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ANNOTATION

This bachelor thesis deals with the evaluation of a selected EFL textbook from the perspective
of developing reading comprehension. The theoretical part at first puts reading into the
context of English language teaching and learning. Subsequently, it discusses issues
concerning developing reading skills that appear on the evaluation list of criteria. Finally, it
defines the concept of textbook and discusses its functions and roles in the process of foreign
language teaching and learning. In the practical part the individual activities developing
reading comprehension are analysed and evaluated according to the list of criteria, which was

created on the basis of the findings in the theoretical part.

KEY WORDS

reading comprehension, reading activities, textbook, evaluation, list of criteria

ANOTACE

Tato bakaléfskd prace se zabyva hodnocenim vybrané ucebnice anglického jazyka z hlediska
rozvoje ¢teni s porozuménim. Teoreticka Cast nejprve zasazuje ¢teni do kontextu vyucovani a
uceni se anglickému jazyku. Nédsledné rozebird otdzky tykajici se rozvoje ¢tecich dovednosti,
které se objevuji na seznamu hodnoticich kritérii. Na zavér definuje pojem ucebnice a
diskutuje funkce a role ucebnice v procesu vyuky a uceni se cizim jazyktim. V praktické casti
jsou jednotlivé aktivity rozvijejici ¢teni s porozuménim analyzovany a hodnoceny podle

seznamu kritérii, ktery byl vytvofen na zdklad¢ zjiSténi teoretické ¢4sti.

KLICOVA SLOVA

¢teni s porozumeénim, ¢teci aktivity, u¢ebnice, hodnoceni, seznam kritérii
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INTRODUCTION

Reading and understanding English texts is nowadays an essential skill. Many people need to
read in English language for their studies and professional needs. Some individuals also read
English texts and literature in their everyday lives for pleasure and to broaden their horizons.
Therefore, this thesis checks how reading comprehension is developed through a particular
EFL textbook used at lower-secondary schools. I opted for this topic because I know from my
experience that reading as a skill is often neglected in the teaching and learning process. Since
teachers often believe that reading as a receptive skill does not have to be taught during
lessons and assign reading activities as homework. In the next lesson they fob it off just by
checking correct answers. They somehow presume that if learners are able to read in their
mother tongue, they are naturally able to read in English. However, that is certainly not true —
reading in a foreign language has some specifics and as any other skill should be developed
by appropriate training. I believe that the findings of this research will enhance my own

teaching practice in the sense that I will teach the skill of reading properly.

The overall aim of this thesis is to evaluate the textbook Project 4, fourth edition, from the
perspective of developing reading comprehension. This thesis is divided into two parts — the
theoretical and practical part. The first chapter of the theoretical part puts reading into the
context of English language teaching and learning, i.e. it discusses the communicative
competence and the goals of developing reading comprehension in relation to the Framework
Educational Programme for Basic Education, CEFR and ELT methodology. The second
chapter provides a definition of reading comprehension, names the purposes for reading,
introduces reading techniques, and presents types of texts, phases of reading activities and
types of comprehension tasks. Lastly, it deals with criteria for selecting texts. The third
chapter is concerned with the textbook as a material teaching aid. It defines what a textbook
is, discusses the functions and roles of textbook, advantages and disadvantages of using
textbooks in ELT and finally presents two main approaches to textbook evaluation which are

used in the practical part.

The practical part at first describes the process of selecting the textbook for evaluation and
provides a general description of the selected textbook Project 4, fourth edition. Subsequently,
it explains how data was collected and analysed and introduces the list of criteria which is
used for evaluation of the given textbook from the perspective of reading comprehension.

This list of criteria was created on the basis of the Framework Educational Programme for
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Basic Education, CEFR and literature cited in the theoretical part. The individual activities
aimed at reading comprehension are then analysed according to the evaluation list and finally

the results of the analysis are summarized.

Appendix A of this thesis presents a classification of thematic areas into sub-themes and
specific notions, as it is dealt with in CEFR (2001, 52). Appendix B provides a syllabus of
Project 4, fourth edition, and Appendix C contains the analysis of the aims. Appendix D
presents the results of the analysis of individual reading activities based on the list of
evaluation criteria. Appendix E then brings the results of the overall evaluation. Appendices F

and G deal with the types of pre-reading and post-reading tasks that occur in the textbook.
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THEORETICAL PART

1 READING IN THE CONTEXT OF ENGLISH LANGUAGE
TEACHING AND LEARNING

1.1 The main goal of English Language Teaching and Learning

First of all, it is relevant to state that nowadays the main aim of ELT (English Language
Teaching') is to develop communicative competence (Richards and Rodgers 2001, 159). As
Finocchiaro and Brumfit (1983 in Richards and Rodgers 2001, 156) explain, communicative

competence is about “the ability to use the linguistic system effectively and appropriately.”

However, it has not always been the case that effective communication is the goal. It was not
so until the Communicative Approach emerged in ELT and started to perceive language as

communication (Richards and Rodgers 2001, 159).

1.1.1 The perception of communicative competence in terms of time

development

The term communicative competence arose from the novel approach to foreign language
teaching in the 1970s which is called Communicative Language Teaching (CLT). This
approach represents the shift of priorities in both educational and social environment (Celce-
Murcia, Brinton and Snow 2014, 18). At that time learners’ needs and wishes changed and the
principal goal for them happened to be the ability to convey and interpret meaning in real
social contexts (Celce-Murcia, Brinton and Snow 2014, 18). As Harmer (2015, 57) states, it
was a shift from the focus on grammar and language form (Chomsky’s view of competence)
to the focus on for what purposes the language was used for. Moreover, in connection with
the development of humanistic psychology, the needs of individuals started to be respected in
the process of teaching and learning. And last but not least, the emphasis on language
functions can be seen from efforts to change the nature of the syllabus in CLT (Richards and
Rodgers 2001, 163). Wilkins (1976) proposed a notional syllabus, which concerned with the
communicative functions that learners need to express, e.g. greeting, apologizing, agreeing,
etc. (Richards and Rodgers 2001, 163). All these aspects contributed to the fact that

communicative competence started to be perceived as the general goal of ELT.

' When using the term teaching in this thesis, I perceive it both as the process of teaching and also learning.
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Over the years, there have been repeated attempts to revise and refine the notion of
communicative competence. In 1972 the concept of communicative competence was explored
by an American linguist Hymes, who emphasized the importance of sociolinguistic

perspective in communicative competence (Celce-Murcia, Brinton and Snow 2014, 18).

In 1980 the concept of communicative competence was further developed by Canale and
Swain. They enriched the existing view of communicative competence with the strategic
competence, which refers to the strategies that are used by language users when
communicating a message, such as starting, maintain, moving on, and finishing the process of

communication (Richards and Rodgers 2001, 160).

Ten years later, in 1990, the concept of communicative language ability was refined by
Bachman. His conception of communicative language ability is in harmony with the previous
analyses made by Hymes (1972) and Canale and Swain (1980) in respect of the assertion that
to be able to communicate, users of the language need to have both the knowledge
(competence) of that language, and the capability for using this competence (Bachman 1990,
81). What is somehow different is his structure of communicative language ability. However,

considering the focus of this thesis, the structure is not essential to present.

What is more relevant to this work is the year 2001 when the Council of Europe published a
document called The Common European Framework of Reference for Languages: Learning,
Teaching, Assessment abbreviated as CEFR. As the title suggests it was created to provide a
framework for reference for Foreign Language Teaching (FLT). In this document the
communicative language competences are divided into linguistic competences, sociolinguistic

competences, and pragmatic competences (CEFR 2001, 108).

CEFR is currently used as a model for planning and implementation of FLT and also as a tool
for assessing the process of FLT in the context of Czech education. Thus, when referring to
the communicative competence in this work, this CEFR model of communicative competence

will be meant.

1.2 The goals of developing reading comprehension at lower-secondary
schools in the Czech Republic

In the context of the Czech educational system English is taught as a foreign language. The
requirements for foreign language education are set in FEP BE (Framework Educational

Programme for Basic Education, MSMT, 2017) in the form of expected outcomes, which the
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students should comply at the end of a given stage of education. As this thesis focuses on
developing reading comprehension skills in lower secondary learners, the expected outcomes

formulated for the ninth grade are the ones that we are interested in.

The expected outcomes for foreign language education are based on CEFR, which defines
different levels of language ability (MSMT 2017, 17). At the end of the ninth grade of basic
education the expected level of language ability is A2 according to CEFR (MSMT 2017, 17).

The particular expected outcomes for the reading comprehension at the end of the ninth grade

are formulated as follows:

Learner:

* s able to look up required information in simple everyday
authentic materials
* understands short and simple texts and is able to look up required
information in them
(MSMT 2017, 27)

The FEP BE (MSMT 2017, 27) states not only the expected outcomes but also topics that
learns should be familiarized with. These topics include: home, family, housing, school, free
time, culture, sport, health care, feelings and moods, eating habits, weather, town and
countryside, shopping and fashion, society and its problems, career choice, media and modern
technologies, travelling, basic facts on relevant foreign language speaking countries (MSMT

2017, 27).

1.3 The goals of developing reading comprehension in the Common
European Framework of Reference for Languages

On the illustrative scale of CEFR the overall reading comprehension skill at A2 level is

described as follows:

Can understand short, simple texts on familiar matters of a concrete type
which consist of high frequency everyday or job-related language.

Can understand short, simple texts containing the highest frequency
vocabulary, including a proportion of shared international vocabulary items.

(CEFR 2001, 69)
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The CEFR formulation of the aims stated above show well the interconnectedness with the
expected outcomes defined in FEP BE. It is apparent, that the expected outcomes presented in

FEP BE (MSMT 2017, 27) are inspired by CEFR (2001, 69).

CEFR (2001, 51-52) similarly as FEP BE also deals with communication themes. These
communication themes are defined as “the topics which are the subjects of discourse,
conversation, reflection or composition, as the focus of attention in the particular
communicative acts” (CEFR 2001, 51-52). Thematic categories in CEFR are classified on the
basis of the Threshold Level (1990, chapter 7) into themes, sub-themes, and specific notions.

The themes stated in CEFR are as follows:

1)  personal identification
2)  house and home, environment
3) daily life
4)  free time, entertainment
5) travel
6) relations with other people
7)  health and body care
8) education
9)  shopping
10) food and drink
11) services
12) places
13) language
14) weather
(CEFR 2001, 52)

Each thematic area mentioned above is further divided into subcategories (sub-themes) and
for each sub-theme, ‘specific notions’ are determined (CEFR 2001, 52). An example of the

classification of a theme into sub-themes and specific notions is in Appendix A of this thesis.

When compared, it is obvious that the topics presented in FEP BE and CEFR overlap to a

large extent.

1.4 General aim of developing reading skills in ELT

From the perspective of FEP BE and CEFR the aims of developing reading skills are defined
as it is written above. However, from the perspective of ELT the aims are viewed in the

longer terms and are stated more specifically.
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In ELT reading can be used either as a medium for language improvement, or as a process by
which readers try to get meaning (message) from the text (Nuttall 2005, 30). Given the topic

of this thesis, the latter purpose for reading is the one this work is concerned with.

Perceiving reading as a process of extracting meaning, Nuttall (2005, 31) formulates the
general aim of developing reading skills as follows: “To enable students to enjoy (or at least
feel comfortable with) reading in the foreign language, and to read without help unfamiliar

authentic texts, at appropriate speed, silently and with adequate understanding.”

The Nuttall’s formulation of the general aim emphasizes the importance of reader’s
self-reliance in reading, his/her ability to deal with authentic texts, and the ability to choose an

appropriate reading technique depending on the purpose for reading.
Hedge expresses the goals for reading lessons as follows:

* to be able to read a range of texts in English

* to adapt reading style according to range of purposes and apply different
strategies (e.g. skimming, scanning) as appropriate

* to build a knowledge of language (e.g. vocabulary, structure), which will
facilitate development of greater reading ability

* to built schematic knowledge in order to interpret texts meaningfully

* to develop awareness of the structure of written texts in English and to be
able to make use of, e.g. rhetorical structure, discourse features, and
cohesive devices in comprehending texts

¢ to take a critical stance to the content of texts

(Hedge 2000, 205)

Obviously, Nuttall’s and Hedge’s aims are, in some ways, similar. For example, they both
mention that readers should be able to opt for suitable reading styles and techniques according
to their purposes for reading and the amount of desired understanding. However, Hedge’s
formulation is slightly more specific. She, for example, adds that learners should be able to
take a critical stance to the content of texts. Furthermore, she emphasizes the role of systemic

and schematic knowledge in the process of understanding the text.

The formulation of the aims of reading lessons plays an important part when creating the list
of criteria for textbook evaluation in this work, as it suggests the appropriate items that should

appear on that list.
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2 READING COMPREHENSION

2.1 Position of reading in the context of language skills and systems

The communicative competence is realized by the effective use of language skills (reading,
writing, speaking, listening) and language systems (grammar, vocabulary, pronunciation). The
language skills are commonly divided into productive and receptive. Speaking and writing are
considered to be productive skills because when speaking or writing students actively need to
produce language and convey meaning themselves (Harmer 2015, 297). On the contrary,
listening and reading belong to receptive skills. As Harmer (2015, 297) explains, when
reading (or listening), learners are not producing language, they are rather extracting the

meaning from the discourse.

2.2 Definition of reading comprehension

Ur (2012, 133) claims that “in the context of language teaching, reading means ‘reading and
understanding.” ” This point of view is shared also by Grabe (2009, 14) and by Grellet (1991,
3), who see reading as the process of understanding a written text and extracting the intended

information from it.

Considering the topic of this thesis, I will also perceive reading as the process of getting
meaning from the text and be engaged in reading comprehension, rather than reading aloud.
Since what is being developed when reading aloud is not comprehension, but rather

pronunciation, fluency, expressive speaking, etc. (Nuttall 2005, 2).

2.3 Why do people read?

In their mother tongue, people have various reasons for reading depending on the types of
texts they read and what they want to get from reading. They can, for example, read to get
information, to learn something new, to be able to respond or act somehow, or just for
pleasure. These reasons also appear in foreign language reading because as Hedge (2000, 195)
states there is a general effort in ELT to deal with real purposes for reading and to integrate

them into particular reading activities.

Whatever the reason for reading is, generally, “we read because we want to get something
from the writing” (Nuttall 2005, 3). That something is called a message (Cherry 1966, 13).

The process of communicating the message starts with the writer, who has to put his/her
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message into words (Cherry 1966, 13). Once the message is written, the reader may decode it
(Cherry 1966, 13). However, as Vybiral (2009, 55) claims it is appropriate to point out that it
happens only exceptionally that the reader receives all the meaning and understands the
message exactly how the writer intended it, since anything may go wrong during the

communication process (Nuttall 2005, 4).

2.4 Reading as an active and interactive process

To get out as much meaning as possible from the text, the reader must participate actively in
the communication process (Vybiral 2009, 55). Hedge (2000, 188—-189) shares this point of
view and affirms that the reader is undeniably involved in an active and interactive process for
at least two reasons. Firstly, reading can be viewed “as a kind of dialogue between the reader
and the text, or even between the reader and the author” (Hedge 2000, 188). Secondly, the
reader needs to employ and coordinate systemic and schematic knowledge when trying to
extract the meaning from the text (Hedge 2000, 189). Systemic (also called linguistic)
knowledge includes syntactic and morphological knowledge, which help readers to decode
the language of the text (Hedge 2000, 189). Schematic knowledge also helps with the
interpretation of meaning but owing to prior knowledge of a topic, not through linguistic
means (Hedge 2000, 189). Schematic knowledge thus includes general world knowledge,
sociocultural, topic, and genre knowledge (Hedge 2000, 189).

The issues of systemic and schematic knowledge are closely connected with the approaches to

text processing.

2.5 Top-down and bottom-up processing

There are two ways how readers process a text. One is top-down approach, and the other is
bottom-up approach. These two approaches are interdependent. Sometimes one predominates,

sometimes the other, but they are both used when we read (Nuttall 2005, 16).

The top-down processing enables readers to get a general and overall view of the reading
(Harmer 2015, 302). As Scrivener (2011, 258) explains, in top-down processing readers make
use of what they already know, which helps them predict writer’s purpose, structure, or
content of the text. These assumptions made about the world are based on readers’ previous
experience and are called schemata (Nuttall 2005, 7). Therefore, we speak about schematic

knowledge (Hedge 2000, 189).
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On the other hand, in bottom-up processing readers focus on individual words, phrases or
cohesive devices (Harmer 2015, 302). The understanding is then achieved by connecting
these individual elements together to build up a whole (Harmer 2015, 302). Thus, what we
use is linguistic, or systemic knowledge (Hedge 2000, 189).

In any case, the full understanding of the text can come only when readers combine these two

approaches (Nuttall 2005, 17).

2.6 Types of reading

Ur (2012, 136) divides reading into reading aloud and silent reading. However, what is more
relevant to this thesis is the division of reading into intensive and extensive - it is how, for
example, Nuttall (2005) or Harmer (2015) classifies it. Nuttall (2005, 38), nevertheless, points
out that intensive and extensive reading are complementary and when reading these

approaches often interrelate and overlap.

2.6.1 Intensive reading

During intensive reading readers approach the text under the guidance of a teacher or a task
which makes them focused on the text (Nuttall 2005, 38). Intensive reading is silent and
careful study of the text with the aim to understand (Nuttall 2005, 38). Harmer (2015, 314)
explains that intensive reading is what can be find in many coursebooks and that reading texts
are usually complemented by exercise types such as true/false questions, multiple-choice
questions and questions asking what, how, when, etc. Hedge (2000, 202) adds that texts for
intensive reading are rather shorter (no more than a page or so long) and are meant to train

readers in using the strategies for effective reading.

2.6.2 Extensive reading

Harmer (2015, 319) states that extensive reading often takes place outside the classroom and
it is used not so much for language study as for practicing reading and as reading for pleasure.
According to Hedge (2000, 202), it is reading of longer texts and large quantities of material
such as novels, short stories, magazines, professional readings, etc. As Hedge (2000, 202)
points out, extensive reading does not necessarily happen out of class, it can (even it should)
be practised during class time. Richards and Renandya (2002, 274) also argue for

incorporation of extensive reading into the foreign language classes, claiming that it helps not
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only to improve reading abilities but also to develop the overall language proficiency (e.g.
spelling, grammar, vocabulary, and writing). Moreover, “pleasurable reading at a level the
students can more or less understand is exactly the kind of comprehensible input that Steven

Krashen has been so keen on” (Harmer 2015, 319).

Although extensive reading has many unquestionable benefits, such as increase of literacy
and language development (Krashen 2003, 15), the main concern of this thesis is intensive

reading. Since it is what is commonly found in foreign language textbooks.

2.7 Purposes for reading

In FLT readers may have different purposes for reading depending on the types of texts and

reading tasks. As CEFR states:

The language user may read:

. for gist;

. for specific information;

. for detailed understanding;
. for implications, etc.

(CEFR 2001, 68)

2.8 Reading techniques

As Hedge (2000, 195) claims, different purposes for reading require use of different
strategies” for approaching texts and also different reading speed. According to Nuttall (2005,
48), a good reader is able to decide how much he/she needs to read in order to satisfy his/her
purpose, which means he/she is flexible in choosing appropriate techniques (Nuttall 2005,
48). Since reading effectively does not mean the necessity to read as fast as possible or to

understand every single detail (Nuttall 2005, 48).

2.8.1 Skimming

To skim a text means to read quickly through it and get the gist, e.g. to discover crucial topics,
overall theme, main ideas, etc. (Scrivener 2011, 265). As Hedge (2000, 195) confirms,

skimming is not about reading the whole text thoroughly, it means rather reading rapidly,

2 Hedge uses the term strategies, but most authors (e.g. Harmer, Nuttall, Grellet) speak about techniques.
Therefore, I will use the term technique in this thesis.
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skipping the large amount of information, and focusing on headings and first lines of

paragraphs.

2.8.2 Scanning

Scanning is also about glancing rapidly through a text (Nuttall 2005, 49). But the purpose is to
find a specific piece of information, e.g. name, address, date, etc. (Scrivener 2011, 265) or to

get an initial idea whether the text corresponds to our purposes for reading (Nuttall 2005, 49).

Neither skimming nor scanning negate the necessity to read carefully, they just enable readers

to save time and decide which parts of text are worth reading (Nuttall 2005, 49).

2.8.3 Reading for detailed comprehension

Of course, there are also situations when readers need to concentrate on details and
understand every single piece of information (Harmer 1998, 69). In these cases skimming and
scanning would be absolutely unsuitable techniques, as readers need to study the text closely

and carefully (Scrivener 2011, 264).

2.8.4 Inferring meaning

According to Grellet (1991, 14), when tackling new text it is not advisable to give
explanations of difficult words to learners beforehand. Teachers should rather let them make
efforts to handle a difficult part of the text on their own by the use of the skill of inference
(Grellet 1991, 14). Grellet (1991, 14) sees inferring meaning as “making use of syntactic,
logical and cultural clues to discover the meaning of unknown elements.” When reading, it is
a common thing that readers need to make use of their systemic, but also schematic

knowledge, thus there should be enough space for practising inferring in reading classes.

To sum up, there are different techniques for reading and to fulfil the general aim of
developing reading skills, readers should be able to opt for the appropriate techniques
according to their purpose for reading. When, for example, reading for gist, the suitable
reading technique is skimming, whereas when reading for specific information it is
appropriate to scan the text. When making implications from the text, it is necessary to use
the skill of inference and as for detailed understanding, it is obvious that readers need to

process the text closely and concentrate on the minutiae.
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As far as the implications for the evaluation of foreign language textbooks are concerned,

various kinds of reading tasks requiring use of different techniques should be implemented

(Nuttall 2005, 32).

2.9 Types of texts

One of the general goals of developing reading skills in ELT is to be able to read a range of

texts (Hedge 2000, 205). Therefore, learners should have an opportunity to encounter as many

text-types as possible in the textbooks.

Hedge classifies types of texts according to the purposes for reading as follows:

to get information:

to respond to curiosity

about a topic:

to follow instructions:

for pleasure and
enjoyment:

to keep in touch:

to know what is
happening in the world:

to find out when and
where:

travel brochures, train timetables, bus schedules,
notices, public signs, directories, catalogues,
information leaflets, regulations, weather
forecasts

magazine articles, newspaper editorials,
advertisements, guidelines, specialist brochures

maps, route planners, recipes, assembly
instructions, instructions for use, guides,
manuals

poems, short stories, plays, reviews, lampoons,
skits, cartoons

postcards, notes, invitations, letters,
condolences, memos, messages

news articles, news in brief, TV Ceefax, faxes,
news reviews

announcements, programmes, tour guides.

(Hedge 2000, 206-207)

CEFR (2001, 95) presents twenty-one types of texts which are to a considerable extent similar

to the ones described by Hedge (2000, 206-207). The reason why I decided to introduce
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text-types according to Hedge rather than CEFR is that Hedge suitably classifies them on the

basis of the purposes for reading.

2.10 Phases of reading activities and types of tasks

Nowadays, it is a common practice to organize a reading activity into three phases: pre-,
while-, and post-reading phase (Williams 1984 in Hedge 2000, 209). As Hedge (2000, 209)
explains “the intention is to ensure that reading is ‘taught’ in the sense of helping readers

develop increasing ability to tackle texts.”
2.10.1 Pre-reading phase

According to Harmer (2015, 303) the purpose of the pre-reading phase is to get learners
interested in the topic of the reading passage and to activate their schemata. In addition to
that, learners establish a reason for reading during this phase and become familiarized with
some of the language of the text (Hedge 2000, 210). Generally, this phase prepares learners in
terms of both schematic and systemic knowledge (Hedge 2000, 210).

During the pre-reading phase many types of tasks/activities can be used, for example,
discussing the topic of the reading, brainstorming the vocabulary that may appear in the text,
predicting from the title, talking about pictures accompanying the text, etc. (Hedge 2000,
210).

2.10.2 While-reading phase

In the while-reading phase learners are given the comprehension task and the text (Harmer
2015, 303). Since there can be a wide variety of reading tasks I present only some examples

of them.

According to Ur (2012, 32), “the most common type of text comprehension task is
comprehension questions.” Harmer (2015, 314) confirms this saying that reading tasks
usually consist of “true/false questions, multiple-choice questions, and questions which ask

what, how, how often, when, etc.”

Scrivener, however, mentions also other types of comprehension tasks, these are for example:

. put these illustrations of the text in the correct order,
. match given headlines with the sections of the article,
. find appropriate places in the text to reinsert some sentences that have
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previously been removed from the text,

. write a reply,
. solve the problem,
. put this list of events in the correct order, etc.

(Scrivener 2011, 267-268)

After the reading task is completed, the time for feedback comes (Harmer 2015, 303).
Teachers may ask the learners to go through the answers in pairs or small groups (Harmer
2015, 303). The reason is that learners get more opportunities to cooperate together and on
top of that individual learners do not confront possible failure at the task in front of the whole

class (Harmer 2015, 303).

2.10.3 Post-reading phase

The post-reading phase should make use of what learners have read and should be connected

with the purpose for reading (Hedge 2000, 211).

Learners may, for example, respond to the text in the form of a writing task, or a role play, or
else they can orally discuss their opinions and feelings about the text (Hedge 2000, 211).
Alternatively, teachers can make use of personalisation and ask learners questions such as

“Have you ever had an experience like this one?” (Scrivener 2011, 267)

Finally, it is important to point out that the reading task should always suitably correspond
with the type of text (Harmer 2015, 306). Moreover, Scrivener (2011, 266) claims that tasks

should “reflect real-life uses of the same text.”

2.11 Criteria for selecting texts for reading development

2.11.1 Interest

According to Hedge (2000, 206), interest is a key criterion when selecting texts for learners.
Interesting content motivates learners to read and when learners are motivated and enjoy
reading, the process of learning and teaching is more effective (Nuttall 2005, 170). Krashen
(2003, 8) confirms this belief saying that the acquisition of a foreign language occurs when

the input is comprehensible and interesting.
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2.11.2 Variety

As Nuttall (2005, 171) points out apart from being interesting, reading texts should also
correspond to the variety of types of texts learners will encounter once being out of the

foreign language class.

Hedge (2000, 206) reminds also the importance of a variety of topics and reading purposes
claiming that if teachers base their selection of texts on the text-types mentioned in chapter
2.9 of this thesis, they may be certain that their learners will be supplied with a variety of

topics and reading purposes.

2.11.3 Readability

Readability refers to “the combination of structural and lexical difficulty” (Nuttall 2005, 174).
It signifies that teachers when selecting reading texts should take into consideration how

much new vocabulary the text contains, what amount of new grammatical forms appears there
and whether the length and complexity of sentences is not ‘too much’ for a particular group of

learners (Nuttall 2005, 175).

The term readability is connected with Krashen’s comprehensible input hypothesis. In this
hypothesis Krashen (2003, 4) claims that we move from i (our current knowledge) to i + /
(the next knowledge we are ready to acquire) by understanding input containing i + /. It

implies that the texts for reading development should fit into this i + 1 theory.

2.11.4 Authenticity

Another criterion is authenticity of reading texts. As Hedge (2000, 67) claims, authentic
materials are the ones which were not created primarily for language learners. Therefore,
authentic materials does not have simplified or contrived language (Hedge 2000, 67), they

contain natural language used by native speakers of a language (Harmer 2015, 306).

Authentic materials came to the foreground with CLT (Hedge 2000, 67). The argument for
using authentic materials is quite simple, since as it was mentioned in chapter 1.4 of this
thesis, one of the general goals of developing reading skills is to prepare learners for coping

with authentic texts (Hedge 2000, 67).
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However, as Hedge (2000, 68) points out, using of authentic materials in ELT for developing
receptive skills is a controversial subject. On the one hand, there are proponents, such as
Grellet (1991, 7) who claims that authentic texts should be used whenever it is possible. He
argues that simplified texts can be even more difficult for readers, since the references,
repetitions, discourse markers, or other structures which readers rely on when reading are
often removed or unnaturally adjusted (Grellet 1991, 7). Moreover, he adds that even quite
difficult authentic texts can be achievable also for low-level learners if they are accompanied

by appropriate and easy tasks (Grellet 1991, 7).

On the other hand, there are also opponents among teachers, who argue rather for using
‘simulated-authentic’ materials for lower proficiency learners (Hedge 2000, 68). These
materials “emulate original materials, but are contrived in some way to assist the learner”
(Hedge 2000, 68). For example, if there is a comparative/contrastive sentence, its meaning
may be accentuated by adding connectors such as however, whereas, in contrast, conversely,

etc. (Hedge 2000, 68).

Personally, I can see some value in using simulated-authentic materials, but I also tend to
think that authentic materials ought to be used in FLT, since learners should receive natural

input and should be prepared for real-life types of texts and purposes for reading.
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3 TEXTBOOK

The practical part of this thesis is concerned with the evaluation of a selected textbook from
the perspective of developing reading skills, therefore this chapter gives the definition of
textbook, textbook functions and roles, some advantages and disadvantages of using

textbooks in ELT classes and finally a textbook evaluation methodology.

3.1 Whatis a textbook?

Braslavsky (2006, 128) defines textbook as “a teaching, learning and working tool used to
support teaching and learning processes in schools.” Priicha (1998, 13-16) views textbooks
more comprehensively. In his opinion textbook is an “educational construct”, whose
significance depends on its placement in the educational system. Thus, textbook can be
viewed as “an element of the curricular project, as a material didactic aid, and as a type of
school didactic text” (Pricha 1998, 14—16). In this thesis textbook is treated as a material
didactic aid. The three views of a textbook given by Prticha (1998) indicate various functions

it has.

3.2 Textbook functions

Over the years, many authors have attempted to classify textbook functions and the most
detailed classification was conceived by a Russian expert Zujev (1983 in Priicha 1998, 19).

Zujev’s taxonomy of textbook functions comprises:

¢ an informational function,

e a transformational function,

* asystematization function,

» consolidating and inspectional function,
¢ self-educational function,

* an integrating function,

* acoordinating function,

* adevelopmentally-educational function.

(Zujev 1983 in Pricha 1998, 19-20)

The purpose of the first mentioned function is obvious - it is to present information which a
learner should acquire. The transformational function expresses the fact that textbook
transforms professional information from a particular field of science to the information

accessible to learners. The systematization function represents structuring and defining the
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sequence of the curriculum. The consolidating and inspectional function is about enabling
learners to acquire pieces of knowledge and skills, about practising these and also about
checking that acquisition. The self-educational function relates with the stimulation of
learners to work independently on acquisition of the subject matter and with the motivation
for learning. The integrating function helps to integrate information which learners gain from
different sources. The last but one, coordinating function, ensures synchronisation of the
textbook with other didactic aids. The final, developmentally-educational function, fulfils

harmonious development of learners’ personality. (Pricha 1998, 19-20)

Skalkova (2007, 104—105) also presents a list of textbook functions and her classification
includes all the functions from Zujev’s taxonomy and adds one more — orientational function.
This function refers to the features of textbook that help navigate learners and teachers (i.e.
contents and indexes) and informs them about the ways textbook can be used (Skalkova 2007,

105).

3.3 Roles of textbooks in ELT

The functions mentioned in the previous chapter are universal, i.e. they apply to all textbooks
in general. With respect to specifics of ELT textbooks, Cunningsworth (1995, 7) suggests that

textbooks can function as:

* aresource for presentation material (spoken and written),

* asource of activities for learner practice and communicative interaction,

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

* asource of stimulation and ideas for classroom language activities,

* asyllabus (where they reflect learning objectives which have already
been determined),

» aresource for self-directed learning or self-assess work,

» asupport for less experienced teachers who have yet to gain in
confidence.

(Cunningsworth 1995, 7)

These specific roles of ELT textbooks overlap to a considerable extent with the general
functions suggested by Zujev (1983 in Priicha 1998). For example, if Cunningsworth claims
that a textbook serves as a resource for presentation material, it at the same time covers the

informational function from Zujev’s taxonomy of textbook functions.
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Generally speaking, the role of the textbook in ELT is to be an assistant and guide for teachers
and learners, but by no means to be their master (Cunningsworth 1995, 7). Textbooks should
not make decisions instead of teachers about what to teach and how to teach (Cunningsworth

1995, 7).

3.4 Advantages and disadvantages of using textbooks in ELT lessons

Using textbooks in ELT classes brings teachers and learners some advantages as well as
disadvantages. One group of teachers claim that textbooks deprive them of their creativity,
that they are boring and do not meet the needs of their learners (Harmer 1998, 116; Richards
and Burns 2012, 271). Therefore, if they have the power to decide, they do not use them at all
or they try to adapt or supplement them (Harmer 2015, 73; Celce-Murcia, Brinton and Snow
2014, 387). For the other group of teachers textbook is an indispensable assistant which saves
their time and provides both them and their learners with security (Richards and Burns 2012,

271).

According to Harmer (2015, 71), the advantage of textbooks is that “they are carefully
prepared and offer a coherent syllabus and satisfactory language control.” This means that
they fulfil the systematization function. Moreover, they are often attractive to learners and
present interesting topics, materials and texts (Harmer 2015, 71). This relates to the role of
textbook as a resource for presentation material. Another advantage is that learners can use
textbook as a tool for self-study, since they can go back and revise what they have been
studying or they can look forward to prepare for what is coming (Harmer 1998, 117). By this
the textbook fulfils the self-educational function. In addition to that, textbooks are often
accompanied by extra materials, such as DVDs or websites which provide videos, test
materials, more exercises for practice, etc. (Harmer 2015, 72). These extra materials promote
the consolidating function of the textbook. Moreover, textbooks bring benefits also for
administrators of the language courses, for they support the credibility of the courses and
enable standardization of teaching programmes inside their institutions (Richards and Burns

2012, 271).

On the other hand, as the main disadvantage of using textbooks Ur (2012, 198) sees their
incapability to meet the learning needs of individual classes. They may not correspond with
learners’ interests, language level or even culture (Ur 2012, 198). Another disadvantage Ur

(2012, 198) mentions is the fact that sometimes textbooks can rid teachers of their initiative, if
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they follow them strictly. On top of that Harmer (2015, 72) criticizes textbooks for relying on
PPP (presentation, practice and production) format, which may be monotonous and may not

correspond with the communicative aim of ELT.

My view is that teachers should make use of the benefits which textbooks offer and, on the
other hand, try to avoid the negative impacts of using textbooks by careful and appropriate

selection and by employing their own initiative and critical thinking.

To conclude, Cunningsworth (1995. 7) claims that it is important that teachers pay enough
attention to selecting textbooks properly, so that they are in agreement with learners’ needs,

and also with the aims, methods, and overall concept of teaching.

3.5 Approaches to textbook evaluation

Since the aim of the practical part is to evaluate a selected textbook, it is necessary to pay
attention to how textbooks may be evaluated. Cunningsworth (1995, 1-2) presents two
approaches. The first approach is called impressionistic overview and it serves for getting a
general impression of the textbook (Cunningsworth 1995, 1). Practically, it means that we just
browse through it and try to get an overview of what is the overall concept of the textbook,
what are its strengths and weaknesses, how the topics and activities are sequenced, etc.
(Cunningsworth 1995, 1). However, this superficial analysis does not give enough details and
security that the content of the textbook corresponds with the requirements of the particular
teaching programme (Cunningsworth 1995, 1). For this we need to do a more detailed
analysis, i.e. to do in-depth evaluation (Cunningsworth 1995, 2). This approach enables us to

examine specific elements of the textbook (Cunningsworth 1995, 2).

For the purposes of this thesis the combination of these two approaches is used. However, the
in-depth evaluation prevails, since I focus on a specific item in the textbook, which is

development of reading comprehension.
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PRACTICAL PART

4 THE PROCESS OF SELECTING TEXTBOOK FOR
EVALUATION

The practical part of this thesis deals with evaluation of a selected EFL textbook from the
perspective of developing reading comprehension. The decision on the choice of textbook
was made on the basis of a survey. Via email I approached 30 headmasters of primary schools
from different parts of the Czech Republic and asked them whether teachers in their schools
use textbooks in English classes. If they do use them, I inquired what particular textbooks
(title, edition, publisher) they use for English classes with eighth-graders. Ireceived replies
from fifteen respondents. Eleven out of these fifteen respondents replied that in the eighth
grades English teachers work with textbooks from Project series, mostly Project 4, fourth
edition. Therefore, the textbook Project 4, fourth edition, has become the object of evaluation

in this thesis.

At first, I provide general description of the textbook and after that I proceed to the in-depth
evaluation from the perspective of developing reading comprehension. The in-depth
evaluation is realized according to the criteria which were created on the basis of the findings

in the theoretical part.

4.1 General description of Project 4, fourth edition

Project 4, fourth edition, was published by Oxford University Press in 2014. It is a
monolingual textbook, i.e. it uses English only. It has a multi-dimensional syllabus (see
Appendix B), which provides information on grammar, vocabulary, skills, topics, situations,

and functions that are covered in the course.

The textbook has 87 pages and it comprises an introductory unit and six main units. Each unit,
apart from the introductory one, takes up eight pages and is divided into four sections (A, B,
C, D) in which vocabulary, grammar, and all four language skills are developed. In addition
to that, each unit is accompanied by a Culture page, an English Across the Curriculum page, a
Revision page, and a Project page. The Culture page familiarizes learners with history,
geography, culture and life-style of the English-speaking countries. The page called English
Across the Curriculum enables learners to use English in other subjects, such as History,

Biology, ICT, Art, Science, etc. The Revision page offers extra exercises for practising
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grammar, vocabulary and language skills. The last mentioned, Project page, brings a project
task through which writing skills are developed and a song for developing listening skills.
Furthermore, at the end of the textbook there are two Pronunciation pages and six Reading

pages which provide six extra texts for practising reading comprehension.

After carrying out the impressionistic type of evaluation, it is clear that the layout and
structure of the textbook is fixed. All the units have the same number of pages and the same
format. For instance, in section A of every unit there is a text through which vocabulary and
grammar are developed. Section B consistently presents a comic strip about two detectives,
Sweet Sue and Smart Alec and section D always contains an episode of a continuous story
called ‘Kids’, which in the form of interpersonal conversations introduces everyday life of
four teenagers. The question remains, whether this ‘sameness’ of the textbook structure is
rather the advantage or disadvantage. Some learners and teachers may appreciate it, for it
provides them with system and security as it was suggested in chapter 3.4 of the theoretical
part by Richards and Burns (2012, 271). On the other hand, some people may get bored with

it after a lapse of time.

As far as the illustrations are concerned, they are colour and visually attractive. They suitably

complement the individual exercises, correspond with their topics and help understanding.

S DATA COLLECTION AND ANALYSIS

To be able to evaluate the textbook from the perspective of developing reading
comprehension skills, it was necessary at first to identify and collect the individual activities
that are aimed at reading comprehension. I went through the textbook and found out that all
the activities which develop reading comprehension are labelled either Reading or
Comprehension. The Comprehension section invariably joins both receptive skills, i.e.
reading and listening, for the instructions always say ‘Read and listen to...” Alternatively, the
reading activities are defined by instructions ‘Read and listen’ or ‘Answer the questions’
accompanied by the text. This analysis revealed 45 activities aimed at reading comprehension

in the textbook Project 4, fourth edition.

When the process of activity identification was finished, I proceeded to the analysis of
individual activities. The activities were assessed according to the list of criteria. This list was
compiled on the basis of CEFR (2001), FEP BE (2017) and literature cited in the theoretical
part.
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5.1 List of criteria for evaluation

For the purposes of the research I divided the evaluation criteria into two groups. One group
comprises criteria for evaluation of individual reading activities and the other group includes
criteria relating to the textbook as a whole, i.e. criteria that can be assessed only after the

individual activities have been analyzed.

The criteria for evaluation of individual reading activities are in the form of closed-ended

questions and one question concerning the aims of the activities is open-ended:

¢ What is the aim of the activity?

* Does the activity lead to the fulfilment of the expected outcomes?

* Does the activity deal with topics/themes stated in FEP BE or CEFR?

* Does the activity involve a pre-reading task?

* Does the activity involve a post-reading task?

e Is the post-reading task personalised for learners?

* s the reader demanded to take critical stance to the content of the text?
¢ Is the reading text authentic?

* Does the activity use a simulated-authentic text?

* Does the task correspond with the type of text?

* Does the activity target skimming, scanning, detailed comprehension, or inferring

meaning?

The aims of individual activities are set in terms of purposes for reading (as given in chapter

2.7) and the results of the aim analysis are recorded in Appendix C.

The other criteria are assessed in the table in Appendix D and are marked V (fulfilled),

X (unfulfilled) and P (if fulfilled just partially).

The overall evaluation criteria are as follows:

* Are reading activities covered in all units?

¢ Is there a balance of all four language skills (reading, listening, speaking,
writing)?

* Does the textbook contain a variety of text-types?

* Is there a variety of topics/themes in reading texts?
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* Does the textbook contain a variety of types of comprehension tasks?

* Does the textbook contain a variety of purposes for reading?

¢ Is there a balance of reading techniques (skimming, scanning, reading for
detailed comprehension, inferring meaning)?

¢ Are the texts and tasks likely to engage learners’ interests?

* Does the textbook deal with extensive reading?

* Does the textbook provide learners with comprehensible input through reading
texts?

¢  What types of activities are used in pre-reading phase?

*  What types of activities are used in post-reading phase?

The first ten criteria are in the form of closed-ended questions and are assessed in Appendix

E. They are marked YES/NO, alternatively some comments are added.

The remaining two questions, concerning types of pre-reading and post-reading activities, are
analysed in Appendix F and Appendix G. Five types of pre-reading and post-reading tasks
were determined on the basis of the literature and the column called ‘Other activities’ was
added for different activities which are not included in those five types. If the activity type
occurs (at least once) in the textbook, it is marked V. If it does not occur, the check box is left
blank. Moreover, the superscript beside the tick indicates how many times the given activity

has occurred.

As far as the marking of individual activities in appendices is concerned, the first part
indicates their position within the textbook, i.e. what unit or section they occur in>. The
second part, behind the slash, indicates the order of the activities. The table in Appendix C
contains also page numbers in brackets, so that it could be easily determined what activity

from the textbook it is.

1= Introductory unit
U1 = Unit 1; U2 = Unit 2; U3 = Unit 3, etc.
C = Culture page
E = English Across the Curriculum page
R = Reading page at the end of the textbook

34



5.2 Analysis of the individual activities aimed at reading comprehension

The analysis is performed on the basis of the evaluation criteria set for individual activities
(see chapter 5.1 or Appendix C and D). For the sake of clarity the reading activities are

divided according to the units where they occur.

5.2.1 Introductory unit

In the first reading activity (I/1 p.4) learners are supposed to read and listen to the story which
is in the form of a photo comic. After reading/listening, they are to answer comprehension
questions and match the people from the story with activities they are performing. These
types of tasks correspond well with the type of text. Learners are supposed to read for detailed
comprehension and for answering some of the questions they should also make use of
scanning. The topic is school and daily routine. The activity does not involve a pre-reading
task. The post-reading task builds learners’ grammatical competence, for it is focused on
present tenses and stative verbs used in the reading text. This task is not personalised in any
way. The activity does not require learners to take critical stance. As far as the aim is
concerned, by the end of this activity, learners will be able to read for detail and scan a text to

find a specific piece of information.

The second activity (I/2 p. 6) is from the section ‘Kids’ and similarly to the first one, targets
scanning and detailed comprehension. The task corresponds with the type of text and makes
learners to read and listen to the conversation between four teenagers and answer six
comprehension questions. The activity does not have a pre-reading task and in the
post-reading task learners are demanded to guess what happens next, therefore it could be
possibly considered as a kind of critical stance. The topics which occur are school, career
choice, and relations with other people. By the end of this activity, learners will be able to

scan a text to find the names of the main characters and to read for detail.

5.2.2 Unit1

The first reading activity in Unit 1 (U1/3 p. 8) brings a kind of magazine article about the
prehistoric Iceman found in the Alps. The task is to read and listen to the text, answer
comprehension questions and label the items in the picture of the Iceman. Thus learners are
required to scan the text to find specific items and read for detailed comprehension. This

activity includes a pre-reading task in which learners are supposed to predict from the title
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and pictures. Non-personalized post-reading task focuses on past simple and continuous, and
thus it builds learners’ grammatical competence. The text is non-authentic and the reader does
not need to take critical stance to its content. As for the topic, it is not specifically stated in

CEFR or FEP BE. Nevertheless, it could possibly fall under the topic of culture.

The second activity in Unit 1 (U1/4 p. 10) introduces a continuous comic strip about two
detectives, Sweet Sue and Smart Alec. Learners are supposed to read and listen to the story
and then answer comprehension questions and complete sentences. The task does not require
learners’ critical stance and suitably corresponds with the type of text. The pre-reading task is
missing and the post-reading one builds learners’ grammatical competence, as it deals with
the issues of ‘used to’. The topic of the story corresponds with topics/themes states in FEP BE
and CEFR. The activity targets detailed comprehension, thus by the end of the activity,

learners will be able to read for detail.

In another activity (U1/5 p. 12) learners are supposed to read and listen to the text called ‘The
Story of Jeans’, a kind of non-authentic magazine article. Their first task is to put sentences in
the correct order to tell the story of jeans and subsequently answer comprehension questions.
To be able to do that, learners need to read for detailed understanding. The tasks are
appropriate considering the type of text and the topic corresponds with topics/themes stated in
FEP BE and CEFR. The activity does not have either pre- or post-reading task and does not

require learners to take critical stance.

The last activity of Unit 1 (U1/6 p. 14) is from the ‘Kids’ section and its topic is daily life. As
a pre-reading task learners discuss what happened in the last episode of ‘Kids’. After that,
they are supposed to read and listen to the story (in the form of conversation), answer
comprehension questions and mark true/false statements. Therefore, the activity requires
detailed understanding. In the post-reading phase learners should, to some extent, make use of
their critical thinking and assess what happens next. Another post-reading activity is

personalised - learners are to write and tell a partner about their last weekend.

The reading activity from Culture page (C/7 p. 16) follows. The text is about the history of
England and it could be considered as a simulated-authentic text, as it emulates a passage
from a non-fiction history book, but is contrived in some way. Learners are supposed to read
and listen to the text and at first complete the chart with information about the people who
settled Britain. After that, they are to match the names of the rulers with the correct sentence

endings and answer comprehension questions. By this learners’ ability to read for detail is
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developed. This page has a personalized post-reading task — learners should write a brief text
about the history of their own country. Thematically, this activity deals with a topic stated in

FEP BE - basic facts about English-speaking countries.

The page English Across the Curriculum also contains an activity aimed at reading
comprehension (E/8 p. 17). Its non-authentic text presents historical use of various materials
(stone, wood, copper, bronze, etc.). At first, learners are to read and listen to the text and tick
the materials that are mentioned and then put them in the correct historical order. This
practises their skill of scanning. Subsequently, learners are required to read the whole text
again and answer comprehension questions, which develops their ability to read for detailed
understanding. In the post-reading phase learners should do some research. They should find
out some specific information about a selected material. In this activity learners are not

demanded to take critical stance to the content of the text.

5.2.3 Unit 2

In activity U2/9 p. 20 learners are supposed to read and listen to the text (a magazine article)
about stunt doubles in films. The comprehension task, at first, targets skimming, for learners’
should find out what job the text is about and why it will probably disappear in the future.
Then, they are to find some specific things in the text, which develops their skill of scanning.
These tasks correspond with the type of text and do not require learners to take critical stance.
The pre-reading task is missing and the post-reading task is devoted to the development of
learners’ grammatical competence — it explains formation and usage of present perfect. This
post-reading task is not personalized in any way. As for the aim, by the end of this activity,

learners will be able to read for gist and scan a text to find specific items.

The activity U2/10 p. 22 presents another episode of a comic strip about the two detectives.
The pre-reading phase is omitted and the comprehension task is in the form of comprehension
questions and completing sentences. This develops learners’ ability to read for detailed
understanding. The post-reading phase is non-personalized and focuses again on present
perfect. The tasks correspond with the text-type and do not target learners’ critical thinking.

Theme is in alignment with those presented in FEP BE and CEFR.

Another activity in Unit 2 (U2/11 p. 24) provides a non-authentic magazine article about the
life of a famous person. Learners are supposed to read and listen to the text and answer

comprehension questions and choose true sentences. By this their ability to read for detailed
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understanding is developed. The tasks correspond with the type of text and do not require
learners to take critical stance. This reading activity is supplemented with personalized
post-reading questions. As for the topic of the activity, it corresponds with topics/themes

stated in FEP BE and CEFR.

The next activity (U2/12 p. 26) brings another episode of ‘Kids’. In the pre-reading phase
learners retell the story of the previous episode. After that, they read and listen to the story (in
the form of conversation) and answer comprehension questions. To be able to answer them,
learners need to read for detailed understanding. The topic the activity covers is school and
relations with other people. The activity contains also a post-reading phase where learners’
language competence is developed. The post-reading tasks are not personalized in any way.
However, in one of them, learners are to predict what happens next in the story, which can be

considered as a kind of critical thinking.

Another reading activity (C/13 p. 28) appears on the Culture page. Learners are supposed to
read and listen to the text (non-authentic magazine article) and at first match the headings to
paragraphs. To accomplish this task they should use the technique of skimming.
Subsequently, they should read (listen) again for detailed comprehension and complete the
chart comparing boys’ and girls’ reading habits. All tasks are in accordance with the type of
text. The pre-reading activity is missing there, however the post-reading one is suitably
personalized — learners are to answer five questions concerning their own reading habits.
After that, they should discuss their ideas in class and compare their reading habits with the
teenagers in the article. The activity does not demand critical thinking and its topic is free

time. Its aim is to develop learners’ ability to read for gist and for detail.

The topic of a reading activity on English Across the Curriculum page (E/14 p.29) is
computers, which is a topic stated in FEP BE (media and modern technologies). The
pre-reading task pre-teaches vocabulary concerning computer hardware and software. The
comprehension task aims at detailed understanding as it instructs learners to complete the
gaps in the text with the words in the box. The task is in accordance with the type of text
(guideline). The text is non-authentic and learners are not demanded to take critical stance to
its content. In the post-reading phase learners are to answer some personalized questions and

discuss their personal experience with their classmates.
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5.2.4 Unit3

The first reading activity in Unit 3 (U3/15 p. 32) deals with the topic of health and body care.
In the pre-reading phase the parts of the human body are pre-taught. Then, learners are
supposed to skim the text, which gives readers advice on how to look after their bodies, and
tick what each paragraph gives advice about. This task corresponds with the type of text
(educational article). The post-reading activity comprises two tasks. The first one is
personalized and requires learners to take critical stance to the content of the text, for they are
to assess which two pieces of advice are the most important. The second one discusses
relative pronouns, and thus builds learners’ grammatical competence. As for the aim, by the

end of this activity, learners will be able to read for gist.

The activity U3/16 p. 33 follows right after U3/15 p. 32, therefore the post-reading task of
U3/15 dealing with relative pronouns could be at the same time considered as a pre-reading
task of U3/16. In this activity learners are supposed to read eight sentences (containing
relative clauses) and on the basis of their meanings they are to find the names of six boys (in
the picture above). To do that, they have to read for detailed comprehension. The post-reading
task is non-personalized writing — learners are to write sentences with relative clauses to
identify each boy from the picture. The tasks correspond with the text and does not demand

learners’ critical stance.

Another activity (U3/17 p. 34) brings a comic strip about the detectives Sweet Sue and Smart
Alec. The pre-reading task is omitted and the comprehension task is in the form of
comprehension questions. The activity targets reading for detailed comprehension. As far as
the post-reading phase is concerned, it aims at developing learners’ grammatical competence
(modal verbs and relative clauses). In this activity learners do not have to use their critical
thinking, the task corresponds with the type of text, and the topic is in alignment with those

stated in FEP BE and CEFR.

The activity U3/18 p. 36 deals with the topic of eating habits, which is a topic stated in FEP
BE. Pre-reading phase is missing and the comprehension task demands detailed reading.
Learners are supposed to read and listen to the text and answer comprehension questions. The
task corresponds with the type of text (non-authentic magazine article). In the post-reading
phase learners need to take a critical stance and say what they think of the three diets
described in the article. Moreover, they should describe their own diet in a typical day, which

makes this post-reading task personalized.
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Another reading (U3/19 p. 38) is from the ‘Kids’ section and covers topics/themes stated in
FEP BE/CEFR, such as daily life and relations with other people. In the pre-reading phase
learners discuss what happened to one of the characters in the previous episode. The first
comprehension task targets skimming - learners are to read and listen to the story and find out
how each character feels. In the second task learners are supposed to correct sentences, thus it
requires detailed comprehension. These tasks correspond well with the type of text
(interpersonal conversation). In the post-reading phase learners should assess what happens
next in the story, which can be considered as a kind of critical thinking. Another post-reading
activity builds learners language competence, as it deals with expressions used for
agreeing/disagreeing. By the end of this reading activity, learners will be able to read for gist

and for detail.

The topic of a reading activity (C/20 p. 40) on Culture page is sport, which is a topic stated in
FEP BE and CEFR. The pre-reading task is to match photos to the paragraphs in the text. The
comprehension task is aimed at detailed understanding — learners are to read and listen to the
text about sports events in England and complete the chart with information on them. The
type of task is in accordance with the type of text (magazine article) and does not require
critical stance of the learners. The post-reading phase comprises two activities. The first one is
listening and the other is a writing task — learners are to write about an important sports event

in their country.

The activity on English Across the Curriculum page (E/21 p. 41) brings an educational article
about vitamins and minerals. Thematically, it falls under the topic of health and body care
stated in FEP BE and CEFR. The pre-reading phase activates learners’ schemata by asking
what they know about vitamins and minerals. The comprehension task is in the form of
true/false/doesn’t say statements and completing a chart. The tasks correspond well with the
text-type and do not demand learners’ critical thinking. The post-reading task contains

personalized questions. By the end of this activity, learners will be able to read for detail.

5.2.5 Unit4

The activity U4/22 p. 44 presents the story of Sir Bedivere and Excalibur. Thematically, it
corresponds with topics/themes of culture or facts about English-speaking countries stated in
FEP BE and CEFR. The first comprehension task targets the skill of scanning, for learners are

to match names from the story with descriptions. In the second comprehension task learners
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are supposed to read the story again and put sentences in the correct order. They are also
supposed to answer two comprehension questions afterwards. To be able to do that they need
to read for deatailed comprehension. The tasks correspond well with the type of text (short
story). Non-personalized post-reading task builds learners’ grammatical competence (verb +
infinitive/-ing) and develops listening comprehension, for learners listen to what happened at
the end of the story. By the end of this activity, learners will be able to scan a text to find the

names and to read for detail.

Another activity (U4/23 p. 46) brings a comic strip about the two detectives. The pre-reading
task is omitted and in the comprehension task learners are supposed to answer comprehension
questions and correct sentences. By this their ability to read for detail is developed. The tasks
are in accordance with the type of text and do not demand learners’ critical stance. The
post-reading phase is non-personalized and builds learners’ grammatical competence. The

topic of the activity is in alignment with those stated in FEP BE and CEFR.

In activity U4/24 p. 48 learners are supposed to read the quiz and answer the questions. The
quiz promises to discover reader’s real personality. To be able to answer the questions,
learners need to read for detailed comprehension. Thematically, this activity falls under the
topic of personal identification and moods and feelings. The task corresponds with the
text-type and does not require learners to take critical stance to the content of the text. The
post-reading phase is personalized and learners are to reveal whether they are pessimists,

realists, or optimists.

The activity U4/25 p. 50 brings another episode from the ‘Kids’ section. In the pre-reading
phase learners discuss what happened in the previous episode. After that, they read and listen
to the story and their task is to answer three comprehension questions and choose correct
words to complete the sentences. Their ability to read for detail is thus developed.
Comprehension tasks are in accordance with the type of text (conversation). In the post-
reading phase learners are to predict what will happen next, thus their critical stance to the
content of the text is demanded. In addition, in the post-reading phase learners are to learn

some useful expressions from the story, thus their language competence is developed.

Another reading activity (C/26 p. 52) is on Culture page. It presents the story of Robin Hood.
The theme is in alignment with those presented in FEP BE and CEFR (culture and basic facts
on English-speaking countries). In the pre-reading task learners are to predict from the title

and the picture. The comprehension task is then in the form of multiple-choice questions. The
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task corresponds with the type of text and does not demand learners’ critical stance. In the
post-reading phase learners are to do a role-play and in addition to that they should discuss the
most famous heroes and heroines of their country. By the end of this activity, learners will be

able to read for detail.

Reading comprehension activity (E/27 p. 53) is also on English Across the Curriculum page.
It brings an article about famous painting called The Fighting Temeraire painted by J.M.W.
Turner in 1839. It shows the big old sailing ship (Temeraire) which is being pulled by a small
tugboat. In the pre-reading phase learners are to predict from the picture. Then they are
supposed to complete the text with the expressions from the box. This comprehension task is
in accordance with the type of text (an article) and does not require learners’ critical thinking.
In the post-reading phase some non-personalized questions related to the text are discussed.
The topic of the activity is in alignment with topics stated in FEP BE and CEFR
(culture/entertainment/facts on English-speaking countries). By the end of this activity,

learners will be able to read for detail.

5.2.6 Unit5

The first reading activity in Unit 5 (U5/28 p. 56) deals with the topic of environment and
society and its problems, which are topics stated in FEP BE and CEFR. In the pre-reading
phase some vocabulary concerning the environment and climate change are pre-taught.
Subsequently, learners are supposed to read and listen to the text and complete the gaps with
the pre-taught words. Then they are to answer some comprehension questions and find items
in the text. By this their ability to read for detail is developed. The task corresponds with the
type of text (magazine article) and unfortunately does not require learners’ critical stance. I
believe that with this current topic learners’ critical thinking could be enhanced. In the post-
reading phase learners’ grammatical competence is developed (passive voice). Moreover, the

post-reading phase includes a listening comprehension related to the topic of the reading text.

Another activity aimed at reading comprehension (U5/29 p. 58) is a comic strip about the two
detectives. Learners are supposed to read and listen to the story and answer comprehension
questions. Then they should mark given statements true/false/doesn’t say. These types of
tasks are in accordance with the text-type, do not require critical thinking and develop

learners’ ability to read for detail. The post-reading phase is non-personalized and builds
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learners’ grammatical competence (passive voice). As for the topic of the activity, it

corresponds with topics/themes stated in FEP BE and CEFR.

The activity U5/30 p. 60 brings a letter informing people about Bear Orphanage in Russia and
asking them to send a donation to help rescue the bear cubs. In the pre-reading phase learners
are to predict from the title and photos. The comprehension tasks gradually target the
techniques of skimming, scanning and reading for detailed comprehension. Thus by the end
of the activity, learners will be able to read for gist, scan a text to find some specific names
and read for detail. The tasks correspond well with the type of text and do not require
learner’s critical thinking. The post-reading phase builds learners’ lexical competence, for it
deals with vocabulary from the text. In addition, learners are to do a role-play in this phase.

The topic of the activity corresponds with those stated in FEP BE and CEFR.

The activity U5/32 p. 62 presents another episode of ‘Kids’. In the pre-reading phase learners
discuss what happened to one of the characters in the last episode. After that, they read and
listen to the story in the form of conversation, answer two comprehension questions and
complete the sentences. These comprehension tasks correspond with the type of text and help
develop learners’ ability to read for detail. Thematically, this activity falls under the topic of
school and daily life, which are topics stated in FEP BE and CEFR. In the post-reading phase
learners should assess what happens next in the story, which can be considered as a kind of

critical thinking. Another post-reading activity builds learners’ language competence.

The reading activity (C/33 p. 64) on Culture page provides an article about Australia, thus is
deals with the topic stated in FEP BE (basic facts on English-speaking countries). The
pre-reading task is to write five facts that learners know about Australia. Then learners are
supposed to read and listen to the text and answer comprehension questions. By this their
ability to read for detail is developed. The following task targets scanning, for learners are to
find some specific items/information in the text. The tasks are in accordance with the type of
text (educational article) and do not demand learners to use critical thinking. The post-reading

task 1s omitted.

English Across the Curriculum page contains an educational article about hurricanes (E/34 p.
65), thus it covers the topic of weather stated in FEP BE and CEFR. The pre-reading task
activates learners’ schemata and asks what they know about hurricanes and whether they have
heard about them on the news. Then, learners are supposed to read the text and answer the

comprehension questions. The task corresponds with the type of text and does not involve
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critical thinking. In the post-reading phase learners match given sentences to numbers in the
picture and by this they discover how hurricanes are formed. By the end of this activity,

learners will be able to read for detail.

5.2.7 Unit 6

The first activity in Unit 6 (U6/35 p. 68) brings a short story about a friendship between an
antelope and a monkey. Thus, it deals with topics/themes stated in FEP BE and CEFR
(relations with other people). Learners’ task is to read the story and put the pictures in the
correct order. This activity thus targets skimming. The type of task corresponds well with the
type of text. After reading the story and ordering the pictures, learners are to predict what
happens next in the story, which could be considered as a type of critical stance. The
pre-reading task is omitted in this activity and the post-reading phase builds learners’ lexical
and grammatical competence. It deals with phrasal verbs used in the text and with first

conditional. By the end of this activity, learners will be able to read for gist.

The activity U6/36 p. 70 presents another comic strip about the detectives. As always,
pre-reading task is missing and after reading and listening to the story, learners are to answer
comprehension questions and correct given sentences. This develops their ability to read for
detail. The tasks are in accordance with the type of text and do not require learners’ critical
stance. Non-personalized post-reading task deals with future time clauses, thus it builds
learners’ grammatical competence. As for the topic, it corresponds with those stated in FEP

BE and CEFR.

Another reading activity (U6/37 p. 72) deals with the topic of relations with other people,
which is stated in CEFR. In the pre-reading task learners are supposed to predict what
problems the teenagers in the pictures might have. After that, they should skim the text
(letters from teenagers and pieces of advice from a consultant) and find out what the letters
are about and who gives the advice. Subsequently, they are supposed to read the text again
and reinsert sentences that have previously been separated from the text. This type of task
targets reading for detailed comprehension. In the post-reading phase learners are to discuss
some questions, which require learners to take critical stance to the content of the text.
Another activity in the post-reading phase develops learners’ lexical competence. By the end

of the activity, learners will be able to read for gist and for detail.

44



The activity U6/38 p. 74 is from the ‘Kids’ section and brings its last episode. The pre-reading
task is to discuss what has happened so far in the ‘Kids’ story. Then, learners read and listen
to the conversation between the four teenagers and answer comprehension questions. This
task corresponds with the type of text. In the post-reading phase learners are to assess what
happens next in the story, which can be considered as a king of critical thinking. In addition,
the post-reading deals with some useful expressions from the story, and thus it builds

learners’ language competence. By the end of this activity, learners will be able to read for

detail.

The last reading activity in Unit 6 (C/39 p. 76) is on Culture page. It contains an article
describing a typical weekend of British families. It falls thus under the topic of basic facts on
English-speaking countries, which is stated in FEP BE. The comprehension tasks are in
accordance with the type of text (magazine article) and target scanning and reading for
detailed comprehension. The post-reading phase includes two tasks. One of them is listening
and the other is a group discussion of personalized questions. In this activity learners are not
demanded to take critical stance. By the end, they will be able to scan a text to find some

specific items and to read for detail.

5.2.8 Reading section at the end of the textbook

The activity R/40 p. 82 like all the other activities in the Reading section presents a short
story. The first comprehension task targets skimming — learners are to read and listen to the
story and put the pictures in the correct order. Then, they are to answer comprehension
questions, which require reading for detailed understanding. These tasks correspond with the
type of text and do not require learners’ critical stance. This activity includes neither pre-
reading nor post-reading task. By the end of the activity, learners will be able to read for gist

and for detail.

In another activity (R/41 p. 83) learners are to read and listen to the story, answer
comprehension questions and put the events in the correct order. By this their ability to read
for detailed comprehension is developed. The tasks are in accordance with the type of text and

do not demand critical thinking. The activity has neither pre-reading nor post-reading task.

In the activity R/42 p. 84 learners are supposed to read and listen to the story and identify
people in the picture. This type of task practises the skill of skimming. Subsequently, they are

supposed to correct the sentences, which require detailed understanding. The activity does not
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demand learners’ critical stance and the tasks correspond with the type of text. By the end,

learners will be able to read for gist and for detail.

Another activity (R/43 p. 85) brings a story of Horatius and his two companions who saved
the city of Rome. The comprehension tasks target reading for detailed understanding and do

not demand learners’ critical thinking. The pre- and post-reading activities are missing.

The penultimate activity (R/44 p. 86) is beneficial in terms of reading techniques because its
tasks target skimming, scanning, reading for detailed comprehension and for the first time in
this textbook even inferring meaning. Thus, by the end of this activity, learners will be able to
scan a text to find some specific names, read for gist and for detail, and to infer from the text.
The tasks correspond well with the type of text. The pre-reading and post-reading phases are

omitted.

The last reading activity in the textbook (R/45 p. 87) brings a story about how the tiger got his
stripes. Learners’ task is to read and listen to the story and answer the comprehension
questions. By this their ability to read for detail is developed. The task is in accordance with
the type of text and does not require learners’ critical stance. The pre-reading task is missing
and in the post-reading task learners are supposed to write the names of the numbered things

in the picture. The post-reading task is not personalized in any way.

5.3 Opverall evaluation of reading activities in Project 4, fourth edition

In this chapter I will evaluate the data obtained by the analysis of individual reading activities
and also assess Project 4 (fourth ed.) on the basis of the list of overall criteria stated in chapter

5.1 or Appendices E-G.

Project 4 targets developing of all language skills. Reading, listening, speaking, and writing

are equally represented in each unit.

As far as the reading activities are concerned, all of them lead to the fulfilment of the
expected outcomes stated in FEP BE (M§MT 2017, 27), since in all cases learners are
supposed to “understand short and simple texts” and are demanded to “look up required
information in them” (MSMT 2017, 27). Another positive finding is that the reading activities
cover variety of topics/themes stated in FEP BE (MSMT 2017, 27) and CEFR (2001, 52).
They deal with topics/themes such as school, career choice, relations with other people,

culture, English-speaking countries, environment, entertainment, free time, daily life, media a

46



modern technologies, health and body care, eating habits, sport, feelings and moods, personal
identification, society and its problems, weather, travelling and places. For most activities it is
obvious that the topic/theme is in accordance with those stated in FEP BE and CEFR but in
some cases, the activity covers a topic which is not specifically stated in those documents.

Nevertheless it is always possible to come up with the theme/sub-theme it could fall under.

Project 4 contains quite a sufficient variety of text-types: interpersonal conversations, photo
comics, comic strips, quizzes, magazine articles, news articles, educational articles,
guidelines, passages/extracts from non-fiction books, short stories, and letters. However,
some categories, according to Hedge’s (2000, 206-207) classification, are missing. There are
no text-types from the categories ‘to get information’ (e.g. train timetables, bus schedules,
notices, public signs, information leaflets, etc.), ‘to follow instructions’ (e.g. recipes, route
planners, assembly instructions, etc.) and ‘to find out when and where’ (e.g. announcements,
programmes, etc.). The most common text-types which appear in reading activities are
magazine articles, and owing to ‘Kids’ and ‘Sweet Sue and Smart Alec’ sections also
interpersonal conversations and comic strips. Reading activities include also quite a lot of

educational articles and short stories.

Project 4 does not include any authentic texts in its reading activities. I consider it as a
drawback, inasmuch as one of the expected outcomes in FEP BE (2017, 27) states that
learners should be “able to look up required information in simple everyday authentic
materials” and one of the general goals of developing reading skills is to prepare learners for

coping with authentic texts (Hedge 2000, 67).

Nevertheless, in a few cases, for instance in activities C/7 (p. 8), U5/31 (p. 61) and C/33 (p.
64), the texts could be at least considered as simulated-authentic. The problem is, however,
that the simulated-authentic texts cannot be clearly determined, for it is impossible to
distinguish only by glance whether they really emulate the authentic materials and are
contrived just a little bit or whether they were completely created for language learners. To be

able to decide, it would be necessary to consult it with the author of the textbook.

As for the types of comprehension tasks, the textbook contains a wide range of them. The
most common type is various comprehension questions. Furthermore, learners are to
demonstrate understanding by deciding on true/false statements, completing sentences,
putting sentences/items in the correct order, correcting statements, completing a chart,

labelling items in the picture, ticking items that appear in the text, matching headings to
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paragraphs, completing the gaps in the text with the words from the box, and by identifying
items according to descriptions. The positive thing is that the tasks in all activities correspond

with the types of texts.

One of the general learning goals of a reading lesson is to be able to take critical stance to the
content of the texts (Hedge 2000, 205). In Project 4 this goal is not reflected so much. A kind
of critical stance is required from learners only in eight activities. These are activities from
‘Kids’ section where on the basis of what they have read learners are to assess what happens

next in the story.

The activities target all four reading techniques mentioned in the evaluation list of criteria.
However, the proportions are not equal. Reading for detailed comprehension considerably
predominates. The textbook contains 42 activities in which learners need to read for detailed
understanding. In 10 activities learners are also encouraged to read for specific information,
thus use the technique of scanning and in the same number of activities learners read for gist,
which means they make use of skimming. Reading for implications (inferring meaning)

occurs only in one activity.

Twenty out of forty five activities involve a pre-reading task. In six cases (in Kid’s sections)
learners are to discuss what the previous episode of the story was about. In five activities
learners predict from the pictures or headlines and in two cases they discuss the topic of the
reading text. Two activities use matching (either expressions to the photos or photos to
paragraphs) in the pre-reading phase and in one case learners are to write five facts they know
about Australia. In the remaining five activities some language is pre-taught. In one case it is

grammar that is pre-taught and in four activities it is vocabulary.

A post-reading task is included in thirty-eight activities. Some of the activities have even two
or three post-reading tasks. What considerably predominates in the post-reading phase are
activities which build learners’ language competence. In eight activities the post-reading task
develops learners’ lexical competence and in eighteen activities their grammatical
competence is developed. The other common types of post-reading tasks are personalized
questions (occur eight times), debates (occur six times), and predictions what will happen
next (occur six times). In four cases learners are to do a writing task and in two activities they
are supposed to perform a role-play. Listening occurs once in the post-reading phase and in
activity E/8 p. 17 learners are to do some research and find information about one of the raw

materials which was not mentioned in the text. In the post-reading phase of the activity E/34
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p. 65 learners’ general knowledge is built, since by matching sentences to the diagram they
are acquainted with how hurricanes are formed. In twelve of those thirty-eight activities the

post-reading tasks are personalized.

The topics, tasks and texts of reading activities are up-to-date and they relate to things
teenagers deal with in their everyday lives. Moreover, the input learners are provided with
through the reading texts is comprehensible. It corresponds with the level A2 according to
CEFR and overlaps to B1. For these reasons the texts and tasks have the potential to engage

learners’ interests.

Project 4 deals obviously only with intensive reading, extensive reading is marginalized. The
only potential for promoting extensive reading is in the Reading section at the end of the
textbook. However, it would depend on the teachers how they would approach the texts and

how they would motivate their learners to read.

5.4 Final evaluation

To summarize it, Project 4, fourth edition, has good potential for developing reading
comprehension in lower-secondary learners. All the reading activities lead to the fulfilment of
the expected outcomes stated in FEP BE (MSMT 2017, 27). The textbook deals with variety
of topics/themes and contains wide range of comprehension tasks. The tasks correspond well
with the types of texts and are likely to engage learners’ interests. The pre-reading and
post-reading activities involve productive language skills as well as language systems

(grammar and vocabulary).

On the other hand, there could be greater variety of text-types. Learners do not have
opportunities to encounter texts they would read to get information (train timetables, notices,
public signs, directories, catalogues, etc.), or to follow instructions (recipes, manuals,
assembly instructions, etc.) or to find when and where (announcements, programmes, etc.).
As the major drawback I consider the fact that the textbook does not include any authentic
texts for developing reading skills, since I believe learners should receive some natural input.
The textbook could also in more activities encourage students to take critical stance to the
content of the texts and could involve more activities and tasks that would target skimming,
scanning and inferring meaning. Thus, the reading techniques would be in balance. As for the
pre-reading tasks, they could be used in more activities, so that learners’ schemata get

activated.
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All in all, the in-depth evaluation of Project 4, fourth edition, has shown that this textbook
(despite some of the suggestions for improvement mentioned above) suitably develops

reading comprehension skills in lower-secondary learners.
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CONCLUSION

This bachelor thesis deals with evaluation of the textbook Project 4, fourth edition, from the
perspective of developing reading comprehension. The thesis is divided into two parts — the

theoretical and practical part.

The aim of the theoretical part is to provide a theoretical framework for the practical part and
discuss issues that should be included in the evaluation list of criteria on the basis of which
reading activities in Project 4 are evaluated. The first chapter introduces the main aim of ELT,
the communicative competence, and discusses reading comprehension in the context of the
Czech educational system and the aims of developing reading skills from the perspective of
CEFR and ELT methodology. The second chapter specifies the type of reading the thesis
deals with, and that is intensive reading. Subsequently, it presents the main purposes learners
may read for, i.e. reading for gist, for specific information, for detailed understanding, and for
implications. In connection to that the thesis discusses the reading techniques for approaching
texts (skimming, scanning, reading for detailed comprehension, and inferring meaning), since
readers choose appropriate reading techniques according to the purposes for reading.
Furthermore, it presents various text-types learners should encounter in the textbooks and
discusses the three phases the reading activities should consist of (pre-reading, while-reading
and post-reading phase). Also some examples of types of comprehension tasks are proposed.
In the final part of the second chapter the thesis suggests criteria for selecting texts through
which reading skills are developed. These criteria include interesting content, readability,
authenticity of texts and variety of topics, reading purposes, and text-types. The third chapter
of the theoretical part defines the concept of textbook and discusses its functions and roles in
the process of teaching and learning. After that the advantages and disadvantages of using
textbooks in ELT are considered. Lastly, the thesis presents two approaches of textbook
evaluation (according to Cunningsworth), which are used in the practical part. The
impressionistic overview arranges general information about the textbook and the in-depth

evaluation enables to do a detailed analysis (Cunningsworth 1995).

The practical part aims at evaluation of reading comprehension activities in the textbook
Project 4 (fourth ed.). At first, the thesis does an impressionistic type of evaluation, which
reveals that the textbook has a fixed structure and comprises an introductory unit and six main
units. Besides that each unit is accompanied by a Culture page, an English Across the

Curriculum page, a Revision page, and a Project page. The pros and cons of the fixed format
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of the textbook are debatable. Some learners and teachers may perceive it as an advantage,
since it provides them with system and security, as it was suggested by Richards and Burns
(2012, 271). On the other hand, for some learners it may be rather boring. Subsequently, the
thesis describes the process of data collection and analysis and presents the list of criteria for
evaluation, which was created on the basis of the Framework Educational Programme for
Basic Education, CEFR and literature cited in the theoretical part. The criteria are divided into
two groups. The first group comprises criteria on the basis of which individual reading
activities are evaluated (see Appendices C, D) and the other group includes overall criteria
(see Appendices E, F, G) which can be assessed only after the individual activities have been

analyzed.

The in-depth analysis of individual reading activities is performed afterwards. This analysis
revealed that all the reading activities in Project 4 (fourth ed.) lead to the fulfilment of the
expected outcomes stated in FEP BE (2017, 27), for learners are supposed to “understand
short and simple texts” and are requested to “look up required information in them” (MSMT
2017, 27). Moreover, the textbook deals with variety of topics/themes set by FEP BE (MSMT
2017, 27) and CEFR (2001, 52). Although comprehension questions predominate as the type
of tasks, the variety of other comprehension tasks is included, e.g. true/false statements,
completing sentences, putting sentences/items in the correct order, correcting statements,
matching headings to paragraphs, completing the gasps in the text with the words from the
box, etc. These findings are in accordance with literature cited in the theoretical part, since
Harmer (2015, 314) states that comprehension tasks usually include “true/false questions,
multiple-choice questions, and questions which ask what, how, how often, when, etc.” The
good point is that in all cases the comprehension tasks correspond well with the types of texts.
As for the text-types, Project 4 contains quite a lot of them. However, some categories,
according to Hedge’s (2000, 206-207) classification, are missing. There are no text-types
from the categories ‘to get information’ (e.g. train timetables, notices, public signs, etc), ‘to
follow instructions’ (e.g. recipes, manuals, assembly instructions, etc.) and ‘to find out when
and where’ (e.g. programmes, announcements, etc.). Furthermore, it was found out that the
textbook targets all four reading techniques defined in the theoretical part. Their proportions,

however, are not equal, since reading for detailed comprehension considerably predominates.

Less than half of the reading activities include a pre-reading task. The pre-reading tasks used
in Project 4 correspond with types of tasks suggested by Scrivener (2011, 267), Harmer
(2015, 303) and Hedge (2000, 210) and ranges over predicting from illustrations and
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headlines, discussing the topic, pre-teaching some language and matching photos/expressions

to the paragraphs.

The majority of reading activities involve also some type of post-reading task. These tasks
target productive skills (mainly speaking) as well as language systems (grammar and
vocabulary). In the post-reading phase learners are, for example, supposed to do a role-play, a
debate, or a writing task, predict what will happen next in the story, listen to something
related to the topic, or answer some personalized questions. Moreover, in this phase learners’

language competence is often built.

The analysis discovered also some drawbacks of the textbook such as the absence of authentic
texts, quite a low number of activities which develop learners’ critical thinking, and
unbalanced proportions of reading techniques. These findings are contrary to the general aim
of developing reading skills in ELT, for Nuttall (2005, 31) emphasizes learners’ ability to deal
with authentic texts and Hedge (2000, 205) points out that learners should be able to take a
critical stance to the content of texts and apply different reading techniques in relation to the

purposes for reading.

Despite these few drawbacks the textbook Project 4 (fourth ed.) has still good potential for
developing reading comprehension in lower-secondary learners. The results obtained in this
thesis can be useful for teachers or institutions selecting a textbook which would best meet the

needs of their learners.

53



RESUME

Tato bakaléfska prace se zabyva rozvojem fecové dovednosti ¢teni s porozumeénim ve
vybrané ucebnici pouzivané ve vyuce anglického jazyka na druhém stupni zdkladnich Skol.
Préce je rozdélena do dvou hlavnich ¢ésti — teoretické a praktické. Cilem teoretické ¢4sti bylo
poskytnout dostate¢ny teoreticky rdmec pro vytvofeni seznamu kritérii, podle nichz bude
hodnocena vybrand uc¢ebnice z hlediska cteni s porozuménim. Cilem praktické casti pak bylo

analyzovat jednotlivé aktivity zaméfené na Cteni s porozuménim a zjistit, jaky ma4 tato

ucebnice potencidl pro rozvoj fe€ové dovednosti Cteni.

Prvni kapitola teoretické ¢asti zasazuje fe¢ovou dovednost ¢teni do Sir§tho kontextu
vyucovani a u€eni se anglickému jazyku. Nejdiive uvadi, Ze obecnym cilem vyuky anglictiny
je rozvoj komunikaéni kompetence. Poté jsou zminény rtizné modely komunikacni
kompetence, tak jak se postupné od 70. let 20. stoleti vyvijely. Pro tuto praci je klicovy model
komunikacni kompetence vychazejici ze Spolecného evropského referencniho ramce pro
jazyky (CEFR). Spole¢ny evropsky referencni ramec pro jazyky je dokument vytvoreny

v roce 2001 Radou Evropy, jehoZ cilem je v rdmci Evropské unie sjednotit vyuku cizich
jazyku a umoZznit vzajemné porovnani dosazenych vysledki vzdélavani v kazdém stadiu
uceni se jazyku. Déle se tato kapitola zabyvd ocekdvanymi vystupy definovanymi

v Rdmcovém vzdé€lavacim programu pro zéakladni vzdélavani (RVP ZV). Tyto ocekdvané
vystupy vychazeji ze Spolecného evropského referen¢niho ramce pro jazyky. Na konci
druhého stupné zdkladni Skoly by Zaci v rdmci Cteni s porozuménim v cizim jazyce méli byt
schopni ,,vyhledat poZadované informace v jednoduchych kazdodennich autentickych
materidlech® a m¢li by ,,rozumét kritkym a jednoduchym textiim, a vyhledat v nich
pozadované informace* (MSMT 2017, 27). Poté jsou s oporou o literaturu vydefinovany

obecné cile rozvoje Cteni s porozuménim z hlediska didaktiky anglického jazyka.

Druh4 kapitola se zabyva samotnou feCovou dovednosti ¢teni a jeji vyukou. Nejprve
predstavuje tuto fecovou dovednost v kontextu dalSich fecovych dovednosti (psani, mluventi,
poslech) a systémt jazyka (gramatika, slovni zdsoba, vyslovnost). Nasleduje definice
intenzivniho Cteni, které je predmétem z4jmu této prace. Jedna se o tiché Cteni, jehoZz cilem je
porozumét psanému textu a ziskat z n&j potfebné informace. Zaci &tou se zamérem zvladnout
jisty ukol, ktery doprovazi dany text. Oproti tomu extenzivni ¢teni, jako dals$i typ, je Cteni,
jehoZ primarnim cilem neni rozvijet jazykovou kompetenci. Tento druh ¢teni obvykle neni

doprovézen Zadnym ukolem, ktery by kontroloval miru porozuméni. Jde spiSe o ¢teni pro
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radost, které se d¢je prevdzné mimo tfidu. Déle tato kapitola uvadi, Ze Zaci v cizim jazyce
¢tou s riznymi zaméry. Mohou ¢ist proto, aby ziskali v§eobecné povédomi o textu, napt. o
jeho tématu, mohou hledat v textu konkrétni informace, nebo naopak mohou ¢ist text
dikladné, tak aby porozuméli co nejvétsimu mnozstvi informaci. Déle také mohou ¢ist text se
zémérem vyvodit z n€j informace, které nejsou explicitn€ uvedeny. V zavislosti na tom, jaky
maji Zaci pro ¢teni divod, voli riizné techniky ¢teni, kterym je vénovana dalsi podkapitola.
Nésledné jsou v praci uvedeny typy textl, které mohou byt soucasti ¢tecich aktivit. S ohledem
na potieby vyzkumu tato prace prezentuje clenéni typt textd podle autorky Tricie Hedgeové.
Dalsi ¢ast druhé kapitoly se vénuje fazim, které by méli aktivity zamétené na Cteni

s porozuménim respektovat. Cast pred étenim slouZ{ k tomu, aby skrze rizné tikoly & aktivity
sezndmila Ctendfe s tématem a piipravila je na ¢teni z hlediska aktivace jejich dosavadnich
znalosti a zkuSenosti s danym tématem. Nasledujici faze se zabyva ¢tenim textu a plnénim
ukold, které ho doprovézi. Zde jsou na zaklad¢ literatury uvedeny riizné typy tkolt, které
monitoruji porozuméni. Po pfecteni daného textu a po splnéni kol nasleduje dalsi faze,
kterda miiZe rozvijet produktivni fecové dovednosti (mluveni, psani) nebo lexikalni ¢i
gramatickou kompetenci zZaku. Posledni podkapitola uvadi kritéria, podle kterych by mély byt
vybirdny texty ur¢ené k rozvoji dovednosti ¢teni. Mezi tato kritéria patii zajimavy obsah,
rozmanitost témat a typua textl, autenti¢nost textul, a jejich ,,Citelnost* (anglicky “readability”),

kterd se odviji od ndro¢nosti pouzitych vétnych struktur a slovni zasoby.

Treti kapitola teoretické Casti se vénuje tématu ucebnice, jakoZto materidlnimu didaktickému
prostiedku. V tvodu jsou prezentovany definice u¢ebnice od dvou riznych autora. Déle se
tato kapitola zabyva obecnymi funkcemi, které maji ucebnice ve vyuce jakéhokoli predmétu.
Je zde uvedena taxonomie funkci uc¢ebnice podle ruského odbornika Zujeva (1983 in Pricha
1998). Poté jsou piedstaveny role uc¢ebnice ve vyuce anglického jazyka, pficemz
Cunningsworth (1995) nahlizi na ucebnici jako na zdroj a podporu. Nésleduje podkapitola
vénovand vyhoddm a nevyhoddm pouzivani ucebnic v cizojazy¢né vyuce. Jednou z vyhod
pouZzivéni ucebnic je, Ze jsou vytvareny odborniky na dany obor, ¢imZ poskytuji oporu nejen
zacinajicim uciteltim, ale i samotnym Zaklim. Navic Zaci mohou vyuZivat ucebnice

k samostudiu. Hlavni nevyhodou je vSak to, Ze uCebnice vzhledem ke svému obecnému
zameteni, nemohou odpovidat individudlnim potiebam z4kt. Dle mého ndzoru by tedy ucitelé
méli vyuZivat vyhod, které jim pouZzivani ucebnic pfinasi (napt. ispora €asu pfi piipravach,
systematiza¢ni funkce, zdroj aktivit a materidli) a naopak by se méli snaZit eliminovat

negativni dopady pouZzivani uCebnic (napf. ztrata kreativity uciteld, nudny obsah, nevhodnost
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z hlediska jazykové trovné, apod.). Pfedev§im by pak vZdy mé¢li brit v potaz potieby svych
7aki. Posledni podkapitola teoretické Casti pak predstavuje dva zptsoby hodnoceni uc¢ebnic —
povrchovy a hloubkovy. V teoretické Casti prace jsou vyuzity oba tyto zptsoby. Povrchové
hodnoceni je pouzito pro celkové predstaveni ucebnice — kolik obsahuje lekci, jak jsou tyto
lekce koncipovény, jaka je kvalita ilustraci, apod. Hloubkové hodnoceni je vyuZzito pii

analyze jednotlivych ¢tecich aktivit.

Prakticka Cast nejprve popisuje proces vybéru uc¢ebnice ur¢ené k hodnoceni. Autorka
e-mailem oslovila 30 fediteldi zakladnich kol z riznych koutti Ceské republiky s dotazem,
zda ucitelé na jejich Skoldch pouzivaji ve vyuce anglického jazyka v osmych tfidach ucebnice,
a pokud ano, tak jaké (nazev, edice, vydavatel). Z odpovédi vzeslo, Ze nej€astéji pouzivanou
ucebnici je ucebnice Project 4, ¢tvrté vydani. Tato ucebnice se tedy stala predmétem
hodnoceni této bakalarské prace. Nasledné¢ je v praktické Casti provedeno povrchové
zhodnoceni ucebnice, kterym bylo zjisténo, Ze ucebnice Project 4 obsahuje tivodni lekci a Sest
hlavnich lekci. Kazda lekce je pak doplnéna o stranu nazvanou ,,Kultura®, ktera seznamuje
ZéKky s historii, kulturou a Zivotnim stylem anglicky mluvicich zemdi, déle o stranu ,,Angli¢tina
napiic¢ u¢ebnimi osnovami*, kterd umoZziuje Zakiim pouZivat anglic¢tinu v ostatnich
predmétech, jako je naptiklad biologie, d¢jepis, umeéni, apod. Dale po kazdé lekci nasleduje
strana vénovand opakovani a projektova strana, jejiz soucasti je vZdy projektovy tkol
rozvijejici feCovou dovednost psani. Tato hloubkové analyza také odhalila, Ze u¢ebnice ma
fixni strukturu, tj. vSechny lekce maji stejny pocet stran a stejny format. N&kteti Zaci a ulitelé

to mohou vnimat jako vyhodu, jiné mtZze po urcité dob¢ zacit tento neménny formét nudit.

Nésledujici kapitola praktické Casti vysvétluje, jakym zpiisobem byly v ucebnici
identifikovany aktivity rozvijejici ¢teni s porozuméni, a jak byly tyto aktivity analyzovany.
Poté tato kapitola piredklada seznam kritérii, kterd byla pouZita pro hodnoceni Ctecich aktivit.
Kritéria byla stanovena na zdkladé RVP ZV, CEFRu a odborné literatury pouZité v teoretické
¢asti prace. Jsou rozde€lend do dvou skupin — prvni skupina obsahuje kritéria pro hodnoceni
jednotlivych ¢tecich aktivit, druhd skupina sestava z kritérii, kterd mohou byt posouzena az po

provedeni analyzy jednotlivych aktivit.

Dalsi cast predklada detailni analyzu jednotlivych aktivit rozvijejicich ¢teni s porozuménim.
Tato analyza je provddéna na zdklad€ seznamu hodnoticich kritérii. Vysledky analyzy jsou
interpretovany v nésledujici podkapitole. Bylo zjiSténo, Ze ucebnice Project 4 obsahuje

aktivity rozvijejici feCovou dovednost Cteni ve vSech lekcich. VSechny hodnocené aktivity
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vedou k naplnéni o€ekdvanych vystupi uvedenych v RVP ZV. Pozitivnim zjiSténim bylo také
to, Ze uéebnice zahrnuje $irokou ¥kélu témat a typt tikoli. Zaci maji prokdzat porozuménim
napftiklad tim, Ze odpovi na dané otazky, doplni nedokoncené véty, vyberou pravdiva a
nepravdiva tvrzeni, posklddaji véty do spravného potadi, zaskrtnou polozky, které se objevuji
v textu, ptifadi nadpisy k odstavciim, doplni mezery v textu vhodnymi slovy z tabulky, atd.
Ve viech piipadech typy tikold odpovidaji typtim textd. Ukol piedchdzejici &teni textu se
objevuje u méné nez poloviny aktivit a pouziva napt. odhadovani na zdklad¢ obrazka ¢i
nadpis, diskuze o danych tématech, pfifazovani, ¢i rozvoj lexikalni nebo gramatické
kompetence. Ukol nésledujici po &ten je pak u naprosté vétsiny aktivit a zahrnuje otizky
tykajici se osobni zkuSenosti Zdka, debaty, poslech s porozuménim, pisemné tikoly ¢i hrani

roli. Casto je v této fazi také rozvijena jazykovd kompetence z4ku.

Slabou strankou ucebnice z pohledu rozvoje fecové dovednosti ¢teni je absence jakychkoli
autentickych textl a také nevyvéazené proporce technik ¢teni. V ucebnici totiz jednoznacné
prevlada ¢teni pro detailni porozuméni. Naopak vyvozovani z textu se objevuje pouze v jedné
aktivité. Ucebnice také ptiliS nepracuje s aktivitami, které by vyZadovaly, aby Z4ci zaujali
kriticky postoj k obsahu textu, pfestoZe je tato dovednost jednim z obecnych cili rozvoje

¢teni v cizojazyC¢né vyuce.

Zaveérem mohu konstatovat, Ze celkové mé ucebnice Project 4 dobry potenciél pro rozvoj
¢teni s porozuménim u z4kl na druhém stupni zakladnich Skol. Vysledky této bakalaiské
prace mohou pomoci uciteltim ¢i vzdélavacim institucim s vybérem vhodné ucebnice

anglického jazyka.
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Appendix A Classification of thematic areas into sub-themes and specific notions

CEFR (2001, 52) gives an example of the thematic area No. 4 ‘free time and entertainment’,

which is subcategorized in the following way:

4.1 leisure

4.2 hobbies and interests

4.3 radio and TV

4.4 cinema, theatre, concert, etc.
4.5 exhibitions, museums, etc.

4.6  intellectual and artistic pursuits
4.7 sports

4.8  press

For each sub-theme stated above CEFR (2001, 52) identifies ‘specific notions’:

locations: field, ground, stadium

institutions and organizations: sport, team, club

persons: player

objects: cards, ball

events: race, game

actions: to watch, to play (+name of sport), to race, to win, to lose, to draw

NN B W

Source: Council of Europe. 2001. Common European Framework of Reference for
Languages: Learning, Teaching, Assessment. Strasbourg.

https://rm.coe.int/16802fc1bf
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Vocabulary Communication
and skills

Introduction p4

1 Pastand
present p8

2 Fame and
fortune p20

3 Healthand
safety p32

Present tenses p5
Stative verbs p5
will / going to p7

Past simple and
past continuous p8

used to p11
too / enough p13

Present perfect
p21

Present perfect v
past simple p21
Present perfect
p23

for / since p23

Relative pronouns
p33

should / might p35

Relative clauses
p35

Appendix B Syllabus - Project 4, fourth edition

Materials p8
Compound nouns
p8

Describing clothes
p12

Everyday English
Talking about
atest p15

Past modals p15
Responding

to news p15

Verbs +
prepositions p20
Nouns and
adjectives p25
Everyday English
Useful expressions
p27

been / gone p27
Question tags p27

Parts of the body
p32

Problems and
treatments p37
Everyday English
Useful expressions
p39

62

Reading

Fundraising day p4
Speaking

Interviews p5

What am | doing? p5
Talking about the future p7
Listening

Rupert's interviews p5
Work experience p7

Reading

The Iceman p8

The story of jeans p12
Speaking

Finding interesting / unusual
things p9

Smart Alec when he was
younger p11

How has your life changed? p11
In ashop p13

Listening

Finding interesting / unusual
things p9

In a shop p13

Develop your writing
Contrasting sentences p19

Reading

Stunt doubles p20

Fame p24

Speaking

Past experiences p21
Wheel of Fortune p25
Listening

What have they done? p21
Wheel of Fortune p25

Develop your writing
Time expressions p31

Reading

You and your body p32

Are you a healthy eater? p36
Speaking

Giving advice p35

Giving advice about diets p36
At the doctor’s p37

Culture, Across the
Curriculum, Project

Culture

The story of England p16
Across the Curriculum
History: materials p17
Study skills

Learning English outside
the classroom p18
Project

An impartant event in
your life p19

Song

Yester-Me, Yester-You,
Yesterday p19

Culture

Teenagers' reading
habits p28

Across the Curriculum
ICT: computers p29
Study skills

Plan your revision p30
Project

A biography p31
Song

Fame p31

Culture

Sports events p40
Across the Curriculum
Biology: vitamins and
minerals p41

Study skills

Learning vocabulary p42



Grammar Vocabulary Communication Culture, Across the
Agreeing and Listening Project
disagreeing p39 A nutrition expert’s advice p36 A leaflet on teenage
At the doctor’s p37 health pd3
Develop your writing Song
Giving examples p43 Ain‘t got no pd3
Verb + -ing or Medieval knights Reading Culture
infinitive p45 pa4 Sir Bedivere and Excalibur p44 Robin Hood p52
There's somapne/ Adjectives with -ed  Find the real you pd&8 Across the Curriculum
something + -ing O -ing p48 Speaking Art: Tha Fighting
can see / hear Everyday English  Describing a place p47 Temeraire p53
someone / Useful expressions Listening Study skills
something +-ing  p51 Sir Bedivere and Excalibur p45 Revising p54
pa7 Crdering a meal Describing a scene p47 Project
g:;ng o The Visitor p43 A legendary hero or
dsthings p5i Develop your writing nheroine p55
Punctuation p55 Song
Heroes p55
Passive voice: The environment Reading Culture
environment present p57 p56 Climate change: its biggest Australia psd
p56 Passive voice: Definitions p61 cause p56 Across the Curriculum
different tenses ~ Everyday English 53 the orphan bears p60 Science: hurricanes p&5
p59 Useful expressions ~ Speaking Study skills
p63 A Green Quiz p& Your learning
Expressng worries | istening environment p66
p63 Biofuels p57 Project
An environmental problem p59 ' A poster: environmental
How green are you? p51 problems p67
Develop your writing Ssong
Crganizing a text p67 Mercy Mercy Me p67
6 Relationships First conditional Phrasal verbs p69  Reading Culture
pé8 pe9 Verbs and nouns Friends p68 The weekend p76
Future time p73 Problem page p72 Across the Curriculum
clauses p71 Everyday English  Speaking Citizenship: the EU p77
Useful expressions  Giving advice p73 Study skills
P75 Listening Dealing with problems
Expressing puroose | istening to advice p69 p78
p75 Situations p71 Project
A rzdio phone-in programme p73 A class problem page
Develop your writing p79

PP18, 30, 42, 54,66, 78

Describing a problem / giving
advice p79

Song ]
Don't Try So Hard p79

Woraok pee

opan-a
opsz-a7

T oo 75
Phonetic symbols Workbook p79

Source: Hutchinson, Tom. 2014. Project 4. Fourth edition. Oxford: Oxford University Press.
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Appendix C Aims of the individual reading activities in Project 4, fourth ed.

Activity No. What is the aim of the activity?
By the end of the activity, learners will be able to...
to scan a text and find a specific piece of information
1 (p.4) read for detail
to scan a text to find the names of the main characters
12 (p. 6) read for detail
U173 (p. 8) read for detail

to scan a text to find some specific items

U1/4 (p. 10)

read for detail

U1/5 (p. 12)

read for detail

U1/6 (p. 14)

read for detail

C/7 (p. 16) read for detail

scan a text to find specific words
E/8 (p. 17) read for detail

read for gist
U2/ (p. 20) scan a text to find specific items
U2/10 (p. 22) read for detail

U2/11 (p. 24)

read for detail

U2/12 (p. 26) read for detail
read for gist
C/13 (p- 28) read for detail
E/14 (p. 29) read for detail
U3/15 (p. 32) read for gist
U3/16 (p. 33) read for detail
U3/17 (p. 34) read for detail
U3/18 (p. 36) read for detail
read for detail
U3/19 (p. 38) read for gist
C/20 (p. 40) read for detail

E/21 (p. 41)

read for detail

U4/22 (p. 44)

scan a text to find the names
read for detail
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U4/23 (p. 46) + read for detail
U4/24 (p. 48) * read for detail
U4/25 (p. 50) * read for detail
C/26 (p. 52) + read for detail
E/27 (p. 53) +  read for detail
US5/28 (p. 56) *  read for detail
U5/29 (p. 58) + read for detail
» read for gist
US5/30 (p. 60) e scan a text to find some specific names
* read for detail
U5/31 (p. 61) » read for detail
US5/32 (p. 62) *  read for detail
* read for detail
C/33 (p- 64) *  scan a text to find some specific items
E/34 (p. 65) »  read for detail
U6/35 (p. 68) e read for gist
U6/36 (p. 70) * read for detail
* read for gist
U6/37 (p. 72) read for detail
U6/38 (p. 74) *  read for detail
* read for detail
C/39 (p- 76) *  scan a text to find some specific items
* read for gist
R/40 (p. 82) read for detail
R/41 (p. 83)  read for detail
* read for gist
R/42 (p. 84) e read for detail
R/43 (p. 85) » read for detail
* read for gist
*  scan a text to find some specific names
R/44 (p. 86) + read for detail
* infer from the text
R/45 (p. 87) »  read for detail

The numbers behind the slash indicate

the order of the activities within the textbook

and in the brackets there are page numbers
indicating the exact location of the reading activities.

Explanatory note for the column ‘Activity No.”:
I = Introductory unit

Ul = Unit 1; U2 = Unit 2; U3 = Unit 3, etc.

C = Culture page

E = English Across the Curriculum page

R = Reading page at the end of the textbook
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Appendix D Evaluation of individual reading activities in Project 4, fourth ed.

Criterion Activity No.
No.
1 I2 | U1/3 | U1/4 | U1/5S | Ul/e6 | C/7 | E/8 | U2/9 | U210 | U2/11 | U2/12 | C/13 | E/14 | U3/15
D |V | V| V[ V[ T [ V[ V[T [ V[ V[T [ V[ [V [
) | V[V | V[ [ V[T [ V[ V[ [T [V [T [V [ 7]
3) X X N X X N X X N X X N X N \
H [ V|V [ V[ T [ X[ [ V[ I [T [ T[T [ ¥ [ T[T
5) X X X X | R N N X X X X X N \ \
6) X P%H| X X X P%| X X X X X P*| X X N
7) X X X X X X X X X X X X X X X
8) X X X X X X N X X X X X X X X
9 | V| V[ V[ V[ V[ V[ V[ V[ [V [ T[T [V [
10) SC SC | DC | DC | DC | DC | DC SC SK DC DC DC SK DC SK
DC | DC | SC DC | SC DC
Criteria:
1) Does the activity lead to the fulfilment of the expected outcomes?
2) Does the activity deal with topics/themes stated in FEP BE or CEFR? P * Learners are demanded to assess what happens next.
3) Does the activity involve a pre-reading task?
4) Does the activity involve a post-reading task? V = fulfilled
5) Is the post-reading task personalised for learners? X = unfulfilled
6) Is the reader demanded to take critical stance to the content of the text? P = partially
7) Is the reading text authentic?
8) Does the activity use a simulated-authentic text? IR = irrelevant (if there is no post-reading activity)

9) Does the task correspond with the type of text?
10) Does the activity target skimming (SK), scanning (SC), detailed comprehension (DC), inferring meaning (IM)?
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Criterion Activity No.
No.
U3/16 | U3/17 | U3/18 | U3/19 | C/20 | E/21 | U4/22 | U4/23 | U4/24 | U4/25 | C/26 | E/27 | US/28 | US/29 | US/30

D | v | V| V| V[ Jd [ V[ V[V [T V[ V[ T[T [T

D | V| V| V[ T [ V[ V[ [ [ V[V [ T[T T[]

3) v X X N v v v X X N v v v X v

» | V| V| V[ T [ V[ V[ [ [ V[ V[ T[T T[]

5) X X \ X \ \ X X \ X \ X X X X

6) X X v P * X X X X X B X X X X X

7) X X X X X X X X X X X X X X X

8) X X X X X X X X X X X X X X X

9 | v | V| V[ V[ V[ V[ V[ T[T [ V[ V[ T[T [ 7][A

10) DC DC DC DC DC DC SC DC DC DC DC DC DC DC SK
SK DC SC

DC
Criteria:

1) Does the activity lead to the fulfilment of the expected outcomes? P * Learners are demanded to assess what happens next.

2) Does the activity deal with topics/themes stated in FEP BE or CEFR?

3) Does the activity involve a pre-reading task? \ = fulfilled

4) Does the activity involve a post-reading task? X = unfulfilled

5) Is the post-reading task personalised for learners? P = partially

6) Is the reader demanded to take critical stance to the content of the text?

7) Is the reading text authentic?

8) Does the activity use a simulated-authentic text?

9) Does the task correspond with the type of text?

10) Does the activity target skimming (SK), scanning (SC), detailed comprehension (DC), inferring meaning (IM)?
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Criterion Activity No.
No.
US5/31 | US/32 | C/33 | E/34 | U6/35 | U6/36 | U6/37 | U6/38 | C/39 | R/40 | R/41 | R/42 | R/43 | R/44 | R/45
1) v v v v v v v v v v v v v v v
2 | V| V| V[ V[ V[ V[ V[ [ V[V [T [ V[ 3 [
3) X N N N X X N N X X X X X X X
» | V| V| X [ V[ V[ V[ V[ V[ V[ X[ X ]| X | X[ X ]
5) \ X IR X X X X X \ IR IR IR IR IR X
6) X P * X X P * X \ P * X X X X X \ X
7) X X X X X X X X X X X X X X X
8) \ X N X X X X X X X X X X X X
9 | N | V| V[V [ V[ V| V[ [ V[ V[V [T [ 77
10) DC DC DC DC SK DC SK DC DC SK DC SK DC SK DC
SC DC SC DC DC SC
DC
M
Criteria:
1) Does the activity lead to the fulfilment of the expected outcomes? P * Learners are demanded to assess what happens next.
2) Does the activity deal with topics/themes stated in FEP BE or CEFR?
3) Does the activity involve a pre-reading task? V = fulfilled
4) Does the activity involve a post-reading task? X = unfulfilled
S) Is the post-reading task personalised for learners? P = partially
6) Is the reader demanded to take critical stance to the content of the text?
7) Is the reading text authentic? IR = irrelevant (if there is no post-reading activity)

8) Does the activity use a simulated-authentic text?
9) Does the task correspond with the type of text?
10) Does the activity target skimming (SK), scanning (SC), detailed comprehension (DC), inferring meaning (IM)?
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Appendix E Overall evaluation of reading activities in Project 4, fourth ed.

Criterion YES | NO Comments
1) Are reading activities covered in all units? YES
2) Is there a balance of all four language skills YES
(reading, listening, speaking, writing)?
. . 0 interpersonal conversations, photo comics, magazine articles, comic strips,
3) Does the textbook contain a variety of text-types? YES passage/extract from a non-fiction book, news articles, guidelines, short stories,
quizzes, educational articles, letters
4 Ts th . ¢ ics/th . . school, career choice, personal identification, relations with other people, culture,
) S‘E ere a variety of topics/themes in reading YES English-speaking countries, environment, entertainment, free time, daily life, media
texts? and modern technologies, health and body care, eating habits, sport, feelings and
moods, society and its problems, weather, travelling and places
comprehension questions, matching, labelling items in the picture, completing
5D h book . . £ £ sentences, putting sentences in the correct order, true/false statements, completing a
) Does the t.eXt 00 Sontam a variety of types o chart, ticking items that appear in the text, putting items in the correct order, matching
comprehension tasks? YES headings to paragraphs, completing the gaps in the text with the words from the box,
identifying items according to descriptions, correcting statements, choosing correct
words to complete the sentence, multiple-choice questions, identifying items in the
text, putting pictures in the correct order, reinserting sentences that have previously
been separated from the text
6) Does the textbook contain a variety of purposes YES For detailed understanding: 42x; For gist: 10x; For specific information: 10x; For
for reading? implications: 1x
7) Is there a balance of reading techniques
(skimming, scanning, reading for detailed NO Reading for detailed comprehension considerably predominates.
comprehension, inferring meaning)?
8) Are the texts and tasks likely to engage learners’ YES The topics and texts are up-to-date and they relate to things that teenagers deal with in
interests? their everyday lives. Moreover, the tasks rightly correspond with the types of texts.
. . C The only potential for promoting extensive reading is in the Reading section at the end
9) Does the textbook deal with extensive reading? NO of the textbook. However, it would depend on the teachers how they would approach
the texts and how they would motivate their learners to read.
10) Does the textbook provide learners with YES

comprehensible input through reading texts?
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Appendix F Types of pre-reading activities in Project 4, fourth ed.

TYPE OF PRE-READING ACTIVITY

Source
PREDICTI FROM TUDENTS MAKE
CTING 0 STUDENTS AGREEING/DISAGREEING
SOME EXTRACTED THEIR OWN PRE-TEACHING
DISCUSSING WITH A SET OF OTHER
INFORMATION QUESTIONS FOR SOME
THE TOPIC PROPOSALS ABOUT THE ACTIVITIES
(ILLUSTRATIONS, KEY WHAT THEY ARE TOPIC LANGUAGE
WORDS, HEADLINES) GOING TO READ
ABOUT
Scrivener (2011, 267) Harmer (2015, Harmer (2015, 303) Hedge (2000, 210) Hedge (2000, 210)

What types of
activities are used
in pre-reading
phase?

s

NE

\/ 4+1

Note: The superscript beside the tick indicates how many times the given activity has occurred.

\/ 4+1 Pre-teaching vocabulary: 4
Pre-teaching grammar: 1

OTHER ACTIVITIES:
* DISCUSSING WHAT THE PREVIOUS EPISODE WAS ABOUT: 6x
*  MATCHING EXPRESSIONS TO THE PHOTOS: 1x
e  MATCHING PHOTOS TO PARAGRAPHS: 1x
*  WRITE 5 FACTS ABOUT AUSTRALIA: 1x

70




Appendix G Types of post-reading activities in Project 4, fourth ed.

TYPE OF POST-READING ACTIVITY

Source
BUILDING
PERSONALIZED LEARNERS’ OTHER
ROLE - PLAY WRITING TASK DEBATE
QUESTIONS LANGUAGE ACTIVITIES
COMPETENCE
Scrivener (2011, 267) | Scrivener (2011, 267) | Scrivener (2011, 267) Hedge (2000, 211) Hedge (2000, 211)

What types of
activities are used 4

in post-reading \/ ? \/ \/ 8 \/ 6 \/ pris \/
phase?

Note: The superscript beside the tick indicates how many times the given activity has occurred.

\/ 8+18 Teaching vocabulary: 8
Teaching grammar: 18

OTHER ACTIVITIES:
* PREDICTING WHAT WILL HAPPEN NEXT: 6x
* DO SOME RESEARCH & FIND INFORMATION ABOUT SOMETHING: 1x
e LISTENING TO SOMETHING RELATED TO THE TOPIC: 1x
 BUILDING LEARNERS’ GENERAL KNOWLEDGE: 1x
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