaeni této skupiny kritérii byla nova elektronickarf@m webnice, ktera s sebou
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zarove prindsi i nové pozadavky na kritéria. Souhrn vSealpsk kritérii je potom
podkladem pro praktickotast této diplomové prace, kdy budou podiehto kritérii
hodnoceny i tradiéni a fti elektronické debnice. Kritéria také slouzi jako jeden ze
z&kladr pro vytvaeni dotazniku pro Zaky, ktery zkouma vztahiklobsahu a forgh
jednotlivych webnic.

DalSim tématem, kterym se tato diplomova prace wabysou vyhody a
nevyhody tradini a elektronické ¢ebnice. Protoze cilem této diplomové prace jeitjist
zda-li roli v edukaci hraje obsah nebo forma, bgldné, aby oba typycebnic byly
analyzovany také v oblasti vyhod a nevyhod. | kdgZato diplomova prace zéiuoje
hlavré na vztah gebnice a Zaka, vyhody a nevyhody byly zmapovanyvghk/ztahu
ucebnice k zakovi, tak také ve vztahdebnice k diteli. Diplomova prace nejprve
zkouma vyhody, které jsou shodné pro tadi elektronickou tebnici. Zde dochazi
k zawru, Ze oba typy ¢ebnice nejvice pomahaji v planovargeni. Uplatiuje se zde
tedy jejich organizéni funkce. Vyhody vylané pro tradini uebnice spéivaji spise
v poskytovani prostoru pro individualizovanéeni, jelikoZz jsou tradni webnice
pienosné. Kapitola se ztije i o vyhod dlouhé historie u tradinich webnic. Vyhody
elektronické debnice bez vyjimky vychazeji z toho faktu, Ze alekickd webnice
nabizi jiny forméat. Zmiuje se zde pozitivni vliv hypermedialniho pieslti, hypertextu,
interakce, okamzitost Zmeé vazby a omezovani strachu z chyby. | elektk@nic
ucebnice ma vyhodu v poskytovani prostoru pro indialzované tgeni a to zejména
vV moznosti Zak pracovat vlastnim tempem a také v tom, Ze elelktkanuiebnice je
schopna pamatovat si slabé stranky Zakovych uWykBosledni vyhodou elektronické
ucebnice je, Ze zarowiezdokonaluje schopnost Zakracovat na patacich, tedy jejich
pocitatovou gramotnost.

Porekud odliSna byla situace, kdy byly zkoumany nevyhgddnotlivych
ucebnic. Nejprve se diplomova prace zdiila na spoléné nevyhody u tradni i
elektronické debnice, které vychazeji hla¥rz neschopnosti aegbnic byt flexibilni
k pottebam individualnich zak Problémem je zde to, Zeabnice jsou nesmnym
souborem material urtenych pro vyuku anglického jazyka, kdezto zaci sestale
meéni a vyvijeji. DalSim nebezpien uiebnic je to, Ze jejich sylabus se velmi leha&m
stat kebnim planem pro jednotlivédoiky. To s sebouinasi stereotyp a nudu.

Mohlo by se zdat, Ze ip srovnani nevyhod specialnich pro tkadi a
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elektronickou debnice Ize najit mnoho nevyhod pEaw tradéni webnice. | kdyz je
pravda, Ze tradhi webnice nenabizi moZnost interakce nebo hypermédain
prostedi, nelze zapomenout na to, Ze vSechny tyto nelyke objevily az po setkéni
s elektronickou &ebnici. Je moznéici, Ze tradini utebnice svoje specialni nevyhody
vlastrt ani nema. Nevyhody elektronickécabnice znovu prameni ztoho, Ze
elektronicka debnice nabizi novy format. Jde proto spiSe o nedyhechnického razu-
pro pouziti elektronickédebnice je zapoebi zvlastni mistnosti, ptaca a zaroveé se
také vyZzaduje wita Urover pccitacové gramotnost od jejich uzivatel JelikoZz se
vyhody a nevyhody velmi Gzce poji s formou jednytth typi, ucebnic, je ¥tSina

z uvedenych vyhod a nevyhod pouZita jako dalSiakéaeh pro vytvaeni dotazniku pro
Zaky.

JelikoZz se az doposud tato diplomova prace zabywsghnicemi samotnymi,
dalSic¢ast se zabyva vztahem meziebnici a Zzakem. Otazkou, na kterou se tatst
poloZila, je, co ovliviuje vztah Zak k ucebnici. Odpo¥d’ by se dala shrnout do dvou
oblasti. Prvni oblast se zabyvd motinemi faktory, které jednotlivé typy éebnic
obsahuji. Zmiuje se zde znovu moZznost vzit siebnici doni u tradéni uebnice,
multimedialni format a novost ucebnice elektronické. Druha oblast odpdv se
ukryva v subjektivni snaze jednotlivého Zzaka. Zdejeh roli kvalita a kvantita
zkuSenosti, které kazdy Zak ma ve spoijitosti sdrch elektronickou ¢ebnici. To vSe
muze jak pozitiveé tak negativl ovliviiovat vztah Zak k ucebnici. Nedostatek
zkuSenosti s pidtaci obecrd mize zpisobit, Ze Zak se boji £ebnici pracovat. Naopak,
pro z&ka, ktery ma dosté&te® mnozstvi zkuSenosti sgai, je weni s elektronickou
ucebnici snad§jSi a snad i zabavjsi.

Praktickacast této diplomové prace je postavena na poznatciéhti teoretické
a snazi se najit odp&¥ na otazku zniovanou jiz v ivodu tohoto resumée, a to, zda-li je
to obsahi forma, co hraje Ulohu vifstupu zak k obdma typim webnice. Prakticka
cast se snazi poskytnout odgdvpomoci dvou vyzkumnych metod. Prvni metodou
byla obsahova analyzdi ttradicnich a ti elektronickych tebnic anglického jazyka.
Podle kritérii, ktera byla stanovena n&&#u teoretick&asti, byly vytvaeny archy, do
kterych se zaznamenavalo, jak ktet&hnice spluje dana kritéria. Po vypdni archi
se data fevedla na procenta, kteracia, na kolik kazda zdebnic sphuje kritéria
dobré webnice.Cim vy3si pdet procent, tim vice setebnice pibliZovala k ,dobré
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ucebnici‘. Tato vyzkumna metoda zjistila, Ze tradi webnice spluje vice kritérii nez
elektronicka debnice. Tradini utebnice dosahla pmeérné hodnoty 61,98% , kdezto
elektronicka debnice dosahla pmeérné hodnoty 44,70%. Z tohoto zp&f vyplyva, ze
tradicni wCebnice je ve svém obsahu vheén neZ elektronickddebnice.

Cilem druhécasti vyzkumu bylo zjistit, jaky vztah maji Zaci eédnotlivym
typim webnice. Vyzkumnou metodou pro tutést byl zvolen dotaznik, protoze bylo
tteba oslovit ¥tSi mnoZzstvi respondentDotaznik vychazel z poznditkeoretickésasti.
Zanxtroval se na to, jaké misto zadiguzuji webnicim v jejich deni, dale na jejich
vztah k jednotlivym aspekin formy a, neposledn na jejich vztah k obsahwebnic.
Bylo zjiSttno, Ze zaci celkay preferuji elektronickou debnici ged webnici tradini.
Ukazalo se vSak, Ze Zaci maji stejny vztah k &radi elektronické tebnici v oblasti
obsahu. AvSak Zaci obetrvelmi kladré hodnotili vyhody elektronické aebnice.
Mozna z tohoto dvodu by radji ozeleli trad&ni uebnici ve vyuce nez elektronickou
(elektronicka debnice by chy#la ve vyuce asi dima tetinam Zzak, kdezto tradini
ucebnice by chyla pouze jedné&eting).

Po srovnani vysledkteoretické a praktickéasti bylo zjiS&€no, Ze &koliv oba
dva typy @ebnice mohou naplnit kritéria dobréelnice, elektronickadebnice v tomto
ohledu zaostava. Na druhou stranu bylo potvrzea@|ektronickd &ebnice diky svym
vyhoddm a motivénim faktofim ma tSi motivani funkci nez debnice tradini.

Z toho vyplyva, Ze forma hraje roli wigtupu Zak k u¢ebnici, a to takovym Zfsobem,
Ze forma elektronické debnice ndla takovou motivani silu, Ze zakryla i nedostatky
této webnice v obsahu.

Na zavr této diplomové prace bylo navrzeno, aby tadiuebnice #stala
hlavni webni ponickou vywovaci hodiny, protoze, i kdyz neposkytuje takovéogy
ve forme jako webnice elektronicka, stale #pje vice kritérii dobré d¢ebnice. Bylo
dopori&eno, aby elektronickacebnice byla pouzivana jako dogkntradicni uéebnice,
protozZe jeji vysoka motivai funkce ma pozitivni vliv nadgeni zak.
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Appendix 1

Title: 1l nu More bads [

Author:

Publisher: [LE,.?);‘? Year of publishing: Z;’J'CJ A

Characteristics of the textbook:

%f; Aldrery Q-1

Analysed parts: I 7D — 72éd me Hore ArAes
- /
=

Grammar

0%

- grammar covered in small portions that arc easy to learn

- portions are logically connected

X |

- new grammar portion is presented in meaning, use and form

X

- grammar is introduced in good and interesting context

X<

- grammatical patterns are included

L

- most obvious exceptions are included

X

Vocabulary

%

N
o
,

2

- adequate amount of new vocabulary
19 qemdy s prthidde

- adequate difficulty of néw vocabulary

("\\\‘

- pronunciation and spelling are accurately presented

- vocabulary is introduced in context
e’-ﬂ_,{y At mdiaat /4,37-;.;&1’

- refationships within vocabulary are present
it s adilid i

SN

- e -
Pronunciation

Y

- individual sounds

- supra-segmental features
AP 7

- a list of phonemic symbols is present

- symbols for word stress

XN\ X
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- symbols for intonation

- exercises on most problematic areas are included

- high-quality recordings

Spelling '

- some guidance for spelling

Style, appropriacy and varieties of English

i

- presentation of styles

- appropriate vocabulary and grammar for each style

- one variety is kept

- others are introduced

LA fn b6 A aﬁfﬁd waw b # A fzfgrﬁ///u 0&&5@ .{iafﬁfé&//&g,
7 g

. [4
Discourse

- reading texts — as authentic as possible

- coherent structure of content

1

- paragraphing

- cohesive devices

- spoken English — natural. as authentic as possible

- written English — different kinds

- paragraph layout

Skills

- proper balance between them

- proper balanced between skills and subskills (subskills and skills become more

complex) /MV//LW/M:,M

Listening

- authenticity (hesitation, reformulation. redundancy, topic change)

- secondary role - “the response is more difficult and harder to understand™
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- variety of listening tasks

Aielation, ddining frr dedact

- layout — pre-listening. respénsé, feedback. follow-up

- high quality of recorded sound

- recorded sound with appropriate speed

- recorded sound with different accents

- videotape

Reading

- variety of reading tasks

Aoy /0 /A:ff/ ¢ %Z”?%/ bez , Meadleng anterced
- well-pfesénted”  / ;i

- topics interesting, challenging, topical

- layout — pre-reading, feedback, post-reading comprehension task and follow-up task

Speaking

- non-communicative activities — structural (drills, repetitions)

Ldpt UL, M :ﬂf W, dubleng lalacdthd

v’qunsi-communic,al‘fw
/uéma ﬂ? M,oe(é!

- commuhicative activities - functional

- social interaction

Writing

- mechanics of writing (blank-filling, sentence-completion, translation)
g Jemdinces ) Biihatisr

Cﬁ’SCOX{le structure (report, diary, formal and informal Jetters, summary)

- communicative writing activities

Outer format

- indiyidual parts of package support each other
+ San Aok

- attractive and interesting material used

- visuals have a teaching purpose

- pictures support material
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- pictures are appropriate

- not casy to outdate
o2y tlelrenicy

- eross-curricular

Madld - aiienq

NN R

Inner format 4

- goals of textbook

- goals of units

- goals of activities

- informative, challenging, exciting subject matter
/ ] i
Ly Al —patar) rssntaind | arete

I cognitive goals

- affective goals

- psychomotor goals

Aletial Ceehtind

7~ ifetacognitive goals

- proper recycling went
ARy g ¥ an 1AL hw»/f/zvm Lian/ puede My v / fc&;ﬂ;m

- knowledge building process.and practice sessions fit lo;:a,lhnr

— 2l Mzadulaiy 4 fiactied oo oretveieise. - e whils-lod trat”

- feedback (tests, pfogress check)

- Czech where it supports learning

- consider learning styles

- provides additional material for independent study

- provide key of additional materials for self-monitoring

- table of content

- social and cultural value

Fpespte 11 Aiferend cttoee Of O Her

S KPR USSP S SIS XX

Framework Educational Programme /ﬂﬂ7
v
- supports the developing of key competencies - mwm,rz *’M‘M i
‘?7‘}({ P Vé" aﬂ:MzAf& ot
- is in agreement with the expected outcomes '/
- contains lcquuc,d subject matter /

~ it om Fdhed ,&a&d eDs
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Criteria special to electronical textbook

608

- interface — easy exit

- clear layout

- moving smoothly

- hypertext links working well

- search

- easy navigation

- tutorials

A7 ,/‘ii%[/z‘r‘%l/

- on-line help

- help files really help

- help files are easy to find

S SIS
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Appendix 2

DOTAZNIK

Ahej, jmenuji se Marcela Bartosovd. Moc by mi pomohlo, kdybys pro mé mohl/a
vypinit pravdivé tento dotaznik. Dotaznik je anonymni, takZe se nikdo nedozvi. 3es ho
vyplrioval/a zrovna ty. Moc ti dékuji za spoluprdci.

I) V ndsledujicich otdzkdch zakrouzkuj &islo podle toho, co si myslis:
1 2 - 3 4 5

dpiné souhlasim | souhlasim ani nesouhlasim, nesouhlasim | dpIné nesouhlasim
© ani souhlasim @ |

1) UZebnice je pro moje uceni angli¢tiny dileZitd.

Q) 2 3 4 5
2) Pocitaovy program je pro moje uéeni angli¢ tiny dilezity.
1 @ 3 4 5
3) Myslim si, Ze v ucebnici je viechno, co potfebuji zndt o angli¢tiné.
1 2 3 (4) 5
4) Myslim si, Ze v programu je vSechno, co potfebuji zndt o angli¢tiné.
1 2 3 (4 5
5) Ucebnici mdm rdd/a, protoze si ji mizu vzit doml a tam se z ni uéit.
1 @) 3 4 ]
6) Ucebnici mdm rdd/a, protoZze k ni nepotiebuji poéitag.
@ 2 3 4 5

7) Ucebnici mdm rdd/a, protoZe v ni jsou pékné a barevné obrdzky.
1 (2 3 4 5

8) Ucebnici mdm rdd/a, protoZze jsou v ni zajimavé éldnky a informace.
1 2 (3) 4 5

9) Ucebnici nemam rdd/a, protoZze v ni nenajdu vysledky (kli¢).

1 2 3 ) 5

10) PocitaCovy program mdm rdd/a, protoze mi hned ukdze, jestli mdm odpovéd'
sprdvné nebo Spatné.

1 @ 3 4 5
11) Po&itacovy program mdm rdd/a, protoZe se nemusim pred nim stydét, kdyz udéldm

chybu,

1 2 3 4 5
12) Pocitacovy program mdm rdd/a, protoze se diky nému taky uéim pracovat na
pocitaci.

Q@ 2 3 4 5
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13) Pocitacovy program mdm rdd/a, protoZe je to néco nového, moderniho.

1 2 3 @) 5
14) Politacovy program mdm rdd/a, protoze se miizu kliknutim dostat na jinou
strdnku.

1 2y 3 4 5
15) Po&itacovy program nemdm rdd/d, protoZze na poéitaéi moc neumim pracovat.
" 2 3 4 5

16) Pocitacovy program nemdm rdd/a, protoze se poéitaii bojim.
1 2 3 () 5

18) Kdybyste prestali pracovat s programem, chybélo by ti to? ~ @NOJ- NE
Pokud jsi odpovédél/a ano, tak co by ti chybélo? (mize$ napsat i nékolik véci)

19) Kdybyste prestali pouzivat u€ebnici angli¢tiny, chybélo by ti to? @Tjg - NE
Pokud jsi odpovédél/a ano, tak co by ti chybélo? (mize$ napsat i nékolik véci)

20) Poprvé mé pani pan uéitel/uéitelka angli¢tiny zavedla na poéitaée v .&.. tridé.

IT) Ted' uz jenom zakrouzkuj svoji odpovéd':
21) Sloviéka mé dobre nauéi

@) ucebnice b) program ¢) uCebnice i program d) nedokdzu rozhodnout
22) 6ramatiku mé dobre nauéi
(@) uéebnice b) program c) uebnice i program d) nedokdzu rozhodnout
23) Vyslovnost mé dobfe nauéi
(@) uéebnice b) program c) uéebnice i program d) nedokdzu rozhodnout
24) Jak psat anglicka slovicka mé dobre nauéi
(@) u¢ebnice b) program c) u¢ebnice i program d) nedokdzu rozhodnout
25) Poslechova cviéeni jsou dobrd v
a) ucebnici b) programu  (c) uéebnice i programu  d) nedokdzu rozhodnout
26) Cteni je dobré v
(a) uéebnici b) programu  c¢) ucebnici i programu  d) nedokdzu rozhodnout
27) Jak mluvit anglicky se dobre nauéim z
(@) u¢ebnice b) programu  ¢) z uCebnice i z programu  d) nedokdzu rozhodnout
28) Napsat anglicky dopis, pohled nebo pribéh mé dobfe nauci
(a) uéebnice b) program  ¢) uéebnice i program d) nedokdzu rozhodnout

29) Jsem: muz @Jgng) "
30)Jemi 9 10 11 12 13 (14) 15 16 let §ing VéK:....o..... (napi&)
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Appendix 3

If your class stopped working with [traditionalktbook, would you miss it? If you
answered “yes”, what would you miss?

- ¢lanky

- to se nedéict

- to, Ze to dote vys\tli, ukaZe to na obrazcich

- chykélo by mi to, Ze si to v &ebnici alespth zopakujeme
- asi Ze bych se nic nengdla

- v wéebnici jsou zasg¢ba lépe ty &ci vyswtlené

- Ze je tam vSe vystleno pisema

- otazky

- dilezité \&ci, které ani v programu nenajdu

- protoZe v sesitnemame vSechno

- riizna cvéeni

- podrobrjsi vyswtleni latky

- asi to, Ze bych se nemohla&ehbnice dit

- ngjakeé tyclanky

- slovicka

- vyswtlivky

- protoZe si myslim, Zze na zakladni Skole jehnice nejdlezitjSi ¢clanek ve vyuce
- ¢lanky

- rozhovory

If your class stopped working with programme, woybdi miss it? If you answered
“yes”, what would you miss?

- slovicka

- pracovani na piftacich

- nemoh bysem s&itl na paitaci

- moc mi to chyBlo protoZe se nemusim stcpred p@itacem
- nemizu hrat hry

- Ze kazdy mze pracovat sam

- zdbavu

- je to i réco jiného

- miZu pracovat i podle své rychlosti, akkdy je to pak i nudné
- poslouchani slovek

- vyslovnost

- chykglo by mi to, Ze na p#itaci je dobra vyslovnost

- vyslovnost

- poslechova c¥eni

- slovicka

- nebavila by rd hodiny

- pitad

- je to takova ulejvarna na programu

- sranda

- pitad

- prace s péitatem a v programu je to rychlejsi

- nékdy je to @i hodirg zajimavé zpegtni

- nebyli by jsme ve stejnéidlé a cElali to samé - stereotyp
- patet moznosti

- hrani her, pehravani filnd

- procviovani

- prace s pdtatem

- zabav#jsi weni

- nemusim sefgd nim styet

- ukazka spravné odpé&di
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