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Abstract

The aim of this research is to explore English language teachers’ attitudes towards the English language textbook English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017), used in the English Language Institute (ELI) in King AbdulAziz University (KAU) located in Jeddah, Saudi Arabia. In addition, this study also focuses on the role that this textbook plays in the context it is being used. This textbook was produced specifically for the ELI in collaboration with Cambridge University Press and may therefore be seen as a ‘localized’ textbook (Garton & Graves, 2014). In addition to the role of the textbook and the teachers’ perceptions towards the textbook, this study also investigates teachers’ actual use of the textbook and the extent to which they adapt it.  Furthermore, this research also aims to examine the learners’ attitudes towards the textbook used in the ELI, as this is an aspect of textbook research that has not been given much attention in the literature, and enables me to compare teachers’ and learners’ views towards the textbook. Employing both quantitative and qualitative methods, ten teacher participants were observed during lessons and interviewed, along with 116 students who participated through a questionnaire, which contained both open-ended and closed-ended questions. Teachers’ views towards English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017) are split, with some teachers projecting contentment, some teachers showing negativity and finally some teachers holding a more nuanced view towards the textbook. Furthermore, regarding the extent teachers used the textbook and the role that it actually played in this specific context, it was obvious that the textbook plays a prominent role in the ELI. However, this does not imply that the teachers used it slavishly, as it was clear that there were many adaptations made by teachers to the textbook. Four adaptation techniques (adding, editing, deleting, replacing) were observed to have been applied, with editing and deleting being the most commonly used adaptation techniques. Teachers reported many justifications for resorting to these adaptation techniques, the most common reasons being the proficiency level of students, time constraints, cultural reasons and pedagogical beliefs. With regards to the second group of participants, the students, disturbingly the majority of the responses towards the textbook were negative, and there was a marked contrast between teachers’ and students’ views regarding the coverage of grammar in the textbook, the students being more positive about this aspect of the book than the teachers. The thesis concludes by discussing the implications arising from the study. These implications are divided into four salient issues relating to teacher education, the teachers’ book, institutional support for teachers, and finally implications for textbook publishers.
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Chapter One – Introduction

1.0.  Introduction

In this introductory part of the thesis, three points will be discussed. The initial part will be a statement explaining the aim and significance of this research. This will then be followed by a complete description of the context of the study. Finally, this introduction will be concluded with an outline of the rest of the thesis.

1.1.  The aim and significance of this study

The aim of this research is to investigate teachers’ perceptions towards the textbook published by Cambridge University Press, English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017), used in the English Language Institute (ELI) in King AbdulAziz University (KAU), located in Jeddah, Saudi Arabia. It also explores how teachers actually use the textbook within their lessons, and to what extent they adapt this textbook. In addition, students’ views on English Unlimited Special Edition are also included. The reason this study aimed to look at learners’ as well as teachers’ viewpoints on the textbook is because this is an aspect of textbook research that has been neglected in the field of Applied Linguistics, where teachers are the centre of attention in most studies (Gok, 2019; Harwood, 2014; Tomlinson & Masuhara, 2010).

During the past couple of years, Saudi Arabia has started implementing the 2030 vision (https://vision2030.gov.sa/en), which is an ambitious and courageous policy, aiming to create a better, brighter future for the country, and it is to be applied to all sectors of the country. Since this study is focused on an educational context, the educational vision will be explained briefly. For nearly four decades, the Grammar Translation Method and the Audiolingual method dominated the educational system in Saudi Arabia, especially in the teaching of the English language (Alharbi, 2015; Alrabai, 2016; Al-Saraj, 2014; Al-Seghayer, 2014; Rugh, 2002). In addition, the educational system delayed the introduction of English language lessons until the intermediate level, i.e., the 7th year of schooling. Hence, students would be aged 12 to 13 years old when they first begin to learn the English language. Al-Nasser (2015) described the educational system in Saudi Arabia from the 1970s until 2001 as “outmoded” (p. 1613). He specifically described how “the curriculum and syllabus are not revised as per [a] modern teaching approach” and how they rely heavily on the Grammar Translation method (p. 1613). 

To explain the educational context in more detail, the emphasis in English lessons was on memorizing grammar rules and memorizing vocabulary, translating texts with the use of L1 (Arabic) by teachers and learners during English lessons being accepted and commonplace. Hence, English language lessons depended on rote learning, and there was lack of creativity and also a lack of practise in using the target language  (AlGhamdi, 2018; Rugh, 2002). Furthermore, according to Al-Seghayer (2014), “the employment of these two traditional teaching methods (the Grammar Translation method and the Audiolingual method) [has] fail[ed] to produce learners who are able to take part or engage in a basic conversation or comprehend a simple oral command or written message” (p. 22), due to the type of teaching that the students are receiving. Alharbi (2015) describes this scenario further as follows: 

Saudi public schools typically do not employ successful contemporary techniques such as pair work, group work, role-playing . . . These techniques encourage shy students to participate and discuss . . . with their classmates instead of only with teachers (p. 109)

The situation described above is problematic, especially as it seems at odds with the aim of the 2030 vision. Such a pedagogy seems unlikely to stimulate the creative independent thinking that the country needs “which is important for economic prosperity” (Rugh, 2002, p. 50). In addition, students will lack a good command of the English language, which is not only important for basic communication, but also vital for the economic and political domains (Alrabai, 2016). Furthermore, according to Richards (2017):

Effective programs for the teaching of English are increasingly seen as essential to national development in many countries. Mastery of English by at least a significant segment of the population is also increasingly viewed as the key to progress in education, business, industry, trade and commerce, and to membership of the international community (p. 3).

What Richards is describing in this quotation precisely reflects the rationale behind the 2030 vision in Saudi Arabia nowadays. It is important to explain here that Saudi Arabia has taken a major step in trying to actively encourage tourism and trying to make Saudi Arabia an attractive location for global business, including those from outside the Arab world. Thus, educational specializations such as tourism and hospitality are now being increasingly promoted. In addition, new political, social and economic initiatives, which again seek to engage with international partners, have been implemented in Saudi universities. Hence, it is clear how important a goal it is for the government of Saudi Arabia that its graduates have appropriate skills that will benefit the country and aid it in enacting its new vision. Some of the aims of this vision are:

seeking to develop general and basic skills of all students to enable them to face modern life requirements, in addition to specialized skills for each profession that covers all professional fields for young generations.
(retrieved from https://www.moe.gov.sa/en/Pages/vision2030.aspx)

In addition, the vision seeks to
Clos[e] the gap between the outputs of higher education and the requirements of the job market. We will also help our students make careful career decisions, while at the same time training them and facilitating their transition between different educational pathways. 
(retrieved from https://vision2030.gov.sa/en/search/node/education)

Furthermore, the vision promises a

Redoubling [of] efforts to ensure that the outcomes of our education system are in line with market needs. We will prepare a modern curriculum focused on rigorous standards in literacy, numeracy, skills and character development. We will track progress and publish a sophisticated range of education outcomes, showing year-on-year improvements. 
              (retrieved from https://vision2030.gov.sa/en/search/node/education)


In order to achieve these goals and aims, the government of Saudi Arabia has taken several important steps to advance the educational sector through the platform of the 2030 vision. These initiatives will be discussed in what follows. Firstly, all universities have been decentralized. Each university now has the freedom to offer programs which it believes will benefit the future of the country, on condition that what it applies is in accordance with the religion and political direction of the country. The intention behind this decision is to create competition amongst universities in offering the best educational programs to its students. 

Secondly, in order to achieve these basic skills and distinct specializations that the 2030 vision envisages for students, it is stipulated that the English language must be implemented at all educational levels. Therefore, the Ministry of Education (MOE) in Saudi Arabia has started to expand the English subject in Saudi school systems (Alharbi, 2015; Al-Saraj, 2014; Rugh, 2002). The English language is now introduced and taught from primary school instead of starting in middle school. In addition, in King AbdulAziz University, which is the context of this study, a recent system has been implemented in which there is a preparatory year for all students regardless of their educational background, in which they must enroll and pass an English course comprising four levels. Therefore, it may be seen through these new educational implementations in Saudi Arabia that the English language plays an extremely influential role in implementing the 2030 vision. In fact, as Cortazzi & Jinn (1999) state:

It is now broadly accepted in most parts of the world that learning a foreign language is not simply mastering an object of academic study, but it is more appropriately focused on learning a means of communication (p. 197).

Therefore, it is clear that the 2030 educational vision aims to create a new generation of students who, through their educational journey, acquire skills that when employed will contribute to the economic growth of the country. Yusef (2017) described these changes in education, saying: “the changes in curriculum after vision 2030 will be reflected through the transformation of challenges in educational opportunities and quality leap in learning English language skills” (p. 112). Furthermore, the increasing interest in the role that the English language plays in all aspects of life, and especially in education, has heightened the need for research in this specific field. However, despite the popularity of the teaching of English language all over the world, there is actually little research done on the use of textbooks in ESL/EFL contexts in general, and in Saudi Arabia in particular; this will be more evident in the studies to be discussed in the literature review. 

After describing the educational system in Saudi Arabia and the vision of 2030, we see that “it has been increasingly recognized that there is an urgent need for educational reform in Saudi Arabia, especially after it has launched the Economic Vision 2030, which needs educational reforms in order to succeed” (Almnakrah & Evers, 2020, p. 25). Hence, for the Ministry of Education to be able to incorporate change, it is important that “education . . . concentrate on three key areas: curriculum development, higher education advancements, and building critical and value skills needed for the job market” (Almnakrah, 2020, p. 33). Because this study focuses on tertiary education and is specifically conducted in the context of the ELI, the changes that this specific institute is undertaking in accordance with the 2030 vision will be tackled. Starting by giving a general explanation of the direction of change, before providing details, what the ELI is aiming for in order to implement this 2030 vision is to give its students intensive English language instruction. Not only is it focusing on intensive instruction, but it is also focusing on quality instruction. The ELI is trying to achieve this standard of instruction by means of two strategies. Firstly, by employing qualified instructors and secondly, by focusing on a more comprehensive communicative curriculum. Through these two steps the ELI attempts to develop and improve the students’ English language skills, which is its way of realizing the 2030 vision. 

The ELI is working very hard to implement these changes that it believes will aid it in recognizing the 2030 vision. For instance, if we compare the past system in the ELI and the more recent system that is applied, one will notice some obvious changes. For example, in the past, the ELI took a more traditional teaching approach. The academic year was simply divided into two semesters, each semester being about three months long. Each individual semester was considered a separate level, where only one textbook was covered for that whole semester. Therefore, there were basically two levels of English that students were required to pass: an intermediate level first, and then a more advanced level during the second semester. Teaching during this period also took a traditional approach, where it was more teacher-centered, depended on rote learning, with little focus on speaking. With regards to the exams during that period, they were still unified similar to nowadays, in order to reduce administrative complications/problems due to the large number of students in each class. The textbooks used previously were from the well-known textbook series New Headway Plus. Since Headway is a global textbook, it might contain certain topics or pictures that would not be considered appropriate in the Saudi context. Hence, teachers were responsible for avoiding any topics that might be taboo during instruction. 

During this former period, ELI teachers were normally MA and PhD holders. However, it was not unheard of for BA holders to be employed, as well. In fact, newly graduated students may apply for teaching jobs in the ELI. As a matter of fact, I was employed in the ELI as an English language instructor immediately after graduating university. Therefore, as we can see, experience was not a requirement for teaching in the ELI. However, because the ELI is focusing on more quality instruction nowadays, securing employment there is not as easy as before. Currently, there are few teachers who are only BA holders—teachers must have a higher degree (MA or PhD), preferably in TESOL. In addition, teachers are required to have a CELTA degree. With regards to the students, under the previous system, they were placed automatically in the first level, regardless of what their actual proficiency level is. 

Further changes to the ELI have been applied, as described in what follows. These changes have been designed to help in developing the teaching/learning context, making it more focused on implementing the 2030 vision. First of all, one of the primary steps that the ELI took in order to implement change is that it teamed up with Cambridge University Press in order to create a textbook that is designed specifically for the Saudi context. The reason for opting for a more localized textbook is to enhance the teaching/learning environment by using more interesting and familiar content, as well as to create a more relaxed environment for the students. In addition to changing the textbook, the ELI recognized that the rote learning method that it was using should be changed. Therefore, more student-centered teaching was called for, as well as a focus on getting the students to practise more speaking and also more critical thinking. Moreover, the ELI also implemented the modular system, in which the semester is split into four divisions. Each of these divisions is considered a level, thus making the English language course a combination of four different levels. Exams are still unified to this day, due to the large number of students. With regards to the students, they are required to take a placement exam before the beginning of the semester, in order to be placed in their suitable level. 

[bookmark: Context_and_background]To sum up, against the backdrop of these recent educational policies and Saudi Arabia’s 2030 vision, I aim to investigate how teachers in the English Language Institute (ELI) actually use their textbooks and what their views towards them are. In addition, I will also investigate students’ views towards these textbooks. Hence, this study will not only be beneficial for textbook writers and textbook publishers, as they will gain an insight into the views of actual teachers and students with regard to textbooks, it will also benefit the ELI and therefore KAU. 

1.2.  The context of study

This study was conducted in the English Language Institute (ELI) in King AbdulAziz University (KAU), located in Saudi Arabia. It is important to note that KAU is divided into two campuses, a female campus and a male campus. Being as I am a female, I collected my data from the ELI located in the female campus. This of course brings with it certain limitations, which will be discussed later in my thesis.

The ELI provides general English courses to every student that registers in the university. There is an English placement exam at the beginning of the school year, placing students in a suitable level, whether level one, level two, level three or level four. Students that are placed in level one have very low proficiency levels of English, whereas level four is considered the highest level. There is one circumstance in which a student may be exempt from sitting a placement exam, and that is if he or she achieves a score of five or above in IELTS (with no band less than 4.5), or a 45 in TOEFL. All students of the first year, also known as the preparatory year, are obliged to enroll in this general English course and pass it, before majoring in a specific field. First year students are either Science field students or Arts field students. In addition to this English course, students in the Science field also study Statistics, Computer science, Physics, Chemistry, Mathematics, Arabic studies and Islamic studies. All these courses are delivered in the English language with the exception of the Arabic and Islamic courses. 

Regarding the Arts field, students study Arabic studies, Islamic studies, Social studies, Psychology, History, Statistics, Computer science and Geography. All these courses are delivered in Arabic with the exception of Computer science and Statistics, which are both taught in English. The reason why Arts students are taught in Arabic is because most courses of departments related to the Arts section are taught in Arabic. The English course that the students are required to enroll in is a general English course that is not focused on a particular linguistic aspect or academic discipline (see Appendix A). The students are first year students and hence still not majored in any specific field. The aim of this course is to help these students reach a sufficient level of English where they are able to communicate using correct grammar and have the ability to produce written English as well. The course contains elements focusing on grammar, listening, speaking, reading, writing, vocabulary and pronunciation. It is important to mention that the textbook used in the ELI is specifically prescribed by the administration. In fact, it is a result of a collaboration between Cambridge University Press and the ELI administrators and is a textbook produced specifically for the Middle East, making it a localized textbook[footnoteRef:1]. [1:  A localized textbook is a book that focuses on a specific set of learners in a specific local context (Garton & Graves, 2014). A more thorough explanation of the difference between local and global textbooks will occur in section 2.1. ] 


Regarding the teaching itself, the academic year in the ELI is divided into four parts, otherwise known as four modules. The semester is divided into two modules, with each module covered in six to seven weeks. Each of these modules is considered a separate level, and thus has a different textbook, which contains 14 different themed units. English lessons are given five days a week, for three and a half to four hours per lesson. Regarding assessment procedures, there are two grammar quizzes each accounting for 10% of the final grade, two writing exams each accounting for 10% of the final grade, one final writing exam accounting for 10 % of the final grade, one listening and speaking exam accounting for 10% of the final grade and one computer based final exam accounting for 40% of the final grade. The two quizzes given during the course of the semester always have the same structure: both contain multiple-choice questions, in addition to fill in the blanks. The final exam, on the other hand, contains multiple-choice questions only. It is important to note that all these assessments are the same for both the male and female campuses, and the exams are set by an exam committee in the male section. Furthermore, in the case that a student fails an exam, he/she has one make-up exam to improve his/her grade. If the student fails the make-up exam as well, he/she is required to repeat the whole level. It is important to describe here, how common it actually is for students to fail exam re-sits. In fact, it is not unheard of that students have to repeat levels from two to three and up to four times, as well.

With regards to the system in the ELI, it is considered to be somewhat a restrictive system. Other than the specifically prescribed textbook, the ELI has a pacing guide that all teachers must abide to. In this pacing guide are the topics that should be covered in each unit, in addition to the page numbers that teachers are required to cover in each week. It is important for teachers to keep close attention to this guide, as exam dates are set beforehand. Hence, all teaching must be done according to the dates given in the pacing guide, as not to coincide with exam dates. More description of the pacing guide and an excerpt of it will be given in section 4.5.1.5.

I now say a few words about my own role in KAU and in the ELI, which also partly explains my motivation for choosing the topic of this thesis. I am a teacher in the Department of European Languages and Literature in KAU. In this department, first year students are taught basic English courses, which include reading, writing, listening and speaking. After their first year, students are then introduced to literature and linguistics courses, such as syntax, semantics, phonetics, poetry, novels, modern literature and Shakespeare. I personally teach the basic skills courses and some linguistics courses, since my major is Applied Linguistics. Before that, however, I had some experience in teaching in the ELI. I worked there as an English Language instructor for one academic year, immediately after graduating from university. Hence, I did not have any teaching experience, other than a four-week practicum course during my undergraduate studies. During that period, the teaching system in the ELI was different than the one that is currently implemented, for there was no quarterly system, it was a regular term, in which only one textbook was covered. For my first classes, I remember I had relied very much on the textbook. In fact, I treated it as my personal teaching bible, progressing through it in class page by page. I also remember how important it was for me to do every single activity in the textbook, in addition to covering all the texts. However, by the middle of the semester, I became somewhat less rigid in using the textbook as my confidence in the classroom increased. Additionally, I remember I used to supplement the grammar parts of the textbook. This was because I did not feel that grammar was covered properly by the textbook, in terms of explaining the grammatical rules and providing sufficient examples. Thus, I started to use additional grammar materials, which I created using past English language textbooks I had used as a student, in addition to videos on YouTube. During breaks and in the teachers’ lounge when we discussed our classes, I noticed that teachers differed in their ways of using the textbook. Although most agreed that the grammar parts in the textbook were not sufficient, not all of them took action to alleviate this problem. I also noticed after starting to work in the European Languages Department that there was diversity in the ways teachers used their textbooks. Thus, I became interested in this topic and wanted to find out the reasons teachers differ in their ways of using textbooks, in addition to how they regarded these textbooks.

1.3. The outline of the thesis

This thesis is divided into seven main chapters. It starts with an introduction stating the aim and significance of this study, followed by a comprehensive review of the literature. After that comes the methodology chapter, which starts with a fuller description of the context of this study as well as a description of the participants who took part in this research. There is also a description and discussion of a pilot study which helped shape the design of the main study. Following the methodology chapter comes the results and discussion chapter, where the results of the study will be reported and interpreted. Finally, the limitations of the study
and the conclusion follow, featuring pedagogical implications for KAU and also for textbook writers and publishers in this specific Arab region and in other contexts, as well.


Chapter Two – Literature review

2.0. Introduction

This literature review is divided into two parts. The purpose of the first part is to provide a descriptive overview of the field of TESOL textbook research, which includes researchers’ main views on textbook use. The second part will include textbook consumption studies, which are studies that look into actual textbook use in classrooms. It is important to note that the review of the literature will not be confined to TESOL textbook studies; however, mainstream education studies (e.g., from mathematics education) will be reviewed as well. The reason for that is due to the relatively small number of textbook consumption studies in TESOL. On the contrary, mainstream education scholars have appreciated and noticed the importance of textbook consumption studies for a long time and hence there is quite an amount of literature in this field. In addition to this, textbook consumption studies in mainstream education are known for their high quality (Harwood, 2014).
 
2.1. Descriptive overview of TESOL textbook research

Allwright (1981) described the process of language learning as a cooperation between three main constituents: the teacher, the students and the materials. All three of these constituents are included in this research, with the materials being the main element, as textbooks play a foundational role in ESL classrooms (Garton & Graves, 2014; Richards, 1993; Tomlinson, 2003).

There is more than one way in which textbooks can be studied that have been reported in the literature (Forman, 2014; Harwood, 2014). According to Forman (2014), studying English language textbooks takes one of two pathways. The first focuses on content and the second focuses on pedagogy, which is the actual way in which teachers use textbooks. Furthermore, Harwood (2014) classifies three ways in which textbooks may be studied, which are content, consumption and production. Studying the content of textbooks includes the analysis of the topics included in textbooks, how cultures are portrayed in textbooks and of course the linguistic components in textbooks. Studies of textbook consumption are interested in how teachers and students utilize textbooks within the lessons. Lastly, production is, as the name suggests, the study of the processes that are involved in the creation of textbooks. Of these varying ways of studying textbook use, the content approach has received a large amount of attention (Harwood, 2010, 2017; Tomlinson & Masuhara, 2010). The pedagogical/consumption perspective, on the other hand, has received less attention and seems to be neglected. This deficiency in research on textbook use, especially in the ESL context, has been noted by researchers such as Crawford (2002), Forman (2014), Garton & Graves (2014), Harwood (2005, 2010), Hutchinson (1996), Masuhara (2011), Sosniak & Stodolsky (1993) and Tomlinson & Masuhara (2010, 2017). 

In addition to the low number of research projects on textbook use, there is also the issue of ‘pedagogically unsound textbooks’ which Harwood (2005) addresses. Harwood (2005) explains two reasons for this perceived deficiency, which have a large impact on why textbooks nowadays are supposedly not of high quality. The first of these reasons is that textbook writing is seen as a low status job, and therefore, not many academics are willing to be linked to textbook writing; Swales (1995) also acknowledges this point. Furthermore, Alred & Thelen (1993) also tackled this issue, stating that “in most academic departments, textbook authorship has long been viewed as trivial at best and, at worst, as a form of faculty moonlighting” (p. 466). In fact, “many people are unwilling to assign any credit to textbook writing as a scholarly activity” (Alred & Thelen, 1993, p. 466). Hence, there is a prejudiced view towards textbook writing. As a result, and because of the fact that textbook writing is shunned, not many academics are engaging in such jobs, which may be, at least in part, responsible for low quality textbooks. 

The second reason why textbooks are reportedly of low quality is due to the fact that the main concern of publishing companies is to make a profit instead of being concerned with the quality of their textbooks. Tomlinson & Masuhara (2018) commented on this issue, saying that there is a very large number of ELT textbooks in the market, which raises the possibility that there are simply too many textbooks on the market. Though this might seem like a positive thing, this may mean that the market is flooded with a glut of low-quality textbooks. Tomlinson & Masuhara (2018) go on to explain this view by describing how the educational institutes that will be using these textbooks are in a rush to purchase the whole of the textbook series. Therefore, when these institutes have a wide variety of textbooks to choose from, they tend to prefer the ones which are all readily available: “they [the educational institutes] are not prepared to wait for all the levels and supporting components to dribble out from the publisher over the course of many months or even years” (p. 149). Given this, textbook publishers tend to focus on publishing as quickly as possible, paying less attention than they might to the actual quality of the textbooks.

Tomlinson (2008) also illustrated how commercial materials nowadays “are driven by considerations of what the buyers are likely to want rather than of what the learners are likely to benefit from” (p. 9). This may be because, in McGrath’s words, publishing textbooks ‘is a complex business’:

It is a business because publishers are motivated primarily by profit. It is complex because many people, with very different roles, are involved and because so many factors have to be considered. This is particularly true of coursebook packages, and especially those intended for sale in a number of different countries (the so called global coursebook) (p. 29).

This brings us to another problem that prevails in the classroom and requires the study of textbook use, which is the discrepancy that is sometimes found between the textbook used and the educational context itself. According to Prabhu (2001), the larger the group of learners to use the textbook, the more variety in their learning needs there will be. In order to bridge this gap, he brought up the issue of designing materials with specific groups of learners in mind. Prabhu (2001) concluded that there is a need for “a fundamental change in the design of materials in the direction of providing greater flexibility in decisions about content, order, pace and procedures” (cited in Maley, 2011, p. 380). In other words, Prabhu argued there was the need for an increase in local as against global textbooks. These types of textbooks are developed in order to better suit individual contexts in which they are used, and have been mentioned in the literature by researchers such as Garton & Graves (2014), Gok (2019), Harwood (2010), Jolly & Bolitho (2011), Pulverness (2013), Tomlinson (2008) and Tomlinson & Masuhara (2017). Local textbooks may either be created specifically for a certain country or region by local writers, or they may be “local versions of global books . . . written . . . either by ‘experts’ from English speaking countries, or by local writers or in collaboration” (Garton & Graves 2014, p. 6). 

The supposed benefit of these types of textbooks is that they focus on a specific set of learners, and therefore might be able to cater for their needs more appropriately. As Ball & Cohen (1996) stated, in order for textbooks to make a positive contribution to the teaching/learning environment, textbooks should be “created with closer attention to processes of curriculum enactment” (Ball & Cohen, 1996, p. 7), that is, the process whereby teachers and students co-create materials with a specific context in mind. Furthermore, locally appropriate materials will allow students to communicate about their culture and also learn about other foreign cultures, as the writer of the locally produced textbook will have a better idea of how much knowledge learners will have about other cultures. Hence, this writer will be better placed than a global textbook writer to provide learners with an appropriate amount of cultural context, and as a result students may become more interculturally competent. According to Garton & Graves (2014), “exploring sociocultural and sociolinguistic differences are an important part of learning a new language. Materials can provide opportunities for learners to explore these differences and so develop a broader global awareness” (p. 272). Moreover, according to Jolly & Bolitho (2011):

A home-produced coursebook, if it is well produced, stands a much greater chance of success locally simply because the authors are more aware of the needs of learners in that context, and are able to design the materials in such a way as to fit in with their own learning and teaching traditions, and with the conceptual world of the learners (p. 128).

Furthermore, Pulverness (2013) acknowledges the importance of textbooks; however, he also believes they should be more localized in order to compensate for their weaknesses. He stated that “coursebooks provide invaluable resources (topics, texts, visuals, language) and enable teachers and students to structure learning, but they also impose constraints which can be difficult to resist” (p. 141). The constraints Pulverness refers to here are cultural constraints. Although a number of researchers, as mentioned previously, suggest that more locally suitable textbooks should be produced, there are relatively few of these textbooks in existence (Pulverness, 2013; Tomlinson, 2012). Instead, Pulverness (2013) stated that what is widely used and promoted in language classes is the “one size fits all” international textbook. In which case, “the teacher has a vital role to play in acting as an intercultural mediator” (p. 406). Pulverness therefore proposes that publishers create more locally based textbooks, giving examples of specific textbooks used in Eastern Europe which were a result of collaborative work between local teachers and British publishers and which were successful. In fact, Amrani (2011) suggested and predicted, from a publisher’s point of view, that textbook evaluation should be “an ongoing process where materials are refined and even changed throughout the life of a product” (p. 295). Additionally, an important point of view worth mentioning here is found in the following quote by Tomlinson (2012), where he also talks about the benefits of creating more localised textbooks, or even creating global textbooks in a way that enables them to be refined to fit a particular context.

I would like to see more localised textbooks and more global textbooks which are designed to be flexible and to offer teachers and students opportunities for localisation, personalisation and choice. In addition, publishers could produce web-based global ‘coursebooks’ which offer opportunities for choice, modification and replacement.

Moreover, Tomlinson (2012) echoes these suggestions in describing his vision for textbooks in the future, stating: “what I hope is that commercial publishers will respond to the challenge from local publications and develop more flexible courses designed to be localised, personalised and energised by teachers and learners” (p. 171). Furthermore, this suggestion is similar to one made by Gray (2002), which he named “editionizing”. Gray was inspired by the local editions of national newspapers in Britain, which are modified in order to better suit the specific part of the country they are sold in. Hence, publishers of newspapers customize the content and the types of advertisements presented in these newspapers. Gray (2002) suggested that textbook publishers also editionize global coursebooks in order for them to better cater for the various learners’ needs across countries and contexts. He specifically defines this term as “a way whereby publishers produce more tailor-made versions of coursebooks for smaller groups of consumers” (p. 187). Therefore, the smaller the group the textbook is intended for, the more it is likely to cater for their needs; as Pulverness (2013) puts it, “small is beautiful” (p. 404). 

Hence, it is believed that because local textbooks are designed with a specific group of learners in mind, they may be able to decrease the amount of teaching/learning problems that occur when using global textbooks. This point is important with reference to the context of this study specifically because as mentioned, the Saudi government is calling for a renewed focus on English language teaching, which is part of the development process that the 2030 vision envisages for the country. Furthermore, localized textbooks may be more suitable for such a context as Saudi Arabia because of the cultural differences between Saudi Arabia and some of the other markets which global textbooks are aimed at. In fact, the current situation in Saudi Arabia is similar to what Bacha, Ghosn & McBeath (2008) are describing in the following quotation:

Teaching English to Arab learners has taken on a different dimension in recent years as English for academic and professional life becomes increasingly significant at both national and international levels. If we are to compete and make a difference, our materials must effectively further this. This implies that materials . . . combine the best elements of global coursebooks with local needs and expectations. (p. 298)

Therefore, these views which identify a number of issues with textbooks only heighten the importance of studies of textbook use and especially the study of local textbooks. As Tomlinson & Masuhara (2017) suggest, “what we would both like to see are more localized textbooks and more global textbooks that offer variability and flexibility for use in order to help teachers and students to localize and personalize the materials for themselves” (p. 27).

Going back to the textbook and the use of the textbook in class, “true learning”, as described by Cabrera (2014), is a fundamental feature that teachers desire and work for in their classroom. Nevertheless, the distinct approaches and viewpoints of teachers regarding what they consider a “true learning” teaching context has led to a debate regarding the use of textbooks in classrooms. According to Hutchinson & Torres (1994), “no teaching/learning situation is complete until it has its relevant textbook” (p. 315). In fact, textbooks are usually common in a classroom, and their existence is seen as something completely natural, as natural as a blackboard or a desk in a classroom. The reason textbooks are so important is because “they will dictate what is taught, in what order and to some extent, how as well as what learners learn” (McGrath, 2006, p. 171). Additionally, according to Canniveng & Martinez (2003), “materials have always been considered as the only way to supply enriched input in the language classroom . . . Whether successful or not, they have been able to provide a natural link between the teachers, the students and the language to be learned” (p. 148). In sum, as Yastrebova & Chesnokova (2015) conclude in their study, “love them or hate them, course books are a fact of classroom life” (p. 174). 

Yet, regardless of this status that the textbook has, there has always been a debate between researchers regarding using textbooks in classrooms. This debate can be seen as being waged between those who are for and those who are against using textbooks. According to Rubdy (2003), the reason for this polarization of views regarding the use of textbooks is due to the “conflict of interests . . . between commercial agencies who view ELT books as big business, and those committed to the choice of a coursebook simply for its value for effective classroom use” (p. 8). In the following section, I will outline the arguments of both advocates and critics of textbooks, before identifying a third, more pragmatic position midway between these two extremes. To conclude, whether we focus on arguments for or against textbooks, it is important that both the positive and negative outcomes of using textbooks should be taken into consideration (Richards, 2001; Rubdy, 2003). This brings us to the next part of the literature review, which will discuss the different views towards textbook use and the justification for these positions.

2.2. Arguments for textbook use

In this part of the literature review, the positive effects of using textbooks will be discussed. These positive effects will be divided into two different sections: positive effects on teachers and positive effects on students. 

2.2.1. Positive effects on teachers

Using textbooks in the classroom has many potential benefits for the teacher. I have divided these benefits into four main points.

2.2.1.1. Textbooks can help develop teacher knowledge and teaching skills

According to Brophy (1982), in order to teach successfully, teachers must develop their knowledge and teaching skills to such an extent that they take pleasure in teaching. Because textbooks are based on an organized and structured syllabus (Richards, 1993), and quite often this syllabus has been tested (Bell & Gower, 2011), textbooks are therefore able to provide teachers with advanced skills in teaching, thereby developing their knowledge in the hope that they actually reach this stage of pleasure that Brophy describes. 

Furthermore, “current trends in education, technological advances, information explosion and the communications revolution” (Rubdy, 2003, p. 18) place various demands on teachers to improve themselves. Because of this continuous development that is happening in education, teachers are obliged to evolve and increase their qualifications and their skills. According to Rubdy (2003), textbooks fulfil a major role of helping teachers in developing and improving; he states “a commercial coursebook can play an important role in teacher development . . ., it offers teachers the opportunity to learn more about the language and about approaches to teaching in a way that allows them to integrate new ideas into their experiences” (p. 18).
Hence, textbooks may be considered a resource through which a teacher can gain knowledge and teaching skills, thereby offering teachers professional development (Ball & Cohen, 1996). Moreover, Collopy (2003) believes that due to the fact that textbooks are a fundamental component in teachers’ lives, “they are well situated to offer ongoing support for pedagogy and subject-matter content through an entire school year . . .As teachers try instructional practises in their classrooms, they may develop new beliefs and understandings.” (Collopy, 2003, p. 288). In fact, when a teacher interacts with textbooks and is well able to adapt them and use them in ways which are beneficial for both him/herself and his/her students, this teacher can be described as a skilled and knowledgeable teacher. 

In addition, textbooks may be considered as the point of supply for content knowledge for teachers. Textbooks provide teachers with a supply of content knowledge because they present them with different feasible ideas for teaching (Cabrera, 2014; Rubdy, 2003). For example, textbooks contain information on how to teach different parts of the language. They also assist teachers in preparing for their lessons and in planning activities that can be covered in class. Furthermore, textbooks present teachers with ideas on how to handle certain activities and how to get students motivated during the lesson. They also have the potential to support the individuality of a teacher, by providing them with suggestions to try activities and approaches they have not used before. Hence, textbooks may also act as a database for teachers (Kuo, 1993) with the varieties of options that it gives to them. Moreover, Richards (2017) states that textbooks are considered a tool that enables institutions, and hence teachers, to fulfil their objectives. He further explains that textbooks “provide the basis for courses and tests, they can help support a coherent approach to teaching” (p. 245). Therefore, with all this advice and skills that textbooks offer to teachers, it may be said that textbooks play a counselling role within teachers’ lessons; they can aid teachers in transforming and bettering their teaching.

An additional important aspect to mention is that textbooks are an important aid for novice teachers (Freebairn, 2000; McGrath, 2013; Rubdy, 2003). According to Freebairn (2000), “many novice teachers rely on textbooks to learn their craft” (p. 2). New teachers lack the confidence and the courage to create their own materials; in addition, they lack experience to do so as well. Therefore, textbooks can provide them with the knowledge needed to create a well-planned and structured teaching environment. Furthermore, novice teachers may use textbooks as a teaching script for their classes. Hence, textbooks “provide a focus for their teaching” (Masuhara & Tomlinson, 2008, p. 20). Moreover, another positive benefit of textbooks for novice teachers is that they are considered a strong stimulant for making them aware of various innovative teaching methods and practises. As Richards (2017) explains, “in the case of inexperienced teachers, they (textbooks) may serve as a form of teacher training, providing ideas on how to plan and teach lessons as well as formats that teachers can use for teaching different aspects of language” (p. 245). Textbooks have also been described by Rubdy (2003) as “powerful catalysts for consciousness-raising” for both novice and experienced teachers (p. 19). Thus, textbooks do not only benefit novice teachers, but are considered a support system for all teachers in general regardless of how experienced or inexperienced they are (Ahmadi & Derakhshan, 2016; Hutchinson & Torres, 1994). The reason textbooks are claimed to provide teachers with the benefits described above is because they “have undergone many changes following methodological and other theoretical trends” (Canniveng & Martinez, 2003, p. 148). 

2.2.1.2. Textbooks can help provide a framework for teachers to follow

Due to the fact that textbooks have a specific pattern/organization, they are able to provide teachers with a certain framework to follow (Knecht & Najvarova, 2010; Wen-Cheng et al., 2011). Accordingly, it may be said that textbooks are used as an outline or a support system which teachers can follow in a manner that is most suitable for their own specific context and their own specific students. Moreover, textbooks are able to provide guidance for teachers as well (Bolster, 2015; Hutchinson & Torres, 1994). This guidance comes from the fact that textbooks are considered a tangible tool that is durable and also portable, meaning teachers can use a textbook’s pedagogy and proposals for activities immediately and directly in their classes. Guidance is considered an extremely important asset of using textbooks in the classroom. In fact, many of the teachers in the literature and in this study as well, as will be seen in the results and discussion chapter, describe textbooks as guides. The reason guidance is considered an important effect of the textbook is because it gives a sense of security for teachers. According to Yastrebova & Chesnokova (2015), textbooks which are logical and well-organized support teachers and make them feel secure. Thus, guidance is directly linked to feelings of security. Consequently, when teachers feel secure this leads to “better planned lessons, creative methodology, and more useful materials adaptations” (Hutchinson & Torres, 1994, p. 323). Another reason why feeling secure is a critical point in teaching is because as a result, teachers will be more creative in using the textbook in ways which will be the most beneficial to themselves and their students as well. This leads us to the third positive effect of textbooks on teachers regarding creativity, discussed in the next section.

2.2.1.3. Textbooks can help in enhancing the creativity of teachers

Textbooks decrease the load on teachers, therefore giving them more time to design creative activities and think out of the box when it comes to teaching. Thus, textbooks have the effect of enhancing creativity in teachers (Bell & Gower, 2011; Harmer, 2001). Furthermore, textbooks contain a variety of activities, topics, tests and also solutions that teachers may use regarding difficult issues that sometimes arise during lessons. By supplying teachers with these suggestions, textbooks can boost teachers’ confidence and give them a chance to employ their creativity, widen their repertoire and push themselves and take risks. In addition, these suggestions that textbooks offer may give teachers insight into new teaching approaches, thereby acting as “agents of change” (Hutchinson & Torres, 1994, p. 323). 
 
Another way in which textbooks help with creativity of teachers is due to the fact that “the global course book can become a useful instrument for provoking cultural debate, and concomitantly, a genuine educational tool” (Gray, 2000, p. 281). In other words, teachers can use the cultural differences that are found in the pages of a textbook as topics of discussion in the classroom. Hence, this may lead to rich discussions in the classroom between the teacher and the learners, or even between the learners themselves. This is considered an important feature because discussions within the classroom constitute authentic exchanges, featuring real use of the language, thus hopefully leading to more learning of the language. 



2.2.1.4. Textbooks can help teachers save time

Saving time is also an important effect of using textbooks. Teachers commonly have heavy workloads and a plethora of duties, such as preparing lessons, correcting homework, sometimes even creating exams and trying to generate new activities that will gain students’ appreciation and attention. It is important to note that all of these may be required to be done in the teachers’ own time, which makes it extremely difficult for teachers to create their own materials (Brophy, 1982). Furthermore, Richards (2017) stated that by using textbooks, much of the “burden of developing materials” that would otherwise be placed on teachers is decreased. The reason for that is because using textbooks “enable teachers to spend more time on other classroom activities” (p. 245). In addition, it is argued that teacher-made materials are actually similar to the published materials that already exist. They resemble them in many respects and their creation is therefore a waste of teachers’ valuable time (Swales, 1980). Hence, using textbooks reduces teachers’ lesson preparation time (Bolster, 2015; Brophy, 1982; McGrath, 2013). This allows teachers to invest time in other equally important activities which enhance the teaching/learning experience, such as being able to cater for students’ individual needs (Brophy, 1982). In addition, teachers will have the opportunity to dedicate more time to existing textbook activities to adapt them to best suit their learners instead of trying to create new ones (Miranda & Del Compo, 2016). 

2.2.2.  Positive effects on students

In this part of the literature review, the potentially positive effects of using textbooks on learners will be discussed.

2.2.2.1. Textbooks are considered maps/guides for students, thereby providing feelings of security

Not only do textbooks have potentially positive effects on teachers, but students can also benefit from them. Firstly, the glossy covers and bright colourful images that textbooks contain supposedly make learning more enjoyable for the students (Masuhara & Tomlinson, 2008; Richards, 1993). In addition, the benefits of textbooks on learners are not only superficial but include important learning-related benefits as well. For example, for many language learners, these textbooks are considered their only source of contact with the language other than their teacher (O’Neill, 1982; Wen-Cheng et al., 2011). In some situations, it is only in school where students are exposed to the second language, especially if English is not widely used in everyday life in their contexts, which may be the case for many students and is especially the case in the context of the current study. 

In addition to those advantages of textbooks mentioned above, and as mentioned previously, textbooks can be seen as beneficial for learners because language classrooms are considered an active cooperation between three main elements of teacher, learners, and materials. This active cooperation has been described as a ‘social event’ (Crawford, 2002; Prabhu, 1992), and one of the main characteristics of any social event is its unpredictability. Indeed, it is this feeling of unpredictability that makes both teachers and students feel cautious and sometimes even stressed. Thus, in order to avoid the feeling of being threatened, teachers and students routinize the classroom encounter. How does the textbook play a role in this process? According to Crawford (2002), “materials can play a key role in social routinization” (p. 83). Knowing what is going to happen in the lesson and expecting a certain structure of events makes this social interaction (the lesson) less stressful. Likewise, Tsui (2003) also stated a similar point of view, arguing that “the use of routine is therefore a very important part of . . . teaching. In fact, it is considered to be an essential element in classroom survival” (p. 31).
Furthermore, textbooks offer structure and consistency (Canniveng & Martinez, 2003), and therefore may be considered a map or a guide for the students. By acting as a guide, students will be able to predict what will happen in the classroom (Crawford, 2002; Swales, 1980), as well as knowing what is expected from them as students. Additionally, students are able to track their progress in the language, and they are able to take charge of their own learning, thereby being provided with the means to achieve greater autonomy (Crawford, 2002; Masuhara & Tomlinson, 2008). According to Swales (1980), the “shape” aspect of the textbook provides the student with a positive advantage, which is “assurance of where he is going, how far he has gone, and how far he still has to go” (p. 18). Moreover, textbooks are present in most teaching/learning environments. In fact, using a textbook in the classroom may be considered a habitual activity. Ball & Cohen (1996) indicate that because of this central position that textbooks have, textbooks “afford . . . a uniquely intimate connection to teaching” (p. 6). 



2.2.2.2. Textbooks can be used as out-of-class resources 

Moreover, textbooks provide students with the topics that will be covered in class, in addition to providing them with summaries, grammar rules and sometimes revision of what they have already learned. By providing all this and actually being a permanent tool during the language learning process, students are able to use the textbook outside the classroom and use it for self-study as well (Hutchinson & Torres, 1994; Maley, 2011; Richards, 1993; Swales, 1980). In fact, Swales (1980) considers this an important benefit for learners, stating that by providing students with “proper and regular opportunities for self-study, this . . . advantage outweighs any putative loss of flexibility caused by being unable to develop a course” (p. 18).
Also, if students miss a lesson for any reason, textbooks allow them to catch up and see what they had missed (O’Neill, 1982). Hence textbooks decrease the likelihood of learning gaps. To conclude, textbooks provide consistency for students (Ahmadi & Derakhshan, 2016), and with that comes a sense of security, as well.

2.3. Arguments against textbook use

In this part of the chapter, the contrary views against textbook use will be stated. 

2.3.1. Using a textbook controls and deskills teachers 

The most common claim that anti-textbook researchers make is that using a textbook is considered as a straitjacket for teachers. Opponents claim that textbooks restrain teachers in their teaching practises and cause their pedagogical knowledge to atrophy, as well (Apple & Jungck, 1990; Ball & Feiman-Nemser, 1988). The reason the textbook is seen in this way is because of its structure. It is claimed that the structure of the textbook is rigid, unchangeable and is seen as a script for the teachers to follow blindly, regardless of the context it is used in (Bacha et al., 2008). Over time, this controlling effect will cause a reduction of teacher creativity, known as deskilling (Masuhara, 2011; Richards, 2017; Shannon, 1987). Hence, without creativity and freedom, the teacher’s role in the classroom is assumed to be confined to that of a ‘technician’ (Richards, 1993), or a ‘manager’ of a preplanned event (Littlejohn, 1992). In addition, using textbooks reportedly leads to reducing imaginativeness and resourcefulness that teachers can successfully contribute within their classrooms. Moreover, it has also been said that using a textbook may also lead to reducing students’ engagement and connection with the learning context. Hence, according to Edge & Wharton (1998), obliging teachers and students to use a specific textbook “may place the learners’ autonomy and the teachers’ creativity at risk” (cited in Cam le, 2005, p. 7). To conclude, it is claimed when teachers and their learners are obliged to use a textbook, this creates some sort of control over both parties. 

2.3.2. Textbooks are ineffective in the classroom 

According to Ball & Cohen (1996), textbooks are not very effective when it comes to actual classroom practise. The first reason why textbooks are not as influential as they should be is supposedly because creators of textbooks do not take teachers or students into consideration when actually developing the materials. Firstly, textbooks are written with no particular group of learners in mind, hence the level of proficiency of a given class of learners and the proficiency required to get the most out of a textbook do not always coincide. In addition, publishers tend to believe the assumption that teachers can manage new materials without the need to learn how to actually use them (Ball & Cohen, 1996, p. 6). This leads to teachers using the textbook according to their own personal comprehension of it. This causes problems related to textbook use because of “the gap between curriculum developers’ intentions for students and what actually happens in lessons” (Ball & Cohen, 1996, p. 6). 

Another reason why textbooks are not very effective is due to the viewpoints of some educators towards them. There are many teachers who view textbooks negatively; they reject textbooks, abandon them, belittle them and finally declare that they do not and will not use them. For example, in Ball & Feiman-Nemser’s (1988) longitudinal study, which was on a teacher education programme and conducted at a large Midwestern U.S university, an idea that was largely promoted in that context by the trainers was that “good teachers do not use textbooks, but develop their own curriculum instead” (p. 402). According to Ball & Cohen (1996), “this idealization of professional autonomy leads to the view that good teachers do not follow textbooks, but instead make their own curriculum”; and in fact, “advocates of this view acclaim teachers who create original materials and lessons” (p. 6). 




2.3.3. Textbooks are pedagogically impoverished 

Moreover, researchers who are against textbook use claim that textbooks are pedagogically impoverished when the books’ teaching approaches are compared to the insights offered by current pedagogical research (Ball & Feiman-Nemser, 1988; Sheldon, 1988; Tomlinson, 2012). To explain this point further, Tomlinson & Masuhara (2017) reported that “there have been many changes in the methodologies coursebooks claim to be using, but very little change in the pedagogy they actually use” (p. 159). They further elaborated on this point as follows: 

For the last forty years, most coursebooks have been and are still using PPP approaches, with a focus on discrete forms and frequent use of such low-level practise activities as listen and repeat, dialogue repetition, matching and filling in the blanks. A number of writers have criticized this continuing use of approaches for which there is no theoretical or research-based justification (p. 160). 

Furthermore, textbook opponents claim that textbooks fail to meet the requirements of a classroom. According to them, textbooks are written with no attention given to students’ needs, nor even to the local context that they will be used in (Richards, 1993). Moreover, it has also been claimed that textbooks are not actually based on good solid research (McGrath, 2013). Publishers provide little evidence of the research that has been undertaken in order to create the textbook (Harwood, 2005; Kuo, 1993; Sheldon, 1988; Swales, 1980). Justifications for using certain approaches or selecting certain language items over others are vague. It may be a popular idea amongst people that textbooks are research based; however, according to Harwood (2005) this is not always true. In fact, “reports of how writers actually write materials reveal that they rely heavily on retrieval from repertoire, cloning successful publications and spontaneous ‘inspiration’” (Tomlinson, 2012, p.152). Many proponents of textbook use claim that textbooks are actually revised and new editions are created without any development made to these textbooks or empirical investigation into the effectiveness of the textbook activities. Furthermore, Alred & Thelen (1993) question how fast the revised versions of textbooks are published and put onto the market. With this rapid turnaround in which revised textbooks are published, it may be said that “revision is motivated not by scholarship, but by . . . the desire for a bigger market share” (Alred & Thelen, 1993, p. 473). 

Another point to mention here is that the content of a textbook may sometimes be viewed as pedagogically impoverished because it can either be uninteresting (Yastrebova & Chesnokova, 2015), or it can be unsuitable due to cultural or religious taboo topics (Gray, 2000; Sheldon 1988). This highlights another argument that is used against textbooks which is that, to avoid controversy, textbooks tend to contain bland topics, and to be predictably and tediously homogeneous throughout (Gray, 2002; Bruton, 1997). According to Gray (2002), “modern coursebooks now resemble each other, not just in terms of glossy designs, but also in terms of content” (p. 157). To elaborate, ELT textbook writers are restricted as to what to include in the content of textbooks. It has been reported that publishers tend to rely on the acronym PARSNIP, which signals the topics that should be avoided when writing a textbook (politics, alcohol, religion, sex, narcotics, and pork) (Gray, 2002, p.159). Duarte & Escobar (2008) agree with this point, and in fact view textbooks negatively because according to them, textbooks do not allow deep thinking from the students due to the blandness of the topics portrayed in them. There is no reference to “real and significant” topics, such as war, crime, drugs, etc. Hence, because of the lack of these topics, students view textbooks as boring and therefore learner interest is diminished. Another reason that Duarte & Escobar (2008) put forward for negative feelings associated with textbooks is that they make students feel anxious because of the practise examinations that accompany them, when on the other hand textbooks should make students feel calm. 

2.3.4. Using textbooks leads to textbook reification 

Moreover, reification of textbooks is another negative impact of using textbooks that has been identified in the literature (Forman, 2014; Luke et al., 1983; Richards, 1993; Shannon, 1987). “Reification refers to the unjustifiable attribution of qualities of excellence, authority and validity to published textbooks” (Richards, 1993, p. 6). It has been said that the integrity and soundness of a textbook may be taken for granted, especially by non-native English teachers, who may presume it contains no errors due to the fact that it has been created by English native speakers. As Koprowski (2005) states, “the printed word has the power to authenticate itself and both teachers and students may find little reason to doubt or scrutinize the products of well-established ELT publishers” (p. 330). However, in reality, as has been demonstrated by textbook study after textbook study, there is a gap between how language is actually used in everyday life and the kind of language textbooks teach (Biber & Reppen, 2002; Conrad, 2004; Koprowski, 2005; Lee, 2006; Ruhlemann, 2009). The reasons for this could be due to the fact that when creating these textbooks, publishers tend to rely on their beliefs about language use and not on actual evidence of language use (e.g., attested by a corpus of spoken data), which results in textbooks that “often fail to provide an accurate reflection of the language actually used by speakers and writers in natural situations” (Biber & Reppen, 2002, p. 200). 

Another reason put forward for the supposed suspect quality of textbooks is that some textbook writers “still insist upon traditional forms, which are often quite out of step with current English usage and fail to demonstrate awareness of linguistic variation in different contexts” (Lee, 2006, p. 90). In other words, these textbooks do not offer students appropriate language practise that will aid them in real life situations. This gives rise to the problem that English learners are being trained to become, in Ruhlemann’s (2009) words, more “readers of British newspapers” than natural conversationalists (p. 430). Lastly, reification of textbooks is considered a negative point because it supposedly leads to teachers using the textbook uncritically, regardless of the context it is actually used in (Richards, 1993). This may lead to textbooks being used inappropriately, which could eventually yield negative results in the teaching/learning context.

2.4.  Addressing claims and controversies in textbook research

In this part of the chapter, the most important claims of both opposing (pro- and anti-) views on textbooks will be addressed. 

2.4.1. Teacher-made materials vs. commercial materials

The first claim which will be discussed is that pro-textbook researchers believe that teacher-made materials are similar to published materials and that producing them is a waste of teachers’ valuable time (Swales, 1980). However, in some cases, teachers are forced to adapt and supplement the textbooks they are using due to certain deficiencies in the textbook materials. Thus, they are actually trying to compensate for these deficiencies; hence there can be much time spent creating or adapting materials whether one is teaching with or without a textbook. Harwood (2005) also points out that in many instances teachers actually have to do research to correct or otherwise fill in some of the faulty parts in the commercial textbook; hence, “in the end teachers are obliged to do research that the textbook writer should have done in the first place” (p. 156). This situation was observed in Zacharias’ (2005) study, in which he collected his data from teachers from five universities in Central Java, Indonesia. These teachers stated during their interviews that there are times when the locally produced materials are inadequate or short of exercises, hence they had to fill in these gaps, thereby adding to their teaching load.

2.4.2. Teachers will use textbooks slavishly

One of the arguments of the anti-textbook view is that teachers will use textbooks slavishly; they will stick subserviently to them without being innovative or creative, hence not tailoring their textbooks as the contextual conditions should determine. It could be argued that textbooks may in fact sometimes be quite constricting, but to conclude that teachers slavishly stick to the textbook seems exaggerated. So far, little evidence has been gathered in support of this claim. In fact, there will be certain instances during the lesson in which the teacher will deviate from the textbook. Even small everyday changes made in the classroom are considered adaptation as argued by Madsen & Bowen (1978): 

Every teacher is in a very real sense an adapter of the textbook or materials he uses . . . He adapts when he adds an example not found in the book . . . He adapts when he refers to an exercise covered earlier, or when he introduces a supplementary picture, song, realia or report (cited in McGrath, 2013, p. 24). 

Even supposing there are other pressures that oblige teachers to use the textbook, in the end, no matter how strong these external pressures are, teachers will act according to their students’ needs (Brophy, 1982). Ur (1996) addresses this point by stating that “a coursebook should be related to critically; we should be aware of its good and bad points in order to make the most of the first and compensate for or neutralize the second” (p. 187). Thus, part of being a responsible, competent teacher includes being able to select the most suitable parts in a textbook and using them intelligently in the classroom. Textbooks should never overshadow the teacher. They are, however, an excellent source of supply of a plethora of ideas and different types of content and activities that teachers may use in their classrooms. Hence, coursebooks are an excellent source of ideas that teachers use, but they should keep in mind that adapting this content as they go along is crucial. As Cabrera (2014) concludes in his study, “classes must be personalized if they are to trigger true learning” (p. 274). 

In addition, as Allwright (1981) points out, textbooks assist teachers in providing the content of the lesson; however, the actual learning that happens is due to the cooperation between the teacher, the students and the textbook. Therefore, teachers’ use of the textbook in a way that improves the teaching/learning situation “entails being ready to adapt, simplify things, replace, omit or add to the textbook’s contents and activities as much as necessary depending on our aims” (Grant, 1987, cited in Cabrera, 2014, p. 276). In fact, “most language teaching coursebooks probably need supplementing to some extent, if only in order to tailor to the needs of a particular class or to offer richer options” (Ur, 1996, p. 189). In sum, regardless of the limitations of textbooks, “textbooks cannot be fully disposed of, as they are still widely recognized as a beneficial aid and a useful tool” (Cabrera, 2014, p. 275).

2.4.3. Textbooks do not cater for students’ individual needs

Opponents of textbook use claim that textbooks are not suitable for use because they do not satisfy students’ individual needs. However, upon closer examination, one can see that this principle of catering for all needs is quite challenging, if not impossible. It is difficult and impractical for language learning institutions to investigate and cater to students’ needs individually (O’Neill, 1982). In addition, it is not possible for institutions to foresee all of their students’ needs (Crawford, 2002). More importantly, when creating global materials, it is unrealistic for textbook writers to try and meet the needs of all teachers and students (Bell & Gower, 2011). First of all, no two teaching contexts are the same. In fact, two teachers teaching in the same institute may even be working under different conditions and constraints; they are also bound to have differences in their teaching styles. In some contexts, using textbooks may be obligatory, whereas in other contexts teachers may have the freedom and independence to use self-made materials. As Kuo (1993) described it, “even within the same broad context, educational goals at different levels, curriculum design factors, and learning styles may still differ” (p. 179). Indeed, when looking at different teachers, one can see that there are a number of different teaching styles that these teachers may have (Brown, 2009; Freeman & Porter, 1989; Shawer, 2010; Wette, 2010). These teaching styles differ according to the priorities of a specific teacher or of a specific context, and there is also variation depending on teachers’ pedagogical knowledge base, their experience, their qualifications and their teaching competence. Hence, this leads to different approaches when teaching depending on the context. Therefore, all these reasons “point to the relevance of continuing to produce standard textbook materials which, despite being designed with no actual student in mind, can still prove to be useful in offering teachers a sound reference map that can be exploited in a wide range of ways” (Cabrera, 2014, p. 268). 

Furthermore, this issue of not satisfying students’ individual wants should not be considered a problem because according to O’Neill (1982), in many contexts, students’ needs are more similar than we may imagine. In fact, “it is nonsense to argue that the grammatical and functional framework is never the same from one group to another” (p. 106). To conclude, “it would be simply unrealistic to expect global materials to satisfy all the needs and wants of learners” (Masuhara & Tomlinson, 2008, p. 22). Learners come from different contexts, have different learning styles and different cultures and traditions; thus, it is not possible for a textbook to adequately meet or comply with all these differences no matter how strong or how popular that textbook is. As a solution, Masuhara & Tomlinson (2008) give suggestions in order to try and compensate and use materials in as beneficial a way as possible. They state that all three parties, teachers, students and publishers, should be involved in this process. Firstly, publishers should be more serious in trying to cater for the variety of needs in teaching/learning contexts. Secondly, teachers must be more confident and willing to adapt textbooks to an extent that fulfils the needs of their classroom. Finally, students should be given a chance by the teachers to participate in the language learning process by suggesting themes that they are interested in, or maybe even by contributing in the content with material they bring to class.

2.4.4. Textbooks are pedagogically impoverished

Furthermore, there are claims that textbooks are pedagogically impoverished compared to the state-of-the-art teaching methodology promoted by TESOL pedagogical research. However, Hutchinson & Torres (1994) compared two textbooks written by the same well-known textbook author, Peter Viney, but which were written with a considerable amount of time between them, to determine the extent to which there were differences between these two textbooks. They found that in addition to the change in content, the new edition of the textbook contained more interactive exercises, such as “role play, songs, games and integrated videos as well”. Therefore, they concluded that “each new generation of books is more comprehensive and more highly structured than the last” (Hutchinson & Torres, 1994, p. 316). Another example is that of Littlejohn (2011), who compared the first textbook he ever used as an inexperienced teacher with how today’s textbooks are. He explained that in his first lesson as a language teacher, the principal of the school he had worked in presented him with the textbook to be used in his lessons. The textbook, as the principal described it then, was “the best book available” (p. 179). This was due to the fact that it had “a major technological innovation - a piece of green card which students should use . . . with the text” (p. 179). Students would use the green card during lessons to cover the text while they looked at four pictures and listened to a tape recording. 

If we look at textbooks nowadays, both novice and experienced teachers are indulged with a wide variety of materials, and it would seem that textbooks and their pedagogical approach have moved on as evidenced by both Hutchinson and Torres’ and Littlejohn’s studies. Any textbook teachers choose to use will be supplemented with workbooks, students’ books, teachers’ guides, CD’s, test generators and sometimes even much more. Littlejohn (2011) explained that “ELT publishing has become a fiercely competitive industry. A simple text such as the first one I used would stand no chance of surviving these days, as it would be drowned out by the abundance of materials offered” (p. 180). Accordingly, it could be argued that textbooks have come a long way in terms of appearance and the variety of activities they offer. Nevertheless, one cannot deny the fact that textbooks are not without certain drawbacks. However, by using these textbooks accurately and judiciously, teachers gain many advantages. Furthermore, the different ideas and approaches that textbooks contain may improve the quality of the teachers’ teaching and hence enhance the whole of the teaching/learning experience. 

In conclusion, it is obvious that there are certain deficiencies of textbooks. However, this does not mean that they should be discarded; “rather, we should strive to raise the quality of textbooks being produced” (Harwood, 2005, p. 158). The first step in improving the language-learning context should be to decide on a suitable textbook that is best able to fulfil the needs of that specific context. Therefore, the question should not be whether we should use textbooks or not, but rather how these textbooks can be a positive addition in the teaching/learning context (Crawford, 2002). “In short, it is the teacher and not the course book who should control or manage what happens, and one of the ways in which that control can manifest itself is through creative use of the course book” (McGrath, 2013, p. 23).

2.5. Approach/stance of current research/study

After presenting both antithetical views of textbook use, it is apparent that textbooks are not always pedagogically suitable, but on the other hand, the idea of abandoning textbooks is rather unsettling as well. Thus, Harwood (2005) concludes that the most suitable stance towards textbooks is what he calls the weak anti-textbook view, which is his own stance. As the name suggests, this view is not completely against using textbooks; however, it views textbooks as being currently “unsatisfactory” (p. 150), and that “we should strive to raise the quality of textbooks being produced” (p. 158). This may lead us to consider whether using tailor-made materials is more beneficial than using ready-made materials, or vice-versa. This is a difficult question because if published materials are seen as being unsuitable, creating materials may also be something that is impractical due to many reasons, such as teachers’ heavy workloads leaving them little time to produce carefully authored materials, the high cost of creating materials and finally time constraints. In other words, “a great need for tailor-made materials is perceived but situational constraints that require the use of published materials also pertain” (Kuo, 1993, p. 172). 

Hence, we see that “criticisms of the coursebook per se . . . seem to be increasing, but the demand for printed coursebooks is still high worldwide.” (Tomlinson & Masuhara, 2018, p. 163). Therefore, in order to compensate for this problem, there has been a shift to creating local coursebooks. In fact, it has been said that locally created textbooks are more capable of catering for local needs in the teaching/learning environment than globally made materials (Jolly & Bolitho, 2011; Masuhara, 2011; Sheldon, 1988; Tomlinson, 2013). According to Al-Busaidi & Tindle (2010), by using locally produced materials, “we focus on content that is real to the learners and avoid one of the pitfalls of global materials (p. 137), which in “trying to cater for everybody end up engaging nobody” (Tomlinson, 2013, p. 140). Duarte & Escobar (2008) also identify the importance of creating local materials. They concluded their article by suggesting this as a solution that may be applied to address negative effects of textbooks. By developing local materials, teachers will choose content that is familiar and well suited for their students’ needs. Furthermore, Cam le (2005) addresses the issue of localization of textbooks by explaining how lack of cultural ties to textbooks makes learners unenthusiastic to learn or interact in the classroom. He then recommends “localizing materials” (p. 3) in order to make the textbooks more relatable for the students. By adding content related to the culture of the ESL students, the hope is that the class would be more motivated to learn the language. As Brown (1994) highlights, “when the material is meaningful, students are more participatory and successful at learning a language” (cited in Cam le, 2005, p. 3). Moreover, by creating more culturally relevant materials, we are not only benefiting the students, but the teachers benefit as well, for when students are interested in the content, this makes teachers more productive in the classroom. 

However, as mentioned, creating materials may be quite difficult for teachers; hence some researchers in the literature have proposed ways that might help, such as suggestions for more flexible materials to compensate for these textbook problems. These suggestions include the “unfinished” or “half-finished” textbook (Swales, 1980), and so-called “semi-materials” (Prabhu, 2001), both of which were suggested some time ago. More modern proposals include the “gapped textbook” (Bolster, 2014), the “skeleton coursebook” (Freebairn, 2000), and the “pay-as-you-go coursebook” (Tomlinson & Masuhara, 2018). 

The “gapped textbook” which Bolster (2014) proposes is simply a regular textbook which contains blank pages in all of its units. The purpose of including these blank pages is to give both teachers and students a chance to add their own ideas to the textbook. “This 'gap' in the textbook would partially free teachers from the constraints of published materials and allow them to 'personalize', 'individualize', 'localize' and 'modernize' - some of the key reasons why teachers adapt materials” (p. 17). With regards to the “skeleton textbook”, Freebairn (2000) describes it as being a CD-ROM to which teachers can add materials, and hence print the materials out in school. Therefore, it may be considered as a “build-your-own on-line coursebook, with options to choose from, depending on your age, level of English and interests” (Freebairn, 2000, p. 5). Regarding “pay-as-you-go textbook”, Tomlinson & Masuhara (2018) describe it as simply being individual modules that are uploaded online, and that users can mix and match. In other words, educators would be able to scroll through these available modules and choose whichever material is suitable for their specific context. According to Tomlinson & Masuhara (2018), these types of textbooks would have positive effects, such as being “much more economical as printing, storage and distribution costs can be reduced . . . and users can communicate better and achieve a closer match between demand and supply” (p. 163). 

Furthermore, as McGrath (2002) points out, Brumfit (1979) also suggested something similar to compensate for the weaknesses of textbooks, which he calls ‘resource packs’. He explains that these resource packs may provide teachers with suggestions for adaptations and modifications that they may apply to the textbooks in order to fulfil certain needs. This idea was also apparent in Allwright’s (1981) well-known article, in which he introduced what he calls ‘learning materials’. He explained that instead of focusing on teaching materials, the focus should be on ‘learning materials’, which as the name suggests focuses more on the learner by providing him/her with guidance on language learning. In addition to ‘learning materials’, he also calls for ‘ideas books’ or ‘rationale books’ for teachers which provide them with support on how to use the textbook. By incorporating both types of materials that focus on both learners and teachers, this would allow for shared management responsibilities. Moreover, Cam le (2005) also suggests that teachers use external resources alongside the textbook. This lessens the feeling of being restricted by the materials for the teachers and gives them space to use their imagination and creativity. In addition, teachers can ask students to bring texts which they are interested in to class. When students feel that they have an input into the materials covered and an influence on the content it seems likely they will learn in class, given their feeling of involvement. To sum up, these researchers propose ideas of textbooks that are flexible and adaptable to meet the needs of the learners. 

Having argued for the need to critically evaluate textbooks and textbook use; and made the case for the localized rather than the global textbook, then, I examine the use of a localized textbook, and the views of both teachers and learners towards this textbook, in the Saudi context.

2.6. Part 2: Teachers’ adaptation techniques when using materials

The discussion in the previous part of this chapter attempted to cover the debate around different views towards textbook use in the classroom, identified pro- and anti-textbook arguments and explained the stance of this current study. In this part of the literature review, adaptation techniques of materials will be explained; and following this there will be a review of studies of textbook consumption, many of which feature teachers utilizing some of these adaptation techniques. 

2.6.1. Adaptation techniques

Adapting materials is generally defined as making some changes to the materials in order to enhance the teaching/learning experience (McDonough et al., 2013; McGrath, 2002; Richards, 2017), in addition to making these materials more suitable for students’ needs (Bosompem, 2014). Furthermore, Richards (2017) explains that a “good provider of materials” is a teacher who uses the material wisely. This wise use of materials entails the ability to select content fit for the context, the ability to edit content in order to make it more suitable and the ability to add content if needed. In fact, Richards (2017) stated that “commercial textbooks can seldom be used without some form of adaptation to make them more suitable for the particular context in which they will be used” (p. 251). Therefore, when teachers are using their textbooks/materials, they are adapting them in order to fulfil certain student and personal needs. In these changes that the teachers make lies “the heart of teaching” (Richards, 2017, p. 251). 

According to McDonough et al. (2013) the main reasons for adapting materials lie in personalizing, individualizing and localizing, terms which are explained in the following excerpt: 

Personalizing refers to increasing the relevance of content in relation to learners’ interests and their academic, educational or professional needs. Individualizing will address the learning styles both of individuals and the members of a class working closely together. Localizing takes into account the international geography of English language teaching (p. 69).

After explaining the reasons for adaptation, McDonough et al. (2013) go on to discuss the five adaptation techniques that may be applied to textbooks, which are as follows:

1. Adding: to supply more material to the already existing material (p. 70)
2. Deleting: to take out material (not cover it) (p. 71)
3. Modifying: an internal change in the material (p. 73)
4. Simplifying: to make the material simpler (p. 74)
5. Reordering: to adjust the sequence of the material (p. 75)

The kinds of adaptation techniques in Bosompem’s (2014) study are:

1. Addition: “teachers retain what the textbook contains and add materials from other sources to it” (p. 106). 
2. Modification: when teachers change the form or order of some of the features in the textbook.
3. Replacement: when teachers substitute some parts of the textbook with others.
4. Deletion: when teachers delete some parts of the textbook.

Before I turn to in-depth reviews of teachers’ textbook adaptations, I briefly review one more study, by Sunderland et al. (2001), which presents us with an alternative taxonomy of adaptation techniques. In their study, Sunderland et al. (2001) provided a framework of how teachers deal with specific parts of the textbook (in their case, textbook content relating to gender issues). Sunderland et al. focused on teachers’ behaviour towards certain parts of their textbooks used during ESL lessons. Because there were multiple researchers working on this study, data was collected from three different locations, which included Portugal, Greece and the UK. The data collected in Portugal was collected from adult EFL classes, whereas the data collected in Greece was from two private language institutes and the data collected in the UK was from a comprehensive school. It is important to mention that all three data collections shared the same methodology and research questions. Sunderland et al. concluded their study with three ways in which teachers deal with parts of the textbook: endorsement, subversion and ignoring. A text is considered endorsed through the teacher’s explicit positive comment, “through being dealt with uncritically or through simply being taught” (Sunderland et al., 2001, p. 277). Subversion, on the other hand, occurs through “the teacher explicitly or implicitly confronting a particular representation . . . [,] for example showing a lack of enthusiasm” (Sunderland et al., 2001, p. 277). Ignoring the text is considered a somewhat confusing category because according to Sunderland et al. (2001), “it may simply result from the teacher not noticing . . . [,] not thinking it is important or interesting, or deliberately ignoring the issue for pedagogical reasons” (p. 281). It is worth mentioning that even though this study focused on how teachers dealt with gender issues presented in their textbooks, the framework that resulted could be used when analysing teachers’ adaptations more generally. 



2.7. Studies of textbook use

In the following part of the literature review, I will move on to in-depth reviews of studies which look at textbook use which also talk of teachers’ adaptations.

The first in-depth review of a textbook use study in this thesis is Shawer’s (2010) study. The reason I start with this study is because I consider it an introductory study that paves the way for the studies which follow. In his research, Shawer (2010) describes in great detail the three main patterns of textbook use teachers follow, from greater to lesser reliance on the materials, and therefore I see it as a good introduction to how teachers can adapt textbooks in very different ways. Shawer (2010) conducted this study to analyse how ESL/EFL teachers approach their curriculum, or in other words, the materials used in the classroom, and what strategies are used as part of these approaches. The study involved 10 EFL college teachers who taught in different contexts in the UK. In addition, these teachers differed in their gender, their age, their years of experience and whether or not the institutions they worked in have a restricted curriculum policy on textbook use or permitted teachers latitude in the materials they used. Shawer used a qualitative approach for his study; he used both classroom observations and one-to-one teacher interviews. These interviews were divided into pre- and post-observation interviews. In the pre-observation interview, Shawer focused on the teachers’ planning strategies, whereas post-observation interviews were to compare between the plan and the actual lesson.

Shawer divided the teachers of his study into three categories, each category representing an approach to how they used the materials in their classrooms. The first of these categories is the ‘curriculum fidelity’ approach. Teachers who follow this approach use textbooks exactly as they are and Shawer calls them curriculum transmitters. The second category is the ‘curriculum adaptation’ approach, in which “teachers play a pivotal role” (p. 174) in adapting the materials to match students’ needs, instead of just acting as mere transmitters of knowledge and Shawer calls these teachers curriculum developers. This approach views the textbook as an important tool, and it is in fact used within the classroom. However, teachers make the necessary changes to the materials according to the needs of their students. The third approach is ‘curriculum enactment’. Teachers who pursue this approach extend their roles from using and adapting materials to creating materials and Shawer calls these teachers curriculum makers. In this approach, teachers rarely if ever use the textbook, and rely on their students for topic suggestions to be taught in their lessons, although sometimes the teachers also drew inspiration from the textbook when producing their own materials or used the books very occasionally. Hence, Shawer applied this framework and used the lesson observations in addition to the pre- and post-observation interviews to collect his data. Analysis of the data resulted in five teachers classified as curriculum developers, three teachers classified as curriculum makers and two teachers as curriculum transmitters. 

The teacher ‘developers’ changed the curriculum to suit their specific context. They also experimented with materials, meaning they teach the material in more than one way until they believe the way in which it is delivered is maximally effective for their students. As one teacher states, “there’s always some degree of experimentation . . . to know how . . . some ideas haven’t worked, so I can immediately respond” (p. 177). This all adds up to teachers that are better able to adapt materials and have the knowledge to know what works or does not work with the students. Furthermore, there was also the act of “curriculum expansion” (p. 177), in order to push students and also fill in parts of the textbook that are weak. Hence, these teachers use the textbook as a framework that provides them with the basic content that can then be adapted to suit their classrooms. Curriculum makers, on the other hand, deploy a different set of strategies. These teachers decided with their students what would be covered in their lessons, thus using the students as a source of inspiration for topics. Furthermore, they seldom used the textbook. In fact, they chose from the topics from the textbook table of contents that they felt were suitable and then they created their own materials instead of using the textbooks.

The methodological framework for this study was quite strong, as it combined both lesson observations and two sets of teacher interviews (pre- and post-observation), thereby allowing the researcher a chance to probe for sufficient answers as to why certain teachers used materials in certain ways. However, the theoretical framework is oversimplified, especially since there was no clear relationship identified between certain factors (age, gender, experience, institutional policies) and the specific approach that the teacher follows in his/her class. For example, if we look at the two teachers who were considered ‘curriculum transmitters’, we notice that one of them worked in a college where teachers were permitted a choice of textbook and the latitude to use or adapt or abandon the textbook as they saw fit, whereas the other teacher’s college required her to adhere to a mandated book. However, both applied the transmitter approach, and an exploration as to the teachers’ reasons for belonging to the transmitters category is required. 

A further example of the oversimplified framework of this study can be identified with reference to the ‘curriculum developer’ teachers. All five teachers in this category differed radically in their teaching experience; it ranged from 3 up to 11 years. Hence, no actual link between these factors and the approach taken to materials is observed here either. However, while no causal links between variables like experience and context can be established by this study to explain textbook use, especially given the small numbers of participants and the qualitative study design adopted, Shawer’s work raises important issues. It seems that in order to investigate teachers’ textbook use, researchers should also look into teachers’ personal beliefs and views towards textbooks, as well as their personal backgrounds (e.g., in terms of qualifications and history of pre- and in-service training), as these factors may play a large role in how they deal with textbooks. 

The following additional textbook use studies will be reviewed according to theme.
 
2.7.1. Effects of exams on textbook use / Exam washback 

In this part of the thesis, studies that looked into the effects of examinations on teachers’ use of the textbook will be reviewed. This theme is relevant to my thesis as high-stakes in-house exams play an important role in my context. 

The first study to be reviewed is that of Lee & Bathmaker (2007). They conducted a study which focused on how teachers of upper secondary normal technical (NT) classes used their textbooks in teaching English. The study took place in Singapore and included 23 teachers. The researchers used a semi-structured questionnaire as their only data collection tool. It is worth noting that in Singapore there is a large emphasis on academic achievement. In fact, students’ grades, in English language specifically, are important in sorting them into different educational tracks. At the end of primary school, and based on students’ results on an exit exam, they are sorted into one of three streams in secondary school. These streams are the Special, Express or Normal secondary school streams. The Normal stream is divided into the Normal Technical (NT) stream, which is the specific level of students of this study, and the Normal Academic (NA) stream; hence, this study focused on low achievers. Similar to the primary level leaving exam, secondary students sit a Normal Syllabus Technical exam at the end of their four years of study. Thus, the importance of examinations is quite clear. 

This study is interesting and quite unique for two reasons. Firstly, teachers in this study used a prescribed textbook (New Clue) that was developed according to the 1991 syllabus revision in Singapore. Hence, it may be assumed that there will be only a small amount or maybe even no adaptation necessary on the part of the teachers, seeing that the textbook was revised and developed according to a national syllabus. Secondly, teachers in this context had the freedom to use any external materials other than the textbook prescribed.

Results revealed that the prescribed textbook had a lower frequency of use when compared with external materials in classrooms. These external materials include past exams, CDs and software packages. Hence, the prescribed textbook was used, but not for all lessons and certainly not for all teaching. When asked why they used external materials, teachers reported that some parts of the textbook were too difficult for the students. In addition, some parts were not relevant to the exam. Thus, teachers deviated from the textbook in order to better prepare their students for the examinations, as we have seen how important they are for the students’ educational future. Teachers deleted, modified or supplemented the textbook depending on what is included in the exams. This is an interesting observation because in textbook consumption studies, teachers report that they are sometimes forced to stick to the textbook due to exams (Pelly & Allison, 2000) rather than depart from them. Seeing that the context of this study was somewhat unique, it deserved a more in-depth look. A questionnaire alone is not enough to draw conclusions about how teachers use their textbooks in the teaching of English. For example, the researchers could have used classroom observations and teacher interviews to gather more in-depth results as the results of the research only tell us about reported rather than actual classroom practises. Another idea that could have been implemented is content analysis of the actual prescribed textbook, comparing that with past exams to see exactly where the gaps between exams and textbook content reside. 

Another study which also took place in Singapore and also highlighted the importance of exams in influencing textbook use is that of Pelly & Allison (2000). Questionnaires were distributed to 58 primary school English teachers, in addition to holding semi-structured interviews with four teachers in order to investigate the effect of assessments on the teaching of English. It is worth noting that the questionnaire contained mostly closed questions, with only 4 open-ended questions that asked about the changes the teachers would like to see in their teaching context. Pelly & Alison’s study is of interest in this literature review because similar to the current study, their context is also exam oriented where there is a focus on exams and of students passing them. This obviously has a major impact on teachers’ use of the textbook, which is also similar to that of the present study, as will be seen in the results and discussion chapter. 

Similar to the study of Lee & Bathmaker (2007), teachers in this study also reported that exams largely influence their textbook use: “we don’t cover the whole coursebook, only what we think is going to come in the exams” (p. 95). It was obvious that teachers viewed this effect of exams negatively, saying: “too much testing is cutting down teaching time” (p. 93). In fact, 79% of teachers reported that teaching was determined to a very large extent by exams. Additionally, 69% of the questionnaire respondents and all four of the interviewees reported that there was “too much stress on exams” (p. 93). The researchers also reported that there is “limited scope for teachers to manoeuvre their way around some of the difficulties they face” in their teaching, which is due to a strong examination culture in that specific context. (p. 94). Again, we can pinpoint a lack of depth and detail in the study which is associated with the research design. Although closed questions have an element of focus, and are quicker and easier to answer, including more open-ended questions that allow space for the teachers to talk about their feelings, or interviewing more teachers would have resulted in more substantial, in-depth understandings. In addition, combining these data collection tools with actual lesson observations would have given a platform that allows comparison between the beliefs stated by teachers and their actual practises within the classroom.

In the two following studies, there is more focus on the connection between textbook use and examination washback. In the first study, Abdel Latif (2017), the researcher aimed to examine the use of the grammar textbook Hello! English for secondary schools in classrooms, and the teachers’ reasons for their patterns of use. This study was conducted in six secondary schools in Cairo, Egypt. The participants in this study were 12 Egyptian teachers, all of whom were BA holders in English teaching, and whose experience ranged from 10-30 years of teaching English. In this study, the researcher used both interviews and lesson observations to collect his data. He conducted two semi-structured interviews per teacher, in which he asked the teachers about their views towards the textbook, what they think about the different activities in the textbook and why they feel this way. He also asked about their grammar teaching practices and what their idea of good grammar materials is. 

The results of the study revealed that all 12 teachers tended to omit half of the grammar activities in the textbook. Surprisingly, though, they used their own external materials to teach grammar. In fact, “the data . . . provide evidence that the 12 teachers preferred to teach grammar using their own instructional scenarios and self-designed activities rather than using textbook materials” (Tomlinson & Masuhara, 2018, p. 109). Of the factors that the researcher concluded as being responsible for this behaviour, one was the issue of exam washback. According to the teachers in this study, the textbook tends to focus on teaching grammar inductively using communicative activities, and they believe that grammar is best taught deductively in a concrete way. In addition, the reason the teachers focus on grammar is due to the focus of the examinations in this context, which is on grammar. 

Another study which also revealed an examination washback effect is that of Loh & Renandya (2015), which was conducted in Singapore. In this study, the researchers looked at two types of schools, a typical government school (Singa) and a government-aided school (Pura) and how both schools implemented the newly created STELLAR program and to what extent it has actually improved primary education in Singapore. Before explaining this new program, it is important to explain the difference between the two types of schools in this study. The Singa primary school is a typical government school located in a suburban neighborhood, drawing its students from the surrounding areas. Its main source of funding is the Ministry of Education, and it is ordinary in the sense that it has not received any excellence or academic awards. With regards to the Pura primary school, this is a government-aided school, which is more prestigious. It has won many academic and excellence awards, and its main source of funding is the government as well as local partners and university research partners. 

Regarding the participants in this study, they are 58 teachers with 20 of them being beginner teachers with less than 4 years of experience, 17 teachers having more than 10 years of experience and the rest of the teachers having 4-10 years of experience. It is important to note that Singa primary schools had the majority of the beginner teachers, whereas most of the experienced teachers were from the Pura primary schools. Thus, Pura schools have more experienced teachers, which is expected given the higher prestige of this school.

Going back to the program STELLAR (Strategies for English Language Learning and Reading), it is a national literacy reform program, which is designed to strengthen students’ oral language, grammar and reading skills. This program focuses on conducting interactive lessons, which focus on project work, speech and drama and also oral presentations. Furthermore, instead of using regular textbooks, “students are taught using age-appropriate Big Books” (p. 96). It is believed that “through the reading of these stories and texts, an enjoyable and purposeful language learning environment is built” (p. 96). Therefore, the aim of this study is to investigate how this program is being used in these two types of schools, if there are any differences in the use between the two types of schools and also the teachers’ attitudes towards this program.

The researchers of this study collected their data in two stages. The first stage consisted of a questionnaire, whereas the second stage consisted of lesson observations, artifact analysis of the curriculum and interviews. Results of the study indicate that teachers in both schools saw the value in the STELLAR program and hence were satisfied and had positive attitudes towards it. However, there was an issue that did not generate such agreement from the teachers, which is the adequacy of exam preparation. It was found that the teachers in the Singa schools provided less emphasis on exam related materials, while the teachers in Pura schools showed a very strong exam-oriented context. The reason for this might be the fact that Singa teachers had less experience in teaching, in addition to the reputation and history of the Pura schools. Furthermore, because there was less emphasis on exams in the Singa schools, teachers were more flexible in creating their own materials and deviating from the program. On the other hand, because of the exam washback in the Pura schools, teachers were not as flexible. They “were restricted due to the packed schedules and additional curriculum . . . So that they could manage and complete the national and school-based curricular requirements” (p. 106).






2.7.2. Cultural effects

This part of the literature review will look into culture and how it may have an effect on teachers’ use of the textbook. This theme is relevant to my study because of the fact that Saudi culture is very different to many Western cultures, and hence, it seemed likely that this theme would surface when exploring teachers’ and students’ views in a Saudi context. An important study that is always linked to the use of culture in the discussion of ESL/EFL textbooks is Gray’s (2000) study which was conducted in Barcelona. Gray explored 12 teachers’ thoughts on cultural content in materials taken from the coursebook The Cambridge English Course 1 (Swan & Walter, 1984), in addition to their behaviours towards inappropriate materials. It is important to note that all teacher participants were native English speakers from Britain. Thus, they were familiar with the cultural content portrayed in the textbook; in addition, the books were ‘global’ textbooks, written in the West, rather than being tailored to local cultures. Of these teacher participants, seven were highly qualified and had between 10 to 20 years’ experience, four were teachers with some teaching experience studying for the DELTA qualification, and the last participant was a recently certified teacher with less than two years’ experience. 

Gray used a two-part questionnaire to collect his data. The first part of the questionnaire dealt with coursebooks which teachers had used in their own teaching. Gray’s aim in this part was to analyse the topics that teachers viewed as culturally inappropriate and how they dealt with these topics. In the second part of the questionnaire, teachers were asked about their views towards example material taken from The Cambridge English Course 1, Gray’s aim being to find out what teachers think about cultural content and how they behave towards content they are not comfortable with. 

Although the participants were native English speakers from Britain and hence familiar with British culture, they reported feeling uncomfortable with the way it was represented in the textbook. In fact, they described the cultural content as “stereotypical representation, irrelevant, outdated and sexist” (p. 276). For example, one teacher singled out a picture of British parenting presented in the coursebook that she was using. She stated that “the text painted a very negative picture of British childrearing and compared it unfavourably with European parenting” (p. 276). She further explained that as a mother, “she felt very unlike the stereotype represented in the coursebook, and for that reason she did not want to use the material” (p. 276). Another teacher mentioned an example of a text in the textbook that dealt with alcohol and vocabulary associated with pub culture. He stated that he had felt uncomfortable teaching this text, because his class contained females who were wearing the hijab. He went on to explain that the “material was obviously irrelevant, inappropriate probably offensive to some” (p. 277).

Gray concluded that half of the teachers reported abandoning topics they were uncomfortable with. This is quite an interesting point because in studies such as those by Forman (2014) and Zacharias (2005), L2 English teachers admitted that they do not feel comfortable adapting materials because of the fact that they were a product of native English speakers. In Gray’s (2000) study, however, the teachers were all natives and they chose to censor certain parts of the materials. Thus, we can see that the fact that native English speakers create these textbooks does not make textbooks immune to what is felt to be culturally inappropriate content by fellow native speakers. Although Gray’s study raised an important issue regarding cultural appropriateness, his study only employed questionnaires. Interviewing these teachers might have resulted in more detailed responses and a more detailed comparison between teachers’ views about certain cultural topics and their justifications for such views.

Gray (2002) followed up his previous study with a more in-depth study in which he interviewed his participants. 22 adult EFL teachers were interviewed, 10 of these teachers spoke languages other than English as their L1, and 12 spoke English as their L1. All 22 teachers had experience that ranged from seven to twenty years in teaching and all were situated in the Barcelona area. These teachers reported that there was too much use of Western cultural icons in textbooks such as Mickey Mouse and Bill Gates. In addition, the one point that all teachers seemed to agree on is that there is a need for more local content. This point is in sharp contrast with the prejudice against local materials that Zacharias (2005) reported in his study, which will be discussed next, in which his teacher participants favoured internationally published materials over locally produced ones.

Another important point to state is that all 22 teachers commented on the inclusivity aspect of global textbooks, and in fact viewed this inclusivity as a positive characteristic. For example, one of the female teachers specifically mentioned an illustration in the textbook in which a woman was leaving for work and her husband was wearing an apron and waving goodbye to her. The teacher viewed this illustration as a positive example of inclusivity and of breaking away from stereotypical images. However, we may wish to reserve judgement on how typical these positive feelings towards the materials were. Gray’s is another qualitative study involving relatively small numbers of participants, and it may be that materials which break away from stereotypical images of how certain individuals in society are portrayed may not always be received so sympathetically by teachers or by their students. For example, in an Arabian culture, this type of scenario may not be seen in such a positive light, as Arab societies are fairly male dominant, where the husband is the breadwinner in most families. Furthermore, not all females would likely have a similar positive opinion of this image; hence, the issue of inclusivity and breaking away from stereotypical images of how certain individuals in society are portrayed is not as simple as suggested in this study. It surely depends on deeper aspects such as how a person may have been brought up, for example. 

Another study which investigated the beliefs of teachers towards internationally published materials is Zacharias’ (2005) study. He studied the viewpoints of tertiary teachers in Indonesia and he compared between these beliefs and the teachers’ actual classroom practises. Zacharias used three tools to collect his data: questionnaires, interviews and classroom observations. 100 teachers who differed in their age and their teaching experience completed the questionnaire, in which Zacharias aimed to identify teachers’ beliefs towards the textbooks they were using. In addition, 13 teachers were both observed and interviewed. Classrooms were observed in order to crosscheck teachers’ beliefs with their actual classroom practise, and 15 to 20-minute interviews were conducted to give teachers the opportunity to communicate their views of using the textbook in more depth.

In general, teachers favoured internationally published materials over locally produced materials, especially in teaching the oral parts of the language such as listening and pronunciation, because they felt internationally published materials expose students to cultures of English-speaking countries. However, “if we use materials from Indonesia, then we will only present Indonesian culture. Hence, by using internationally-published materials students can be exposed to the culture of English-speaking people” (p. 32). In addition, according to these teachers, internationally published materials “provide 'natural', 'authentic', 'real', 'original', 'realistic', 'accurate' and 'correct' (error-free) exposure to English” (p. 29).
Furthermore, teachers reported that there were many phonological inconsistencies in the local materials. Surprisingly though, during the interviews, some teachers admitted that both they and their students sometimes face difficulties in understanding certain cultural content in the international materials, which forces them to adapt these difficult parts of the textbook. 

It is clear from the results of this study that there is to some degree a tension between the messages teachers convey. On the one hand, they acknowledge the fact that exposing students to new cultures helps with their language learning. However, they then go on to state that sometimes, including cultures of other countries causes difficulties in understanding textbook content for them and their students. I believe that their positive evaluation of the textbooks, despite the problems they have implementing them, may be due to the fact that the teachers view internationally published materials as authoritative; therefore, they favour using them over locally produced materials. Zacharias even stated that some of the teachers admitted to never using locally produced materials, which may reveal some prejudice against local materials. This study may be considered methodologically strong due to the employment of three different methods: questionnaires, observations and interviews. However, it would have been better if the researcher tried to probe more deeply into teachers’ reasons why they prefer internationally published materials over local ones when, in some cases, teachers refused to use local materials at all. 

Another study in which the participants also welcomed textbook content which focused on new cultures is that of Kirkgöz (2009). He conducted a study in a Turkish primary school and employed the use of interviews in addition to questionnaires to understand teachers’ and students’ perceptions towards three ELT textbooks (Texture, Time for English and Trip 1), which were compiled by the Turkish Ministry of National Education and used in that specific primary school. According to the students, the appearance and artwork of textbooks influenced their evaluations, leading them to favour a certain textbook over others because of its attractive pictures, believing attractive pictures helped them in learning English. In addition, students enjoyed textbooks that portrayed different topics and cultures. In fact, they specifically stated that they enjoyed the fact that “they could learn both about Turkish and British culture” (p. 81). It is quite obvious, then, that students in this study view the learning of new foreign cultures as something beneficial and would maybe even help motivate them to learn the new language. The reason this study is included in the literature review is because it solicits learners’ views of their textbooks. My study will also investigate this aspect; however, in a very different context (Saudi Arabia) and with a different profile of learners (tertiary level).

Wu & Coady (2010) have also researched students’ views on materials, specifically on students’ perceptions of cultural content. Their study took place in a middle-school ESL classroom in Florida, USA which used the READ 180 package. This package, which is created by Scholastic, is a reading program designed for English language learners that struggle with reading. Moreover, the READ 180 program provides packages for all three educational levels: elementary, middle, and high school, in addition to providing these levels with resources for both teachers and students. The researchers focused specifically on how these middle school students responded to the READ 180 program in relation to their cultural needs. Four 8th grade students participated in this study: two were from Puerto Rico, one from Chile and one from China. Hence, “all were culturally and linguistically diverse” (p. 156). Additionally, all four students had arrived in the United States with their parents and were receiving ESL instruction.

The researchers used three tools to collect their data: student interviews, classroom observations and student reading logs. The interviews were done individually with each of the students and lasted for 30 minutes. Through the interviews, the researchers focused on identifying students’ perceptions towards the material, their experiences in using the material and their general evaluation of the program. Classroom observations were done in order to focus on the reading parts that students chose to read during class. Finally, student reading logs were collected, which are similar to forum posts where students reflected on READ 180 reading materials. Hence, this study may be considered a methodologically strong study, as three important tools that allow for sufficient understanding of the students’ views were used. 

One positive aspect as recorded by students is that the textbook met their needs by reflecting their immigrant experiences in the USA, for example how difficult it can be to acclimatize to a new country. However, although the textbook portrayed situations which were familiar to ESL learners, students reported that it also contained topics that presented an identity clash for them. For example, in the book, a topic called the New Americans explored the idea of the students’ ‘immigrant’ identity. This topic was somewhat problematic, as two of the students could not determine if they were considered immigrants or not. In the book, an ‘immigrant’ was defined as ‘a person who moves from one country to another’. The Puerto Rican student, however, was confused. She stated that “I don’t know if I am considered an immigrant ’cause Puerto Rico is kind of a territory of the USA” (p. 158). Another problem reported was that the program content had little specific connection to the students’ own culture. For example, one student explained that “the materials could be misleading because they were culturally generic and tended to over-generalize information about her culture” (p. 159). These results echo those of Zacharias (2005) in which his teachers reported both positive and somewhat negative views towards the cultural content included in their textbooks. Furthermore, it can be seen from the latter student’s reactions that textbook writers may be taking something of a risk in portraying students’ cultures if they, the writers, are not from the culture themselves. This risk is apparent in the fact that textbook writers may misrepresent the culture and arguably a misrepresentation could result in more negative responses from textbook users than responses to no representation at all. 

Teachers in Forman’s (2014) study had a different view to those described in the studies above. This study was conducted in a Thai university, which prescribed the global textbook Passages for its English language classes. It is worth noting that the context of this study is rural, and that we are told the students who study in this university live frugal lives. In this study, Forman aimed to investigate how this textbook presented key features of the L2 and associated cultural contexts. In addition, Forman aimed to identify teachers’ views towards the content of this textbook and how they use it in their classrooms. To answer these questions, Forman gathered data on nine teachers, eight being Thai and one Australian. Data for this study was collected through lesson observations and teacher interviews. 

Forman audio-recorded the lessons of three teachers in addition to interviewing them (pre- and post-observation interviews). He concluded that textbook reification emerged from the data of all three of his teachers, due to the fact that teachers spoke of how the textbook was written by native speakers who are more knowledgeable about their culture. Additionally, Forman reported that the teachers held negative views towards the textbook due to some instances of cultural taboos, and these views were made manifest in the teachers’ adaptations: the observations revealed that all spoken activities, whether pair or group work, were omitted. The reason for this was because these types of exercises necessitate students to ‘express themselves’ and open up and speak about themselves. This behaviour, however, is reportedly not acceptable in the Thai culture, as Thailand emphasizes social harmony. The people of Thailand believe that this harmonious value “encourages a focus away from the individual” (p. 79). Thus, these types of exercises were deemed culturally unacceptable by the teachers and students. 

Secondly, two of the teachers reported in their interviews that they disliked the textbook because it was unsuitable for the students and the Thai culture. In fact, the book was described by the teachers as “very culture-bound”(p. 81), which posed a problem for both students and teachers. It was problematic for the teachers because sometimes it contained cultural content which is described as “complicated” (p. 81) and even the teachers had a difficult time in comprehending it. In addition, “this cultural distance of the text impacted negatively on students’ participation”; hence, “it kills interest and motivation” (p. 81). Furthermore, this negative view was also evident in the third teacher’s lesson. The topic of the lesson in question was about filing complaints due to bad services during travels or during dining out. Hence, it is obvious that “the unit . . . presents a cosmopolitan, affluent lifestyle which includes overseas travel and holidays spent at hotels” (Forman, 2014, p. 77). As mentioned previously, however, the context of this study meant it is unlikely that students have had the luxury of travelling abroad, staying at hotels or even dining out. Hence, it was expected that none of the students had experienced these points in question. 

The teacher, regardless of this, asked her students if anyone had ever been abroad. Forman noted this moment during the lesson observation as significant—he believes that by asking this question, the teacher is distancing herself from the textbook thereby giving the students a sense that she and them are equal. It is on the basis of this teacher’s behaviour that Forman (2014) added a fourth type of behaviour to Sunderland et al.’s framework discussed in section 2.6.1 above[footnoteRef:2], which he called “distancing”; “it refers to a positioning of text and audience as distant from one another” (p. 78). Furthermore, during this teacher’s interview, this stance was “amplified” as she described the textbook as “culture-bound and not relevant for Thailand” (p. 79). It is worth pondering that this specific behaviour of ‘distancing’ might be due to the fact that the teacher herself was also Thai; hence she connected with and understood her students. However, what would have happened if the teacher were a foreigner who was not very familiar with the Thai culture or their way of life? Perhaps she would have handled the material differently, being less knowledgeable about her students’ backgrounds and likely reactions to the textbook content. Thus, it may be concluded that this fourth stance of distancing “is more likely to be found in an EFL environment, where students and teachers share a common lingua culture” (Forman, 2014, p. 78).  [2:  Sunderland et al’s (2001) framework states that the discourse of textbooks could be endorsed, subverted or ignored by classroom teachers (p. 277).] 


According to Hedge (2000), “it is commonplace for materials published in a particular English-speaking culture to use that culture as a setting for stories and dialogues” (p. 38). In addition, Cortazzi & Jin (1999) have also stated that “it is generally expected that second or foreign language textbooks should include elements of the target culture” (p. 196). However, this issue of culture inclusion in textbooks, as seen from the studies reviewed above, is not straightforward in terms of the reactions it generates on the part of both teachers and students as to the extent of the actual benefits of incorporating other cultures into the textbook. For example, a study by Guerrettaz & Johnston (2013) concluded that “richer language use arose when the affordances offered by the materials provided the learners with opportunities to relate them to their own lives and experiences” (p. 788). Gray’s (2010) study, on the other hand, encapsulates this debate, where some teachers reacted positively to ‘exotic’ cultural content which was different to the culture of the classroom they were working in, while others were much less positive. As an example, one of the participants in his study mentioned a speaking exercise about women working as mechanics, which would be considered unusual in Cairo, which is the context where he was teaching. He explained that this speaking exercise was “the basis of a fantastically successful lesson”, because “it was a fascinating area, it prompted lots of interest, the cultural content really went down well, it got lots of discussion” (p. 152). On the other hand, most of the participants in Gray’s (2010) study had the opposite view regarding culturally alien material in textbooks. For instance, one of the teachers stated that there was “overtly British content in the textbook” she was using (p. 153) and believed that it is boring to limit the attention of the content to British culture when the textbook was to be used internationally. Similarly, another participant in this same study reported that some of the topics in the textbook may be more suitable for a class studying in Britain. However, the textbook was used in Barcelona, and according to him “using a public telephone and similar activities (presented in the textbook) is largely irrelevant to students in Barcelona” (p. 151). 

In addition to these complex views, some studies report that teachers adapted cultural content in their textbooks. For example, Gray (2000) reported that “at least half the teachers (in his study) dealt with what they considered to be inappropriate cultural material by censorship” (Gray, 2000, p. 278): “Of the 12 teachers consulted, six said they dropped material they felt uncomfortable with . . . The remaining five said that they adapted material, or would now do so” (Gray, 2000, p. 277). Additionally, some of the teachers in Zacharias’s (2005) study reported that they tend to delete or adapt textbook topics that they feel are not suitable for their context: “They commented that sometimes they found some cultural aspects too remote to be understood or even the language too difficult” (Zacharias, 2005, p. 33). Moreover, Forman (2014) reported similar findings in his study, which was done in a Thai university located in a rural context. Two of the teachers in his study described their textbook as “culture bound” (p. 81). He also described how one of the teachers skipped all speaking activities in the textbook because “a key Thai cultural value is that of social harmony. Such harmony encourages a focus away from the individual” (Forman, 2014, p. 79). Therefore, it is not considered appropriate for individuals to speak about themselves in that particular context. Another teacher in the same study stated that “the cultural distance of the text impacted negatively on students’ participation” (Forman, 2014, p. 81). Hence, she felt obliged to delete some parts of the textbook.

To conclude, I believe that the reception of materials which portray other cultures depends very much on the culture of the country in which the book is actually used. The cultures of some countries may welcome new ideas that are not very common to theirs, such as how the Turkish students enjoyed learning about the British culture in Kirkgöz’s (2009) study. Other cultures, on the other hand, may not be this comfortable or welcoming of new ideas, such as in Forman’s (2014) study. Additionally, these are small qualitative oriented studies conducted in certain contexts; hence, results may differ elsewhere.

2.7.3. How teacher experience/ teacher training affects teaching practises

Teaching experience is an important factor that may have an effect on textbook use, and hence studies which tackled this issue are discussed in this part of the literature review. The first study I review, which looks at the relationship between teacher experience, teacher training and textbook use, is a mainstream education rather than a TESOL study. Nevertheless, I include it here because of its maximal relevance to my own research, and because of its high quality as regards its research design. In this study, Smagorinsky et al. (2002) focused on Andrea, a novice teacher who was exposed to student-centered pedagogies during her university teacher training, in contrast to the more traditional exam-driven context in her new job as a teacher. Andrea then went on to teach in a high school located in a prosperous suburb of a large American city. The researchers observed and interviewed Andrea for a period of two years. They studied Andrea’s textbook use focusing on the tensions Andrea experienced between wanting to act on her personal pedagogical beliefs that she acquired during her teacher education and the mandates of her exam-driven, teacher-centered context. The researchers observed that “through her teacher education program, her identity began to shift away from the traditionalist and toward the “progressive liberal” educator who emphasized personal connections with learning over detached analysis of texts” (p. 195). Over the course of the two-year period of data collection, the researchers identified three different stances that Andrea took towards the curriculum: accommodation, acquiescence and resistance. Each of these stances will be explained in the following.

During the beginning of her teaching, Andrea was found to accommodate her personal pedagogical beliefs to the demands of the curriculum, hence taking an accommodationist stance. For example, during her interview she explained how one of the mandated poems that she was required to teach caused her discomfort. It was a poem that talked about Odysseus’s journey, and one of the questions on this poem was “What themes does this poem emphasize?”. Andrea described how she believed that the theme of the poem focuses on the journey of life; however, according to the county exams, the right answer is the theme of home and family. Therefore, she ended up explaining to the students something that she was not satisfied with but had to do so in order to accommodate to the curriculum and in order for her students to pass the county exams.   

In time, Andrea grew more experienced with making these accommodations, stating at interview that the curriculum “is kind of pervasive but I’m getting a lot better at trying to minimize it.” (p. 206). Furthermore, as the year progressed, Andrea became more willing to abandon the curriculum. Hence, the second stance, resistance, was apparent. During this period, Andrea discovered that rather than only accommodating the curriculum, her teacher colleagues went about teaching their lessons according to their own beliefs without much regard to the curriculum. Therefore, she too “found ways to resist the mandates that constrained her efforts to teach a student-centered curriculum” (p. 207). She specifically described her approach as trying “to incorporate as much of . . . that ideal (the ideal way of teaching she was taught pre-service) as you can into what the current educational reality is” (p. 207). However, “her rebellion was practised more quietly” (p. 207). For instance, in one of the novels that they were required to cover in class, Andrea assigned a project for her students in which they explain their interpretation of the novel through “art, video, drama and music” (p. 208). However, it is important to note that these instances of resistance only occurred when there were no priorities being impacted negatively, such as the students’ exams. It was important for Andrea that what she did in the classroom did not affect her students’ performance in their exams.

As the term further progressed, however, Andrea revealed “immense frustration over who she had become as a teacher” (p. 207). During her interviews, Andrea explained her frustration was due to the fact that because she was trying to apply both her personal beliefs and the school’s mandates, “a hybrid classroom” resulted. Andrea said this hybrid classroom “does not achieve the goal of either school of teaching” (Smagorinsky et al, 2003, p. 203). However, in time, “Andrea was growing more experienced with making these accommodations less of a strain” (p. 206).

In sum, in this study it was apparent that “the main conflict she (the teacher) experienced was between the ideal notion of a good teacher she had learned through her preservice course work and the beliefs about good teaching that formed the expectations at CHS (the school she worked at)” (Smagorinsky et al, 2003, p. 209). During the first period as a teacher when she took an accommodationist stance, Andrea had strong feelings that she could not deviate from what was prescribed by her context and the materials, and these feelings were affecting her personally. According to Smagorinsky et al. (2003), “for Andrea, teaching was a career that she believed in strongly; her identity was that of a teacher” (p. 210). Hence, she thought about teaching not only during her working hours, but at home as well. Because she was not teaching in the way that she believed in, Andrea felt negativity towards herself. However, as time progressed, and as she gained more experience, these feelings changed—in line with her willingness to change her classroom practise to a less accommodative stance. She stated that “I feel that I have become a competent . . . teacher by learning how to dance the acquiescence, accommodation, resistance waltz” (Smagorinsky et al., 2003, p. 211). Hence, through this study, we may say that as teachers gain experience, their interaction with and use of their textbooks changes. Although this study may be said to be methodologically strong, as it follows Andrea for two years, hence enabling the researchers to get a true longitudinal picture of Andrea’s changing pedagogy and the factors that contributed to that change, being a qualitative study it is only one teacher’s journey and whether Andrea’s experiences and journey are typical of most teachers is open to question.

Tsui (2003) conducted a multiple case study of four secondary school teachers teaching in the same school in Hong Kong. The school was located in a working-class environment. Thus, the majority of the students were working-class children, who had had very little exposure to the English language. It is important to note that although this study was not specifically focused on textbook consumption but was rather a study of teacher expertise and whether or not this affects teachers’ practises, Tsui did in fact touch upon textbook use in her results. 
The four teachers in this study differed in their experience; the first teacher had the most experience and was considered the expert teacher, two teachers had five years’ experience and finally the fourth teacher had only one year’s experience. The data collection methods included observations of lessons in which a whole textbook unit was covered; hence the researcher had the chance to observe how teachers covered a whole unit including speaking, reading, writing and listening. In addition, Tsui employed teacher interviews and also analysis of teaching plans, teaching materials and students’ work. It was concluded that the more experienced the teachers were, the more autonomy they exhibited. This sense of independence was evident in their modifications to the textbooks. Novice teachers, on the other hand, did not have the confidence to depart from the textbook. This is of course expected, as new teachers do not have the experience of what works and does not work for students. In addition, with time and more teaching experience, teachers will gain both the confidence and knowledge to adapt their materials. This point was also evident in the results of the following study.

Lloyd (2008) claims that an “understanding of . . . mutual adaptation between teachers and curriculum materials is important” (p. 64). Hence, Lloyd conducted a mainstream education study on a pre-service teacher’s use of mathematics curricula over a period of seven weeks. I include this mainstream study here because of its exemplary research design and the relevance of the theme of the impact of teacher experience on textbook use. It is important to note that Anne, the teacher participant, used two different textbooks in her teaching, Everyday Mathematics (EM) and Mathematics Their Way (MTW); hence, the researcher investigated the teacher’s use of both textbooks. The context of this study is a kindergarten class in an American elementary school, where Anne and the original teacher of the class, named Ms. Roy, both taught mathematics to the students. This class was also taught by another student teacher along with her teacher mentor, Ms. Jones. However, they did not take part in this research and were not observed or interviewed. Lloyd employed two data collection tools, lesson observations and both pre- and post-observation interviews. In these interviews, the researcher focused on Anne’s lesson plans for future lessons, she asked about specific adaptations that were observed during lessons and she also asked Anne to describe her experience with using both textbooks. During Anne’s internship, she and the other student teacher had a weekly meeting with their teacher mentors in order to plan what was to be taught during the week and by whom, since all were teaching the same class. Again, Ms. Jones and her student teacher were not part of this study; however, during these weekly meetings, Ms. Jones and Ms. Roy offered some “commentaries” to the student teachers based on their experience with teaching these textbooks to kindergarteners. 

With regards to Anne’s use of EM, it was observed that she did not follow the recommendations given by the textbook; she in fact wrote her own notes and made her own adaptations. After she taught four lessons using this textbook, these adaptations resulted in a curriculum that “differed significantly in content and pedagogy from their original” (p. 74). In fact, Lloyd (2008) stated that in time, Anne took the main ideas of the lesson from the textbook and then made her own lessons, which is similar to what Shawer (2010) calls ‘curriculum developer’ behaviour. Furthermore, Lloyd (2008) concluded there were three main reasons for Anne’s adaptations to the textbook: firstly, to maintain student interest, secondly to focus on certain mathematical ideas more and finally to respond to students’ ideas and comments that come up during the lesson. Anne’s use of the second textbook, MTW, was different because she did not use the textbook greatly; however, she “appropriated the two kindergarten teachers’ ways of conducting MTW lessons that had been modeled for her” (p. 81). Therefore, Lloyd (2008) decided to characterize her use of MTW as “adaptation of improvisation”, in other words Anne’s “instruction reflected both Ms. Roy’s (the original kindergarten teacher) improvisations of the activities presented in the MTW book and her own adaptations of Ms. Roy’s approaches” (p. 84). 

Thus, we see that in Anne’s implementation of both textbooks there is adaptation. According to Lloyd, this might seem like an unexpected result, since most findings of textbook use research conclude that “less experienced teachers were . . . thorough piloters of their curriculum materials” (p. 85). In other words, inexperienced teachers tend to not make changes to their textbooks. She therefore concluded that “classroom experience may not be the primary influence on teachers’ general patterns of curriculum use” (p. 86). In Anne’s case, her mathematical knowledge was very strong, she was an excellent math student and stated it to be one of her favourite subjects. In fact, Lloyd described how “some of Anne’s lesson alterations reflected her genuine appreciation for mathematics and her desire for students to develop mathematical understandings” (p. 87). It is worth mentioning that prior to this teaching experience, Anne underwent a teacher education program in which she was exposed to many different curriculum materials. Therefore, this experience that Anne had with a variety of textbooks might have had an impact on her textbook use during her kindergarten mathematics’ lessons. Hence, Anne’s teacher preparation program “may have contributed to Anne’s curriculum use” (p. 89). This is in fact similar to the results of Smagorinsky et al.’s study in which they found that their participant’s pre-service education shaped her pedagogical beliefs and eventually influenced her textbook adaptations. In sum then, it seems that other factors apart from (lack of) teaching experience can impact novice teachers’ use of textbooks.

Another study looking at teachers of various levels of experience is a publication by Bosompem (2014), who studied teachers’ use of textbooks in a Ghanaian government-run tertiary institution. In Ghana, English is considered the official language, and is also the medium of instruction in schools. It is also worth mentioning that the textbook in Ghanaian schools plays a pivotal role in the teaching of English, due to the fact that “Ghana is a context in which students have limited opportunities to encounter authentic spoken or written materials” and in fact is the main learning material (p. 105). In her study, Bosompem aimed to investigate whether teachers adapt their materials or not, what techniques they use if they do adapt and their opinions and attitudes towards adaptation. She distributed questionnaires to twelve teachers and interviewed an additional four teachers. All teachers were university graduates and their experience ranged from one-ten years of teaching.

All twelve teachers’ answers to Bosompem’s questionnaire reveal a positive attitude towards adaptation in general. In fact, nine of the twelve teachers described adaptation as a “legitimate teaching practice” (p. 110). Regardless of this positive view towards adaptation, in some of their interviews, teachers claimed that they do not adapt their textbooks. For instance, the teachers Irene, Lampty and Henry stated that they do not engage “intentionally” in adaptation and that the textbooks do not need any changes to be made (p. 110). Furthermore, Henry stated that he does not adapt his textbook; however, “he would leave the contents as they are but look for addition elsewhere to supplement” (p. 110). 

With regards to teaching experience and its relation to textbook adaptation, Bosompem concluded that “experience seems to be a key factor in the practice of adaptation” (p. 111). For example, Kwasi commented that his five years’ experience as a teacher have helped him in adapting, and it has become a natural part of his teaching. In addition, Kofi and Abena, two inexperienced teachers, admitted that at the beginning of their teaching they were reluctant to adapt materials, but after a few weeks and continuous practise, they felt more confident to adapt. The methodological issue associated with this study is the lack of classroom observations, which would have been a good way to investigate textbook adaptation and issues related to it further. The teachers may not have adequate knowledge about all the adaptation techniques or may not have all had the same phenomenon in mind when they spoke about adaptation in their questionnaire or interview responses. The potential for different understandings of adaptation can be seen in Henry’s remark that he would “leave contents as they are but look for addition elsewhere to supplement” (p. 110). It is quite obvious from his comment that he is unaware of the fact that supplementation is actually a form of adaptation, and in fact signals that he would be prepared to adapt. Secondly, through observations, Bosompem could have referred to actual scenarios that happened in the classroom and asked teachers about them instead of depending on individual accounts of teachers with no substantial proof that their reported behaviours would match their actual classroom practises.

Hutchinson (1996) conducted a PhD study on textbook use, in which she studied the views of both teachers and students (the students’ responses in her study will be described later, in section 2.7.4.). For our present purposes, it should be noted that the two teachers in focus in Hutchinson’s study had different levels of experience. The study is concerned with the teachers’ use of an EAP textbook in a Philippines fisheries college. Hutchinson employed the use of classroom observations, in which she audio-recorded the lessons, in addition to informal interviews with the teachers. The observations of the lessons occurred for one whole semester. The informal interviews were so called because they were in the form of a conversation and Hutchinson held them when the opportunity arose, for example before or after lessons and sometimes even within the class time while the students were doing classwork. These interviews were not audio-recorded, Hutchinson instead taking notes of what was discussed.
Regarding the teachers’ profiles, Nancy had seven years of teaching experience. However, most of this experience related to teaching psychology. It is important to note that at the time of this study, Nancy was using her textbook for the first time. The second teacher, Marcia, had seventeen years of teaching experience, she held a master’s degree in education, specifically in ESL, and she had extensive ESL training. Furthermore, she had grown up in a fisheries community and as such had some background knowledge of fisheries. Concerning the learner profiles, the students of both teachers had a low language proficiency, and all had a rural background; hence their only contact with English was during lesson times. Nancy’s learners specialized in fish preservation, and Marcia’s learners specialized in aquaculture.

The following are the most notable results of Hutchinson’s study for the purposes of the current study. Hutchinson reported that because of Nancy’s “meagre ELT experience”, she “depended on the textbook to manage her teaching” (p. 186). Furthermore, because she did not have any experience/training in teaching ESL, she showed dependency on the textbook due to the “confidence and security” it gave her (p. 236). Marcia, on the other hand, showed more autonomy in using the textbook; she did not follow the sequence of the tasks as ordered in the textbook. For example, in one lesson she started with vocabulary before the textbook reading because “she believed learners needed to understand first the words they will encounter in the . . . texts” (p. 257). She also added to and omitted some of the tasks in the textbook. Hence Hutchinson concluded that the teachers’ use of the textbook depends to a large extent on their experience and training or otherwise. 

After tackling the issue of experience and how it may have an effect on textbook consumption, this brings us to the final study of this part, which is older than the studies previously reviewed, and which highlights the importance of teacher training on textbook use and adaptation. As much as experience is an important aspect that has an impact on textbook use, training on how to use these textbooks would appear to be equally important. According to McGrath (2002), “teacher education programs must prepare teachers, psychologically as well as theoretically and practically, for this role, a role which involves evaluation as well as creativity” (p. 3). Moreover, Garton & Graves (2014) also discussed the importance of teacher education, stating:
the need to educate teachers to understand and learn how to use materials is a corollary of the need for teacher input into the materials they use . . . Analysis of coursebooks and how to use and adapt them needs to be threaded through all teacher preparation courses, including those that focus on core areas such as second language acquisition (p. 275).

Hence, in the following study, the researchers tackled the issue of whether teacher education has an impact on textbook use. Ball & Feiman-Nemser (1988) conducted a two-year longitudinal study between 1982-1984 on six prospective teachers in a pre-service preparation program at a large Midwestern US university. The researchers observed the program courses, in addition to the field experience of the student teachers. Additionally, student teachers were also interviewed four times each year throughout the two-year period of this study to record any changes in their ideas and on what they were actually learning in their courses. 

The researchers reported that all student teachers in their interviews claimed that good teachers do not use textbooks. This was due to the fact that both teacher education program courses belittle textbooks. However, when put into an actual teaching setting, five of the six student teachers ended up using the textbook, regardless of their ideas and of what they had been taught. The reported reasons why student teachers resorted to using their textbooks included maintaining established classroom practise, in addition to being overwhelmed by the new responsibility of teaching. Ball & Feiman-Nemser also reported that even when they decided to use the textbooks, student teachers “discovered they were unprepared to use” them. (p. 415). Hence, student teachers faced difficulties as they did not know how to actually use textbooks.

This study may be considered methodologically strong as it combines both interviews and observations, in addition to it covering a long time period. This type of research, where the researcher has prolonged contact within the field of study, is

reflective of the everyday life of individuals; hence, the researcher is able to gain a holistic (systemic, encompassing, integrated) overview of the context under study: its logic, its arrangements, its explicit and implicit rules. (Miles & Huberman, 1994, p. 6)

Additionally, an important point to mention is that the results of this study highlight how crucial teacher training is. It is clear that teacher education programs must include how to use and adapt textbooks as one of its core topics. In fact, training teachers, whether pre-service or in-service, to use materials is a crucial issue that has been discussed by many researchers (Bosompem, 2014; Graves & Garton, 2014; Harwood, 2014; Humphries, 2014) and has also been brought up by teachers in this current study, which will be discussed in the results and discussion chapter of the thesis.

Another important area that is related to the topic of training and what kinds of training teachers should undergo is teacher beliefs. In the field of TESOL, reflective practise is gaining much attention (Farrell, 2016). In fact, according to Farrell (2016), “reflective practice seems to have . . . been embraced as an important educational paradigm that should be supported in teacher educations and development programs” (p. 224). The reason this is considered an important aspect in teachers’ behaviour is because it is believed that this sort of reflection “leads to more awareness” on teachers’ behalf (Farrell, 2013, p. 78). In other words, when teachers reflect on some of their behaviours/actions in the classroom, this reflection/consideration aids them in actually understanding what they do in their classrooms. (Farrell, 2013). In fact, “research indicates that both preservice and in-service teachers are interested in, and feel they benefit from, reflecting on various aspects of their practice” (Farrell, 2016, p. 241). To conclude this point as to how teachers’ reflection on their actions should be part of teacher education programs, I will describe briefly the main sources of teachers’ beliefs. According to Farrell (2013), teachers’ beliefs come from six possible sources:

1. Teachers’ past experience as language learners (Farrell, 2013, p. 77)
2. Experience of what works best in their classes (Farrell, 2013, p. 77)
3. Established practice within a school that is difficult to change (Farrell, 2013, p. 77)
4. Personality factors of teachers (Farrell, 2013, p. 77)
5. Educationally based or research-based principles (Farrell, 2013, p. 77)
6. “Method-based sources of beliefs suggest that teachers support and implement a particular method in their classes” (Farrell, 2013, p. 77)
All of these could impact teachers’ textbook use.


2.7.4. Motivation

Dörnyei & Ushioda (2011) define motivational strategies as techniques that “consciously generate and enhance student motivation, as well as maintain ongoing motivated behaviour and protect it from distracting and/or competing action tendencies” (p. 103). When talking about the topic of motivation in learning the L2, there seems to be a general agreement in TESOL that “SL motivation is related to achievement and that SL motivation is the driving force” for learners to learn the language (Moskovsky et al., 2013, p. 35). In other words, the more motivated the language learners are, the better they will be at learning the language (and, for the purposes of my study, the better they will be at engaging with textbook content in and out of the classroom). 

There are many studies done on motivation and language learning. However, because of space reasons I am not able to cover all of these studies, and also wish to keep my discussion maximally relevant in relation to the focal point of my study. Only the parts which are related to my study will be tackled here. The first point to discuss in relation to motivation is utility value. What is meant by utility value is the exact worth/merit of learning the language: how will the learner benefit from learning this new language? For example, learners’ motivation may be enhanced by teachers making clear the value and practical benefits that come with learning this language. 

The first study that will be referred to in this part is that of Fryer et al. (2014). This study is important to include in the literature review because it was conducted in a compulsory English language learning environment, similar to the ELI. In this research, Fryer et al. (2014) were interested in studying the students’ perceptions of the importance and value of the English language in their lives. It was conducted in Japan, specifically on first year students in tertiary education. The students were of mixed majors; however, they were required to take two compulsory English language courses. Results of this study indicated that utility value plays an important role among the students who study compulsory English language courses. In fact, “students who think English is important and useful . . . generally have clear distal goals for the role of English in their future lives” (Fryer et al., 2014, p. 252).

Another study which looked at utility value and motivation is that of Uner, Mouratidis & Kalender (2020). Their research aimed to examine whether utility value plays a role in motivating students to learn the English language in demanding contexts. Similar to this current study, exams in the focal context are very high stakes and the future of the students depends on how well they do in their exams. Therefore, the setting and focus are directly relevant to my study because the ELI is also an exam-based context. In this study, the context is a Turkish university, in which students must enrol in a preparatory English language course and pass it before being accepted in their majors. Both interviews and questionnaires were employed in this research. The results revealed that “students who placed high value on learning tasks . . . were more likely to report the use of rehearsal, critical thinking and meta-cognitive self-regulation strategies” (Uner, Mouratidis & Kalender, 2020, p. 793). Hence, we see that there seems to be a notion that there is a relationship between students’ perception of the value of the language they are learning, and their motivation to learn that language. Of course in this study, results might indicate that certain students adopt different learning strategies, however, this point is worthy of future research. Furthermore, another point that surfaces from the result of these studies is that there also seems to be a relationship between exams and students’ enhanced motivation to learn. However, according to Lamb (2017) “the relationship between motivation and assessment is under-researched . . . in L2 education . . . indeed, high-stakes testing regimes feature as a prominent demotivating factor in some research” (p. 38).  

An equally important issue to talk about regarding motivation is relationships. “Teacher-student and peer relations have been found to be important to learner motivation in general education . . . but it is possible that they are even more central to language teaching which necessarily involves more frequent interpersonal communication” (Lamb, 2017, p. 45). Therefore, we see that the relationship between teachers and their students may have an impact on students’ motivation to learn the language. In the research reviewed below, Moskovsky et al. (2013) study how certain teachers’ behaviours and motivational strategies in the classroom affect their students’ desire to learn. The study was done in six different educational facilities in Saudi Arabia: two high schools, two universities and two colleges. It involved 14 teachers and 259 English language students. The teachers were aged between 20-50 years old, and their experience ranged from as little as 5 years to over 15 years. With regards to the students, because they were from different educational contexts, their ages ranged from 12-25, and their proficiency levels differed. Moreover, the participants of this study were split into two different groups, an experimental and a control group. Students in the former group were taught using 10 motivational strategies, while the latter group were taught using the traditional teaching methods used in Saudi Arabia. This intervention period was a duration of eight-weeks, in which the students were given a questionnaire to fill out at the beginning and at the end of the trial period. Results of this study indicated that “implementing motivational strategies in Saudi EFL classrooms resulted in a significant positive change in the learners’ SL motivation in these classes” (Moskovsky et al., 2013, p. 57). Thus, it may be said that implementing motivating strategies results in enhanced learner motivation. To conclude this point, it seems of crucial importance that in addition to raising teachers’ awareness of the importance of motivating their students, it is beneficial to provide teacher training on how to foster motivation, and how this can be accomplished with reference to textbook use. 

2.7.5. Student textbook consumption 

As mentioned previously, students’ views towards textbooks in ESL/EFL classes should be taken into account.  In fact, Harwood (2014) emphasizes the importance of studying students’ consumption of textbooks, due to them being “the largest group of textbook users and their views on and use of the textbook will play a major part in determining its success or otherwise” (p. 17). Hence, it is important to study both teachers’ and students’ views on textbooks (McGrath, 2002; Pelly & Allison, 2000). The following studies tackle the topic of students’ views towards textbooks.

In the same study reviewed previously (see section 2.7.3: How teacher experience/ teacher training affects teaching practises) Hutchinson (1996) included students’ views towards their textbooks. Hutchinson reported that the learners gave a great deal of importance to “content” provided by textbooks. For them, the textbook was a “source of knowledge” (p. 138). It provides them with information, whether on fisheries or on English grammar. For example, some of the comments made by students were:

 “. . . textbook is very important because you get more knowledge . . . in the fish preparation . . .”. (p. 189)

“Improves knowledge and how to read English and how to speak English”. (p. 189)

“Process/management” is also another theme that described students’ reasons for wanting to use the textbook. According to them, using a textbook “makes learning faster and easier”, and also helps them in preparing for their exams (p. 140). In addition, by using a textbook, it is easy for them to access information outside their classrooms. They said:

 “. . . I bring it home . . .  and have time to understand it well” (p. 189). 

“because you can bring the book in the home to study and if you cannot understand into your teacher you can depend into the book” (p. 242)

“I can also read this book if I even in homes and during vacant time” (p. 242). 

Finally, “authority” is the last category Hutchinson uses to describe students’ perceptions towards textbooks and why they wanted to use them. According to the students, textbooks are authoritative due to the fact that they contain “better knowledge” and “contain the correct sort of things” (p. 142). This may be due to the fact that some of the learners did not use a textbook in their previous course, depending instead on their teacher for information.

In her study, Yakhontova (2001) examined learners’ views towards a US based English for academic purposes (EAP) writing textbook, Academic Writing for Graduate Students (AWG) by Swales & Feak (1994). This study was conducted in a Ukrainian University, specifically with two groups of post-graduate learners, a PhD group and a Masters group. The researcher collected the data for this study by using three different sources. Firstly, students were asked to fill out a questionnaire at the end of the course. However, some of the students suggested that instead of filling in the questionnaire, they could respond in a longer essay format. Hence, Yakhontova asked the rest of the participants to answer the questionnaires as open-ended questions. Secondly, the researcher used a survey with the Masters group, which focused on students’ attitudes towards academic writing in general and if there were any issues that arose with the use of AWG. Finally, Yakhontova also used her own pedagogical observations of the lessons in order to analyse students’ reactions to the textbook. 

The first and most powerful reaction that Yakhontova recorded was students’ interest in the “novelty” aspect of AWG. Students reported the way the information was presented in the textbook was new to them, as they were used to mostly narratives in Ukrainian textbooks. In AWG however, it was more ‘task-oriented’ and students stated that they enjoyed this style of presentation. As one of the learners put it, “. . . there are no similar textbooks in Ukrainian”.’ (p. 405). Furthermore, most of the students expressed positive attitudes towards the cultural knowledge provided in the textbook, especially those related to academic practises such as the concept of “makeup exam” in which students who miss an exam are given another chance/exam, which was new to them. On the other hand, there were resistant voices with regards to the cultural aspect of the textbook; for instance one student stated: “I think it (AWG) is a little bit unusual culturally for Ukrainian students”, while another student said “some American customs are not understandable to me” (p. 405). Nevertheless, there was a generally positive attitude amongst students with regards to the cultural characteristics of the textbook. 

When talking about the textbook as a tool used in self-learning, there were differing opinions. 60% of the learners stated that the textbook may be used without the help of the instructor, hence they may use it on their own, whereas the rest of the learners described it as difficult to use without help from their instructors. With regards to the different parts of the textbook, students’ interest was varied. For instance, the parts of the textbook that they felt to be most beneficial received high appreciation and enthusiasm, such as the part named “an approach to academic writing”, which tackles the important characteristics of academic writing. On the other hand, some components of the textbook were not as popular with the students, for example the unit on “data commentary” was one of the less favourable units due to its length and perceived excessive details. Furthermore, some students expressed their dissatisfaction with the absence of topics such as how to construct journal abstracts. In sum, Yakhontova (2001) concluded that students’ educational beliefs impact strongly on the way they regard new materials. In addition, “a textbook designed out of US classroom experience has some limitations when used in a Ukrainian university setting” (p. 412), and so the issue of culture surfaces again in this study. Hence, Yakhontova (2001), similar to Ball & Cohen (1996), Garton & Graves (2014), Gok (2019), Harwood (2010), Jolly & Bolitho (2011), Pulverness (2013), Tomlinson (2008), Tomlinson (2012) and Tomlinson & Masuhara (2017) suggests that alternative versions of global textbooks should be designed “for non-native speakers . . . educated within different intellectual traditions . . .” (p. 412).
Another study which focused on students is that of Sakai & Kikuchi (2009), which studied the demotivating factors influencing 656 Japanese senior high school students studying English. Although this study was concerned with demotivating factors more generally, it is included in this literature review because several of its findings were related to textbooks and teaching materials. Sakai & Kikuchi used a questionnaire consisting of 35 five-point Likert-scale questions about demotivation. These 35 questions measured five factors that affect motivation, which were “learning contents and materials, teachers’ competence and teaching styles, inadequate school facilities, lack of intrinsic motivation and test scores” (p. 62). The results of this study indicated that learning contents and materials were one of the strong demotivators for many of the students. Students justified this feeling of negativity towards the textbook by referring specifically to lessons that focused on grammar, in addition to lengthy passages in the textbook. Using a Likert scale as the main tool for collecting data only takes us so far, as students’ views and their rationale for such views cannot thus be understood in any depth. Nonetheless, it is clear that the materials used in this specific context create difficulties for the students, to the extent that they are considered a demotivator. Thus, in addition to the questionnaire, student interviews would have provided the opportunity to study in greater detail the reasons why these students feel this way towards the materials. But although the results lack depth, the fact that textbooks and learning materials emerge as a demotivator is a cause for concern.

The final study in this part is Kesen’s (2010) study which also focused on students’ viewpoints towards their textbooks. Kesen (2010) believes “metaphors undoubtedly stand as an essential tool for investigating our understanding and conception of education with its many components as the teacher, the learner, the teaching/learning context and so forth” (p. 109). Hence, Kesen (2010) employed metaphors in his study on EFL learners’ perceptions towards their language textbooks. His study was conducted in Northern Cyprus in Cyprus International University. His participants were 150 students who were enrolled in an EFL course in this university. In order to elicit the students’ views towards their textbook, Kesen’s (2010) data collection method was divided into two stages. In the first stage, students were asked to fill in a prompt card which contained the following sentence: “A foreign language coursebook is a/an ……”, with a metaphor they found suitable. In stage two of the data collection, students were asked to explain more about the metaphors they chose in writing. It is important to note that the students were given the freedom to write at length on the metaphor they chose. Kesen (2010) believed that by combining these two stages, this would produce “. . . more reliable data and strengthen the data collection procedure” (p. 110). 

After collecting the data, the researcher categorized the 57 metaphors collected into 15 different themes based on these metaphors and on the learners’ explanations of them. Kesen (2010) concluded that ten positive themes emerged from the students’ descriptions, whereas there were five negative themes. Furthermore, more than half of the participants have positive perceptions towards their textbook. The three mostly chosen positive themes were “guidance and enlightenment”, “variety” and “pleasure”. According to Kesen (2010), “this might be attributed to learners’ good experiences in language classes” (p. 115). The most chosen metaphor found under the “guidance and enlightenment” theme was “guide”. Other examples include, “map”, “lamp”, “compass” and “candle”. It is obvious through these metaphors that the learners “expect a coursebook to guide the readers . . . and shed light onto the topic studied” (p. 113). With regards to the second theme, “variety”, a group of different metaphors were chosen by the students, such as “circus”, “garden”, “department store” “rainbow” and “pizza”. These metaphors may not seem to have much in common, but Kesen (2010) explained that “learners developing these metaphors imply the combination of different tastes, different colors or feelings” (p. 113). Finally, some of the metaphors under the category “pleasure” are “song” and “film”. In fact, the metaphor “song” had the highest frequency amongst the students, and they made it clear that these metaphors represent happy songs and films with happy endings. 

With regards to the negative themes, the mostly chosen theme by the students was “mystery”, which “. . . represents the feeling of uncertainty or enigma experienced by the learners” (p. 116). Some of the metaphors chosen under this category are “planet”, “foreign country”, “secret garden” and “space”. Kesen explained that these metaphors “imply the baffling features of language coursebooks” (p. 115). Moreover, according to Kesen, the reason for such a negative feeling “might be attributable to inappropriate selection of language textbooks by language teachers” (p. 116). In sum, this intriguing study underlines how incorporating the views of textbook users is enlightening, and specifically asking users to come up with metaphors describing the textbook is a useful and interesting heuristic. This method also reappears in section 2.7.6 where a study adopting a similar approach, but which canvassed the views of teachers rather than students will be reviewed. 

2.7.6. How context affects use of textbooks

We saw from Smagorinsky et al.’s (2012) study, reviewed in section 2.7.3, how teacher training could affect teachers’ use of textbooks. However, the potential effects of context also emerged in that study, with Andrea’s test-driven context pressurising her to adopt a stance of textbook fidelity. In the current section I now focus squarely on the effects of context, another factor explored in my own research. 

An older study which foregrounds contextual effects is Freeman & Porter (1989). This study is a non-TESOL mainstream education study situated in the US which aimed to describe styles of textbook use according to different contexts, and to do so by means of comparing content presented in textbooks and content covered in instruction. Four elementary school teachers participated in this year-long study. The teachers worked in three Michigan districts, which were selected for differences in type and strength of district policies regarding textbook use that could potentially influence content decisions. In other words, these three districts ranged from those which gave teachers relative autonomy in choosing their textbooks, to those which had officially mandated textbooks to be covered. The researchers used two tools for data collection, teacher daily logs and interviews. In the daily logs, teachers were required to keep an account of the time they devoted to math instruction and content covered, examples of problems during lessons and to identify any problems with the textbook. The log data was complemented by weekly structured interviews for most of the school year. Topics discussed during these interviews included teachers’ content decisions and their rationale for the ways they used their textbooks or other instructional materials.

Results of this study indicate three styles of textbook use among these four teachers: textbook bound, focus on the basics and focus on district objectives. Of the four teachers, only one teacher was ‘textbook bound’. Although in her interviews she expressed clear ideas about what she wanted to teach in class, “her conceptions were overshadowed by her faith in the content authority of the text” (p. 408). Two teachers adopted the ‘focus on basics’ style. Hence, they taught lessons that were directly linked to the basic mathematical skills and concepts and skipped lessons that were not related. Only one teacher ‘focused on the district objectives’. Similar to the first teacher, he also projected a high content authority onto the textbook. This fidelity to the textbook appeared to be influenced by the constraints imposed by the district he worked in, where teachers were provided with a detailed list of assignments with the textbook lessons to be covered.

Results of the study also reveal that teachers do not always defer to the authority of the textbook when deciding what topics to teach. In addition, an interesting conclusion was that teachers who adopt a ‘textbook bound’ style do not necessarily cover their textbooks completely as is believed (cf. Shawer, 2010). In this study, the textbook follower failed to use 40% of the lessons in her textbook. Therefore, “textbooks are not the content control policy instruments they are billed to be” (p.419). Finally, teachers’ content decisions depend on factors other than the textbook, such as student aptitude, limits in instructional time and teachers’ own beliefs.

To conclude, using observations in studies that are related to action in the classroom would yield stronger results, as doing so would have enabled Freeman and Porter to ask at interview about some of the things they saw in the teachers’ classes. In addition, using observations would inspire more confidence in terms of validity, in that results concerning what happens in the classroom regarding textbook use would not just be reported data, as in this study. Additionally, this study involved only four teachers and the data was collected 30 years ago, hence the results may be questioned as to how accurately they represent general practise amongst teachers currently. Another point to bear in mind is that this is a non-TESOL study conducted in an L1 speaking context; hence, we may reasonably wonder whether similar findings would be found in TESOL contexts. However, this study highlights the potential role that context can play in shaping teachers’ textbook use.

Farooqui (2008) also focused on context, but in the rather different setting of Bangladesh, aiming to gain insight into teachers’ perceptions of the newly implemented textbook English for Today. After comprehending the importance of the English language in the 1990s, the Bangladeshi government started implementing some changes in the educational system; a curriculum reform which started with giving more importance to the teaching of the English language. Along with the help of the UK’s Department of International Development, the government of Bangladesh introduced this new textbook English for Today into classrooms. Hence, Farooqui’s aim was to gain an understanding of English teachers’ perceptions of this textbook. He recruited 26 teachers who were males and females with teaching experience that ranged from 3-41 years; in addition, these teachers were either BA or MA holders. Furthermore, Farooqui recruited his teacher participants from a variety of contexts: he selected teachers from schools located in urban, semi-rural and rural regions of Bangladesh, anticipating that this variety of teachers would provide a wider range of perspectives. Farooqui utilized a qualitative approach for this study using semi-structured interviews with the teachers. In his interviews, he focused on teachers’ experience, teachers’ qualifications, teachers’ context (because they were from different areas in Bangladesh), teachers’ perceptions of the textbook and finally teachers’ attitudes towards the new curriculum. 

Results of this study revealed a satisfaction amongst teachers with regards to the textbook used. In addition, all participants expressed satisfaction about the organization of the textbook. Furthermore, the majority of participants stated that the textbook uses an impressive collection of topics and themes from different disciplines and subjects. They specifically mentioned how the reading texts cover an interesting set of topics such as ‘Space Technology’, ‘Using a Library’ and ‘Exploring Mars’. In addition to interesting topics, the teachers were pleased with the fact that the textbook also covers social, historical, cultural and environmental topics related to Bangladesh. They believe that “students will find these topics interesting and would be able to relate to them” (p. 200).

Participants of this study seemed to agree on opinions regarding the content of the textbook. However, they disagreed when it comes to the language used in the textbook. According to some participants, students do not understand the language, especially students from rural areas. For example, the meanings of ‘exam fitness’ and ‘women power’, which were topics in the textbook, were reportedly difficult for them to understand. Additionally, an important result was some teachers raised concerns about practicality. In fact, a number of constraining factors were identified by the teachers. For instance, these factors include time constraints, seating arrangements, large class size, students’ poor proficiency in English and finally exam effects. Time constraints was considered the number one factor that affected teachers’ perception towards their textbook. They stated that the short duration of the class time prevents them from using the textbook as suggested in the teacher guide. They specifically described how there are certain administrative requirements that take up class time. These requirements include taking attendance and collecting homework from the students, which usually takes up about 10-15 minutes of the whole class time. Seating arrangements are also one of the affecting factors, as the seats are bolted to the floors facing towards the chalkboard and in bench-like rows, thereby making it difficult for teachers to monitor the students closely. Furthermore, the number of students in Bangladeshi classrooms ranges from 70-80 students, which makes it extremely hard for teachers to do any group or pair-work activities, as the textbook sometimes suggests. Teachers also stated that students’ low proficiency levels affect their use of the textbook, as students cannot participate in some of the activities due to their limited understanding of English. Another important issue is because of the fact that exams are extremely important in Bangladesh as they impact on job opportunities, teachers stated that reading and writing are the only kinds of activities that they focus on because of their inclusion in the exams. Hence, “they do not find any reason for practicing speaking and listening” (p. 204). 

In conclusion, the participants of this study demonstrated a general appreciation of the textbook. However, there were certain contextual elements that made it difficult to utilize the textbook in the best possible way. Adding classroom observations as a data collection tool and noting exactly how the textbook is used within the lesson would have resulted in more understanding of teachers’ perceptions towards the textbook. For instance, the teachers gave an example of the topic ‘women power’ and how its meaning was not clear, but if the researcher had been present during the lesson, he could have determined whether similar scenarios arose—in addition to providing the researcher with the opportunity to validate the teachers’ beliefs about the reception of the textbook materials by the learners.

The last study reviewed in this part is by Wette (2010) as it reports findings from a high constraint context, which means that there is a prescribed syllabus and textbook used in its context, similar to the context of this current study. Wette aimed to investigate ESL teachers’ curriculum making practises according to their context, whether of high, low or medium constraints. Her study featured three adult TESOL teachers teaching TESOL courses, which took place in New Zealand and ranged over a period of one whole course for each teacher. The three courses differed in their length, between nine to sixteen weeks, which will be described specifically below. It is important to note that all teacher participants were “well-qualified, experienced and effective” (p. 571). All were native English speakers, they each had more than ten years of experience in TESOL and all had graduate and postgraduate degrees in Applied Linguistics. In addition, they were described by their managers and colleagues as effective teachers in their context. 


Regarding the different teaching contexts, the first teacher (Gay) taught a 9-week upper intermediate level class in a high constraint context in which the syllabus was specifically prescribed. The second teacher (Chris) taught a 16-week elementary level class in a medium constraint context in which “curriculum specifications comprised a competency-based syllabus outline and a flexible schedule of in-house assessments” (p. 572). Finally, the third teacher (Fran) taught a 9-week upper intermediate class in a low constraint context, which means there was no syllabus or exams for this course, which lasted nine weeks. Fran developed her own materials on the basis of the results of the diagnostic tests she had conducted on her students, producing materials on the skills the students needed help in. The teacher, therefore, developed her own materials. 

With regards to the data collection instruments, Wette relied upon teacher interviews. Because Wette did not observe any lessons, she used debriefing type interviews, in which teachers were given a chance to talk about their experience without being stopped or interrupted. These debriefings were beneficial in that they provided the researcher with details about lessons in addition to suggesting topics to discuss during interviews. Wette divided the interviews into three different parts. Firstly, there was a pre-course interview, which was an hour long and tackled the issues of course planning procedures and teachers’ conceptions of the courses they were to teach. The second phase of the study consisted of repeating 30-minute interviews which took place every week for the duration of the course. The third and final stage consisted of a final interview, held after completion of the course. In this interview, teachers were asked about how they diverged from pre-course plans and other curriculum issues.

Through the interviews it was clear that teachers’ plans were quite provisional and in fact they did not do much pre-course planning. Their reasons included the fact that they had already taught the course more than once, hence they felt they knew what was to be included. Moreover, they still did not know their students or their level and preferences; hence, they preferred to postpone their planning stage until after they met their students and got to know them well. For example, one teacher commented: “I usually don’t (do much pre-course planning). It’s more a question of waiting to teach them for a bit and finding out what they’re like, what their needs are, and kind of what stage they’re at” (p. 573). 


With regards to the teachers’ in-course planning, it was highly dependent on contextual constraints. For example, teacher one, who worked in a high constraint context, was obligated to finish a certain amount of material in a certain time frame. Hence, she prepared an outline for the students to provide them with the plan of the week. The teacher of the medium constraint context was less detailed and less straightforward. She was able to negotiate with her students which textbook topics they would cover in class as long as “preparations for fixed-schedule competency-based assessments were being maintained” (p. 573). Finally, the planning of the low constraint context teacher was “the most provisional and short-term of the three teachers” (p. 573). This was due to there not being any syllabus constraints to abide by, in addition to her diagnostic tasks that she provided to students.

Wette also concluded that teachers monitored their classroom development through three sources of information. Firstly, by implicit feedback from the students, such as delayed responses or inability to respond. Secondly, thorough students’ task performance. The third source is through students’ explicit feedback, such as requests or queries. Another important point was that all the teachers stated that they tend to consult with their students regarding particular tasks and whether or not they needed more practise. Furthermore, teachers also reported that these student requests were usually adhered to, unless there were strong syllabus or context constraints. It is noteworthy that “requests for additional support were reported more frequently by the two teachers in the medium and high constraint contexts” (p. 574). This may be due to the fact that teachers are short on time due to the timing and exam constraints of their contexts, in addition to the fact that learners in these situations were more anxious about their progress and preparedness for the upcoming tests. All of this monitoring therefore affected the way the materials were taught and consumed by teachers and learners.

Finally, the most important result of relevance to the current study is the adaptations that were made to the textbook in the classroom. Wette reported that the following alterations were made in teachers’ classes on a regular basis: additions, substitutions, postponements, deletions and changes to the pace of instruction. She then gave an explanation of each of these alterations, as below:
1. Additions: teachers give additional instruction and practise tasks due to learner   
difficulty (Wette, 2010, p. 574).
2. Substitutions: substitution happens when the task is too demanding, too easy or due to lack of student interest (Wette, 2010, p. 574).
3. Postponements/deletions: This alteration method was reported happening when a 
task had taken longer than anticipated (Wette, 2010, p. 575).
4. Changes to the pace of instruction: This alteration technique was the most reported by teachers. It is the slowing of the instructional pace due to learners’ needs (Wette, 2010, p. 575).

To conclude, “comments about time and pace were most frequent with regard to the high constraint course” (p. 575). The reason for this was because Gay wanted to finish two units per week, however she was unable to do so due to some issues in the classroom. For example, she described how some of her students had some difficulties with parts of the textbook, and she had to create extra tasks in order for her students to understand.

This study is important in that it provides a good comparison between teachers’ practises who were operating in different contextual constraints. Wette’s use of three different interview types (pre-, post- and in between lessons) provided her with insights into teachers’ plans as well as any changes to textbook use that occurred. However, supplementing these interviews with lesson observations would have yielded a stronger study, as teachers’ reports of their practises could then have been supported by actual scenarios observed. Students could also have been consulted regarding their reactions to the textbook materials.

2.7.7. Most relevant studies in light of the current project

In this part of the literature review, the most relevant studies to that of the current one are discussed; an explanation of why they are the most relevant to my study will be given with each review. 

The first study discussed here is McGrath’s (2006) study. This study is relevant to that of the current study because the interview prompt card used in my study is a replication of that used by McGrath, as will be fully explained in the methodology chapter. As mentioned previously, teachers’ attitudes towards textbooks may have a considerable influence on their actual use of textbooks within their classrooms, and teachers’ attitudes may also influence learners’ attitudes. Hence, it is important that teachers’ precise views towards textbooks are taken into consideration. In the hope of understanding this issue more and understanding the exact views of teachers and students, McGrath (2006) conducted a study which focuses on teachers’ and students’ attitudes towards textbooks through the use of metaphors. McGrath (2002) believed metaphors can “offer insight into the way teachers perceive coursebooks” (p. 7). McGrath asked approximately 75 teachers of English, mainly secondary school teachers of English in Hong Kong and several hundred secondary school pupils in Hong Kong, to describe the textbook they are using with a metaphor. These metaphors were collected over a two-year period. McGrath then compared between the two sets of data and concluded that there were major differences between the teachers’ and the students’ views. 

Teachers’ textbook metaphors were mostly positive with one negative category. The positive metaphors covered three themes, which were guidance, support and resource, while the negative category was constraint. Some examples of the metaphors under each of the themes are: Guidance (map – guideline – compass). Support (belt – blind man’s stick – petrol). Resource (convenience store – daily bread – oil in cooking). Constraint (roadblock – millstone – straitjacket).
Students’ textbook metaphors, on the other hand, spanned four negative categories, which include constraint (with metaphors such as wall – mountain – barrier), boredom (sleeping pills – bed – toxic), worthlessness (rubbish bin – toilet paper – nothing) and source of anxiety and fear (nightmares – a devil – lions and tigers). McGrath concludes his study with two important findings. Firstly, although the students’ negative metaphors spanned four categories, there were also positive responses such as authority (with example metaphors of bible – Superman – God’s messenger), resource (key – teacher – library) and support (bridge – a coach – signpost); hence, “many learners seem to attach a great deal of importance to their coursebook” (p. 178). Secondly, the negative responses that students used to describe the textbook were extremely powerful, for example, heavy mass, devil and professional killer. According to McGrath, these strong metaphors might imply that the textbook used is inappropriate, or that it might not be properly used. Furthermore, McGrath stated that the difference between the images of teachers and students was alarming. When analysing both parties’ metaphors it is evident that the most frequently chosen images of teachers were positive (map – petrol – oil in cooking), whereas students’ images were mostly negative (barrier – ugly and terrible – rubbish bin).

McGrath’s conclusion highlights the major conflict between teachers’ views and students’ views towards textbooks. Moreover, McGrath’s use of metaphors to extract participants’ actual views appears a promising means of collecting quantitative and qualitative data. The reason for that is because “metaphors offer an insight into the images teachers hold of teaching and learning” (Thornbury, 1991, p. 196). Thornbury believes that when teachers explain their views towards the learning context and use certain images in their descriptions, these “provide valuable insights for teacher educators” (p. 193). Hence, by focusing on these images that teachers use, Thornbury states that this will raise consciousness of teachers’ inner beliefs about teaching—and here, about textbooks—therefore benefiting researchers. 

The second study in this part of the literature review is Menkabu (2010) (see also Menkabu & Harwood, 2014). This study is particularly relevant because it is the closest context to that of the current study, as it was conducted in Saudi Arabia and in a tertiary level setting as well. In her study, Menkabu focused on textbook use in an ESP course of medicine, specifically on teachers’ use of the textbook Oxford English for Careers: Nursing 1 (Grice & Greenan, 2006) and Oxford English for Careers: Nursing 2 (Grice & Greenan, 2007). She also drew on McGrath’s (2006) study reviewed above to elicit teachers’ attitudes to their textbook via metaphors.

Seven female English language teachers who differed in their native language participated in this study. It is important to note, however, that the teachers’ experience was mostly in EFL rather than ESP. All the teachers had less than five years’ experience in ESP, except for one teacher who had taught ESP for nine years. Teachers were interviewed and observed to gain a deeper understanding of their beliefs and actual practises. With regards to the teachers’ attitudes towards their textbook, three of them felt constrained by it due to its medical content and time limitations; they used the following metaphors to describe their textbooks: straitjacket – sleeping pills – nightmares. The rest of the teachers felt positively towards the textbook and referred to it as a guide and used the following metaphors: path – compass – parachute.

Although there were certain constraints on these teachers, such as a set textbook and unified exams, teachers were reported to have used the textbooks according to their own beliefs and their students’ needs by means of a number of adaptation techniques such as adding, reordering, modifying and deleting materials. From the observations, it was obvious that adding was the most commonly used adaptation technique. All teachers stated that their main reason for adding was to give students more practise, specifically in grammar sections of the textbook, as they were insufficient. One of the teachers also reported that she tends to add vocabulary activities for her students, due to them not understanding some words. Furthermore, Menkabu reported that deleting was applied in the lessons by teachers due to two reasons: time constraints and the need to teach to the exam. For example, one of the teachers deleted a section of the textbook that asked students to prepare presentations, since there was no speaking component in the exam. Another teacher said that she deletes writing tasks because students are not assessed on writing during examinations. With regards to culturally unsuitable topics (alcohol – sex), two teachers reported deleting them because they were uncomfortable discussing them with their students. In addition, one of the teachers also stated that she deletes these topics; however, not because she considered them unsuitable, but because they had already been covered in a previous textbook. Similar to her, the rest of the teachers stated that they do not delete these types of topics because they enjoy discussing topics that are culturally different with their students, in order to learn new information. 

Reordering was also one of the adaptation techniques that Menkabu noticed in her teacher participants’ lessons. One of the teachers reported that she regularly reorders parts of the textbook; she would sometimes reorder activities according to how heavy or light they were. For instance, she would cover pronunciation related activities before the reading tasks because the latter are heavier as they require more thinking. She also stated that she tends to reorder activities which she finds are illogically ordered. With regards to modifying, Menkabu reported that she did not observe much modifying during lessons; however, the teachers claimed during their interviews that they modified frequently. For example, one participant stated that she modifies some activities to match her students’ exam needs. Another teacher reported that she modifies due to time constraints, such as asking her students to present their research in a written report instead of an oral presentation.
To conclude, the results of Menkabu’s study reveal a strong, effectively conducted study, due to her data collecting instruments. Furthermore, Menkabu’s study focused predominantly on teachers’ views and their use of textbooks and illustrates how the teaching context and its constraints impacts upon textbook use. However, analysing student experiences and perceptions and how this affects the teaching/learning experience as a whole would have given a more complete picture.

A final study, which is relevant to this present study as it studies both teachers’ and students’ views like the current research, is the PhD research of Gok (2019). This study was conducted in Turkish primary schools, where a localized textbook was used. The researcher took a two-level approach, macro and micro, in his study. “The macro (non-classroom) level aims to reveal the design and development process of the coursebook series” (p. 5). “The micro (classroom) level aims to explore the attitudes and perceptions of the students and teachers towards the textbook used” (p. 5). It is important to note that the textbook under scrutiny had two levels (level 3 and level 4) and is unnamed to protect the identity of the textbook author who is involved as a participant in the research in the macro part of the study. I will only be reviewing the results of the micro level, due to its relevance to this current study as a textbook consumption study. The researcher used three tools to collect his data: semi-structured questionnaires for both students and teachers, interviews with both students and teachers, in addition to classroom observations. With regards to level three, he distributed the questionnaire to 16 teachers, who were all BA holders; 11 had 1-10 years’ teaching experience and five had 11-20 years’ experience. Ten level four teachers participated in the study and were also all BA holders. Seven of these teachers had 1-10 years’ teaching experience, whereas three teachers had 11-20 years’ experience.

Regarding the results of the questionnaires, level three teachers had a generally positive attitude towards the design of the textbook. They were also content with the artwork and stated that pictures and figures facilitate students’ understanding. In addition, teachers were also mainly positive towards the language skills in the textbook and believed them to be suitable, especially the listening skills. On the other hand, teachers expressed negative views about the structure of the textbook due to its lack of clarity. They stated that the students cannot easily understand what the textbooks ask them to do; in addition, the layout of the textbook is not encouraging for the students. Teachers also stated that the textbook does not provide meaningful communicative practise. Another important critique reported by 68% of the teachers related to time constraints and how the time allotted for teaching is insufficient to get through the book. The students’ views towards level three were also generally positive. They stated that the textbook is impressive and physically attractive. 90% of the students also reported that the artwork in the textbook is helpful to understand the lessons. In addition to the artwork, students also provided positive feedback about the topics of the textbook, claiming they are engaging. 

With regards to level four of the textbook, both teachers and students made the same comments as those describing level three. The only difference is that teachers stated that there is a clear difference between levels three and four, and also explained how this affects the students. Most teachers described this negatively because according to them, “it poses significant challenges to students . . . There is a sharp increase in difficulty” (p. 158). With reference to actual textbook use, findings suggest that it varies from teacher to teacher for reasons such as the teacher’s experience and teacher’s familiarity with the textbook. In fact, Gok stated that the more qualified and experienced the teacher is, the more he/she would adapt their textbook. Furthermore, another important point that Gok discussed in his thesis is the reasons that teachers give for resorting to adaptation techniques. He divided these reasons into four different parts. Firstly, student-oriented reasons, which are related to students’ proficiency levels and characteristics. In other words, teachers would adapt their textbooks depending on their students’ needs. Second are teacher-oriented reasons, which are related to teachers’ pedagogical beliefs, experience and teaching style. Third are the resource-oriented reasons, which are related to the availability and quality of resources such as time and equipment. Finally, there are the materials-oriented reasons, which are obviously related to issues and failings associated with the textbook in the teacher’s eyes. 

Results also indicate that teachers do not follow the textbook strictly and resort to adapting the textbook. According to Gok’s results, addition was the most frequently used adaptation technique, and teachers gave different reasons for adding to their materials. For example, one of the teachers explained how he had taught two different level classes using the same textbook and how he had to adapt it in both these classes. For the higher-level group, the textbook was fine; however, he supplemented the activities in the textbook to challenge his students more. Another example is that of two teachers who supplemented the grammar and vocabulary activities in the textbook because they felt students needed more practise. Teacher TD explained the need for further practise as follows, by associating it with learner characteristics: “these young kids forget the rules easily, so repetition is necessary” (p. 179). Therefore, she gives them more grammar and exercises as sort of a repetition of the grammar rules. Furthermore, Gok reported that omission was as frequent as addition in the lessons he observed. This was mostly due to time issues. For example, one teacher stated she would omit some activities in the textbook and assign them as homework because of time issues. In addition, one of the teachers stated that he and his students prefer activities that involve all the senses (kinaesthetic); hence, if he feels an activity is boring, he would omit it. 

This research may be considered methodologically strong as it included a complete study of the creation of the textbook as well as examining its actual consumption by its end-users. In addition, it included both teachers’ and students’ views towards the textbook, which covers the gap in the research on students’ views. The researcher also employed three tools to collect his data, which give his study a robust design.
  
To conclude the discussion in this chapter, it is obvious from the literature that the textbook has a pivotal role in second language classrooms all over the world (Bell & Gower, 2011; Brophy, 1982; Hutchinson & Torres, 1994). Yet, regardless of the important role that textbooks play in the classroom, given their potential to improve educational outcomes, there has been an insufficient amount of research on textbook use (Crawford, 2002; Garton & Graves, 2014; Guerettaz & Johnston, 2013; Harwood, 2005, 2010; Tomlinson & Masuhara, 2010). Lloyd (2008) also states that “the nature of the interaction (between teachers and textbooks) remains a key issue for researchers, teachers, educators, and curriculum developers and supervisors” (p. 64). Furthermore, McGrath (2002) classifies textbooks as a central component in any learning context, hence this “centrality makes the study of language learning-teaching materials, and their development, classroom use and evaluation, not only a legitimate but also a hugely important focus of research for teachers and teacher educators” (p. 204).  Firstly, this research will benefit textbook writers worldwide, in opening their eyes to important matters that concern the users of the textbooks they are creating. In addition, it will improve the process of teaching/learning. Hence, there should be an increase in research on textbook use and specifically textbook use in the ESL context. 

This current study is concerned with how teachers use textbooks in their classrooms and is therefore considered a study on the consumption level. As mentioned previously, the teaching/learning process includes a number of important constituents, which are teachers, students and materials that work cooperatively to reach the goal of language learning. Therefore, according to Bruton (1997), in order to improve the role of these constituents, it is essential that teachers and students contribute in the process of creating materials.  Furthermore, given the key role the textbook plays in many classrooms, analysing these textbooks and how they are used is important (Harwood, 2014). 






My research questions are therefore the following:

1. What is the role of the textbook in teachers’ classes?
2. What are the teachers’ attitudes towards using the textbook?
3. To what extent do teachers actually use the textbook?
4. What kinds of adaptions do teachers make? Why?
5. What are the students’ views towards the textbook?



Chapter Three - Methodology


3.0.  Introduction

In this part of the thesis, the methodology chapter, I describe the design of the study. The first part will be an explanation of the philosophical approach of my research followed by a description of the instruments used for the data collection as well as the justification for using those instruments. The third part will include a description of the participants, which will then be followed by the fourth part which delineates the pilot study. Finally the chapter will be concluded with an explanation of the transcribing and coding of the data.

3.1. Philosophical approach of study / Paradigm of the research:

It is very important that a researcher put into words the underlying philosophy that underpins his/her research, in order to make the contribution of their work clear (Creswell, 2013).  In this part of the thesis, I will explain the framework of my research. The philosophical approaches that resonate most with this research are the social constructivism approach and the pragmatism approach. In the following part, an explanation of these two approaches is given, followed by an explanation about how they are linked with this research.  

According to Creswell (2013), 

In social constructivism, individuals seek understanding of the world in which they live and work. They develop subjective meanings of their experiences 
. . . These meanings are varied and multiple, leading the researcher to look for the complexity of views rather than narrow meanings into few categories or ideas (p. 25). 

In order for researchers to be able to reach such a meaning as Creswell is describing above, in social constructivism they interact quite closely with the individuals and also come into close contact with the context that these individuals are in. “The goal of research, then, is to rely as much as possible on the participants’ views of the situation” (Creswell, 2013, p. 25). This point was achieved in my research through conducting lengthy interviews with the teachers, who are the main participants in my study. In addition, I relied very much in these interviews on open-ended questions, in which I give participants the chance to talk at length and in detail. Furthermore, another data collection method used in this research, which contributed to the social constructivism paradigm of this research, is classroom observations. These observations enabled me to understand the phenomenon under study more, as I was able to view the participants in a live teaching context. In other words, my intent was to understand teachers’ views towards textbooks and how they are used within classrooms.

The second approach related to this research is that of pragmatism. Creswell (2013) describes researchers taking this view as being more focused on “the outcomes of the research – the actions, situations, and consequences of inquiry – rather than antecedent conditions” (p. 28). He further explains that pragmatists take “many approaches to collecting and analyzing data rather than subscribing to only one way” (p. 28). This was apparent in my research through employing multiple data collection methods. In fact, both quantitative and qualitative methods were used to collect the data and eventually be able to understand and analyze this data. Lengthy interviews were held with the teachers, in addition to multiple classroom observations and finally student questionnaires were also employed. 

3.2. Research design and data collection instruments

Creswell & Creswell (2018) define mixed methods research as the collection of both quantitative and qualitative data. They describe mixed methods research as being strong due to its combination of both qualitative and quantitative research; hence, “minimizing the limitations of both approaches” (p. 216). Furthermore, Miles & Huberman (1994) also discuss the advantages of using mixed methods research, stating that it allows elaboration and development of analysis, thereby “providing richer detail” (p. 41). In addition, using mixed methods adds “depth” and “breadth” to a study because of the use of more than one method in collecting the data (Ivankova & Creswell, 2009; Miles & Huberman, 1994). Another benefit of using mixed methods research is that by combining both “numeric information . . . And text”, a researcher will have a better chance of answering his/her research questions (Creswell, 2008, p. 138). Creswell further explained what may be considered a mixed methods study, stating that it “can use observation, interviews, open response questionnaire items, verbal reports, and diaries to collect data” (p. 137). With regards to this current study, three research methods were used in collecting the data: lesson observations, interviews and questionnaires. By using lesson observations as one of my research tools, I was able to focus closely on the teachers’ use of the textbook and their adaptations of it, thereby collecting “the data of interest within natural and authentic settings” (Tetnowski & Damico, 2001, p. 23). Furthermore, interviewing the teachers allowed me to better understand their attitudes towards the textbook, and also allowed them to explain their adaptations of the textbook, if adaptations occurred during lessons. Finally, because students’ attitudes towards the textbook being used is also one of the focuses of this research, using questionnaires allowed me to understand these attitudes. Hence, by incorporating these three methodological tools, this may be considered mixed methods research. In the following part, each of the research methods employed in this study will be explained.

3.2.1. Observations

In the literature, observations have been defined as a data collecting tool which involves the act of conscious observing of the behaviours and actions of individuals within their naturalistic setting, along with a combination of detailed note taking known as field notes. (Cohen et al, 2007; Cowie, 2009; Creswell & Creswell, 2018; Creswell & Poth, 2018; Mackey & Gass, 2005; Richards, 2009). Furthermore, Cowie (2009) describes observations as a method that “can help researchers literally look at what is going on around them and give them important insights into the external aspects of language learning” (p. 168). For this reason and in order to reach valid answers to my research questions, it was important that I immerse myself, as a researcher, in the context of the study and observe lessons and how teachers go about using their textbook within the classroom. Therefore, I took the role of a non-participant observer, or as Cohen et al. (2007) call it, “the complete observer: who only observes . . . and is detached from the group” (p. 543). By acting as a non-participant observer of the ELI English lessons, I had a chance to observe first-hand the behaviour of teachers regarding their use of the textbook, and whether or not there were any adaptation techniques applied to it. Furthermore, other than these stated advantages, observations are beneficial for researchers due to the fact that they give them access to “rich,” (Mackey & Gass, 2005, p. 176), “live” (Cohen et al., 2007, p. 542) and “descriptive”(Tetnowski & Damico, 2001, p. 23) data within a natural context. As can be seen, observations have unique qualities, which give them strength as a data collection tool. More specifically, observations have “the potential to yield more valid or authentic data than would otherwise be the case with mediated or inferential methods” (Cohen et al, 2007, p. 542). 

When implementing observations as a data collecting tool, it is important for the researcher to decide on an observation procedure/protocol. Creswell & Poth (2018) discuss observation procedures and how important the use of a protocol is, defining it as “a predesigned form used to record information collected during an . . . observation” (p. 169). Hence, it is seen as an organizing tool that helps the researcher organize his/her thoughts while observing the context. In their book, Creswell & Poth (2018) include an observational protocol example, where the researcher divides the page he is using for his field notes into two columns; one is used for descriptive notes while the other is for reflective notes. Additionally, Cowie (2009) also exemplifies an observational protocol, in which he suggests dividing the notebook into three columns. One column is for details about time and place, one “is for the field notes themselves, and one is for analytical memos and comments about the field notes, which are usually made after the observation is over” (p. 172).

With regards to the observational protocol used for this study, similar to Creswell & Poth’s (2018) suggested protocol, I used a large A4 notebook which I divided into two sections. The first was dedicated to descriptive notes, and the second was dedicated for reflective notes. At the top of the page, I recorded the time, date, and name of the teacher. The descriptive notes include information such as the teachers’ use of the textbook and whether any adaptation techniques were noticed. In addition to that, I also used this section of the field notes to add any scenarios that I noticed during the lesson and thought were worth asking about. In the reflective part of the observational schedule, I wrote down the questions that came to me during observations, or questions that I wanted to ask regarding some of the behaviours I noticed during these observations. In addition to this A4 notebook, I also had the textbook English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017) and the workbook with me during observations of all lessons. This was because, during these observations, I aimed to look for how teachers used the textbook, and if there were any adaptation techniques applied, in addition to observing if there were any external materials used during the lesson. Finally, it is important to mention that lessons were not recorded as teachers would not consent to this. I therefore depended on my observational notes during lesson observations. 

During these lesson observations, I preferred to sit in the back of the class in order to have a full view of the classroom, and also as not to distract the students with my notetaking. I also made sure that I came to class 15 minutes before the lesson was due to commence, so as not to walk in after class had begun and cause any disruptions. This was to comply with the teachers’ requests for me to arrive early and to be as unobtrusive as possible. In the following Figure is an example of a section taken from one of my observation field notes. The complete observational field notes for this lesson may be found in Appendix C.

Figure 1. An example of observational notes
	Descriptive Notes
	Reflective Notes

	Pg. 34 exercise #3:

Teacher read each and every line in the description box for this exercise. Teacher asked students to move chairs and make groups and work together to write about an event that happened to them. 

	

Did you plan on doing this exercise as a group? If yes, why?

Did this exercise turn out as you had planned/imagined?

	For the writing activity, teacher divided students into 5 groups. 

	Do you usually do this group work for all your writing exercises?


What do you believe are the benefits for students doing this activity in groups 
instead of doing it individually?



In addition to the notes written in this notebook, I made notes in the textbook itself. For instance, I would tick the parts that teachers covered and cross off the parts that were skipped or deleted.  After each teacher’s lesson observation, I would go through my field notes and especially through the reflective notes, and from there I created a list of questions to ask teachers in their interviews, in addition to the set of interview questions that I already had. As an example of such reflective notes, in one of teacher TM’s lesson observations, and during a listening exercise, she informed her students that she would be playing the audio track two times instead of one. Here, I was curious to know the reason she would be playing this specific track twice and thus took a note of this. The field notes of this particular incident can be found in the following figure:

Figure 2. An example of an observational note
	Descriptive Notes
	Reflective Notes

	For this listening part, teacher TM read the list of questions given in the exercise and talked to the students about what information to listen for. Then, she told the students that she will play track twice because as she quotes “it’s not very easy”. 
	Ask teacher how many times the students hear the listening tracks during exams?

Do you usually play the listening track twice?



Hence, in the same manner described above, I went through all field notes of all ten teachers’ lesson observations and started creating questions from the reflective notes that I had taken. It is worth noting that in all lesson observations there occurred a number of reflective notes that were eventually turned into questions which were added to their interviews.

Regardless of the obvious strengths associated with observations and regardless of the benefits that researchers gain by using observations, there are certain limitations associated with using them. For instance, researchers talk about what is known as “the halo affect” in which participants act in ways that they believe the researcher wants them to (Dörnyei, 2007). Another point to consider is timing, where typically the longer the observations are, the richer the data will be, as according to Cowie (2009) “prolonged observation is more likely to lead to a deeper, richer and more grounded understanding of what is happening in a classroom” (p. 170).  However, a researcher should also keep in mind the feasibility of his/her observational plan within the time available. In certain circumstances, especially where the researcher has a set of questions that he/she is looking to answer from the observations, “very brief visits to the classroom can yield useful insights into the original research question” (Cowie, 2009, p. 170). 

With regards to the time issue of this current study, because, as described in the context section 1.2., the collection of data was near the end of the semester, I was pressed for time and had to manage the lesson observations with the time I had available. In the ELI, English lessons are held five days a week (Sunday through Thursday), and each day is divided into two divisions, morning classes and afternoon classes. Morning classes are held from 8 am to 11 am, whereas the afternoon classes are held from 11 am to 3 pm. Furthermore, as described earlier, the ELI follows a modular system in which the module is given in a period of six to seven weeks. Therefore, in order for me to observe as many lessons as I could, it was important that I schedule two observations a day: one morning lesson and one afternoon lesson. Although I understood this may result in researcher fatigue, I had no other choice as the module was short and in order for me to collect as much data as possible, I had to observe two lessons a day. In addition, teachers usually gave their students breaks during these lessons, and hence, I was able to get up and walk around or even get a coffee from coffee machines in the buildings where these classes were held. 

When creating the observational schedule, I was faced with two difficulties. Firstly, some of the teachers had their lessons on the same days and times and this created a clash between classes I could have potentially observed. Secondly, some teachers did not agree to being observed more than once and allowed me to observe one lesson only. With these two points in mind, I tried to create a suitable observation schedule. Some of the teachers were very cooperative and helpful in allowing me to choose the time and days that are suitable for me, as long as there were no exams on the days that I chose. Eventually, I was able to observe a number of twenty lessons for this study, and these lesson observations lasted for five weeks starting from March 27th until April 25th.

Furthermore, another limitation of observations is that they do not allow researchers understanding of the participants’ underlying reasons for their actions (Mackey & Gass, 2005). The reason for that is because they are only a manifestation of what is happening in front of the researcher and not an explanation of this specific behaviour, and as Cohen et al. (2007) state, “one cannot always judge intention from observation” (p. 561). Therefore, according to Mackey & Gass (2005), “observations may be most useful when combined with one or more of the other methods” (p. 176). These other methods, as Cowie (2009) explains, may include “interviews or questionnaires, providing important preliminary information about participants’ external behaviour which can then be followed up with questions about their inner values or beliefs” (p. 166). For this reason, teacher interviews were also used as a data collection method in this study, in order to better understand the underlying reasons behind teachers’ use and adaptation of the textbook, and also to better understand the role that the textbook plays for these teachers.


3.2.2. Interviews

“Interviews as a data collection method lie at the heart of qualitative research” (Richards, 2009, p. 195). From this quotation, it is clear that interviews play a prominent role in qualitative research and are considered one of the main tools to use when conducting this type of research. In addition to this important role that interviews play, they help researchers understand the beliefs and attitudes of participants towards the topic under study. Seeing that my research is related to the participants’ beliefs and attitudes towards using the textbook, it was important that I chose the most suitable tool that would help me in understanding and eliciting these beliefs. According to McGrath (2006), “the preferred method for researching attitudes is the interview . . . which permits issues to be explored in greater depth.” (p. 171). In fact, Cohen et al. (2007) describe the interview as “a powerful tool for researchers”, because according to them, “the interview can do what surveys cannot, which is to explore issues in depth” (p. 506). As can be seen from the two descriptions of interviews given above, they both refer to “depth”; and the reason interviews allow for more depth and richness is because they deal with aspects which are not easy to be observed, such as attitudes. Furthermore, another reason why interviews are deep is due to the fact that they allow for a flow of information between the researcher and the participants. For instance, when using interviews, the researcher will be able to probe for more details in the case of unclear answers, or in the case of complex issues that cannot simply be answered by surveys (Cohen et al., 2007; Mackey & Gass, 2005). Another reason why interviews are beneficial is because when they are administered in a proper way, “they can provide insights into people’s experiences, beliefs, perceptions, and motivations at a depth that is not possible with questionnaires” (Richards, 2009, p. 187). 

In the literature, interviews are divided into three main types: structured, unstructured and semi-structured interviews (Mackey & Gass, 2005; Richards, 2009). Structured interviews, or “survey interviews” as Richards (2009) calls them, are where there is a set list of questions that the researcher asks to all respondents and in the same order. Unstructured interviews are the exact opposite of the structured ones, where there are no predetermined questions; however, “interviewers develop and adapt their own questions” as the interview goes along (Mackey & Gass, 2005, p. 225). Finally, there is the semi-structured interview, which is considered “the most commonly used type” in Applied Linguistics (Richards, 2009, p. 185). In the case of semi-structured interviews, the topics or questions that will be dealt with are set; however, the researcher has the freedom in asking more questions to probe for additional information (Mackey & Gass, 2005; Richards, 2009). Because the aim of this study is to focus on teachers’ use of the textbook and the role that the textbook plays in the classroom, there was a set of questions that I knew I wanted to ask the teachers during the interviews. In addition, I was also open to add more questions regarding issues that come up during lesson observations. Hence, semi-structured interviews were employed in this study, in which a set list of questions was used as a guide, but which also allowed space to add further questions that come up during the interview to probe for more details (Mackey & Gass, 2005). 

The teacher interview was done in the English language. It is worthy of mentioning that I considered to hold some of the interviews in Arabic, as eight of the teacher participants speak Arabic as their first language, and I had in fact made an Arabic version of the interview ready.  However, these eight teachers preferred that the interview is to be done in English, hence, all teacher interviews were done in the English language. Furthermore, the teacher interview was divided into eight parts, with each part covering a certain theme/topic, as shown in the table below. The first six parts of the interview contain the set questions that were asked to all teacher participants. Parts seven and eight include the questions that came up during the lesson observations and anything else that the teachers wished to add or talk about regarding textbook use.

Table 1. Divisions of teachers' interviews
	Interview Part
	Theme/Topic

	Part 1
	Lesson preparation techniques 

	Part 2
	Identifying different adaptation methods

	Part 3
	Teachers identifying with different views towards the textbook

	Part 4
	Using metaphors to describe the textbook

	Part 5
	Views towards the different parts of English

	Part 6
	Constraining factors

	Part 7
	Questions on scenarios that had come up during observation of lessons

	Part 8
	Anything extra the teacher wished to add



In addition to the interview questions, in the beginning, I planned on giving teachers a questionnaire a day before their interview, which consists of background questions. This decision was made to save time during the actual interview for the other questions I had. However, teachers preferred to answer this questionnaire during the actual interview instead of before, since they had busy schedules. I therefore added these background questions to the teacher interviews; these background questions can be found in Figure 3 below. 

Figure 3. Background questions for teachers
	
1. What is your native language?
……………………………………………………..
2. Mark only one
What are your qualifications?
 Bachelor’s degree

        Master’s degree

  PhD

  Other ………………..


3. Have you had any sort of teacher training?

 Yes

  No

4. Have you had any training on how to use textbooks in class?
 Yes

  No


5. How long have you been teaching ESL?
 Less than one year

 1 – 5 years

 6 – 10 years

 11 -  15 years

 16 – 20 years

 21 – 30 years




With regards to the eight different parts of the teacher interview, in the following, I will explain the topic that each part tackled. First of all, when structuring the questions of the interview and deciding on the order of these questions, it was important that I order them according to the topic that they cover. That way, I would hopefully be able to, as Richards (2009) describes, “produce a naturally developing line of exploration” (p. 187).  

In part one of the interview (lesson preparation techniques), I asked teachers about the procedures they follow when preparing for their lessons, and whether or not they use external references when preparing. In this initial part of the interview, I started with the question “What are the procedures you follow when preparing for a lesson?”. The reason I started the interview with this open question instead of a more structured one, such as the ones in the personal background, was to get the teachers to open up and talk from the beginning of the interview. According to Richards (2009), starting interviews with a structured question is not a good idea, as this will lead the participants to get accustomed to answering in “short precise” answers (p. 186), which may make it difficult for them to conform to a more open approach of interaction/questions. This point is especially important; because “the interviewer respondent relationship that is established at the outset is likely to determine the nature of the exchanges that follow, it is a good idea to begin with a fairly open question” (Richards, 2009, p. 186). Therefore, by asking the teachers to talk about their lesson planning procedures, I was firstly getting them acquainted to the flow of the interaction, and secondly, this would give me a hint as to whether or not they use any external materials and their relationship with the textbook. 

Part two of the interview (identifying different adaptation methods) was adapted from Menkabu & Harwood’s (2014) study, in which a prompt card including a list of adaptation techniques (with their definitions) was given to the teachers; they were then asked what kinds of adaptations they make to their textbook. In part three of the interview (teachers identifying with different views towards the textbook), teacher participants were presented with two sets of quotes on using the textbook. These quotes can be seen in Figure 4 below.





Figure 4. Prompt card #1  presented in teachers' interviews
	
These are two quotes by two teachers explaining their views towards textbooks:

Nora:    “Good teachers do not use textbooks.”
Nejwa: “Using a textbook is a must for all teachers.”

These are two quotes by two teachers explaining their opinions towards adapting the textbook:

Suad: “I make many adaptations to the textbook.”
 Tala: “I rarely adapt the textbook.”


        
They were then asked to identify with a certain quote and explain why. Part four of the interview (using metaphors to describe the textbook) is also an adaptation and it was adapted from McGrath’s (2006) study. As seen from the topic, this part of the interview is related to metaphors. According to the literature, using metaphors allows researchers to gain deeper understanding of teachers’ beliefs (Lakoff & Johnson, 1980; McGrath, 2002; Munby, 1986; Thornbury, 1991). In fact, as Munby (1986) states, “one fruitful way to begin to understand the substantive content of teachers’ thinking is to attend carefully to the metaphors that appear when teachers express themselves” (p. 201). Therefore, the aim of employing metaphors in this study is to gain a better understanding of the teachers’ and students’ beliefs/attitudes towards the textbook. Furthermore, Thornbury (1991) reports that, “when it comes to verbalizing their [teachers’] experience: metaphors help . . . to see what is invisible” (p. 193). Additionally, “metaphors offer an insight into the images teachers hold of teaching and learning.” (Thornbury, 1991, p. 196). Therefore, to obtain as clear an understanding of teachers’ views towards textbooks as possible, metaphors were utilized in this study in two ways. The first use of metaphors was in the following prompt card, in which teachers were asked to choose one or more of the metaphors in Figure 5 that best describes their view towards the textbook they are using, this table being adapted from McGrath’s (2006) study.





Figure 5. Prompt card #2 presented in teachers' interviews
	Sleeping pills   
 
	Belt
	Heavy stone

	Daily bread

	Guideline
	Cooking oil

	Petrol

	Straitjacket
	Blind man’s stick

	Roadblock

	Water
	Toxic

	Map

	Rubbish bin
	Nightmare

	Headache

	Compass
	Dark / Devil



The second use of metaphors was in another prompt card, which asked the teachers to complete a sentence with a metaphor they see fit, shown below.

Figure 6. Prompt card #3 presented in teachers’ interviews
	
 Please complete this sentence with a metaphor/metaphors that reflects your attitude towards the textbook:

   “A textbook is . . . . . . . . . . . . . . . . . . . ”




Part five of the interview (views towards the different parts of English) is related to teachers’ views towards the different parts of the English language, such as grammar, reading, writing, listening and speaking. Here, teachers were asked which part of English they enjoy teaching the most and their reasons. The aim of this question was to see if there might be a direct link/connection between what teachers enjoy teaching and how they teach it. For instance, it may be the case that a teacher enjoys teaching grammar, and therefore gives more attention to the grammar in the textbook. Or in an opposite example, maybe teachers who do not necessarily enjoy teaching grammar might skip some parts of it in the textbook, and in this way, their feelings towards the different parts of the language may have a connection to the way they use and view certain parts of the textbook. 

Part six of the interview (constraining factors) covers, as the name suggests, the topic of constraining factors, which were drawn from Menkabu & Harwood’s (2014) study as well as drawing upon my own knowledge as an insider in the ELI context. In this part, teachers were given the following prompt card, which contains a list of constraining factors, which may have an effect on the teacher’s use of the textbook, as reproduced in Figure 7 below.

Figure 7. Prompt card #4 presented in teachers' interviews
	


Time constraints
	


Unified exams
	Other workloads that the teacher is required to do in university (correcting papers, attending meetings, writing reports etc.)
	


Students’ proficiency level

	
Institutional 
Constraints


	
Exams are set by a committee other than the teacher


	
Teacher has limited knowledge about certain parts of the textbook

	
Students’ attitudes towards learning the English language



They were then asked which of the factors affects the way in which they use the textbook. 

Part seven of the interview was linked to the classroom observation and was the open (unstructured) part of the interview which contained the questions about specific scenarios that happened during classes. 

In part eight of the interview, teachers were asked if there was anything else they would like to add regarding textbooks. The complete teacher interview schedule is presented in Appendix D.

Finally, an important point to state here, is that two of the teacher interviews were done via Skype. Both teacher TD’s and teacher TR’s interviews were conducted through a Skype call, due to the semester coming to an end, and these teachers having no further classes. Therefore, both suggested that they have their interview through Skype. At this point, I was not worried about the validity of these interviews as using Skype as an interviewing platform in qualitative research has been dealt with in the literature (Hanna, 2012; Janghorban et al., 2014; Lacono et al., 2014; Seitz, 2016). In fact, according to Hanna (2012), “modern software, such as Skype, further advance the internet as a medium to create the most feasible alternative to face-to-face interviews” (p. 241). It is, however, important to note that there are certain constraints to Skype interviewing that have been discussed in the literature. For instance, building a close relationship with the participants through Skype can be quite challenging (Lacono et al., 2016; Rowley, 2012). The reason building a rapport through Skype may be seen as something difficult is because “sitting down with someone face-to-face can create a personal connection”, whereas in the case of Skype interviewing, this personal connection may be lost (Seitz, 2016, p. 229).  With regards to this current study, however, building a relationship with the participants was not seen as something challenging, and in fact did not create a problem, because I knew both these teachers and met them prior to their Skype interview. 

Another restriction of using Skype is possible loss of data due to internet problems. Indeed, this was a point that I was worried about, as I was afraid that low quality internet connection may affect the interviews. To overcome this concern, teacher TR and I did a trial Skype call two days before the actual interview, in order to get acquainted with Skype and how to use it. With regards to teacher TD, she was already an experienced and frequent Skype user, as her sister lived abroad and they contacted each other often through Skype. She therefore did not want/need a trial call. Furthermore, before the actual interview call, I emailed both teachers the prompt cards that were to be used during the interview, and a date and time for these calls were set. According to Glogowska (2011), “it is generally accepted in the literature that the time permitted for a telephone interview will be shorter than for a face-to-face interview” (p. 23). However, this was not the case for these two Skype interviews, as their duration was typical to the face-to-face teacher interviews I had done. 

3.2.3. Questionnaires
 
The questionnaires is a data collection method that is commonly used in quantitative studies, and which allows researchers to investigate a certain topic with reference to a large group of participants. In addition to collecting information from a large group of participants, questionnaires are also useful because they are considered “one of the most common methods of collecting data on attitudes and opinions from a large group of participants” (Mackey & Gass, 2005, p. 102). Therefore, I felt that using questionnaires with the students in the ELI would be suitable in order to gain information on their attitudes towards the textbook they are using, and I would also be able to do that in a relatively short time, seeing that my data collection was near the end of the semester. 

Another important benefit of using questionnaires is the fact that they are able to provide both quantitative and qualitative data due to the fact that they may include both open-ended and closed-ended questions, hence making them a flexible data collection method (Mackey & Gass, 2005). Hence, by using open-ended questions in the questionnaire, the researcher adds a more detailed dimension to his/her research. As Cohen et al. (2007) describe, “open-ended responses might contain the ‘gems’ of information that otherwise might not be caught in the questionnaire” (p. 475). Moreover, by implementing open-ended questions in the questionnaire, this allows the participants to talk more about the topic under study, and it also gives them a chance to elaborate and add more details. Additionally, it lessens the restrictive/limiting effect of using only closed-ended questions (Brown, 2009; Cohen et al., 2007). For this reason, it was important to me that the student questionnaire contained a section with open-ended questions in order for me to gain a better understanding of their views and attitudes towards the textbook they were using in the ELI. A copy of this questionnaire may be found in Appendix E.

The student questionnaire is divided into five main sections. In the first section, the questions are related to the students’ previous education and whether or not they have ever taken or attended English language courses. It was important to ask these questions, as they might have a link to their attitude towards the textbook and towards the learning of the language in general. For instance, it might be the case that if they were introduced to the English language earlier in their education, they might not view it as negatively, as if they were introduced to it later in their education. In the second part of the questionnaire, students were asked about how easy it was to find and purchase the textbook, as this was also believed to potentially be a causal factor in their attitude towards the textbook. Furthermore, as can be seen from Appendix E, the third section in the questionnaire tackles the topic of grammar in the textbook and their opinions on how grammar is covered by the textbook. The reason grammar was specifically chosen to be asked about, rather than any of the other skills, is because as has been stated, the ELI is very grammar-oriented, and it was obvious how important grammar is as a skill for the students to learn in order to pass their exams. In the fourth section of the questionnaire, students were asked straightforwardly about their opinion on the textbook, and in this section, open-ended questions were implemented. It was important that I included open-ended questions in this part specifically, in order to gain as much of an understanding of the students’ views towards the textbook as possible. In fact, by including these open-ended questions, I am giving the students a chance “to express their own thoughts and ideas in their own manner” (Mackey & Gass, 2005, p. 102). For example, instead of them simply stating their opinion on the different parts of the textbook, they are given the opportunity to explain this opinion. Moreover, in the fifth section of the questionnaire, students were asked to describe what they like/dislike about the textbook, hence, giving them more space to talk about their feelings. Finally, students were also given the same table that was given to the teachers in order to choose the metaphors that best describe their feelings towards the textbook; thereby giving me the chance to directly compare between both students’ and teachers’ views towards the textbook. 

Another important point to mention is that in addition to using open-ended questions in the student questionnaire, it was also vital that it be in the students’ L1, Arabic. According to Mackey & Gass (2005), “if the questionnaire is completed in the L2, . . . lower proficiency in the L2 may constrain the answer” (p. 96). Hence, an L1 questionnaire would increase the chances of generating richer, more descriptive data, where the students were more comfortable in writing about their feelings in a language they are competent in. Their responses were then translated into English during the analysis of the data, which will be discussed in more detail in section 3.5.2. With regards to distributing the questionnaire, I distributed it to the students myself. I usually did this during students’ class breaks. I would choose random students sitting in hallways and introduce myself and my research, then I would ask for their consent and give them a copy of the questionnaire. Although having the researcher present may be uncomfortable or even threatening to the participants, there are other advantages to being present and distributing the questionnaires myself. For instance, Cohen et al. (2007) have stated that “the presence of the researcher is helpful in that it enables any queries or uncertainties to be addressed immediately with the questionnaire designer. Further, it typically ensures a good response rate. It also ensures that all the questions are completed” (p. 404). However, keeping in mind that my presence may be uncomfortable for some of the students, after explaining what they were required to do and instructing them to complete the questionnaire on their own, I would take a brisk walk and come back and ask if they had any questions. If they still needed more time, I would leave them again. In the end, I was able to collect a total of 116 questionnaires. 

3.3. Participants of the study

As explained in the context section of this study 1.2., King AbdulAziz University is divided into two main campuses, an all-male campus and an all-female campus, due to cultural and religious reasons. For this reason, the participants of this study are all females as the research was done in the female campus. The number of teacher participants is ten; seven of them are MA holders while three of them are PhD holders. Their native languages differ; whereas eight of the teachers speak Arabic as their native language, the ninth teacher speaks English and the tenth teacher speaks Urdu as her native language. Their teaching experiences differ as well as their teacher training; details of their teaching experience and training can be found in the following table.

Table 2. Teacher profiles
	Teacher
	Teacher training
	Experience
	Highest Qualification

	Teacher TD
	
	1 – 5 years
	MA

	Teacher TA
	
	1 – 5 years
	PhD

	Teacher TR
	
	6 – 10 years
	MA

	Teacher TF
	
	11 – 15 years
	BA

	Teacher TK
	
	11 – 15 years
	MA

	Teacher TM
	
	16 – 20 years
	MA

	Teacher TZ
	X
	16 – 20 years
	PhD

	Teacher TJ
	
	16 – 20 years
	MA

	Teacher TN
	
	16 -20 years 
	PhD

	Teacher TS
	
	21 – 30 years
	MA



As can be seen from Table 2, the majority of the teachers were either MA or PhD holders, and one teacher was a BA holder. The exact amount of teaching experience has not been specified in the interest of retaining their anonymity; however, their experiences ranged from as little as three years to as much as 30 years of teaching. 
With regards to teacher training, nine of the teachers mentioned that they had some sort of training prior to their job in the ELI, this training took place during their BA degree where they took teaching practicum courses that lasted between 7-10 weeks. With regards to teacher TZ, she did not receive any training. Moreover, of the ten teacher participants, it seemed that teacher TR was the only one that had experienced an intensive teacher training course. She explained that she attended many training courses, which occurred before she was employed. Additionally, she talked about her MA degree and how she considers it an “intensive training course”. She explained how during her MA “we were doing peer observation, we went to classrooms and taught, there were professors to evaluate our teaching”; hence, she considers it as a training course. With regards to training on textbook use, she mentioned that during her MA she took a “teaching methodologies” course, although this course was not specifically aimed at learning to use English Unlimited Special Edition. However, “it gave us focused training on how to teach different skills and how to use different teaching approaches and strategies, but the focus was not on the textbook”. 

Furthermore, teacher TR talked about an orientation that was given by Cambridge University Press, where they sent a trainer to the ELI to introduce English Unlimited Special Edition. This orientation lasted three days. However, it is important to note that attendance was optional. In fact, only one other teacher from this study referred to this orientation and stated that she had attended, teacher TN. 

Moreover, teacher TD also had more to say on the teacher training that she received. Similar to teacher TR, she also had her training during her MA. She explained how she did not teach an actual ESL class, but during her MA course she was asked to create lessons from scratch, where she chose the level of students and the target language she would like to teach. Afterwards, she taught this lesson that she had created to her classmates. With regards to the rest of the teachers, they stated that they had received teacher training during their studies, however, no teacher reported serious teacher training sessions. 

As explained previously in sections 3.2.1. and 3.2.2., lesson observations and teacher interviews were conducted for this study and in Table 3 below is the number of lessons observed for each of the ten teacher participants.



Table 3. Number of lessons observed for each teacher
	Teachers
	Number of lessons observed

	Teacher TM
	4 lessons

	Teacher TR
	4 lessons

	Teacher TA
	3 lessons

	Teacher TF
	2 lessons

	Teacher TJ 
	2 lessons

	Teacher TN
	1 lesson

	Teacher TD
	1 lesson

	Teacher TZ
	1 lesson

	Teacher TK
	1 lesson

	Teacher TS
	1 lesson



Finally, the second group of participants in this study are the students[footnoteRef:3]. Similar to the teachers, all student participants are females, and all are in their first year of university, which is called the preparatory year. In other words, they are in the first general year of study, where they are not registered in a specific major/department but studying basic courses. More details on what the students study and what kinds of courses they are required to take may be found in section 1.2. [3:  Information about students’ level of proficiency is not given because this information was not available.] 


These first-year students may generally be divided into two, in that they either attended private or state school. The difference in these two types is that students who attended private schools will have been more exposed to the English language, as private schools tend to focus more on the English language. With regards to students who have attended state schools, they would have been exposed to the English language much later in their education. This difference in the amount of exposure to the English language might be helpful in understanding the views of the students towards the English language. Another important point to mention with regards to the students is that there seems to be a negative view amongst them towards their English language classes. There seems to be a general belief that it is not of importance to learn the English language, especially since most of these female students will not be travelling or even working abroad for their careers. 

3.3.1. Recruiting participants

Having had my project ethically approved by the University of Sheffield, before contacting potential teacher participants in the ELI, I was required to write a proposal where I explained to the Head of the ELI the general aim of my research, in addition to explaining the tools that I would be using to collect the data.  Hence, I submitted a proposal to the ELI and waited for their approval. After gaining permission to proceed with my research, the Head of the ELI gave me the phone number of the Teacher Coordinator, who connected me with the teachers in the ELI, providing me with the contact information of 14 teachers, whom I then contacted and explained my research to. Therefore, instead of the teacher coordinator contacting the teachers directly, I would contact them and explain what my aim of observing was. I believe this is a more positive way of recruiting participants, because as Cowie (2009) states, “if . . . the gatekeeper has some authority over the teacher being observed, this might make the teacher perceive the observation as a threat rather than as an academic activity, and this may make them behave very differently than they otherwise would” (p. 169). Therefore, by explaining the research and asking for permission myself, this might lessen the threat felt by the teachers, and also give them more freedom in agreeing or not agreeing to take part of the research. I therefore, sent them the consent form and the participant information sheet to read (see Appendix B) and as a result, 10 teachers consented to take part in my research.

3.4. Pilot study

It was important that I conducted a pilot study before I started with the main study. Firstly, there are three tools to be used for the data collection, and piloting each of them enabled me to actually test their feasibility, and whether or not they capture and fulfil the aim of the research. Additionally, by piloting the tools, this allowed me to detect any weaknesses in the tools and try to overcome them before the main study. In this part of the chapter, the piloting of all three data collection methods will be discussed, which will then be concluded with an explanation of the data transcribing and coding.


3.4.1. Classroom observations

Classroom observations were the first of the data collection tools to be piloted. For the pilot study, I aimed to observe the lessons of four teachers, and did in fact gain permission and consent from four teachers to do so. However, I faced some difficulties, which led to some pilotees dropping out. This was not a surprise as “it can be complicated to enter another teacher’s world” (Cowie, 2009, p. 169). The first problem I encountered was that one of the teachers cancelled the lesson observation we had scheduled at the last minute and dropped out of the study, without giving a reason other than she did not want to be included any longer. Luckily, I managed to find a fourth teacher to replace her. The second problem I encountered was that, during the lesson observation of this fourth teacher, there was a power-cut, which resulted in the cancellation of classes for that day. Due to this cancellation, I lost my 4th participant, and I could not find a replacement because the timing was near the end of the module and the final exams were set. It is worth mentioning that this teacher did offer that we reschedule the observation to the beginning of the next module. However, it would have then been too late. As a result, I ended up with three teacher participants for the pilot study, teacher T1, T2 and T3. 

With regards to the observational protocol/schedule, as described in section 3.2.1., my initial plan was to use a schedule adapted from Menkabu & Harwood’s (2014) study in addition to an A4 notebook where there were two columns to fill out, one for descriptive notes and the other for reflective notes, which was also described in section 3.2.1.. However, I found it quite difficult to keep switching between my notebook and my observation schedule, due to the small desks in the classrooms. In addition, the shifting between the notes and the textbook was causing too much distraction in class. Therefore, I found it to be much more practical to use the A4 notebook for all my note taking. With regards to the notes taken on the adaptions done by teachers, I added these to the textbook itself. For example, I put checks next to all the activities/parts (reading, listening, speaking, writing) that were actually covered during the lesson. Also, if there was any sort of reordering or any skipping, I made a small note of that in the textbook as well. Because the teaching pace is unified amongst teachers due to the pacing guide, I knew that with each new observation, a new part of the book would be covered. Therefore, I was not afraid of mixing notes of one observation with another. Hence, after piloting the observational schedules, I felt that this final version fitted the purpose of my study, as well as providing enough structure to help me in looking for the information that I needed. 

3.4.2. Teacher interviews

In addition to the lesson observations, the teacher interviews were piloted. By piloting the interview, I aimed to test two important points. Firstly, I wanted to check the duration of the interview; how long it would typically take. This was important to me as it would help me in creating the actual interviewing schedule for the main study and making suitable arrangements with the teacher participants. The second aim of piloting the interview was to test out the questions and see whether these questions were comprehensible and arranged in a logical order. Therefore, the same three teachers who were observed were interviewed for the pilot study as well. In the following table are details of these three teachers.

Table 4. Pilotee teachers' profiles
	Teacher
	Qualification
	Experience

	Teacher T1
	MA
	16 – 20  years

	Teacher T2
	MA
	6 – 10  years

	Teacher T3
	MA
	6 – 10 years



The first trial interview was with teacher T1 who was a Masters holder and had the longest teaching experience of all three teachers with 16 – 20 years of experience. The second teacher is teacher T2, who was also a Masters holder and has 6 – 10 years of teaching experience, and the third teacher, T3, was a Masters holder and also had 6 – 10 years of experience. It is important to note that the profiles of these three teachers are typical of most of the ELI teachers, as I wanted to recruit pilotees who were not outliers, in line with Richards’ (2009) suggestion to do a pilot interview “with respondents similar to the ones you will interview in the main study” (p. 188). 

All interviews were done at a time that was convenient for the teachers, as they chose both the time and place of the interview. In addition, all interviews were recorded. Teacher T1’s interview was conducted in the study lounge, while teacher T2’s interview was done in her private office, and teacher T3’s interview was in her office cubicle. It is worth noting that teacher T3’s interview was divided into two separate ones, as she had to attend an emergency meeting and we stopped midway into the interview. Table 5 below records the length of all three interviews.

Table 5. Length of interviews of pilot study
	Teacher

	Duration of interview

	Teacher T1
	50 minutes 


	Teacher T2
	1 hour 20 minutes


	Teacher T3 

	Interview a: 33 minutes 
Interview b: 38 minutes 




During the piloting of the teacher interviews, I noticed that I could not do the interviews on the same day of classroom observations, as I needed time to go over my notes and compile a list of questions that I had written in the reflective notes during the observations. Hence, scheduling the interview on another day gave me the chance to revise my notes and add these questions to each teacher’s individual interview. Another point that was noted was that ideally, I wanted and preferred the interviews to be on the day right after the classroom observation to minimise recall issues on the part of the pilotees. However, due to teachers’ other workloads, we sometimes had to postpone the interviews to two or three days after the lesson observation. As for teacher T3, we had the first part of the interview and stopped due to a meeting she had to attend, and we then completed the interview the day after. 

With regards to the actual questions of the interview, they were clear and participants did not ask for any explanation during their interviews. I did, however, notice the order of the questions was not satisfying for me as an interviewer. To explain more, I refer to part #2 in the interview, which can be found in Figure 8 below:







Figure 8. Part #2 of teachers' interview
	
Part 2: (Identifying different adaptation methods)

In the following, there is a list of adaptation methods, which are explained:

1. Deleting  (i.e. when the teacher decides NOT to cover an activity or skill in the textbook)
2. Editing  (i.e. when the teacher MAKES CHANGES to an activity in the textbook)
3. Adding (i.e. when the teacher ADDS an activity in order to introduce an activity in the textbook) 
4. Replacing (i.e. when the teacher REPLACES an activity with another)


Q. 1. What kind of adaptations do you make in your lessons in general? 

Q. 2. Which of these adaptation methods do you use the most?

Q. 3. I will then ask about specific examples from the lesson, which was observed.



I found myself postponing question #3, in which I ask the teachers about specific examples of adaptations they remember doing in any of their past lessons, to part #7 of the interview, (questions on scenarios that had come up during observation of lessons), which is about specific scenarios of textbook use that I noticed during the lesson observations. With this restructuring, I felt the interview was more organized, and the flow of conversation was smoother, where we discuss all the questions of the interview first, then we discuss any scenarios of textbook use that happened in the past. Furthermore, I reordered the interview questions in part #5 of the interview, which can be found in Figure 9 below.











Figure 9. Part #5 of teachers' interview
	
Part 5: 

1.  Which part of English, in general, do you enjoy teaching the best?
· Grammar
· Reading
· Listening
· Speaking
· Writing

2. Now I’d like to ask you a similar question, but with reference specifically to using the ELI textbook. So, the textbook used in the ELI consists of different parts, such as grammar, reading, listening, speaking and writing. Which of these different parts do you enjoy teaching the best?
· Grammar
· Reading
· Listening
· Speaking
· Writing

(After asking which of the different parts of the book they enjoy teaching, I will ask them to explain how this might affect their use of the textbook.)

3. To what extent do any other factors affect your use of the textbook?
 
4. As we talked about in the previous question, there are different parts in the             
textbook used. Which of these different parts do you feel you are most competent in or that you teach the best? 

(some might have taken a course on how to teach a specific part of the language, such as how to teach writing to ESL learners. Therefore, this question may provide us with more details. In addition, I will also ask if this would also have an effect on how they use the textbook.)




I reordered question # 4 so that it came before question #3. The reason for that was because I felt that we should complete talking about the “favourite and competent” factors mentioned in questions #1 and #2 before talking about the other factors that affect the use of the textbook; I felt this ordering of the questions was more logical and organized. Therefore, with these reorganizations of the interview questions, I finalized the interview questions draft for the main study. 

In the end, by conducting these three pilot interviews, I found myself gaining more confidence in interviewing, especially during the instances when a teacher might not open up or answer in as much detail as I had hoped. I also learned how to accept silences sometimes, and not hurry on and jump to another question, because often times, teachers end up talking more. This confidence can also be apparent when looking at the durations of my pilot interviews. The first interview was only 50 minutes, however, by the second and third interview, the duration became longer resulting in richer data, and I believe this is because I gained more confidence in interviewing. 

3.4.3. Student questionnaires

In addition to piloting the two previous data collection instruments, the student questionnaire was piloted as well. By piloting the questionnaire, I was able to test the questions and see if all items were clear for the students. Also, because the questionnaire was translated into the students’ L1, I wanted to examine the responses and see if they faithfully captured the meaning of the questions of the original English version. This pilot questionnaire was distributed among five students who attended English language classes in the ELI. Similar to the teachers, these five students’ profiles were typical of prep year students inasmuch as they were 1st year university students who are registered in the English classes in the ELI. I chose five students, introduced myself and my research and handed them the questionnaire. After explaining the instructions, I gave them a chance to fill out the questionnaire on their own and walked around the hallway, so that they did not feel my presence was intrusive. After they completed the questionnaire, I asked the students if there were any difficulties that they faced, or if there were any questions that they did not understand. All five students replied that the questions were clear; however, one of the students suggested that the font of the questions either be bigger or bold. It is worth mentioning that I used font size 11 in this pilot interview, in an attempt to reduce the number of pages required for the questionnaire, so as not to intimidate the students or increase the chances of them withdrawing from the study. However, after this comment, I used font size 12 for the questionnaire of the main study.

3.5. Transcribing and coding the data

Due to the fact that there was more than one data collection instrument in my research, I will divide this section according to each individual method and account for how the data for that particular method was transcribed and coded. 

3.5.1. Teacher interviews

With regards to the teacher interviews, all were conducted in English and hence, no translations were needed. Therefore, the first step I took in analysing the teacher interviews is transcribing them. According to Duff (2008), “the conventions used in transcribing and the level of detail included depend on what one is studying” (p.154). In addition, Mackey & Gass (2005) also stated that “it is not always the case that every utterance . . . on a tape will need to be transcribed. In some cases, only the features of interest for the study are transcribed” (p. 222). Thus, for this particular study, a simple transcription of the interviews was enough, in which repetitions and hesitations (such as er, um, etc.) were removed. 

After transcribing the teacher interviews, I started the coding process, which may be considered the most important part of the analysis. The reason why coding is an important step in the analysis is because through this coding process, researchers are enabled to create and understand the meaning of the transcriptions that they have. As Richards (2009) suggests, “all successful analysis depends . . . on the way in which codes and themes are identified and developed” (p. 191). Mackey & Gass (2005) also identified the importance of coding the data, stating that “transcriptions of oral data can yield rich and extensive . . . data, but in order to make sense of them, they must be coded in a principled manner” (p. 225). Hence, one can see the dominant part that coding plays in the data analysis.

When defining coding, it is considered a process that involves studying the data and looking for patterns or connections in order to better interpret the data, and with that researchers are able to draw conclusions (Bryman & Burgess, 1994; Coffey & Atkinson, 1996; Mackey & Gass, 2005; Saldaña, 2009). Thus, coding can be seen as reducing the data into organized proportions that can then be analysed. Moreover, Saldaña (2009) describes coding as “the transitional process between data collection and more extensive data analysis” (p. 4). 
Coding takes many forms, and in his book, Saldaña (2009) explains the steps of the coding process in order to prepare the data for the final stage of analysis. For example, he firstly suggested that the text of a transcript be separated into short paragraphs instead of running as a long passage. I took this suggestion into account, considering that my interviews ran to 20 pages; I therefore double spaced the interview transcriptions and separated the longer answers into separate passages, as I felt this would make for more clarity and ease of coding. I also made sure to keep a wide right-hand margin in the transcriptions for writing notes and preliminary codes. In addition, I separated the text into short paragraph lengths. Furthermore, during the coding of the interviews, I always had a copy of my research questions in front of me, as this helped in keeping my ideas focused and reminded me of the aim of my research.

I then started creating the codes, and because “the number of codes can accumulate quite quickly and change as analysis progresses” (Saldaña, 2009, p. 21), I kept a record/file of all emerging codes from the beginning of this procedure. In this file, I collected all the provisional codes that arose during the coding process, as I knew there would be many cycles of coding. As Tetnowski & Damico (2001) suggest, “since the actual data are always available . . . The analyst . . . of the research would have access to repeated replay or review of the data” (p. 25). Furthermore, according to Saldaña (2009), “data are not coded, they are recoded” (p. 45). Lapadat & Lindsay (1998) also emphasize this point, stating that “it is the process that is valuable. Analysis takes place and understandings are arrived at through the process of listening and re-listening, viewing and re-viewing” (p. 6). Indeed, this is what occurred during my coding, because I had immediate access to the data; as interviews were recorded and transcriptions were saved, there was more than one cycle of coding. In fact, creating the codebook for this study was a process of many stages, where the codebook was refined in each stage; all codebooks that occurred during the coding of the data may be found in Appendices F through K.

Mackey & Gass (2005) suggest that “schemes for qualitative coding generally emerge from the data rather than being decided upon . . . prior to the data being collected or coded” (p. 137). However, for this study, I had a preliminary codebook with the themes/codes that I believed would be apparent in the teacher interviews; for example, the codes included adaptation techniques - reasons for adapting the textbook - reasons for not adapting the textbook - teachers’ views towards textbooks whether positive or negative - textbook metaphors. These codes are based on my research questions and are connected to the aim of my research, and therefore seemed obvious to include in the codebook, as they are some of the themes that were to be discussed during the teacher interviews. Gradually, however, codes were increased and refined after the analysis of the teacher interviews. In other words, as I read and went over the interview transcriptions of different teachers, different points came up and were added to the codebook. In addition, there were also instances where a code would emerge from one interview, however, after analysing the rest of the interviews, this code did not appear again, and hence, I deleted it, unless I felt it was an important theme to discuss, and then I would make it as an in-vivo code. For instance, in her interview, teacher TR talked about how she finds teaching repeaters[footnoteRef:4] is more difficult than teaching regular students. It seemed she faced quite a challenge with these types of students, and hence this was an important topic to talk more about and include as a code. However, she was the only teacher who talked about this problem. I therefore included the following in-vivo code “teaching repeaters is much more difficult than teaching regular students”. [4:  As explained in section 1.2. , students in the ELI may have to re-take the modules due to them failing the exams. Hence, these students who re-take the level are called repeaters.] 


Some examples of how the codebook gradually developed will be discussed here. For instance, the third version of the codebook is where most of the changes start appearing, as many new codes emerged in this codebook. For example, in teacher TD’s interview, she talked about an instance where during the start of the semesters, and specifically during the adding/dropping period, students do not attend classes. According to her, this is a well-known tradition amongst students, where even if their schedules are fixed, they would not attend. This specific point teacher TD described led to the insertion of a new code, “culture of university students”, which was not present in the codebook beforehand. In addition, more children codes were added to the mother code “reasons for adaptations”. As more teacher interviews were being analysed, more reasons for textbook adaptations were being discussed. In the second codebook, the children codes under “reasons for adaptations” included “bring content closer to reality / generate student interest / non-suitable themes”. In the third codebook, however, two more codes were added, which are “level of the exercise / time”. Furthermore, teacher TM and teacher TD talked about teacher autonomy in their interviews, which was a new emerging topic that was not brought up in previous teachers’ interviews. Therefore, “teacher autonomy” was also a new code added in the third codebook. Moreover, the fourth codebook also had new emerging codes, as more interviews were being analysed. For example, some teachers talked about previous textbooks they used, whether in the ELI or in previous jobs they had, and they gave a comparison between those books and the ones they are currently using; hence the code “comparison between different textbooks” was added to the codebook. Another important topic that came up during teacher interviews was the exams in the ELI and how they affected the teaching process, which also led to a new code, “effects of being exam driven”. A final example to give in this section can be found from a code which emerged from teacher TF’s interview, where she talked about how she had a very low number of students in her classroom. She talked about how having five students affects the teaching and learning process, and therefore the code “how the number of students affects the teaching process” was added. By the time I reached the fifth version of the codebook, there were not as many additions of new codes; rather, most of the changes were to refine the codes. For example, instead of having these three separate code categories “experience as a novice teacher / experience as a student / past teaching experiences”, all three were merged under a main code called “experience affects the use of the textbook”. In addition, the code “time constraints” was merged under the main code “constraining factors”. This refining of the codebook was an important step in the coding process, because it enabled me to better organize the codebook. In addition, it decreased the number of codes, which was helpful when it came to inter-coding, which will be discussed in the next part of the chapter. To conclude this part, after these five versions of the codebook, I reached a number of 34 codes, which I was content with as well as the definitions of these codes, and hence a finalized version of the codebook was printed. Once the final version of the codebook was ready, I used it to re-code all of the interviews.

3.5.1.1 Inter-rater / intra-rater reliability 

According to Mackey & Gass (2005), 

because coding involves making decisions about how to classify or categorize particular pieces of data, if a study employs only one coder and no interrater reliability measures are reported, the reader’s confidence in the conclusions of the study may be undermined. To increase confidence, it is important . . . to have more than one rater code the data (p. 243).

Therefore, another step that I took during the coding process of the teacher interviews is that I calculated the inter-rater and intra-rater reliability of my codebook. Inter-rater reliability is when two independent coders code the same data and reach a certain agreement on the codes that should be associated with this data; whereas intra-rater reliability is when the same researcher rates his/her data the same way in two different time periods (Barbour, 2007; Campbell et. al, 2013; LeCompte & Goetz, 1982; Mackey & Gass, 2005). 

In the beginning, I aimed to calculate the inter-rater reliability only. However, I found it quite difficult to find a second coder to code my data; therefore, I decided to re-code the data myself, hence, calculating intra-rater reliability, instead. During this stage, I stopped interacting with my data for a period of three weeks and a couple of days, with the aim that when I came back to the data, I would see it with fresh eyes/a fresh mindset. After this break period, I chose one of the teacher interviews and recoded it using the latest version of the codebook that I had used previously in coding this interview, with an agreement percentage of  98.34%. However, it is important to mention that during my second round of coding for the intra-rater reliability check, I was able to find a second coder that was willing to help me with the inter-rater reliability check. The second rater had an excellent command of English, was planning on doing his Master’s degree and hence had a basic command of coding through a research methods course he had taken. He was keen on coding one interview only, as the interviews were long and would take some time to code. I duly provided this second coder with the codebook (found in Appendix J), which included all the codes as well as definitions of these codes and examples of each one. I explained to him what to do and asked if he had any questions, then gave him the time he needed to code. After receiving his coded interview, I calculated the percentage of agreements between us and reached a percentage of 74% agreement. Regardless of the percentage that was calculated, the outcome of the discussion between the 2nd coder and I, regarding the differences that occurred between us, was fruitful. As Barbour (2001) states, “the degree of concordance between researchers is not really important; what is ultimately of value is the content of disagreements and the insights that discussion can provide for refining coding frames” (p. 1116).

Hence, after studying his coded interview and studying the differences that occurred between both our ways of coding the interview, I was able to divide the points of disagreements between us into three main points. In other words, the codes that we disagreed on were generally of three kinds, as follows: i) the 2nd coder coded items that I did not code; ii) I coded items that he did not code; and finally iii) there were disagreed upon codes due to overlapping, where two codes had similar definitions that overlapped, or because there was a misunderstanding, where the 2nd coder misunderstood the meaning of the teacher response. Examples of each of these three types of differences are shown in the figures that follow. 





Figure 10. Items I did not code
	Second coder coded items that I did not code

	
In her interview, teacher TD stated that “level four is bit different. I wouldn’t prepare, but I would actually prepare speaking for each lesson even if there is no speaking in the lesson”. 

In this quote, teacher TD is explaining her lesson planning procedure. For this quote, the second coder coded it under “level of students effects preparing the lesson”, which was actually not a code on the list, but he created it. Whereas in my version of coding, I did not code this part of the interview with anything. 



For this example, I was not satisfied with adding this new code that he had suggested, as I already have the code “process of lesson planning”, and this quote may be put under it. Hence, this part of the interview was left as is, with no coding.
Another example in this category, where the second coder coded something that I did not code, is in Figure 11.

Figure 11. Items I did not code
	Second coder coded items that I did not code

	
In the interview, teacher TD talked about a previous textbook she used in her previous job, saying: “ . . . I taught National Geographic Learning. It was too difficult, and it was designed for ESL students rather than EFL students”. 

Here, the second coder coded this quote under “past teaching experiences”. However, this was considered a misunderstanding as the definition of the code “past teaching experiences” is when the teacher talks about her past teaching experiences and how it affects her way of teaching or of using the textbook. 



When looking at this quotation, however, teacher TD is merely describing a past textbook she used, but not how it affected her way of teaching or of using the current textbook. Hence, I was not satisfied with this code either and I explained to the second coder where this confusion he had might have stemmed from.
In the following figures are examples of instances where the second coder did not code items that I coded.

Figure 12. Items I coded
	Second coder did not code items that I coded  

	
In her interview, teacher TD talked about how she appreciates the listening parts of the textbook, saying: “By the way, I like the listening parts in the textbook. They are really culturally sensitive”.

For this quotation, I coded it under two codes: “cultural sensitivity in the textbook” and “parts of the textbook covered best”. However, the second coder did not code this part of the interview with anything.



During our meeting to discuss our differences, we talked about this part and why he did not code it and this resulted in the second coder agreeing these two codes should have been added, as he understood the meaning after our discussion. 

Figure 13. Items I coded
	Second coder did not code items that I coded  

	
In her interview, teacher TD stated: “ . . . I really do believe that the sole reason for learning a language is to communicate. But, I feel grammar builds confidence, correct grammar builds more confidence to produce language. If their grammar is correct and they know that their grammar is correct, they are motivated to produce, whether in writing or speaking”. 

This quotation was coded as “personal beliefs”, whereas the second coder did not code this part of the interview under any of the codes. 



This part was also included in the discussion between the second coder and I, and after explaining the meaning of the quote and my justification for coding it, he was satisfied and coded it under “personal beliefs” as well. 

The third category, which includes overlapping and misunderstanding of some codes, was the most common of the three categories for coding disagreements. In this part, examples from this category will be given.


Figure 14. Examples of overlapping codes
	Overlapping codes

	
1. In her interview, teacher TD stated: “if each teacher was to create her own content not using a textbook, she has the autonomy to do whatever she likes for example, I think we will have better results and English will be taught better”.

In this quotation, the second coder coded it under “teacher’s personal beliefs”, whereas I coded it under “beliefs about appropriate pedagogy”.

2. Teacher TD stated: “I have a pacing guide that does not take into consideration the culture of university students where they don’t attend the first week, or for example they don’t attend the exam week. So, I have for example two or three weeks that are missing lessons”. 

In this quotation, the second coder coded it under “institutional constraints”, whereas I coded it under “system of the ELI”.

3. Teacher TD stated: “I’m always assigned for two weeks in a class and then they change me with another teacher, and I feel this affects the students”.

In this quotation, the second coder coded it under “institutional constraints”, whereas I coded it under “system of the ELI”.



As is clear from the examples given in Figure 14 above, there seems to be an overlap between the two codes “institutional constraints” and “system of the ELI”. Another example is between the two codes “teacher’s personal beliefs” and “beliefs about appropriate pedagogy”, where these two codes also created a disagreement between the second coder and I. After going back to the codebook and reading the definitions of these overlapping codes, I concluded they should be merged into one code, as they were close in meaning. Therefore, I ended up with the code “beliefs about appropriate pedagogy”, which “teacher’s personal beliefs” could come under. With regards to the second overlapping codes, I also merged them under one main code, “institutional constraints”.  

Finally, the last category of disagreed upon codes are the ones where the second coder misunderstood the meaning implied by the interviewer, and hence coded differently than I did. In the following figure are two examples of these disagreements.

Figure 15. Examples of misunderstood codes
	Misunderstood codes

	
1. In her interview teacher TD talked about how she likes for her students to teach parts of the textbook sometimes, stating: “the reason why I like this way of teaching is because I was introduced to this way of teaching in my MA. As students, we were assigned chunks of the book that we were never taught and we have to read them, understand them and explain them to the class. Putting them in action . . . I feel it will make the information stick in their heads more”. 

For this quotation, the second coder coded it under “experience as a student”, whereas I coded it under “beliefs about appropriate pedagogy”.

2. Teacher TD talked about a part in the textbook which caused her a problem in the past during her teaching, stating: “I remember there was a listening about moving from an African country to Scotland and seeing snow for the first time, and most of the girls did not even go to Dubai. They really did not care to listen, and even I did not enjoy it. So, every time I come across this lesson, I just feel unmotivated to teach”.

For this quotation, the second coder coded it under “experience as a student”, whereas I coded it under “past teaching experience”.



With regards to example number one in Figure 15 above, I coded it under “beliefs about appropriate pedagogy” as teacher TD was explaining her justification of putting her students in charge of teaching sometimes. She believes that making them teach a certain part of the textbook might make them remember the information better. This, to me, is considered a personal belief of hers on how certain items can be taught. When looking at the second coder’s code, however, he looked at the beginning part of the quote where teacher TD talks about how she was introduced to this way of teaching during her MA studies and how this might have an effect on her teaching, at present. He therefore coded this part under “experience as a student”. After the second coder explained to me his point of view regarding this quotation, and why he coded it the way he did, I was satisfied, and ended up double coding this excerpt, under “experience as a student” in addition to “beliefs about appropriate pedagogy”.

In the second example, shown in Figure 15 above, the second coder seemed to have misunderstood teacher TD’s meaning, as she was not talking about her past experience as a student, but rather her past experience as a teacher. When I explained this to him, he realized that he had indeed misunderstood this part and coded it under “past teaching experience”.

In sum, these were examples of some of the discussions that I had with the second coder, and how we overcame our differences in coding. Discussions were held regarding all the disagreements in coding. Eventually, a final version of the codebook was created based on these discussions that the second coder and I had. For instance, the code “teachers’ personal beliefs” was merged under the more general code “beliefs about appropriate pedagogy”, and the code “system of the ELI” was merged under the more general code “institutional constraints”. As a result of these refinements, the number of codes dropped from 34 codes to 32 codes. This final version along with the definitions may be found in Appendix K.
  
3.5.2. Student questionnaires

The student questionnaires, as described in section 3.2.3., contained both open-ended and closed-ended questions, and hence included both qualitative and quantitative data. With regard to the open-ended questions (qualitative data), I was quite confident with the coding and analysis, as I had gained experience of coding this type of data with the teacher interviews, as well as during my Master degree. The closed-ended questions (quantitative data) on the other hand, posed a challenge for me, as I was not familiar with this type of data. However, I tried to educate myself with the basic skills I needed in order to analyse such data, and especially on using the suitable tools for calculating the percentages for this type of data. The first step I took in analysing the student questionnaires was to check them, as Cohen et al. (2007) suggest: “prior to coding, the questionnaires have to be checked. This task is referred to as editing. Editing questionnaires is intended to identify and eliminate errors made by respondents” (p. 504). Therefore, I went over the questionnaire to make sure that all items had been answered. Indeed, there were instances of unanswered items, and as a result a number of questionnaires were disregarded, due to them not being complete. There were a total of 116 complete questionnaires. 
With regards to the quantitative data, I used Excel in order to calculate the percentages. For the qualitative data, however, more steps were taken. In order to better understand the coding process that evolved from analysing the student responses, the open-ended questions of the questionnaire will be shown below. These questions will not be shown in the order that they appeared in the original questionnaire, as there was not a separate part dedicated to open-ended questions, but they were ordered according to topic.
Figure 16. Examples of open-ended questions used in student questionnaire
	
1. How would you rate the quality of the reading activities in the textbook?

     Excellent – Good – Average – Weak
 
     Why?
     …………………………………………………………………


2. How would you rate the quality of the listening activities in the textbook?

      Excellent – Good – Average – Weak
     
      Why?
      ………………………………………………………………….


3. How would you rate the quality of the speaking activities in the textbook?

Excellent – Good – Average – Weak
            
            Why?
            …………………………………………………………………….


4. How would you rate the quality of the writing activities in the textbook?

Excellent – Good – Average – Weak
           
            Why?
           ……………………………………………………………………..



5. Please complete the following sentence:
I think the main barrier to improving my English skills is

………………………………………………………………………………………

6. Describe 3 things you LIKE about your English textbook.
1. ……………………………………
2. ……………………………………
3. ……………………………………


7. Describe 3 things you DISLIKE about your English textbook.
1. ………………………………
2. ……………………………… 
3. ………………………………




Similar to the coding of the teacher interviews, the coding of the students’ responses took more than one cycle. Furthermore, this coding process took quite some time, as there are some items that contained more than one category. For instance, in the first four questions shown in Figure 16 above, students are required to choose between (Excellent / good / average / weak) and to explain why they chose their specific answer. Therefore, I had to create an individual codebook for each category. As an example, with regards to question #1, shown in Figure 17 below:

Figure 17. Open-ended question in student questionnaire
	
 How would you rate the quality of the reading activities in the textbook?
   Excellent – Good – Average – Weak
 
     Why?...........................................................



I created a different set of codes for each choice, codes for excellent, codes for good, codes for average and codes for weak. As an example of this coding, in Figure 18 below are four answers taken from four different student questionnaires. 
Figure 18. Examples of 4 student responses
	Student
	Rating of reading activities
	Reason given
	Code

	Student #1
	Excellent
	“Reading passages are interesting”
	Interesting passages

	Student #2
	Very good
	“Reading passages are clear”
	Clarity of passages

	Student #3
	Good
	“There is difficulty in some words”
	Vocabulary


	Student #4
	Weak
	“There are many”
	Quantity



The same process was used when coding the questions that required a rating, and the rest of the open-ended questions, as well. 
Two cycles of coding were done on the student questionnaires, which resulted in more refined codes. For instance, with regards to question #5 shown in Figure 19 below:

Figure 19. Open -ended question taken from student questionnaire
	
Please complete the following sentence:

 I think the main barrier to improving my English skills is

………………………………………………………………




During the first cycle of coding, a total of 45 codes were created for this question alone. However, after refining this number and merging categories together, the second cycle of coding resulted in just 9 codes for responses to this question. Some examples of how refining the codes occurred include the following three codes. These three codes that were drawn up after the first cycle coding were: “long English lectures / taking more than one level during one semester / curriculum is fast / time”. After the second cycle of coding, I merged these codes under a more general one called “the quarterly system”, where under it I was able to add “length of lecture / fast curriculum / more than one level in a term”. Another example of such refining of codes is with reference to the following group of codes: “not using the language / no desire to learn / not revising the language / disliking the English course / do not enjoy reading in English / no determination”. During the second cycle of coding these codes were merged under a new mother code I had created, which was called “the student” and under it come the children codes “internal factors + external factors”. All versions of codebooks from both the first and second cycles of coding may be found in appendices D and E. 

Having explained the methodology taken in this research, the following chapter will be a description of the results of the study. In addition, after the presentation of these results, they will be tackled and related to similar studies in the literature.


Chapter Four – Results and discussion

4.0. Introduction

In this chapter, I will begin by reporting the results of this study. Firstly, teachers’ attitudes towards the textbook will be reported, followed by a close look at teachers’ use of the textbook. In other words, the kinds of adaptations that these teachers made, along with their justifications for making these adaptations. Secondly, there will be a more focused examination of the extent to which teachers in the ELI actually used their textbook within their lessons. This will then be followed with the most important factors that were found to influence teachers’ textbook use in the ELI. A small part is then dedicated to the students, where their opinions regarding the textbook will be presented. Finally, the chapter will close with a discussion of the results and a comparison of other relevant studies in the literature.

4.1. Overview of teachers’ attitudes towards the textbook 

The dominant question of this research is how teachers use their textbooks within their lessons, otherwise known as textbook consumption, and why they use them in the way that they do. However, in order to fully understand teachers’ textbook consumption, it is important that we also look into their attitudes towards these textbooks, as this will help us in comprehending their behaviours and their actual use of the textbook. Therefore, in an attempt to understand the teachers’ views towards their textbooks, three prompt cards were used during the teachers’ interviews in order to elicit their perceptions. In the following are three figures which reproduce these attitude related prompt cards.

Figure 20. Open -ended question taken from student questionnaire
	These are two quotes by two teachers explaining their opinions towards the textbook, which do you identify with?

Nora: “Good teachers do not use textbooks.”
Nejwa: “Using a textbook is a must for all teachers.”




Figure 21. Prompt card #2 (used in teachers’ interviews)
	Please complete this sentence with a metaphor/metaphors that reflects your attitude towards the textbook:
“a textbook is ……….”




Figure 22. Prompt card #3 (used in teachers’ interviews)
	Which of these metaphors best describes your attitude towards English Unlimited Special Edition? You may choose more than one.

	Sleeping pills   
 
	Belt
	Heavy stone

	Daily bread

	Guideline
	Cooking oil

	Petrol

	Straitjacket
	Blind man’s stick

	Roadblock

	Water
	Toxic

	Map

	Rubbish bin
	Nightmare

	Headache

	Compass
	Dark / Devil



With regards to prompt card number two (shown in Figure 21), which asked teachers to write their own metaphor describing the textbook, it was obvious from the teachers’ responses that opinion was split towards the textbook, where some teachers seemed content with it, while others had their reservations towards it. Moreover, this division in teachers’ views towards textbooks was even more prominent from the teachers’ answers to the third prompt card (Figure 22). In the following table is a summary of the teachers’ responses to prompt card three. 







Table 6. Teachers’ responses to prompt card #3
	Metaphors
	Teachers

	
	TM
	TA
	TK
	TJ
	TS
	TZ
	TF
	TN
	TD
	TR

	Sleeping pills
	
	
	
	
	
	
	
	
	
	

	Daily bread
	
	
	
	
	
	
	
	
	
	

	Petrol
	
	
	
	
	
	
	
	
	
	

	Read block
	
	
	
	
	
	
	
	
	
	

	Map
	
	
	
	
	
	
	
	
	
	

	Headache
	
	
	
	
	
	
	
	
	
	

	Belt
	
	
	
	
	
	
	
	
	
	

	Guideline
	
	
	
	
	
	
	
	
	
	

	Strait jacket
	
	
	
	
	
	
	
	
	
	

	Water
	
	
	
	
	
	
	
	
	
	

	Rubbish bin
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	Heavy stone
	
	
	
	
	
	
	
	
	
	

	Cooking oil
	
	
	
	
	
	
	
	
	
	

	Blind man’s stick
	
	
	
	
	
	
	
	
	
	

	Toxic
	
	
	
	
	
	
	
	
	
	

	Nightmare
	
	
	
	
	
	
	
	
	
	

	Dark/Devil
	
	
	
	
	
	
	
	
	
	





It is evident from Table 6 that the teachers in this study differed in their attitudes towards the textbook.  In fact, after analysing their answers to this prompt card, they were divided into three different groups. The first group (4 teachers) held a negative view towards the textbook, the second group (3 teachers) held a positive view and finally the third group (3 teachers) had a more nuanced view towards the textbook. In the following, a brief discussion on these three different stances towards the textbook will be given along with each teacher’s individual response to the attitude related prompt cards she was given, which were shown above.





4.2. Teachers with a negative view towards the textbook

In this part of the discussion, the views of teachers who express anti-textbook attitudes will be presented and discussed.

4.2.1.Teacher TM’s view towards the textbook

	
A textbook is:  “quicksand”



	
Teacher TM
	Metaphors to describe textbook

	
	Roadblock
Headache
Rubbish bin



From teacher TM’s answers shown above, it is evident that she holds a negative attitude towards the textbook. It was quite obvious from her interview responses that this negative attitude stems from what she sees as the textbook’s obstructive effects on the students and the teaching/learning experience as a whole. This feeling was also apparent in the metaphor she used, “quicksand,” to describe the textbook, which reflects feelings of confinement and suffocation. Furthermore, she stated that the design of the textbook is not suitable for her or the students:

I really don’t like these kinds of books, because they’re not academic
 . . . I don’t know what they’re exactly trying to teach. I would prefer at the university level, an academic book . . . teaching them reading skills, academic skills, writing skills, speaking skills, listening skills, that they can apply to their other subjects.

Here, teacher TM is specifically criticizing the way in which the textbook presents the different learning skills; according to her, the skills displayed in the textbook are not the most appropriate for learners in academic contexts. When asked to talk about this point further she explained how university students, especially those in their first year, should be introduced to skills they will need for their upcoming academic courses. She then gave examples of such skills:

They need for example, as university students, reading skills of skimming, scanning, drawing conclusions, summarizing. This is all academic. This [the textbook] has nothing of this. It doesn’t teach them any of these skills. Because they’re going to use them in their subjects, they need to take notes, they need to summarize, they need to present. Writing, they need to write academically. They [referring to the textbook] don’t teach them how to write a topic sentence or a concluding sentence or supporting ideas . . . even speaking or listening. When you listen, you want to listen for the main ideas that are important, so you can take notes. You can have this skill of noting it, so you can analyse, compare and contrast. Do things like make deductions and inductions.

Therefore, we see that according to teacher TM, the textbook she is using does not fulfil the academic needs required for university students. Furthermore, to make her point clearer, she referred to one of her past teaching experiences and compared between the textbook used then and the textbook she is using now. It was apparent that this teaching experience affected the way in which she views the textbook she is presently using, due to how much she appreciated the previous one. During this past teaching experience, teacher TM taught ESP in the Business School in KAU. She described the textbook used in that previous job as “a really good book,” since it was highly relevant to the students’ field of study. She explained how the textbook included topics that were related to what the students were actually studying, for example topics on advertising and companies. In addition, it taught them how to write formal emails and how to answer letters, “so, it’s [the textbook] academic in a business context. It’s just so related to them. It’s so useful. They teach them . . . so many things that they need”.

She then described the current textbook she is using in much less favourable terms where relevance is concerned, because according to her the textbook lacks cohesion:
But this [the textbook] I don’t know is what. Some grammar, some language. They [the students] can pick this up from the internet . . .
 I don’t see any benefit from it for me. Even the writing isn’t structured that well. It [the textbook] just has so much information that is not related to each other.

When asked to give examples on how the different parts of the textbook are not related, she went through a unit of the textbook explaining how its different parts lack coherence. The unit she refers to is reproduced in various figures below to add clarity to teacher TM’s views. 
Figure 23. First page of unit from English Unlimited Special Edition (Rea, Clementson, Tilbury and Hendra, 2017, p.48)
[image: ]

As shown in Figure 23 above, the unit starts with a reading passage, followed by a listening activity and then vocabulary all presented on one page. Figure 24 below reproduces the second page of the unit.































Figure 24. Second page of unit from English Unlimited Special Edition (Rea, Clementson, Tilbury and Hendra, 2017, p.49)
[image: A close up of text on a white background
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On the second page of the unit, shown in Figure 24, we have a pronunciation activity followed by writing, grammar and finally speaking. According to teacher TM, the reading at the beginning of this unit has nothing to do with the grammar, which is (verbs + ing), nor has it anything to do with the listening part; she stated “it [the reading part] had not much to do with the listening that came after that”. In the following, we will see a transcript of the listening part teacher TM is referring to, in order to understand her point of view more clearly.

F Figure 25. Listening transcript of unit from English Unlimited Special Edition (Rea, Clementson, Tilbury and Hendra, 2017, p. 151)
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Hence, we see that teacher TM is claiming that the different parts of the unit are not related to each other. However, in order to understand this claim she is making, it is important that each of the different parts that she referred to in her quote (reading, grammar, listening) be looked at closely. For this reason, each of these three different parts will be shown below in order to examine teacher TM’s assessment further. In Figure 26 below, we will be looking at the grammar of the unit.

Figure 26. Grammar rule of unit from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p.49)
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As it is clear from Figure 26, the grammar rule of the unit focuses on (verbs + ing). When looking at the listening transcript (shown in figure 27 below) that teacher TM sees as unrelated to this grammar rule, we see that it actually employs the rule (verb + ing) within the speakers’ discussion.












Figure 27. Listening transcript of unit from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p.151)
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Additionally, the speaking part, which is shown below in Figure 28, also asks the students to use the (verb + -ing) expressions in their answers, which is also a focus on the grammar rule of this particular unit. 



Figure 28. Speaking part of unit from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p.49)
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Therefore, it is apparent that all these three different parts of the unit have one particular theme in common, which is giving instructions, and they also focus on the grammar rule of the unit (verb + ing). Even when looking at the writing section of this unit, we see that it asks students to “write instructions for a piece of equipment”, which also incorporates the theme of the unit.

Figure 29. Writing part of unit from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 49)
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However, according to teacher TM, there is no cohesion between the different parts of the unit. It is clear, at this point, that teacher TM has not appreciated how the textbook writers have made the materials coherent in the unit we have just looked at. However, contrary to what she believes, there is a common coherent thread running through the unit, which is the grammar rule (verb + ing).

She then specifically talked about the reading of the unit (shown in Figure 30 below) and how it is not related to any of these other parts. She judged it to be a waste of time. 




Figure 30. Reading passage of unit from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 48)
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Teacher TM described this passage saying:

 . . . these two readings here [number 1 & number 2], I thought they were so irrelevant . . . It’s about following instructions, but it’s just so unrelated [to the other parts of the unit]. These [the characters in the passage] are people that made mistakes because they didn’t follow instructions. The vocab was really difficult, and I felt that it was just going to be more detrimental than beneficial.

From these previous instances, it is quite obvious that teacher TM has certain pedagogical beliefs that she is comfortable with and prefers to abide by in her teaching and in her use of the textbook. In fact, in her interview, she wholeheartedly explained how she is a firm believer in what she called “the holistic approach”, by which she means that the parts of something are seen as interconnected or integrated as a whole. When applying this definition to textbook use, it means that she prefers and wants the different parts of the textbook, the reading, listening, speaking, vocabulary and writing to be related to each other. She further explained her views by saying: “I really have this approach, the holistic approach, making things connected. So, where I can find connections [between the parts of the textbook], I try to focus”. Thus, it may be said that teachers’ beliefs about appropriate pedagogy have an influence on the way they perceive and use textbooks, and this in fact was evident in her lesson observations, as we shall see below.

4.2.1.1. Teacher TM’s actual use of the textbook

When looking at teacher TM’s lesson observations, it is clear that she applies this holistic approach from the way that she goes about teaching the unit. In none of her four observed lessons did she follow the unit in the order it is presented in the textbook; rather, she jumped from one part to another. More details and scenarios about her actual use of the textbook in class will be given in section 4.5.

4.2.2. Teacher TZ’s view towards textbooks

	
A textbook is: “disorganized, mismatch of a lot of things”




	
Teacher TZ
	Metaphors to describe textbook

	
	Roadblock
Guideline
Map



Another teacher who also displayed a very negative attitude towards the textbook is teacher TZ. In her interview, she stated that she does not like the textbook she is using for many reasons:

I don’t even like this book. It is just all over the place, it is not organized, so much information crammed into pages, and you teach for four hours and then you find yourself only covered two pages, so it is demoralizing for teachers . . ., it is just useless.
From teacher TZ’s comments above, we see that there are two factors which contribute to her dislike of the textbook. First of all, she believes it lacks organization, which is similar to what teacher TM stated. Additionally, teacher TZ sees the textbook as containing too much information for teachers to be able to cover in the duration of a lesson. It is clear that these two factors caused teacher TZ a major problem in her teaching to the extent that she described the textbook as “demoralizing”. In order to better understand these claims that she is making, it is important to look closely at the different parts of the textbook that she believes are not organized. In the figures that follow, a unit of the textbook is reproduced that demonstrates how the different sections of a unit are divided.





































Figure 31. First page of unit from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 54)
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In this first page of unit 7, we see that it starts with a reading passage followed by a speaking activity. Then we move on to the second page, which is shown in Figure 32 below.








Figure 32. Second page of unit from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 55)
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On this second page of the unit, we have a vocabulary exercise followed by a listening activity, then we have another vocabulary part and finally the page ends with a writing and speaking exercise.





Figure 33. Third page of unit from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 56)
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On this third page of the unit shown in Figure 33 above, there is a second reading passage followed by a second listening activity, as well.




Figure 34. Fourth page of unit from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017,  p. 57)
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On the fourth page of the unit shown in Figure 34, we see that it is somewhat crammed with information, as it contains five different skill activities; we have vocabulary followed by speaking, grammar, pronunciation and finally writing.



Figure 35. Fifth page of unit from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 58)
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In this page, there is a third listening activity and a fourth vocabulary activity of this unit.
As teacher TZ described, it is clear from the figures shown above that the unit contains a great deal of information; for example, we see there are five different vocabulary parts in the unit. 
In addition, there are two reading passages and four listening exercises. Furthermore, we see how these parts are not organized in a sequential way, in which similar skills follow each other. For instance, the unit starts with a reading passage, goes on to a listening exercise, which is then followed by vocabulary, then we have another listening track followed by another vocabulary exercise. According to teacher TZ, this is not a logical order; she also emphasized the messiness of the textbook when describing it as “disorganized”. 

When looking closely at the different parts of this unit, which teacher TZ is describing as “all over the place”, we see that the main goal of the unit (shown at the top right corner of each page) is describing different qualities that a person may have. Accordingly, when looking at the different activities, we see that they all have this theme in common. For instance, in the first reading passage of the unit “Mohammed Saeed Harib” (shown in Figure 31), we see that this article is about Mr. Harib’s educational journey and his present occupation. Through the explanation of his education and current job, the writer describes Mr. Harib’s characteristics, which is the basic goal/theme of the unit.  Furthermore, when looking at the vocabulary part “personal qualities” (shown in Figure 32), it is also obvious that the theme of the unit is apparent. This activity discusses the different qualities that people need for different circumstances, for instance qualities you need in the army or qualities you need in order to be famous. Hence, it is evident this theme pattern of “describing qualities/characteristics”, as we can see from the previous figures, occurs in all the activities of the unit teacher TZ is referring to. Therefore, similar to teacher TM, teacher TZ also does not see the common thread between the different parts of the unit.

4.2.2.1. Teacher TZ’s actual use of the textbook

As mentioned previously in the methodology chapter, only one lesson was observed for teacher TZ. In that lesson, she covered most parts of the textbook, such as reading, grammar, vocabulary and listening, and in much the same order that they appeared in the textbook. Another point noted during observations was that teacher TZ uses the L1 very much within the exercises. More on her use of the textbook and her incorporation of the L1 within her lessons will be discussed in section 4.5.
 


4.2.3. Teacher TD’s view towards the textbook

	
A textbook is: “Lacking appealing ingredients”.



	
Teacher TD
	Metaphors to describe textbook

	
	Headache
Nightmare
Guideline



Another teacher who projected a negative view towards the textbook is teacher TD. Although she did not reveal as strong an aversion as teacher TZ, she still had her reservations regarding the textbook. In her interview, she described the textbook as “lacking appealing ingredients”. Moreover, she bluntly stated, “seriously, I do hate the book, but at the same time I also hated the book in my previous job. So, maybe I'm against all books.” 
When asked why she detests textbooks, she justified her resentment saying:

I like teaching by theme and the way we are taught English in schools  . . . [is that] lecturing and grammar translation is the dominant method . . . I see this has to do with using a textbook. If each teacher was to create her own content not using a textbook, she has the freedom and autonomy to do whatever she likes . . . I think we will have better results and English will be taught better.

From this quotation, it is clear that independence is an important characteristic that teacher TD wants to be able to feel as a teacher. It was obvious throughout her interview that she felt very much constricted by using a textbook and believes that it is the reason for not teaching/learning the English language properly. It is worth noting that this negative view towards textbooks is not only because of the current book teacher TD is using; she expressed the same attitude towards textbooks in general. Therefore, we see that autonomy is paramount for teacher TD and this may be the strongest reason for her negative stance towards the textbook she is using. She feels confined by it and she explicitly mentioned autonomy as a salient factor during her interview, saying “look, we don't have the autonomy to just not use the book. I would have to use it anyway. But do I love using it or not, here is where I have the freedom to talk”.

Going back to the metaphors that teacher TD chose from the prompt card she was provided with, they were headache, nightmare and guideline. From her choices, we see that the first two metaphors are negative; whereas the third metaphor has a positive feel to it. Therefore, I asked her to explain her choices, to better understand her thoughts on the textbook. She then explained saying, “what I mean is that it [the textbook] serves as a guideline, if I have to teach this book. So, I would just get the theme from the book then I just make a whole different lesson”. She therefore considers the textbook as a guideline in the sense that it provides her with ideas, themes or starting points for the lesson to be taught, then she creates her own exercises based on these starting points and does not actually follow the textbook. This approach in using the textbook is similar to that of what Shawer (2010) calls a “curriculum maker”. In his article, Shawer (2010) describes his idea of a curriculum maker as a teacher who only very rarely consults their textbook. When curriculum makers do consult the book, one of the ways they do so is by looking at the textbook’s table of contents and drawing inspiration from that to then create their own materials to teach the language points suggested by the textbook. Furthermore, this lack of dependency on the textbook was also evident in teacher TD’s account of the process of lesson planning, where she described her lesson planning:

I usually . . . look at the general objectives of the lesson and I don't do a lesson plan, but I plan as I teach. I just know what I'm going to teach, what topic, what theme, I put the grammar on slides, I do my own controlled exercises, and then I start teaching spontaneously. 

Similarly, Cabrera (2014) described textbooks as being a helpful originator of different ideas and content that teachers may implement in their lessons, without specifically following them diligently. In fact, he described textbooks as being “a point of departure” (Cabrera, 2014, p. 276), which is the same as how teacher TD is describing her textbook, inasmuch as she uses it as a starting point for her lessons only. In sum, it is obvious that teacher TD is against textbooks because she feels they strip her of her freedom as a teacher to cover what she believes is suitable for her lesson. 

4.2.3.1. Teacher TD’s actual use of the textbook

However, when looking at teacher TD’s lesson observations, we find there are some contradictions between the way she claims she uses her textbook and her observed practise. In contrast to her alignment with a curriculum maker at interview, during her lesson observation she adhered quite closely to the textbook. In fact, she covered everything in the unit, except for the grammar, and in exactly the same order that it appeared in. More details on her use of the textbook will be found in section 4.5.

4.2.4. Teacher TK’s view towards the textbook

	
A textbook is: “strict, too much”.




	
Teacher TK
	Metaphors to describe textbook

	
	Heavy stone



Teacher TK also had a negative attitude towards textbooks, albeit not as strong as the previous teachers’ attitudes. This negativity is shown through her choice of metaphors in describing the textbook. She explained that she feels the textbook is “too much to follow”. That is, according to her, the level of the exercises is too difficult for her students. She talked about this problem further below:

I don't know if it's because we are teaching this to our students or if we had to teach this to a different level of students would it be less complicated? . . .  But for me, I feel it is too complicated . . . there are some questions that I think this is impossible, I can't do this with the girls.

She then described how her way around this problem is by adapting the textbook, which we will examine further in section 4.5: “but if you were a person who would follow this [the textbook], it would be too much to follow. I mean the exercises, it's too much”. 
Furthermore, another negative element of textbooks that teacher TK mentioned is the fact that using a textbook tends to limit a teacher’s creativity: “I feel that in the classroom I can't be creative because I'm limited to what is in the textbook”. Expanding on this point more, she gave a comparative example between her and her brother-in-law. She described how he is an inexperienced lecturer teaching for the first time. In his context of teaching, he is not given a textbook; in his institute “they told him this is the class, you come up with the material”. She described how he complained of not knowing how to come up with materials and decided to use the same textbook he used when he was a student. Of course, in her case, it is the exact opposite scenario, where she is given a specific textbook to use in addition to a pacing guide to follow. According to her, “you really can't [be creative] because they [the administration] tell you what to cover page by page”. This is why she feels restricted; in fact, she specifically described her brother-in-law as “lucky” because of the freedom he is given in creating his own materials. She believes that by having the freedom as a teacher to create your own content:
You have room to be creative. You can create everything from tests to quizzes . . . you can give them [the students] whatever you feel is important, whatever is appropriate for their level . . . It's nice to be able to feel out the situation with the level and give them according to their level . . .
 
When asked to describe a way in which she would feel less restricted than she is now, she replied, “if they [the administration] say . . . [in] this module you have to cover these grammar rules, I would love that. You would be able to look at different books, you will choose the best way to introduce something to your students depending on their level. That would be lovely”. In the scenario teacher TK is describing, she would only be restricted in the types of grammar rules to cover in lessons; other than that, she would have the freedom to create her own activities according to what she believes is suitable for the level of her students, which is similar to teacher TD’s point of view and what Shawer (2010) describes as the approach of the “curriculum maker”.

4.2.4.1. Teacher TK’s actual use of the textbook

Teacher TK was one of the teachers who only had one lesson observed. During her lesson observation, it was noticed that she covered most of the activities of the main components of the textbook, such as the reading and listening. Furthermore, it was also noticed that she focused on vocabulary throughout the lesson. She occasionally asked the students about the meanings of random words that she chose, whether they were from the listening tracks or the reading articles. More on teacher TK’s use of the textbook and the adaptation techniques she employed will be discussed in section 4.5.

4.3. Teachers with a positive attitude towards the textbook

The second group of teachers in this study are the ones that appreciate having textbooks. In the following, these teachers’ views on textbooks will be discussed, in addition to a brief summary of their actual use of the textbook.

4.3.1. Teacher TS’s view towards the textbook

	
A textbook is “a Bible”



	
Teacher TS
	Metaphors to describe textbook

	
	Petrol
Map
Guideline
Compass
Blind man’s stick



Teacher TS’s positivity towards textbooks is shown through her description of the assigned textbook, which was “A Bible”. She explained that the textbook is unquestionably helpful for her and for any teacher, for that matter; in fact, “it will be very difficult for you to do teaching without a textbook”. Additionally, more positivity was revealed through her selection of metaphors from the prompt card she was provided with: Petrol, Map, Guideline, Compass, Blind man’s stick. As observed from the set of metaphors she chose, all are positive, and all have a sense of prominence in people’s daily lives. That is, it is obvious that one cannot drive a car without petrol, thus making it a requirement for driving; also, maps are important to help us get to our destination. Furthermore, a compass helps us orient ourselves and go in the right direction, and lastly a blind man would not be able to walk without his stick. Therefore, just as these items are important for their users, a textbook is important for a teacher. 

However, teacher TS made it clear in her interview that although textbooks are essential, they should be used wisely and not slavishly (cf. Islam & Mares, 2003); she stated:

Of course, the teachers should make a lot of adaptations to the textbook . . . these [the adaptations] are very important because the textbook doesn’t know your students. You as a teacher, you will know your students. 

According to her, teachers should use their textbooks keeping in mind students’ different learning styles and their individualized learning needs at the same time. She further explained the importance of using textbooks in a thoughtful way, saying:

If I got a free hand [freedom in using any materials she wanted], I would have my textbook and also, I would have other sources to supplement . . .  It [the textbook] will provide a springboard for you. So, use the textbook but at the same time use it in a way to serve the purpose of . . . helping the students achieve their learning outcomes. So, textbook is a must. 

Here, teacher TS used the word “springboard” to describe the textbook as being a stable starting point for teachers; it can be used to give teachers ideas about the main points that need to be covered in a lesson, then the teacher can start from there and bring out her creativity in creating the lesson in a way that is suitable for her students, hence using the textbook in a way that enriches the learning experience. From what teacher TS has explained, she may be described as what Shawer (2010) calls a “curriculum developer”, who considers textbooks as an important element in the classroom, but uses them wisely and appropriately, bearing the learners and their needs in mind. 



4.3.1.1. Teacher TS’s actual use of the textbook

This attitude of teacher TS was evident in her lesson observations, where she conformed to the textbook, while she also adapted where she believed adaptation was required. In sum, we see that teacher TS views the teacher as the manager in the classroom who uses the textbook in a manner that is suitable for his/her individual context. More on her actual use of the textbook within her lesson will be discussed in section 4.5.

4.3.2. Teacher TN’s view towards textbooks

	
A textbook is “the backbone of teaching most of the four language skills”




	
Teacher TN
	Metaphors to describe textbook

	
	Petrol
Map
Guideline
Compass



The second teacher in this group with a positive attitude towards textbooks is teacher TN. In her interview, she spoke favourably about the textbook. Firstly, her positive perspective was evident through her response to prompt card #1 (shown below), where she was asked to choose a quotation that reflected her attitude towards textbooks.

	
These are two quotes by two teachers explaining their opinions towards the            
textbook:

Nora:    “Good teachers do not use textbooks.”
Nejwa: “Using a textbook is a must for all teachers.”




From this prompt card, teacher TN chose the second quotation, “using a textbook is a must for all teachers”, and she also added the following sentence to this quotation: “and for most of the students”. She described how she sees the textbook as a “solid reference, something to resort to” not only for herself as a teacher, but “for the students themselves”. This positivity towards textbooks was also evident in the metaphors she used to describe her book. In the first question, which asked for a metaphor describing the textbook, she answered that a textbook is “the backbone of teaching most of the four language skills”. This comment echoes that of a participant in Farooqui’s (2008) study, who also stated that if the textbook is taught properly, students will be able to develop the four language skills. Furthermore, she chose the following metaphors to describe the textbook: Petrol, Map, Guideline, and Compass. From these choices it is apparent that the textbook holds a prominent role for teacher TN. Moreover, she emphasized the merit of the textbook by a term she personally added to the table, which is “energetic”. She explained that she views the textbook as energetic because it gives students energy by showing them what will be covered in lessons. She believes that when students know what they will be learning in their English language lessons, this gives them a positive effect and they will receive an energy boost to help motivate them to learn. 

Moreover, teacher TN’s positive view towards textbooks was apparent throughout her whole interview; in fact, she believes that the negativity towards textbooks that some teachers have is actually of their own making: “it’s [the textbook] a heavy stone if I decided to make it a heavy stone. If I’m not going to use it for my benefit”. Furthermore, at another point during her interview, teacher TN concluded: “I know the value of the textbook. It’s not a belt, it’s not a prison, it is not a dark devil . . . I need it especially with beginners, you need something to start from”. This view of using a textbook as a starting point has in fact been mentioned in the literature and is considered a positive effect of using a textbook, especially with students (Crawford, 2002; Swales, 1980).

4.3.2.1. Teacher TN’s actual use of the textbook

With regards to teacher TN’s use of the textbook, as predicted from her attitude, she covered most parts of the unit and in the same order they are presented. However, she made some changes to the grammar part of the unit, as we will see in section 4.5.




4.3.3. Teacher TF’s view towards the textbook

	
A textbook is: “a big world”




	
Teacher TF
	Metaphors to describe textbook

	
	Daily bread
Petrol
Map
Water
Compass
Cooking oil
Blind man’s stick



Teacher TF’s attitude towards textbooks mirrors that of teacher TS; she also has a generally positive attitude towards textbooks and confirms their importance. However, she states that the word ‘must’ in the quote in the prompt card she was provided with (highlighted below) is exaggerated. 

	
Nora: “Good teachers do not use textbooks”
Nejwa: “Using a textbook is a must for all teachers”



She changed this quote to “it is a must that we abide by our textbook and at the same time be creative”. Hence, she believes in the importance of using textbooks in lessons; however, she also believes teachers must use textbooks in a way that is creative and not necessarily stick to the textbook dutifully. Furthermore, the metaphors portrayed by teacher TF also reveal a positive attitude towards textbooks; she chose the following metaphors: Daily bread, Petrol, Map, Water, Compass, Cooking oil, Blind man’s stick, which all represent positive feelings. In addition, when asked to describe the current textbook she was using, she said: “a big world”. She further explained this description, saying: “it's a big world that we can travel in all its corners . . . So, before traveling . . . we need to be well-prepared, so this is for me the textbook”. From this description, it appears that according to teacher TF, using a textbook makes a teacher well-prepared. A sense of direction was also obvious in some of the other metaphors she chose, such as Map, Compass, and Blind man’s stick. Hence, it may be speculated that organization and planning are important characteristics for this specific teacher, which are provided to her by the textbook. In fact, this organization and well-preparedness was evident in her lesson preparation process and in her organization of the lesson. 

When asked about her lesson preparation techniques, teacher TF reported that the first step she takes when preparing a lesson is to check the pacing guide. 

So, the first thing I check is the pacing guide to know what pages or what tasks am I going to do in class . . . and then later I try to prepare a lesson plan . . . so pacing guide, then I look at the textbook, then I prepare the lesson.  

It is worth mentioning that she is the only teacher in this study that mentioned the fact that she refers back to the pacing guide before preparing lessons. Moreover, it was noticed during her lesson observations that she starts her lessons in a very organized manner. For example, she starts her lecture by dividing the whiteboard into three. The first part of the whiteboard is for the lesson objectives, the middle part is for the lesson itself, such as grammar rules and finally the far-left corner includes random vocabulary words that come up during the lesson. Teacher TF justified this routine act in the following way:

I don't want the board to be clumsy [messy] because when the board is clumsy, even the students might get clumsy. But when you organize it . . . students won't get confused . . . so if the teacher is clear, students' mind will be clear. 

Thus, it is obvious that organization and clarity are critical issues for teacher TF; hence this may explain her positive attitude towards textbooks, as they provide her with the organization and precision that she needs and wants. Similarly, Hutchinson & Torres (1994) state that  “the very fact that a lesson is a dynamic interaction . . . leads not to a need for maximum freedom, but to a need for a predictable and visible structure both within the lesson and across lessons. The textbook . . .  is the best means of providing this structure” (p. 321). Furthermore, other advocates of textbook use reported how textbooks provide teachers with guidance, organization and direction (Guerrettaz & Johnston, 2013; Miranda & Del Campo, 2016). 

4.3.3.1. Teacher TF’s actual use of the textbook

With regards to teacher TF’s use of the textbook, like most of the teachers in this study, she covered the majority of the unit components and in the same order they appeared. More on her use of the textbook will be found in section 4.5.

4.4. Teachers with a more nuanced view towards the textbook

In this part, the replies of teachers who revealed a somewhat nuanced view towards textbooks will be discussed.

4.4.1. Teacher TR’s view towards the textbook

	
A textbook is “a Road map”




	
Teacher TR
	Metaphors to describe textbook

	
	Map
Guideline
Compass



In teacher TR’s interview, she spoke favourably about the textbook. However, it was noted that this positivity comes from the fact that textbooks are very much related to exams. For this reason, teacher TR believes that textbooks are an important element in the classroom, and they play a major role in enabling students to practise and pass their exams. When presented with the two quotations on textbook use, shown in the following prompt card,

	
These are two quotes by two teachers explaining their opinions towards the            
Textbook:

Nora:    “Good teachers do not use textbooks.”
Nejwa: “Using a textbook is a must for all teachers.”




Teacher TR revealed some reluctance in choosing, before she replied: 

I think the second one [the quotation]. . . Here in the ELI, it is a must for all teachers, because you could say a textbook is like a road map for the teacher because it says what should be covered in the lesson because it also reflects the exam. The textbook . . . helps the students to study and prepare for the exam . . . The teacher is pushed [by the administration] and she has to follow the textbook in order to help the students prepare for the exam. If I told them I won’t use the textbook, the students will be confused, they won’t know what to do for the exam and how to prepare for the exam. I think it [using the textbook] is a must for the teacher and it depends on the institution.

There are various issues that emerge from this interview excerpt. First of all, at the beginning of the excerpt, there is the impression that teacher TR regards textbooks as an important companion in the classroom. This is found in her description of the textbook’s benefit for both teachers and students. According to her, the textbook acts as a “road map” for the teacher because it helps her by giving her the range of topics that should be covered in class and that students will be examined on. With regards to the students, the textbook plays an even more important role because it is considered an aid in helping them prepare and do well in their examinations. Therefore, it is noted from her descriptions of the textbook that she views it positively, not necessarily because of the textbook itself, but because of its close relation to the examinations in the ELI. This may also be sensed through the part of the quotation “the teacher is pushed and she has to follow the textbook”. I sensed something of a feeling of negativity towards the textbook here, and I felt that the positive perspective teacher TR has is somehow forced. I therefore asked her, regardless of institutional pressures, if she had the freedom to either use a textbook or not, what would she prefer, and she replied she would prefer not to have a textbook:

I will just be free to use the materials that I think suitable for my students. I will just be free to design my lessons in a way that I feel like appropriate for my students because I will give you an example. The level I taught they were repeaters and I think the textbook was so difficult for them, I think if I weren’t in the ELI in KAU, I would have used a different textbook and different materials and I would have a different approach. It won’t be the same class and the materials would be different, won’t be the same.

In sum, from teacher TR’s comments, we sense that exams are a dominant affecting factor in the ELI. In fact, using textbooks as preparation for exams and the linkage between textbooks and exams is a point that has been mentioned by other teachers in this study and has also been reported in the literature. Hence, this point will be further tackled in section 4.7.2.

4.4.1.1. Teacher TR’s actual use of the textbook

It was noted during teacher TR’s lesson observations that she focused on the grammar and vocabulary parts of the textbook the most. The reason for this may be the fact that exams in the ELI are grammar oriented. Therefore, her textbook use is similar to her exam-driven perspective towards the textbook and how she views it as important due to its close connection to the exams in the ELI. More specific details and scenarios on her use of the textbook will be discussed in section 4.5.

4.4.2. Teacher TJ’s view towards the textbook

	
A textbook is “a breath of fresh air as it introduces some wonderful topics for the students to exercise their brains”.





	
Teacher TJ
	Metaphors to describe textbook

	
	Map
Guideline
Water
Compass



At the beginning of teacher TJ’s interview, she projected a positive view towards textbooks, which was evident in her description of the textbook, as well as from the metaphors she chose, which are shown above. This appreciation of textbooks was also revealed in some of her general comments on the textbook. For instance, she talked about the quality and the design of the textbook and how these are its strong suits. However, despite the fact that teacher TJ’s choice of metaphors reflected a positive view, when presented with the two sets of quotes on textbook use, shown below, she chose neither.
   
	
Nora: “Good teachers do not use textbooks”
Nejwa: “Using a textbook is a must for all teachers”




She stated:

I think I would fall somewhere in between. One says “don’t use textbooks” and one says “using the textbook is a must”. I say I think you do a bit of both and adapt and supplement a lot. I would feel that that would be very good.
 
From this statement, it is clear that teacher TJ has a balanced view towards textbooks. She believes in the importance of textbooks and the importance of using them; however, she also believes that textbooks should be adapted:

if I was doing something on my own [not using the textbook], it wouldn’t be very focused, it wouldn’t be very organized, and if I said I am only using the textbook, then I am not giving a very enriching experience to the students. They need to have other ideologies and other things put in and supplemented with the lesson. 

What she means by “enriching experience” is the teaching/learning experience as a whole. She explained how she considers it part of the students’ right to be introduced to extra materials, whether it be for linguistic or cultural reasons. For instance, she described how her students’ level varies from one module to another, and obviously from one student to another, which in her opinion makes them entitled to this adaptation: “So, it [adapting] has to be done. Otherwise, they [students] could get either very bored or they could find it very very challenging and they will not be able to adjust . . ., they won’t know what is going on”. 

4.4.2.1.  Teacher TJ’s actual use of the textbook

With regards to teacher TJ’s use of the textbook, two of her lessons were observed. What was noticed during the two observations was that she covered most parts of the unit. However, in some parts where she felt it was needed, she adapted the textbook, as she had stated during her interview. More details and scenarios on her textbook use will be shown in section 4.5.

4.4.3. Teacher TA’s view towards the textbook

	
A textbook is: “the Boss”



	
Teacher TA
	Metaphors to describe textbook

	
	Daily bread
Map
Guideline
Compass



Teacher TA similarly had a balanced stance towards textbooks, and her justification of this stance is logical and quite blunt. Like teacher TJ, teacher TA also expressed a position that identified neither with pro- nor anti- textbook arguments. When presented with the two quotes, 
	
Nora: “Good teachers do not use textbooks”
Nejwa: “Using a textbook is a must for all teachers”



she stated that:

I don't agree with neither . . . because textbooks are made by people who have long years of experience. Some textbooks are really good . . . I think good teachers try to be eclectic, but only when they have the choice . . . so I totally disagree with Nora. And with Nejwa: ‘it is a must for teachers’, this is a very sad statement. Yes, it's a must. We have to use it. It's a compulsory thing. We don't have a choice. This is a very sad thing to be honest. 

Moreover, this nuanced view was evident throughout her whole interview, for she had a strong opinion regarding textbooks and their importance in the educational context, which was obvious from the metaphors she chose to describe them: Daily bread, Map, Guideline, Compass. However, she also had certain more critical opinions towards the ELI textbook. For example, when asked to describe the textbook using a metaphor, teacher TA replied it is “the boss”. Although she was quite confident with her choice, she expressed her reservations towards it by saying “I'm sorry . . . I don't like this metaphor. I don't like that my textbook is my boss, but somehow, he is a boss”. Here, she acknowledges the importance of textbooks, she is not necessarily happy with this, but nevertheless she accepts the authority of textbooks in general. 

When asked more about this, to enable me to understand her perception clearly, she explained that she does not have a negative perspective towards textbooks; in fact, “I don't hate textbooks. I don't feel that textbooks are barriers or anything. But the more I use it [the textbook], the more I feel I don't understand the logic behind it”. In this quote, teacher TA was referring to the textbook English Unlimited Special Edition specifically. She commented that sometimes there are topics in the textbook that she questions regarding their suitability for her students. We may therefore conclude that the reason why teacher TA is critical towards the textbook she is using is due to the selection of topics that, according to her, are not related to her students. More on this issue and examples of some of the topics she finds unsuitable will be discussed in section 4.5.

4.4.3.1. Teacher TA’s actual use of the textbook

Regarding the extent of teacher TA’s actual use of the textbook, she covered most parts of it. Moreover, similar to teachers TJ, TM, TR and TK, she also emphasized certain parts of the textbook, such as grammar and vocabulary. She covered each and every single grammar activity in the textbook, along with the grammar reference in the back of the textbook. In addition, she also covered the grammar exercises in the workbook; in fact she was the first of two teachers observed to use the workbook during actual class time. When asked about this, she explained how important practise is for the students. She stated that she knows for a fact that they will not practise at home, hence she feels she is obliged to give them practise in class. In fact, she specifically told her students: “You have a specific amount of time to practise. If you don't use it [the language], you will lose it. This is the only time you have to practise English”.  

Moreover, the same pattern of use was observed regarding the vocabulary parts of the units, where every activity was covered in addition to the reference parts and the workbook. Teacher TA justified her emphasis on vocabulary due to her personal past experience as a student. She explained that when she was a student, she used to translate every single word that she came across in a reading passage. Many of her teachers told her that this was not a good strategy and explained the importance of learning the meaning from the context, but she did not change her technique. She then described how her students rely very much on Google Translate and Arabic dictionaries, especially when it comes to reading passages. As a consequence, during their exams, they do not know how to deduce the meaning of words from the context. Hence the importance of vocabulary practise in Teacher TA’s view.

To sum up, it is clear from the data above that teachers in this study differed regarding their attitudes towards textbooks. Comparing these results with those of McGrath (2006) and Menkabu (2010), some differences as well as similarities are observed. McGrath (2006) reported that the teacher images in his study were mainly positive except for only one negative category, which was ‘constraints’. Similar to the current study, the teachers in Menkabu’s (2010) study were divided in their views towards their textbook. Three teachers felt constrained by their textbook and therefore chose negative metaphors, such as ‘straitjacket’, ‘sleeping pills’ and ‘nightmares’, while four teachers echoed teacher TS, TF and TN in this study, in which they viewed their textbooks as providing guidance: a ‘path’, ‘compass’ and ‘teacher parachute’. The reason for these differences, it might be assumed, is due to certain contextual factors. For example, Menkabu (2010) reported that the negative metaphors used by her teacher participants may be due to the fact that her study was done in an ESP context requiring the teachers to have medical background knowledge. In fact, she reported “teachers’ insufficient medical background knowledge influenced their perceptions of the textbook” (p. 34). Whereas in both the current study and that of McGrath, the data was collected from general English language classrooms where specialist knowledge of this type was not required. 

Furthermore, it was apparent from the lesson observations that teachers in the ELI do in fact use the textbook, and to a very large extent. This may be due to two reasons. Firstly, it is a compulsory textbook that must be covered. Secondly, the exam content closely reflects the content of the textbook. Nonetheless, teachers showed some autonomy in reordering the different components of the textbook, and in focusing on different parts of the textbook according to their own beliefs. These results are similar to what Menkabu (2010) reported in her study of textbook use, where she concluded that her teachers’ textbook was “the main and the only textbook used” in their lessons (p. 29). That textbook was also a prescribed textbook by the institute and also the “only source of examinations” (p. 33).

4.5. Teachers’ textbook use

In this part of the results and discussion chapter, the spotlight is on the main focus of this research, which is teachers’ textbook use and the kinds of adaptations that they make and why they make them. In the answer to these questions lies the heart of this thesis, as they yield an understanding of how textbooks are used inside classrooms. The organization of this part will be according to the most dominant themes/codes that have arisen during the analysis of the teachers’ textbook consumption. Hence, each theme/code will be presented followed with the findings, as well as an analysis of these findings. As an introduction to this part of the chapter, I present a quantitative overview of the types of adaptation techniques that the teacher participants reported using in their classes. 
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Description automatically generated]Table 7. Quantitative overview of the adaptation techniques that teachers used in their lessons


















I chose to start this part of the chapter with the following quote from a teacher:

“I cannot change the textbook, but I can use it in the way I think best” (TN). 

This quote sums up most of the teachers’ views regarding the issue of textbook consumption. This quote may be especially apt to describe the situation in a context where a specific textbook is prescribed by the administration, as is the case in the ELI. In this quote, the teacher acknowledges the importance of covering the prescribed textbook; however, she is also aware of the importance of using adaptation techniques. 

4.5.1. Editing

It was concluded through the teacher interviews that editing was the most commonly used adaptation technique, all ten teacher participants stating that they edit their textbook. More specifically, seven of the ten teachers (TA, TZ, TM, TS, TF, TK and TN) stated that editing is, in fact, their most commonly used adaptation technique. Furthermore, lesson observations also revealed many instances in which teachers edited their textbook. These scenarios were then brought up during the teacher interviews in order to better understand teachers’ justifications for these edits. In the following are the different reasons for editing that the teachers explained.

4.5.1.1. Editing due to students’ proficiency level

A number of teachers claimed to edit due to students’ proficiency level:
	

		Editing due to students’ proficiency level

	Teacher TJ

	Teacher TA

	Teacher TD

	Teacher TF

	Teacher TK




	


“Editing is a response to the students’ understanding, [or] to the students’ level” (TA). 
In this quote, teacher TA summarizes the main reason why half of the teachers in this study claim they edit their textbook. However, before going on to explain this point, it is important to remind readers how the modular system in the ELI works, which was explained thoroughly in section 1.2. At the beginning of every academic year, the ELI has a placement exam for first year university students (prep year students). Depending on these exam results, students are then placed in their suitable level, whether level one, level two, level three or level four. Students who are placed at level four at the beginning of the year are usually the strongest, language wise. The problem, however, occurs with students who are placed at level one or level two, because in a matter of weeks only, students are moved to the next level. Therefore, when they reach level four in this very short time period, they are still basically level one or level two. Teacher TM explains this point further, saying:

In five weeks, which is the actual teaching that we give . . . you’re supposed to move them [the students] to another level. So, there’s a gap. Then, you move them again to another level, there’s another gap. So, they reach level four and there’s this huge gap in their proficiency level that they can’t reach.

Furthermore, teacher TJ also brought up this issue in her interview, describing level four as 
“the most disheartening [level] for us [to teach] . . . not just for me, but when I talk to other teachers all of us feel the same way”. She explained that level one and two are usually fine. However, when students reach level three or four that is when the problems arise. She is convinced this is due to the modular system, stating that:

By the time they [the students] are at level four many of them are completely lost, they don’t know what is going on because they are still level one, basically. And in the course of about six or seven weeks we fast track them to level four. So, they don’t know what is really going on”. 

Teacher TM additionally explained that as a teacher she feels she is not helping the student to move to another level by the actual outcome of teaching, but what is literally happening is that “I’m just moving her [the student up to the next level], but she’s not really moving [in terms of ability]. Thus, as is clear, level three and four students are required to have a certain level of language competence; however, due to the modular system, they are not able to reach that level. In fact, this gap poses a serious problem for teachers to the extent that they call this issue “the level four phenomena”. Hence, it is no surprise that students’ proficiency level would have a major effect on how and why teachers edit their textbooks.

Teachers TJ, TA, TD, TF and TK all stated during their interviews that they edit the textbook in line with their students’ level; they explained how for low achievers it is important to adapt activities accordingly. For instance, teacher TJ reported “I do edit sometimes. I make it [the activity] a little simpler if the students don’t understand it, I make it a little more difficult to challenge and they can cover those challenging activities”. Therefore, according to her, her editing of the textbook would depend on her students’ level. In some cases where she has a higher-level group of students, she would edit the activities to make them more challenging, whereas in the case of low-level students, she would do the opposite. During her lesson observation, it was noted that she did an editing of this sort in the following matching activity from the textbook. She made a small change, which she justified due to her students’ low level of English.  

Figure 36. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017,  p. 31)
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As seen from Figure 36, there are a number of pictures on the side of the page, and students are asked to match these pictures to the words (age – religion – money – work – politics – health – home – family). When covering this activity during the lesson, teacher TJ matched the word (religion) to the picture of the mosque first, then she matched the words (home, age, health, work) each to its suitable image, doing some of the work the textbook asks students to do. After that, she asked her students to match the rest of the words in the activity. She explained that she matched these five words (religion – home – age – health – work) first, because “they are easy and well-known”, and therefore this will motivate the students to match the rest of the images to the words, and also what is left of the activity will be easy to do. 
Another editing episode that happened in teacher TJ’s lesson observation was during a reading activity in the textbook. After the students read the passage and were answering the reading comprehension questions, she made sure that she told them in which paragraph they could find the answers; for instance, she would say, “you will find the answer to question number one in paragraph two” and so on. When asked about this during the interview, she explained that this is her way of editing the task in order to make it simpler for her students.

Furthermore, in teacher TA’s lesson observation, it was also noticed that she did some editing, specifically to the grammar part of the unit covered in that lesson. In Figure 37 below, we see the actual grammar section of that unit. 

Figure 37. Activity from  English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017,  p. 39)
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As seen from Figure 37, this grammar section includes the grammar rule, in which the language focus is on future forms, immediately followed by exercises on this rule. However, instead of starting with the textbook, teacher TA explained the grammar rule on the board and gave her own examples before covering this part in the textbook. On the board, she wrote the following two dialogues:

	
‘Mohammed: What will you do today?
‘Ahmed: I will call my friend Sami to see if he wants to go out.’

‘Mohammed: What are you going to do over the weekend?
Ahmed: I am going to go to Makkah.’




After that, teacher TA asked her students “What is the difference between the two sentences?” After discussing some possible answers with the students, she explained that “The first example is used [using will] when we do not have a plan, we just decided at the moment. We also use ‘will’ when we make a promise”.
Then, she wrote down an example of the third form of the grammar in focus, on the board as well: “My auntie is coming to visit us next July”. Here, she explained to the students that we also use the present progressive to talk about the future, and how we usually use it when talking about something planned, for example travelling and so on. In addition, teacher TA specifically told the students that this form “usually has a time at the end of the sentence”, which she considered as a clue to make grammar easier for them. 

In fact, it was noticed in other lesson observations as well that teacher TA gives her students hints that they can use in order to help them better understand grammar. For instance, for the grammar rule found in Figure 38 below, teacher TA explained to her students how noticing the word that comes after the verb in a sentence may help in figuring out the correct verb form.

Figure 38. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 79)
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For example, with regards to the four verbs in 6b shown in Figure 38 (remind – know – understand – find out), she explained when the verb is followed by the word that, then this verb is usually related to ideas and thinking: something abstract, such as know / understand. Another example she gave is of the verb remind and how it has to be followed with a pronoun such as him / her or Samar / Sara. After that, she asked her students when they go home to “try and focus on what comes after or does not come after the verbs”. Moreover, she explained at interview that sometimes because of the students’ low English levels they just want to pass without trying to understand the grammar rules, and so she believed it was beneficial to explain grammar as something that they need to think about, to look for hints and to memorize, similar to what they do with mathematical rules. 

If you see this, you do that. The key word tells you this tense . . . With the past perfect, they [people who write the questions] will put ‘before or after’. With the present simple they will put ‘everyday’. They will put something that will guide you. 

In the previous quote, teacher TA is giving an example of what she would tell her students during the explanation of a grammar rule, and how when the students read the questions in the textbook or even in the exam, they should look for clues that will help them in identifying the correct answer. She admitted during her interview that this may not be the best way to teach grammar; however she maintained that, given the level of her students, it is suitable, and she feels obliged to make this change to the grammar parts in the textbook.

I know this is not the best bet of English and modern views will of course attack me for doing this, but I'm talking for my students. I'm talking about the situation I'm in. And maybe I like it because I feel they understand or try to understand.

Teacher TD is also one of the teachers who reported editing the textbook in order to make it a more suitable level for her students. For instance, in the following Figure 39 is a reading passage on ‘Multiple intelligence’ taken from a unit of the textbook. 




Figure 39. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 24)
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As seen from Figure 39, the passage may be considered somewhat advanced, as it contains some scientific terms, such as theory – multiple intelligence – kinaesthetic – interpersonal – intrapersonal – introverts – verbal linguistic – logical mathematical – spatial – manipulating. In fact, teacher TD considered this passage very advanced for her students to the extent that she described it as “disastrous” and described how the level of her students was far too low for them to comprehend the information in this passage. She explained how during the lesson of this particular unit and in the middle of covering this passage with the students, she decided to stop reading the passage, and finished off the rest of the unit instead, which included a listening track on people’s different achievements and the grammar rule of present perfect and time expressions. Then, during the next lesson, she displayed the reading passage on the projector screen and discussed the topic of multiple intelligences in Arabic, reading each sentence of the passage and explaining it individually, thereby making it simpler for her students to understand the concept of multiple intelligences. She also explained this topic more by giving the students an example of how she does not have kinaesthetic intelligence, however, she does have interpersonal intelligence; and she made this into a group discussion where all the students talked about the different kinds of intelligence they believe they hold. Finally, teacher TD explained that she considers this a successful example of editing because “they [the students] managed to understand the topic and . . . they actually did the comprehension questions”. 

Moreover, teacher TF reported in her interview that she sometimes makes changes to the activities in the textbook “so that it can fit them [the students] as low achievers and the outcome will be something good”. As an example, she talked about the change she made to the following activity during one of her lessons.

Figure 40. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 58)
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The theme of this unit was work and life balance, and in this vocabulary part, the focus was on different jobs. Teacher TF explained how she did number 1 and 2 from the above activity, and how she also changed it into a charades game where she divided the students into groups and asked each group “to think of the job and then act it with gestures”. For example, if they chose the job of a doctor, they would act out the action of checking the chest of a patient, and in that way, they would know that doctors use their hands. According to her, by changing the activity into a game, it motivated the students and it indirectly gave the students a hint that doctors’ jobs involve using hands; therefore, they were be able to complete this activity easily. 

Another example of editing that was observed in teacher TF’s lesson was in a writing activity that asked the students to ‘Write three sentences about work and studies. They can be about you or about somebody you know.’ When doing this activity with her students and as a way of editing it to better suit them, she asked the students to write one sentence only, instead of three. She explained to me that, if they are able to present one sentence only, this is good enough for her due to the students’ extremely low level of English. 
The final teacher in this section is teacher TK, who stated that editing is one of her most commonly used adaptation techniques during lessons.  Furthermore, during her interview, she reported that “students’ proficiency level of course . . . affects [teachers’ use of the textbook]. I mean you . . . edit according to their level”. She then gave an example of this adaptation technique, which is also similar to the example given by teacher TF above. In the textbook, the following question occurred: ‘Think of one of your possessions. Write three or four sentences to describe it. Don’t say what it is.’ (Rea, Clementson, Tilbury & Hendra, 2017, p. 66). Teacher TK described how she asked her students to write two sentences each instead of three or four “because of their level”. She also made this adaptation with the class size and timing constraints in mind: “I wanna be able to listen to all of them, so I just say two [sentences] for each or one each”. Therefore, by making this change to the activity, she is making it more suitable for her students’ level, as well as giving her more time to be able to check the answers of all her students.





4.5.1.2. Editing to generate student interest

A number of teachers claimed to edit in order to generate student interest:

		Editing to generate student interest

	Teacher TR

	Teacher TM

	Teacher TJ






One reason for editing that three of the teachers (TR, TM and TJ) in this study reported is editing in order to generate student interest. As mentioned previously in section 1.2, lessons in the ELI are usually three and a half to four hours long, and teachers explained that this is a long time to keep students engaged with the lesson. Therefore, they resort to making changes to the textbook in order to maintain students’ interest. For example, during teacher TR’s interview, she explained that she constantly changes the order of the textbook because this creates a more interesting atmosphere for the students:

I don’t go through a very specific order [of the parts of the textbook] in every class because some teachers have a specific order in each lesson, and they try to stick to that. For me, no I try to change the order of the sections. I don’t strictly follow everything in the book. Because I believe it is boring when the students anticipate what the teacher will do in class. So, this will become very boring. So, it is more interesting when you try to change the order of things. 

She further explained that although she focuses on changing the order of the textbook, she makes sure to try and cover the grammar part or the vocabulary part of the unit first, before going on with the other parts of the textbook, such as reading, listening, speaking and writing. She justified this behaviour, saying: “I believe the students, you can have their attention and they are more focused at the beginning of the lesson . . . So, you can give them the most important points at the beginning of the lesson”. She further elaborated:

the most important thing for me is to have like the basic structures, to have a warm-up activity and then the grammar section and the vocab but the other parts of the lesson I just play with them and change them, and I don’t follow like a specific structure or order with them.

As an example, in the following are figures containing the pages of a unit of one of teacher TR’s observed lessons. 

Figure 41. Page taken  from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017,  p. 58)
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Figure 42. Page taken  from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p.59)[image: A screenshot of a computer
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As seen from Figures 41 and 42, the unit starts with a reading activity followed by vocabulary, writing, grammar and speaking. However, during the actual lesson, teacher TR changed this order as follows. She firstly began her lesson by asking the students to work in groups and write two to three sentences to answer the question “What do you think life will be like in the future?”. After discussing their answers, she read the following sentences from the screen of the projector, which she had prepared beforehand.
	
“Some people might live on the moon. / People will probably be happier. / Robots might replace people at work. / Cars may fly. / Life will be better.” 




She then started talking about the words written in red and explained to the students that these words are used when making predictions about the future. From this example, we see that teacher TR started her lesson with a warm-up discussion in accordance with the theme of the unit, which is urbanization and how the world will look in the future. In addition, in these sentence examples, she focused on the target grammar of the unit, which was using will, might, may to talk about the future. Hence, the grammar she is highlighting in the warm-up activity is in fact the same target grammar which features in the textbook. Therefore, teacher TR reorganized the unit and instead of starting with the reading passage as in the textbook, she started with the grammar part first.

Teacher TR gave another example in her interview of an exercise she edited in order to initiate student interest. She stated how in one of her previous lessons during a previous semester, there was a writing activity that asked the students to write about happiness; specifically, to write about the things that make them happy. She explained, “it was a writing lesson, but I didn’t start with writing, I didn’t enter the class and say today we are going to write about happiness”. Instead of simply asking the students to start writing their paragraphs, teacher TR described how she used “a specific procedure” called “process writing” in covering this writing activity. She went on to describe this process, saying:

there was a process, at the beginning we started with introducing the topic and warm up activity and then I gave them [the students] some ideas about the topic. I asked them to practise the words they are going to use in their writing and then they ended with writing about happiness. So, it was interesting.

Teacher TR described in more detail how as a warm-up activity, she put pictures of different things that might bring happiness to people on the board. After that, she introduced the students to “specific phrases that they have to use in their writing”. Then, she played a video which contained people talking about what makes them happy “even the video itself was funny. It had the element of humour”. In the final step of this process, she asked the students to start with their writing. Therefore, “there was a specific procedure, it was gradual”. Teacher TR explained that she was very pleased with this editing, “so, I enjoy teaching any lesson especially the ones in which my students are communicating and participating and engaged . . . with the lesson”. In fact, these adaptations that she makes help her feel a sense of satisfaction; she explained how “I am satisfied with my lesson when I see the students communicate well with me and with each other, when I see them enjoying the lesson, when they participate, when I see them really learning and enjoying what I am teaching in class”.

Teacher TM also reported editing the textbook in order to create a more interesting environment in the classroom. She explained “I try to use authentic materials as much as I can if it’s possible, because it’s interesting for the girls. So, if sometimes I can find a documentary or a video that was made [I will use it]”. For instance, in Figure 43 below 
is a reading passage that talks about supermarkets and markets and the differences in the experiences of shopping in them. 















Figure 43. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017,  p. 27)
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During her interview, teacher TM reported that she had reservations regarding this reading passage. She explained how the pictures are “so small” and that the reading itself “is kind of boring”. She then explained how for this reading passage she found an online YouTube video that actually compared between shopping in a market and a supermarket. She described this video saying:

they were . . . talking about the supermarket and the market . . . They did this test that one of them went to the supermarket and one of them went to the market, and they looked at the different experiences, the different prices, the different products and they compared. So, it was really interesting for the girls.

She concluded this example saying, “wherever [anywhere outside the textbook] I can find something that they [the students] can . . . enjoy and think about, and then have a discussion about it, really apply what we’re taking [covering in class], I do that”.

Another example, which was also noted in teacher TM’s lesson observation, was editing of the exercise in the following figure.

Figure 44. Activity from . English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 31)
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In this matching activity, she assigned pair-work, where she asked the students to work in pairs and match the sentences. After that, she asked each pair to write a sentence as in activity 3C. Following this, she asked the pairs to write their sentences on the board. This point was discussed during the interview, because it was interesting that although there were many time constraints on the teachers, she still dedicated time for the different pairs to come up to the board and each write their sentence. When asked about this scenario, teacher TM explained that she took this decision:

because they [the students] like to do that and just to get them moving in the classroom, because they will just go to sleep if they’re just sitting and getting information. So, I just get them moving and to see their own production, and you know engage them and at the same time they benefit from what we’ve been discussing and teaching. 

Therefore, by taking the time to let students write their answers on the board and discuss them, teacher TM is allowing her students to see their development in the language. In addition, this will help in creating a fun learning environment for the students. She concluded that, “I’m just trying my best to not bore them to death. So, this group work that I do, this is in my effort not to bore them to death and just let the hours pass. When we don’t do group work, I’m like what is this? It’s killing me!”.
Furthermore, teacher TJ talked about an editing she did to the following reading passage of one of her units. 

Figure 45. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017,  p. 68)
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She explained how in one of the previous modules, she actually brought in a real Sari (traditional Indian women’s clothing) to class and demonstrated to the students how it is worn. She called one of her students up in front of the class and draped the Sari around her and explained how it is worn and talked about its history to the students. She concluded talking about this example by saying: “they were very fascinated to find so many yards of a cloth could actually be draped around someone and yet be so elegant. And they found it, because it was really a hands-on thing . . ., they really enjoyed it”. Therefore, rather than reading about Saris and simply seeing a picture of a woman wearing one, teacher TJ changed this part of the reading passage into something practical in a way that evoked students’ curiosity and generated their interest, and the result was fascination from her students.  

Therefore, all three teachers in the previous examples edited their textbooks to make an activity more interesting for their students. In sum, it is clear from these scenarios described that teachers sometimes tend to edit their textbooks in order to create some sort of variety in the lesson. 

4.5.1.3. Editing to generate a helpful / safe learning environment

Four of the teachers claimed to edit in order to generate a more relaxing environment for the students:

	Editing to generate a helpful / safe learning environment

	Teacher TM

	Teacher TA

	Teacher TR

	Teacher TN



In addition to the reasons explained above, teachers reported other motives why they tend to edit their textbook. For example, teacher TM and TA explained that they resort to editing the textbook in order to give their students a chance to help each other. For instance, teacher TM changes individual writing activities into group work activities, which she names “collaborative writing”, explaining this technique as follows:

I found that collaborative writing was really . . . good for them [the students], because . . . they discuss it [the topic] and they talk to each other, they are kind of tutoring each other . . . So, I really capitalize on collaborative writing and group writing. 


In teacher TM’s first lesson observation, there was a writing task that asked the students to write about an experience that they have been through, reproduced in Figure 46.
Figure 46. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 34)
[image: ]

Here, teacher TM divided the students into five groups and asked them to arrange their seats according to their group. She then asked each group to write about an experience that they had been through. In addition, she had the transcript of the listening track of that particular unit on the projector and told the students to focus on the order of the events in the speaker’s story. Hence, she used this listening track transcript, found in Figure 47 below, as a model paragraph for them to follow. 













Figure 47. Listening transcript taken  from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 150)
[image: ]

Teacher TM also asked the students to send in their paragraph to the class WhatsApp group, so that she could put the paragraphs on the projector and correct them together as a whole class discussion. In her interview, she talked about her belief that when students are grouped together during activities, this creates a beneficial atmosphere where they help each other, school-work wise. 

This belief was echoed by teacher TA, who also stated that she changes some individual activities in the textbook into groupwork activities, in order for students to assist their classmates and to “give each other ideas how do they do it [do the exercise]”. Similarly, in her lesson observation, it was noted that she assigned pairs to answer the reading comprehension questions found in the following figure.

Figure 48. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 40)[image: A screenshot of a cell phone
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After giving her students some time to discuss the answers of these questions together, she adapted the activity slightly by posing an additional question which didn’t feature in the textbook, asking them “How many questions were you able to answer?” and explained to them that the number of questions they have answered will give them a picture of how well they will do in the upcoming exam. This additional question that teacher TA asked her students gives a hint of how the exam-driven context seems to be at least one reason for teachers’ adaptations.

Another related reason for editing is to make the learning atmosphere more relaxed and to not have the students worry about making mistakes in front of their peers. As an example on this, in her first lesson observation, it was noticed that teacher TM changed a fill in the blank grammar activity into a pair-work activity. This grammar activity is reproduced in Figure 49 below. 









Figure 49. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 137)
[image: ]

Here, teacher TM chose pairs of students in advance and asked them to fill in the blanks and then read their answers aloud as a conversation between them. During her interview, she stated that by changing some of the activities into group or pair-work activities like the one she edited here, she minimizes her students’ insecurities about making mistakes. She described the atmosphere she hopes to create as “low stakes”, in which “. . . not one of them was the one who got something wrong, we’re all in this together and there is nothing to worry about”. 

Similarly, teacher TR echoed teacher TM and TA’s view regarding the benefit of using pair-work during some of the activities. It was noticed during her lesson observations that she was one of the teachers who assigns many group activities. In fact, in one of her lessons, she assigned either group or pair-work for all the activities in that lesson. Another point that was noted through her observations was that she likes for her students to write their answers on the board after they had done the group/pair-work. As an example, in Figure 50 is a fill in the blank grammar activity, which she assigned as pair-work. 





Figure 50. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 136)
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After the students had finished this exercise, she asked them to write their answers on the board. This type of scenario was observed very much in teacher TR’s classroom, where she focuses on group/pair-work, and also on getting the students moving out of their chairs. She justified this by saying:

I think it is highly effective [doing group/pair-work] . . .  It’s also good to include more communicative activities. . . So, I think this is a good way, especially with the shy students, some of the students are too shy to speak but when you put them in groups, they get encouragement and help from their group members and their friends and they start to speak. So, I think it is more threatening for them when you put them on the spot and you tell them, ‘Ok speak or talk or do this activity by yourself’, they don’t work so well like when you put them in groups.

Another example taken from one of teacher TR’s lesson observations was the following grammar activity: 



Figure 51. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 59)
[image: ]

For this activity, she gave the students sticky notes and asked them to each write a sentence explaining what they believe the world will be like in 2050. After they had finished, she asked them to exchange sticky notes with their friends and each of the students read the note they received. According to teacher TR, with this editing of the activity, she is minimizing “putting them on the spot”, and students will not be self-conscious of reading the note in their hand or making mistakes.
Furthermore, teacher TR also assigned the following grammar activity as pair-work, and she stressed the fact that they should work in pairs.

Figure 52. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 60)
[image: ]
During the interview, teacher TR was asked about her determination to change most, if not all of the activities into group/pair-work activities, explaining this behaviour by saying:

Because I think it is like more effective when students work in groups. When they negotiate the correct answers with their group members, they become more active and more focused than when they work individually. I noticed that when I asked them to work just individually, I noticed they don’t pay attention, they don’t work effectively as when they work in groups, that is why . . . I try . . . to do lots of group work activities in my lessons. 

Teacher TN also reported a similar point of view to those discussed above; she also edited an activity during her lesson observation for the same reason. The original activity read: ‘Do you take a lot of risks? Do the quiz and find out. Then, check your score on page 118’. (Rea, Clementson, Tilbury & Hendra, 2017, p. 30). Here, teacher TN changed the activity by asking the students to discuss their answers in pairs instead of doing it individually, justifying this by saying:

because this is the only chance to practise English in class. They will never never ever ever think of speaking English outside the class. If they talk to me, it's . . . student to teacher, but student to student they are not intimidated . . . So, it's better to use language with one another. 

4.5.1.4. Editing to relate content to students’ culture

Five of the teachers claimed to edit due to cultural reasons:

	Editing to relate content to students’ culture

	Teacher TZ

	Teacher TA

	Teacher TJ

	Teacher TS

	Teacher TN



Half of the teacher participants in this study TZ – TA – TJ -TS – TN reported that they edit some parts of their textbook in order to make the content more related to their students’ culture. For instance, teachers TZ and TA both referred to a specific example in the textbook which they felt was not relevant at all for their students’ culture. They referred to a reading passage about saving money, which was basically about a woman who lived on one pound a day. In the following figure is a part of the reading passage which includes tips on how to survive on one pound a day.

Figure 53. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 46)
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Figure 54. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 47)
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As seen from Figure 54, the passage includes tips on how to save money. However, according to teacher TZ, regardless of the fact that being frugal is something that people are ashamed of in Saudi Arabia, the tips on saving money that were given in the passage were strange and cannot be applied in this specific context. For example, one of the tips in the textbook is “pick fruit from bushes and trees”, but teacher TZ commented “if we see a flower, it is a blessing!”, hence she questioned how Saudis were expected to pick fruit when even flowers are rarely grown in the country, because of its very hot weather. She also commented on other tips included in the passage, such as “she got rid of her mobile phone and cycled to friends’ houses if she wanted to speak to them, leaving a note if they were out”. She stated, “Jeddah is a huge city, you cannot go and visit people with your bike! It is ridiculous!”. “Or at the end of the day when the fruit shop reduces the prices, it is not even in their [the students’] culture!”. What teacher TZ means here is that in Saudi Arabia, it is not customary that the prices of goods are lowered at the end of the day, and according to her, the students will not be able to connect with these tips or see how beneficial they actually are in another culture. It is worth noting that teacher TZ was quite agitated when discussing these examples. She claimed this topic was not successful because none of the tips discussed were applicable in the students’ culture. She elaborated, stating:

each country has its own way of saving money, this is ridiculous [the tips presented in the passage], and living on one pound a day, she is bragging about saving money. In our culture it is regarded shameful to save money or seem that you are stingy. It is a culture thing, so they are talking about stuff that doesn’t even relate to them [the students].

She then explained how she edited this reading passage, stating “I ended up telling them [the students] a story in my life when I was living in a place where I could use their [the textbook] tips”. Teacher TZ explained to the students how in some countries you may be able to actually apply these tips. She described to them how when she lived abroad to complete her PhD studies, she had a chance to apply these tips because she lived in a culture where they can ride bikes and where there are flowers and fruits which can be picked. Another step she took in editing the topic to make it more relatable to the students’ culture was by asking them “In Saudi Arabia, how can we save money?”. 

Interestingly, teacher TA also gave the same example of this reading passage in her interview when referring to culturally inappropriate material. As a reminder, we discussed teacher TA’s view towards the textbook and how she holds a nuanced perspective towards it. However, she mentioned that she finds some textbook topics unsuitable to teach:

There are many good things about this textbook . . . But sometimes . . . why are you teaching the students this thing? Why this topic? . . . So sometimes I don't understand the logic behind it for our students.

What teacher TA means by logic behind the textbook is that she sees no benefit of some of the topics used in the textbook for her students, specifically. She then gave an example of a topic she does not find logical, and she referred to the same topic, ‘saving money’ which teacher TZ referred to above. As can be seen from the passage and what was stated by teacher TZ, the ways in which the textbook character Kath Kelly managed to save money are somewhat quirky and may not be applied in other cultures. For her part, teacher TA acknowledges the fact that saving money is an important topic and that this passage is seen as a way to encourage students to save money; however, she believes what is presented is unrealistic:

. . .  the way they are presenting in the book is a very exaggerated form of saving money. You come to a society where, I asked two classes of my students do you save up money and they don't save up money and you come and present this to them. A lady who lived on one pound for a year. Get serious. Get real. Who can do this?

She further commented that the topic itself is good; nevertheless, it could have been presented in a different way.

. . . The material itself could be presented in a different way. Talk about more realistic things . . . that encourage them [the students] to save up money. When we were talking do you think about saving up money, none of them were even encouraged to save money . . . the story it's like I think putting them off. 

Another point which demonstrates the importance of the relatability and the suitability of topics to teacher TA is a comparison she made between the current textbook she is using and a previous one called National Geographic. She stated that she prefers the previous textbook to the current one because “they talk about different things, nature, space and other things”. 
In fact, this point is very important to teacher TA to the extent that she chose “topics and themes” as one of the most constraining factors she faces when teaching because of its relation to cultures and learning about other cultures. During her interview, she stated that “it is nice to know about other cultures”; however, she believes that there are times when there is “too much of other cultures”. She talked about two reasons why she feels that sometimes studying about other cultures is problematic for the students in the ELI. Firstly, in explaining what she believed to be the design process behind the localized textbook in use at the ELI, she explained how the textbook writers are not actually from the ELI or know our culture very well:
 
 all they [the writers] did was cover up ladies and move alcoholic words [when adapting the global textbook to a localized version]. I even talked to one person from Cambridge Press, she said: ‘don’t worry the book doesn’t have any bikinis so ladies are covered and no alcoholic drinks’, but this is not the thing we are talking about. Some students enjoy knowing about other cultures and I know this and it is good, but sometimes you want to talk about yourself and you want to talk about your culture.

This brings us to the second reason why teacher TA believes studying about other cultures may be problematic. She explained how during exams, students are asked to talk about themselves or about topics that are more related to the Saudi culture. The problem is, the students are not used to doing this in class, where they only talk about other cultures. This poses some complications for the students because they view exams as different and difficult, “so sometimes I think it is good to personalize things”.

Furthermore, teacher TJ also reported that she tends to edit the textbook “depending on the culture of the students to make it more hands on and more personal for them”. Although, as previously mentioned, the textbook English Unlimited Special Edition is specifically designed for the Middle East, teacher TJ reported that she still sometimes feels that some topics are not suitable. “These books have been adapted to our culture, but I still try to bring it down to their [the students’] level, to their home and to their society and to the culture so they can really identify and understand it”. According to her, the topics of the textbook are mostly fine. However, there are times where the students cannot relate to these topics, giving an example of a unit about ‘moving to a new house’, which she had taught in a previous module. She explained that her students could not connect with this topic because in similar situations usually the head of the family is responsible for moving, the students have never had the experience of such a situation. In addition, she talked about how travelling is limited for her students, and how hardly any of them have ever travelled; therefore, she sees that talking about “Western countries” is problematic for them. She specifically said:

If the book is talking about . . . other countries, Western countries, then I feel completely at a loss because I can’t make them [the students] envision something they’ve never seen or have never been to, and they can’t understand the countries. But I know it is not a reason for the book to limit itself to the Arab world. It shouldn’t because eventually they [the students] may go out, some of them may go out into the world outside so they do need that [information about other cultures]. 

Moreover, teacher TJ gave another example of an editing she did to an exercise in the textbook, and this example was also echoed by teacher TS and teacher TN. All three teachers reported changing an activity in the textbook that asked the students to describe the famous Italian dish ‘pasta/pizza’ to describe the famous Saudi dish ‘kabsa’ instead. Teacher TS justified this example, saying that editing is an important adaptation technique that teachers should apply to their textbooks, especially with scenarios in which culture is involved, because students somehow feel good when they know that their teacher acknowledges their culture. She stated: “sometimes when I say kabsa, I see the lights get lit. You see the spark in their [the students’] eyes so sometimes you relate to . . . things like that”.  Teacher TN similarly stated that she edited this activity because “I just wanted my students to be involved. They talk about something related to their culture”.

Regardless of the fact that there are teachers who prefer to edit or even delete culturally sensitive topics, there are also teachers who prefer to engage with these topics and believe them to be beneficial. As mentioned, teacher TJ argued that just because students may not be familiar with certain topics, does not mean teachers should delete them, because it is good for the students to learn about other cultures. More on cultures and textbook use will be discussed in section 4.11.

4.5.1.5. Editing due to time constraints
A number of teachers claimed to edit due to time constraints:

	Editing due to time constraints

	Teacher TA

	Teacher TD

	Teacher TM



Another important reason teachers in this study reported for editing their textbook is because of time constraints. The issue of timing and how it has a major effect on teaching in the ELI will be thoroughly discussed in section 4.7.1. For the time being, however, it is important to remind readers that there are certain time constraints in the ELI due to there being a pacing guide that all teachers must adhere to. Figure 55 below reproduces a page of the pacing guide, which will hopefully give a picture of what teachers should adhere to regardless of any situation that may come up in the lesson. 



























Figure 55. Page one of the pacing guide
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As seen from Figure 55, the pacing guide contains the topics and the learning outcomes of each part of the unit. Additionally, it contains the page numbers of the textbook that should be covered by the teachers during each specific week. 

Another important point to explain in relation to the issue of time limitations is the unified exam. As mentioned previously in section 1.2, all exams in the ELI are unified and given on set dates for all class sections; hence, this also pressures the teachers into finishing the parts of the textbook by a certain time. All this leads to teachers editing their textbook in order to conform to the time restrictions that they are under. For example, in one of teacher TA’s lesson observations, she edited a reading exercise in the textbook and justified this adaptation as being due to time pressure. In this reading exercise, the question asks the students to ‘work in A/B pairs. Student A: read the story below and answer these questions. Student B: read the story on page 123 and answer the questions.’ (Rea, Clementson, Tilbury & Hendra, 2017, p. 40). However, teacher TA changed this question and asked her students to work in pairs and answer the questions related to one passage only, instead of assigning each one with a passage. When asked about this change of exercise during her interview, she explained “I just assigned pair-work because there were too many questions”. 

Interestingly, and in quite the opposite manner, teacher TD edited a pair-work activity, which is shown in the figure below, during her lesson observation and asked her students to do it as a whole class group. 

Figure 56. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017,  p. 82)
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Exercise 1b asks the students to work in pairs, but teacher TD did this question as a whole class group activity instead of working in pairs. In addition, activity number three at the bottom of the page was also done as a whole class group. Teacher TD justified this by explaining, “because mostly it's time. Mostly, group activities I do them as a class, all of us together because it's time consuming”. Hence, by changing some activities into group work activities, she believes that she is saving time. For instance, instead of dividing the students into different groups and allocating time for them to answer the activities, then spending more time to go over their answers, teacher TD assigns these activities as a whole class activity to save more time. 

Furthermore, it was also noticed that teacher TM edits some activities in the textbook in order to save time. As described in the example given in section 4.5.1.3, teacher TM constantly changes the writing exercises into what she calls “collaborative writing”, and one of the reasons she does so is due to time restrictions. For example, when coming to a writing part in the textbook, she would either divide the students into pairs or into groups and ask them to perform the writing task together. According to her, this saves them time, where they cover the writing and are still able to cover the rest of the unit. She described this situation thus:

we have too many students in the class . . . I did an activity [writing activity] as individuals, it took all of the class [time] and I wasn’t able to cover the unit. But I didn’t know how to manage the time, because I chose to do them [the writing activities] individually. I had each girl come to me and write and I was checking, and we lost the class.
 
Therefore, after this problematic encounter that teacher TM had with the writing, she decided to employ “collaborative writing” in order to save time. 

From the examples given above, we see that teachers TA, TD and TM edit their textbooks in order to finish quickly, due to the time restrictions that they are under. Hence, to conclude this part, it may be said that the main reasons the teachers in this study reported for editing their textbooks are due to students’ proficiency level, to generate student interest, to create a helpful learning environment, to relate textbook content to students’ lives, and to save time. 
 
4.5.2. Adding

Given that time constraints is a major issue in this context, and all ten teachers had complained of this during their interviews, it might be assumed that adding is rarely used as an adaptation technique. Surprisingly though, teachers applied this technique in their lessons, and in this part of the discussion the different reasons for adding that were observed and that the teachers reported during their interviews will be tackled.

4.5.2.1. Adding for further practise

Four of the teachers in this study claimed they add to the textbook to create more practise opportunities for their students:

	Adding for further practise

	Teacher TR

	Teacher TM

	Teacher TF

	Teacher TA



From the data collected through the interviews, teachers reported many reasons as to why they add to the textbook. The most obvious and logical reason that was mentioned is adding for further practise; teachers TR, TM, TF and TA stated that they add to their textbook in order to create more practise opportunities for their students. For example, teacher TR stated during her interview that she tends to use adding the most out of the four adaptation techniques. She specifically associated adding with the textbook’s grammar component, saying: 

grammar here [in the textbook] is not enough, you have to use extra activities from the internet . . . but the coursebook by itself, no. I feel like the students need more practise regarding the grammar because the one we have in the book is not enough.

It was also apparent during her lesson observations that she was more likely to add grammar and vocabulary practise to the exercises in the textbook, with a more specific focus on the grammar part. In her interview, she talked more about this, explaining:

I like my class to be more communicative but because of our exams . . . We are pushed to focus more on the grammar sections of the book, to focus more on the vocab, so communicative activities and speaking activities doesn’t take much of our class time and that is because of the exams. That’s why sometimes . . . we have to focus on what is important, which is vocab and grammar. The other activities we do it, but it doesn’t take much time in the class.

Indeed, teacher TR was one of the teachers observed to add the most to her lessons, especially to the vocabulary and grammar parts of the textbook. Four of her lessons were observed and the main characteristic that was apparent in them was that she consistently started her lesson with a non-textbook activity. In all four of these lessons, she had a PowerPoint presentation ready with different types of grammar activities. For example, she would start each lesson with a number of pictures or sentences of her own design that give hints of what the grammar rule in focus for that lesson would be. After doing these grammar introductory activities with the students, she usually had ready-made activities on the PowerPoint slides, or activities printed on handouts, which she distributed to her students. These were different kinds of activities, for example, match, fill in the blank, or write your own sentences. After doing these different activities with the students, teacher TR explained the grammar rule explicitly through a neat table, which she displayed on her PowerPoint slides. Only then would she refer back to the textbook in order to do the grammar exercises. Additionally, she did each and every grammar exercise in the unit, as well as the grammar reference at the end of the textbook. 

In order to better understand this routine that was observed in teacher TR’s lessons, in the following we will go through an outline of one of her lessons. For instance, in her first lesson observation, the grammar rule of the unit to be covered was the comparative and superlative forms. In Figure 57 below, we will see the grammar part taken from the actual unit, and then we will describe how teacher TR went about this lesson.

































Figure 57. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 53)
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As mentioned, teacher TR always starts her lessons with a warm-up activity related to the grammar rule. For this lesson, she started the class by hanging four pictures on the board. Two were face side up and two were backside up, and she also had two sentences written on the board:

	Sara is beautiful.
The red bag is very expensive.



After reading the two sentences, she asked her students “What type of word is beautiful?” Students replied “adjective”, and she then asked them to read the second sentence and to find out where the adjective is. After that, she flipped the other two back-sided pictures, which revealed a picture of a scary woman and a picture of a cheap bag. She then asked the students to compare between the two women using the adjective “beautiful”. She gave them an example saying: “Sara is more beautiful than Maha.” At this point, teacher TR explained that this is called a “comparative adjective”, which means comparing between two objects or two people. She then asked her students to create a sentence comparing between the two bags in the two pictures. Hence, she considered this as a warm-up activity that introduces them to the grammar rule of that lesson. 

After this warm-up activity, teacher TR had another grammar exercise prepared and assigned it as group work. She divided her students into groups and gave each group a sheet of paper which contained a list of adjectives and the opposites of these adjectives and asked them to match the adjective with its suitable opposite. After they matched these up, she asked the students to write the comparative form of the adjectives and put them in sentences, and upon finishing, they discussed their answers together as a whole class. After doing these two grammar related activities as an introductory to the grammar rule, teacher TR read and explained to her students the rule of the unit, which is the comparative form, using a neat table she created, shown on the projector screen. Figure 58 reproduces this table that she created.

Figure 58. Teacher TR's self-created grammar table (a)
	How do we build a comparative form?

	
Short adjective + ER

Old  older
Young  younger

CVC  [consonant vowel consonant] + ER (the final consonant is doubled)

Big  bigger
Hot  hotter

Short adjective ended in -Y IER

Easy  easier
Heavy  heavier
	
Long adjective: MORE + long adjective

Exciting  more exciting
Beautiful  more beautiful

Irregular adjectives

Good  better
Bad  worse

	
	 We use THAN after the comparative form of the adjective.

John is taller than Mary.

A Ferrari is more expensive than a Fiat.



After thoroughly explaining to her students the grammar rule shown in Figure 58, teacher TR showed the following three PowerPoint slides for the students to read as more practise on the grammar rule. 

Figure 59. Slides from teacher TR's Power Point presentations
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Teacher TR then assigned another grammar activity on the comparative form, which contained a complete the sentence activity, which can be found in the following figure:

 Figure 60. Teacher TR's self-created grammar practise
	[image: guys3.gif]
Complete the following sentences. Use the comparative form of the adjective in brackets.

1. Tiny is (tall) than Sky.
2. Sky is (good) at basketball than Tiny.
3. Tiny is (fast) than Sky.
4. Sky is (popular than Tiny.
5. Sky’s feet are (big) than Tiny’s feet.



In this way, teacher TR covered the comparative form and now moved on to the superlative form of the rule. She explained this second rule to the students in the same way she used to explain the first rule, in which she used a table that she had created on the projector screen.

















Figure 61. Teacher TR's self-created grammar table (b)
	How do we build a superlative form?

	
Short adjective + EST

Old  the oldest
Young  the youngest

CVC [consonant vowel consonant]  + ES (the final consonant is doubled)

Big  the biggest
Hot  hottest

Short adjective ended in -Y IEST

Easy  the easiest
Heavy  the heaviest
	
Long adjective: THE MOST + long adjective

Exciting  The most exciting
Beautiful  The most beautiful

Irregular adjectives

Good  The best
Bad  The worst

	
	 We use THE before the superlative form of the adjective.

John is the tallest.

A Ferrari is the most expensive car.




Furthermore, similar to the extra practise she did with the comparative from, she also had a list of sentences containing the superlative form for her students to read as extra practise on this rule as well.

Figure 62. Extra grammar practise by teacher TR
	            Old                                 Older                                      The oldest
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Big Ben is old.

The tower is older than Big Ben.

The pyramids are older than the tower.

The pyramids are the oldest.



After explaining the superlative forms and reading the practise sentence shown in Figure 60, teacher TR assigned a grammar practise exercise, which contained a complete the sentence activity, shown in Figure 63 below.

Figure 63. Teacher TR’s self-created extra grammar practise (a)
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Complete the following sentences. Use the superlative form of the adjective between brackets.

1. Al is (short).
2. Ed is (thin).
3. Al is wearing (colourful) clothes.
4. Ed is (tall).
5. Joe is (smart).



After assiduously explaining both the comparative and superlative forms and practising using these forms, teacher TR assigned more grammar practise that combined both grammar rules, which will be illustrated below. 

Figure 64. Teacher TR’s self-created extra grammar practise (b)
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After covering the grammar practise shown in Figure 64 with her students, teacher TR assigned another grammar practise, which also combined both the comparative and superlative forms. This time, she showed her students pictures of salad – fries – chocolate with the following adjectives (healthy – sweet – tasty – fattening) and she asked them to use these adjectives to compare between the foods in the pictures using the comparative and superlative forms. By means of a second PowerPoint slide, a similar activity was also done, where there were pictures of a bike – eco-friendly car – a regular car along with the adjectives (cheap – slow – small – comfortable). Here, she also asked her students to compare between the pictures using the adjectives in front of them. Only then did she refer to the grammar practise in the textbook. 

Hence it is quite obvious from the examples given how many extra grammar activities teacher TR adds to the textbook. In her follow-up interview, she justified these additions she makes to the grammar parts of the textbook due to the fact that the textbook provides students with insufficient practise:

. . . the grammar part in the textbook they explain a specific grammar rule, and they don’t provide enough examples or explanations to the students, so I try to add more activities and more practise for them . . . I like to bring materials from outside the book. I think the book is not enough, I always feel that the book is not enough.

Moreover, it is apparent from these ‘adding’ examples found in teacher TR’s lessons that she adds to the materials before actually covering the textbook. This is in accordance with McDonough & Shaw’s (2013) argument regarding how ‘adding’ does not necessarily have to happen at the end of an activity; it can also occur “and be introduced before it appears in the 
. . . coursebook” (p. 71). This is also similar to what Bosompem (2014) reported about one of her teacher participants, where she was observed to add warm-up or lead-in activities in order “to stimulate the targeted teaching/learning activities when none is suggested by her textbook” (p. 115).

In a similar manner to teacher TR, teacher TM also puts much of her focus on grammar and practising as much grammar as possible with her students, because “our system is test oriented, and the biggest focus is on the grammar and the vocab”. Also, an important point that was observed in teacher TM’s lessons is that in addition to covering all the grammar activities within the unit, she also covers the grammar practise in the grammar reference part, at the end of the textbook. It is worth mentioning that this grammar reference is not included in the pacing guide, and teachers are therefore not required to cover it in class. When asked about this during the interview, teacher TM replied:

I think it [the grammar reference] is something important . . . because here in the unit itself it is not really explaining the grammar, it is mostly application. So, I like them [the students] to know the rules and go back to it and just give them more exercises to make sure . . . Just to enhance, make sure that they [the students] understand.

 She then gave an example of a lesson she had delivered in a previous semester to illustrate this point, and she described how it turned out to be extremely successful, which gave her the motivation to keep on adding material. In Figure 65 below is the grammar section that teacher TM is referring to.

Figure 65. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 32)
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In Figure 65, we see that the grammar rule is on narrative verb forms and telling stories. The activity related to this grammar rule is a simple fill in the blank, which can be found in the following figure. 

Figure 66. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 37)[image: Text
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For this grammar rule, teacher TM explained how she added a collaborative writing activity as extra practise for her students, stating: “So . . . we applied the grammar rule in writing our own stories. So, we did collaborative writing and each group had to write their own story, using the grammar phrases, at least four from the ones that we’ve taken [looked at in class], and using them to write a story”. She was very enthusiastic about this example, because in the exam, almost none of her students made a mistake in the questions related to this grammar rule, and she explained how she believed this was “because they remembered that experience, because stories stick to your mind”. She further elaborated on this example, saying:

when I do the collaborative writing, this is not mentioned in the book. I do add those activities, because I see their benefit . . . They [the students] get new information every day. So, I try my best that within these hours that we’re spending together that they use [practise] the focus of the lesson as much as they can.

Furthermore, teacher TF was also one of the teachers who was observed to add to the textbook. Figure 67 below shows the grammar rule covered in teacher TF’s lesson observation.

Figure 67. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 61)
[image: ]

However, before teaching this rule from the textbook and doing the activity assigned, she wrote the following on the board:

	
I study English                      [All the time]

                  I am studying English           [Now]



She then explained to the students the difference between the underlined verbs in the two sentences, and how the verb in the first sentence is used when talking about something that happens for a long period of time, whereas the second verb is used when talking about something that is happening now. After that, she asked her students to each write one sentence which contains the form of the verb in the second sentence example shown above (am studying). She then referred to the textbook and did activity number one and two. 
After finishing these exercises, teacher TF put the grammar rule on the board organized neatly in a table, which she had divided into four different parts. The first part showed the positive form of the present progressive (I am studying English), the second part the negative form of the present progressive (I am not studying English), the third part showed the question form of the present progressive (Are you studying English?) and finally the fourth part showed the short answer format (Yes, I am / No, I am not). When asked about these additions during her interview, teacher TF explained that she mostly adds to the grammar parts of the textbook “I add . . . activities for further practise, especially in grammar”.  
Moreover, it was noticed that teacher TF does not only add extra grammar practise, she also adds to the reading parts of the textbook. In both lesson observations, an example of this was recorded. Figure 68 shows a reading passage followed by five reading comprehension questions. 

Figure 68. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 42)
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In her lesson, teacher TF asked her students to read the article, and after they finished, she asked them two non-textbook questions before covering the five questions in the textbook, asking: “Where is Jose from? / Where is Kamal from?” A similar example was noticed in her second lesson observation, where there were two reading passages, each talking about a random person and describing how he/she spends a typical day in their life.

Figure 69. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 59)
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After teacher TF assigned the students to read this article shown in Figure 69, she asked them the following questions, in addition to the ones in the textbook: 
“How old is Pete? / What does he do? / Where does he work? / For how many people does he cook? / Where does he go after work? / What does he do in evenings? / How many hours does he sleep?”.  With regards to the second passage, which is shown below, teacher TF also asked students a similar set of questions: “How old is she? / What does she do? / Where does she work? / What does she do in [the] evenings?”







Figure 70. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 125)
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When asked about these two scenarios during the post-observation interview, teacher TF described these questions she adds to the reading passages as “check-up questions”, and she stated that she adds these activities to the ones in the textbook “ . . . in order to foster their [the students’] understanding . . .”. 

A similar scenario to this (adding to the reading comprehension questions) was noticed in teacher TA’s lesson observation as well. Although during her interview, she claimed that she does not add to the textbook because she feels “we have enough, so I don’t usually do . . . adding”, in her lesson observation, she actually added a set of questions to the reading comprehension questions in the unit she was covering. In the following figure is the reading passage along with the reading comprehension questions.






Figure 71. Reading passage taken from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017,  p. 40)
[image: ]

After reading this passage and answering the questions with her students, teacher TA asked them the following additional questions: “You read about the competition, what is it called? / How many people won the competition? / Who are the winners, what are their names? / What did they write about? / What is the topic of their stories?”. When asked for the reason why she added questions to the ones already in the textbook during the post-observation interview, teacher TA explained that by asking these additional questions, she is making sure that her students have actually read the passage, and not just simply giving the written answers in their pre-owned textbooks. She further explained how most of her students buy used textbooks from previous students who have finished this level, and therefore the textbook’s exercises have already been completed in their books. In fact, she described how sometimes during a lesson she would notice most of the students will be answering the activities and participating; however, she finds out that they are actually reading the answers in their textbook without doing the work. For this reason, she adds activities just “to make sure that they [the students] are really reading”, and that they comprehend what they are learning in the classroom.  Here, teacher TA explained how important it is for her that her students indeed comprehend what is being taught in the lesson and that they are not just reading the answers written in the book by previous students. According to her, by adding questions like the ones shown above, she is able to check students’ comprehension and make sure that they have indeed read the passage in front of them. Therefore, we see that she adds activities to the textbook as further practise, not because of a perceived lack of activities in the book, but due to the fact that students are using pre-owned textbooks. As a matter of fact, teacher TJ also complained about this issue and was not happy with the fact that the students had the answers in front of them:

many of them [the students] bring books that have answers written for them and they are raising their hands and they answer all the questions. To an onlooker that seems they know the answers, but it is because they have the answers and they don’t understand anything.






4.5.2.2. Adding to generate student interest

Four of the teachers claimed to add to generate student interest:

	Adding to generate student interest

	Teacher TA

	Teacher TR

	Teacher TZ

	Teacher TF



Another important reason for adding materials to the textbook which the data revealed is adding to generate student interest. For example, this type of adding was observed in teacher TA’s lesson, in which the grammar rule of that particular lesson was future forms. In this lesson, teacher TA wrote the following statements on the board: 

	
“Find someone who will study psychology or chemistry. / Find someone who will go home between 11 am to 1 pm today. / Find someone who will travel over the weekend. / Find someone who will leave early today.” 




Then, she asked the students to go around the classroom and find people who will do any of these statements they see on the board. She said: “Find as many people as you can, as we did last time”. Hence, it was clear that the students were used to this type of activity. When asked about this specific scenario during the post-observation interview, teacher TA explained that she does these kinds of activities that involve moving in order to get students excited:

at that day when you came to the class, I didn’t plan to do a survey, I didn’t plan to move them up [make them move around class], but they were so sleepy . . . As you saw, the students were excited to do that [activity] and even lazy students will be pushed to do something. 

Therefore, she feels she sometimes needs to adapt according to the students’ immediate attitude in the classroom, and she does not necessarily plan her adaptations. She further described how she first got this idea of adapting the activities in the textbook in a way that allows students to move around the classroom from one of her previous students. She explained how in a past module, one student mentioned the fact that “we need more movement in the class”, and as a result of this comment, teacher TA started thinking seriously about this idea and applying it to her lessons. Likewise, one of Gok’s (2019) teacher participants reported that he edits activities which he feels are boring for his students. He explained: “ . . . students like being active . . . they do not like dull activities. They like kinaesthetic activities . . ., activities that address all senses. If an activity looks like it lacks most of these characteristics, then I either modify or omit it” (p. 176). Teacher TA, then, concluded that the most important point she focuses on when adding similar activities to the one she describes above is:

getting them moving while they are doing some part of their education. So, relating English to something nice, especially with the bad attitude some students have towards English class . . . So, I think this is a main reason . . ., make it [the lesson] more interesting for them because they get bored . . . Sometimes the activities I feel it is boring to be honest . . . , to make it more interesting like instead of them sitting down . . . we do a lot of talking in pairs . . . or let’s make it in groups or let us make a survey or something like this, to make it more interesting and more fun.

With regards to teacher TR, she explained during her interview that: 

I always use the internet because I believe the stuff we have in the book is just sometimes not interesting enough for the students . . . So, I try to utilize the internet . . . to integrate like exciting and interesting stuff in my lesson like using YouTube, or sometimes I use PowerPoint presentations, lots of other things I try to integrate which are not in the textbook. 

As an example, it was observed in one of her lessons that she added to the grammar exercise in the textbook, shown in the following figure. 

Figure 72. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 60)
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As is clear from Figure 72, the unit tackled the grammar rule of Real conditionals – if clauses. After doing this activity with the students, teacher TR had an additional, non-textbook activity ready for them. Firstly, she divided them into groups of six and distributed a number of cards for each group. These cards contained jumbled up sentences made up of an if clause and a conditional clause; for instance, one of the unjumbled sentences read: “If I have time tomorrow, I will go to the gym”. Teacher TR asked the groups to order these cards in a way that created a grammatically correct sentence. It is worth noting that the students were actually having fun with this activity, and after they were finished ordering their sentences, each group came up in front of the class with the sentence they had created. The group which finished first were awarded a box of chocolates by the teacher. 

Teacher TR was asked about this scenario during her interview, and she described the activity in the textbook as a “traditional one” and she also used the phrase “very boring activity” to describe it, but by using group work and getting the students to move around in the classroom while doing classwork, “I believe it helped them, it evoked more focus in that practise and it helped them to practise using the if clause in like more effective way than the one in the book”. She further explained:

I have to integrate things into my lesson, to inject interesting things, because I notice that when I strictly follow what is in the book, I lose the students, I feel they are not really paying attention. They already know what will happen, but when I bring things from outside the book, they become more engaged.

With regards to her decision to reward the group that finished first, teacher TR explained her thinking as follows:

Incentives, I feel it is very simple. It could be chocolate, sometimes there could be stickers, very simple things, sometimes [temporary] tattoos. I noticed it brings some kind of excitement in the class, it motivates. These simple rewards motivate them to learn and to attend the classes, to be engaged. That is why I use it.

Teacher TZ also reported that student interest is a strong motivational factor for her to integrate new ideas or activities as supplementary materials into the course. However, she does so in a different way to teacher TR. Whereas teacher TR adds to the textbook in order to stimulate student interest, teacher TZ only adds content if the students are interested. She explains her point of view further, saying:

. . . so, if they [the students] are interested, I try to use it for my advantage. So, I get more information and we can talk about it and do groups and let’s compare. If they are not interested, then let’s move to the other thing. 

When asked to give a specific example of this, she cited unit 7, which is titled Personal qualities. In this unit, the reading passage was about the creator of a famous Arabian cartoon series called “Fireej” as well as a listening passage on Zaha Hadid [footnoteRef:5], in which in both these parts personal qualities of successful people were discussed. Teacher TZ explained how for this unit, she decided she would like to add more information other than the ones mentioned in the textbook just to make the topic more interesting; thus, she brought in extra material on Zaha Hadid. She described how one class did not know who she was, but were interested in finding out about her, hence she was motivated to bring in extra material to the lesson. The second class, however, did not know Zaha Hadid, and they were not interested in finding out about her, either. Therefore, she was not motivated to adapt the textbook and she just went on with the lesson as it was in the textbook. As she explained, “if they [the students] are interested, yes I can go deeper [bring in extra materials]. If they are not, I just do basic which allows them to pass”. Here, teacher TZ is acknowledging the fact that student interest is a strong motivational factor for her when deciding how to use and supplement the textbook. The more she feels the students are engaged and interested, the more she is motivated to add external materials. If the students show no interest, on the other hand, she only covers the basic parts of the unit which are required to pass the examinations.  [5:  Zaha Hadid is an Iraqi architect, who has received prestigious global awards, such as the Pritzker Architecture Prize in addition to The Stirling Prize.] 


Another example teacher TZ gave is the fact that she uses technology and games very much in her classroom. During her lesson observation, she added two games to the textbook material through a program called ‘Kahoots’. She stated that she uses these games when she feels the students are not paying attention to the lesson. Also, in addition to adding these games in order to generate student interest, she explained how they serve another purpose which is equally important. She explained how the ELI has recently started asking teachers to cover some parts of the workbook, and she explained how this created a problem for her because her students do not bring in their workbooks to class: “33 students, not one of them bought the workbook, and the ones before them another 35 didn’t buy the workbook . . . I have to cover the workbook, so one way of me covering the workbook is to use it in Kahoot”. Therefore, we see that as a way around this problem of students not buying textbooks that she faces, she decided to incorporate the activities of the workbook into these games that she adds to her lessons. In doing so, she is creating a fun learning environment for her students, and she is covering the activities in the workbook as well. She further explains:

 . . . when I feel them dying or sleeping or whatever or playing with their phones, so this is when I use the Kahoot, but at the same time it serves the purpose. I am covering the workbook. This is a smart way of covering it. Students who were sleeping, were jumping on the chairs for me [after playing the games she adds] they were like: ‘Teacher, another one!’. And they were always competing, and I always give them something afterward, a bookmark or chocolate.

As a final example in this part, teacher TF gave a small example of how she tries to add to the textbook in order to make the lesson more interesting. For example, in Figure 73 below, we see that the unit is called “Technology firsts”, and basically talks about the first editions of the technologies we have nowadays, such as phones and computers and how they have changed. 
Figure 73. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017,  p. 34)
[image: ]
Teacher TF explained how as a warm-up activity she decided to have a whole class discussion where each of the students talked about her first mobile phone. She stated: “I have asked them to dig in their memories and to remember the first time they had a mobile phone and to describe how was it . . . So, it was a very funny warming up”.

4.5.2.3. Adding due to students’ different learning preferences

Only two of the teachers claimed to add due to their students’ different learning preferences:

	Adding due to students’ different learning preferences

	Teacher TN

	Teacher TR



In their interviews, teacher TN and teacher TR both talked about the different learning preferences that different students may have. They believe they should try to integrate as many different types of learning styles as possible in their lessons, in order to satisfy everyone’s learning preferences. For instance, in her interview, teacher TN mentioned multiple intelligence theory, and explained how some people are visual and therefore learn more when they see, whereas others learn better through listening, which she called “auditory intelligence”, and other people have artistic skills and they learn better through drawing. She therefore believes that as a teacher, she should try to cater for these different preferences as much as possible. In fact, she was observed to have applied this theory during her lesson observation, specifically when explaining vocabulary. As an example, during the reading passage of that lesson, which can be found in Figure 74, teacher TN wrote the following words on the board, which she had taken from the passage: risk / fewer / upbringing/ cautious. While she was explaining the meanings of these words to her students, she told them: “I don’t mind if you write the meanings of words in Arabic or write it in a sentence to remember”. When talking about this scenario during her interview, she explained that some students will learn new vocabulary better if they link it to their L1, and that is why she reassured them that they could use the L1 if it is their preference. 




Figure 74. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 30)
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Teacher TN explained that “they [the students] can use L1 to help them learn L2 because words when they are written, she [the student] will do some effort by her hand, it's a kind of psychomotor skill”, which will help in the student’s learning of this new word. She further explained her beliefs about multiple intelligences as follows:

Some people they are visual, they learn by seeing. They have to see something and relate it to vocab, and they have to see the word to get it stuck in their mind. So, they have to see the word; to see something that reminds them of the word.

She then concluded: “my strategy [in teaching] is that I try to involve as many skills as I can, as many ways to learn as I can”. This is why she sometimes adds to the vocabulary activities, to make sure that all types of preferred learning styles are covered.

Furthermore, teacher TR, in a manner similar to teacher TN, believed in using different methods of teaching:

I love using multi-media, which means different kinds of resources, because you can teach someone who is visual, and maybe someone who has a different type of personality. So, in order to meet all these preferences and different types of abilities that you have in your class, you have to use different types of media and different resources, so you can reach your students. You can get them to be engaged and to motivate them. You can improve the students’ understanding and you can improve the learning process by using different methods.

Teacher TR was very passionate about this topic, because it was actually the subject of her MA thesis, in which she studied the use of YouTube to teach vocabulary. Therefore, it may be said that she is basing her teaching beliefs on knowledge that she acquired while studying for her MA. She explained how there is a common belief amongst researchers that when students see the information they are being taught, as opposed to only being orally taught, they will be able to retrieve it more easily. She further justified this pedagogical belief as follows:
 
because this is how the mind processes the information. The information will stick in your mind and will be restored easily when you see it. When you see something and hear it, you will remember it better than when you just hear it. 

She then talked about how she tries to keep in mind the different types of student personalities when giving a lesson and to have a variety of activities that may appeal to different types of students, such as using videos and pictures:

when I teach you a word and you see it on the board, for example happiness . . . you teach it in a conventional way, and you put a picture of someone smiling . . . it is different than when you show . . . short videos of people talking about what makes them happy. When you put pictures of things that make people happy, like money, friends, traveling or hobbies, all these things when they [the students] see it in pictures this will improve their memory, so they can remember the information better. So, I always try that these two elements [are] to be found in my class, they [the students] should see and hear and also practise; listening and writing is not enough. 

Indeed, when looking at her lesson observations, there were many instances in which teacher TR uses different teaching strategies, such as applying group work activities, using pictures and also using out of the textbook activities, which were discussed in the different types of adaptation that have been reported until this point. In sum, as illustrated via teacher TN’s and TR’s points of view, it may be said that some teachers add to their textbooks in order to try to cover all the learning preferences that may be found in their classroom.

4.5.2.4. Adding to bring content closer to the students’ lives 

Two teachers in this study claimed to add to bring content closer to their students’ lives:

	Adding to bring content closer to the students’ lives 

	Teacher TA

	Teacher TD



As mentioned previously, although the textbook used in the ELI is specifically designed for its context, some of the teachers felt that there are parts in the textbook that do not relate to the students, and therefore, sometimes have to be adapted. For instance, teacher TA and TD stated in their interviews that on occasions, they add to the content in the textbook in order to bring it closer to the students’ reality and make it more contextualized. As explained in section 4.5.1.4, teacher TA had a specific opinion about using “other cultures” in the textbook. She acknowledges the importance of learning about different cultures; however, she believes that sometimes there is “too much” talk about other cultures. She explained how “sometimes, I want to personalize to let the students talk about themselves, because this is what they are asked to do at the very end [in the speaking exam]”. Accordingly, teacher TA adapts some of the activities that she senses do not relate to the students. Following up on this point, teacher TA claimed that “at the speaking exam we are going to ask them [the students] to talk about themselves. If I am going to ask them to do that, if I am not training them to do this in the class, so this answers for you [answers your question]”. What teacher TA is describing here is that when the textbook focuses too much on other cultures, and the students are only used to practising speaking about other cultures, then there will surely be a problem during the speaking exams, as they are not used to speaking about themselves.  In point of fact, this issue is not only relevant to the speaking parts of the textbook, but also to the reading parts as well. According to teacher TA, when you look at the mid-term exams for example, they contain reading passages that are what she calls “a Saudi version of the passages”. For instance, these passages contain “Saudi street names”. Regardless of the fact that the intention of the exam makers was positive, and they meant for this to be a positive characteristic of the exams, as students are familiar with these names, teacher TA had a different point of view. She believes that “for some students it is not easier, it is just different. They don’t get it as easier, oh it is just different, because we didn’t read something like that”. She then gave an example, citing a part of a unit that she had adapted during that week. Figure 75 shows the activity that teacher TA is referring to.

Figure 75. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 48)
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In this activity (2A), students are asked what they would do if they do not understand instructions in three different scenarios. Before covering this exercise, however, teacher TA explained how she asked her students what would they do in the case that they were in an exam, and they did not understand the instructions given by the teacher: “So what would you do if you didn’t understand the instructions?”. According to her, by adding this question to the one in the textbook, she is somehow relating the topic more to her students and giving them an example of a situation they can actually picture themselves in. She explained, “to me this is more contextual for them . . . just adding a small little bit to make it more contextualized”.

Moreover, in teacher TA’s first lesson observation, a similar scenario was noted. Figure 76 below shows the textbook vocabulary activity which she added to. 



Figure 76. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017,  p. 41)
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When covering this exercise with her students, she explained that the expressions in 1-5 come in certain contexts and should be memorized as they are. She explained the meaning of each of the expressions, then she gave them an additional example, saying: “If your friend is very upset because of yesterday’s exam, what will you say to calm her?” In which the answer will be “it was no good getting upset”. She then gave them another example saying, “all of you passed the quiz, which was no surprise!”, in which in both examples, she used the phrases shown in the textbook.

Moreover, teacher TD had reservations about some of the themes and topics in the textbook, so much so that she declared topics and themes as one of the most constraining factors she faces when using the textbook.  In her interview, she stated that “there are many themes that are not relevant, but we have to teach”. She gave examples of some of these topics saying: “for example, new year festivals or directions.  Maybe now directions it's relevant, but before, no [she means because women were not allowed to drive previously]”.  She gave further examples as below:

. . . for example, units about dealing with money, units about studying abroad, or living abroad, students wouldn't relate to the ideas in the unit . . . I remember there was a listening about moving from an African country to Scotland and seeing the snow for the first time and most of the girls did not even go to Dubai. They really did not care to listen, and even I did not enjoy it.  So, every time I come across this lesson, I just feel unmotivated to teach. So, if it's up to me . . . I wouldn't use it [the textbook] in teaching if the themes are not appealing.

From her above statement, we see that the relevance of topics is an important factor for teacher TD, to the extent that it affects her motivation to teach. She then gave a concrete example of such a scenario in which she added an external activity to a reading passage in the textbook, in order to allow her students to identify more with the topic in question. Figure 77 shows the reading passage which teacher TD is referring to.

Figure 77. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 67)
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As seen from Figure 77, the text is about two people describing each other, which is in fact the objective of the unit, in which students learn how to ‘describe people’s personalities’. According to teacher TD, “it was a very easy reading”; however, she supplemented it with two more reading passages about Steve Jobs and Sultan Bin Salman, the Saudi King’s son. She justified adding these two passages, saying “I felt like they [the students] need more famous people to identify with, success wise. I mean who is Ahmed Selim? I mean even when I was reading, I was like who is he, why not bring someone I know”.  By adding these two famous individuals, teacher TD is relating the content more to the students’ lives and discussing the personalities of people that they have heard of.  



4.5.3. Deleting

The third adaptation technique that will be tackled is deletion/deleting. Seven of the ten teachers in this study (TM, TA, TZ, TD, TS, TK, TR) stated that they occasionally delete parts of their textbooks and had their justifications for doing so. The other three teachers (TJ, TF, TN), on the other hand, claimed they do not delete any part of the textbook. In fact, teachers TJ and TF talked about deletion in a negative manner. Teacher TJ stated she does not believe in deletion and never deletes any part of the textbook: “I try never to delete because I feel if the book is recommending it, it is definitely a valuable skill or activity the students need to cover”. Here it is clear that there may be some sort of textbook reification evident in teacher TJ’s response, which may be considered a reason why she does not believe in deletion. In accordance with what she stated in her interview, when the observation data was analysed, it was clear that teacher TJ, in fact, did not delete any part of the unit covered during her lesson. 

Teacher TF is also a teacher who had a negative perspective towards deleting parts of the textbook. She clarified why she does not delete parts of the textbook, explaining: “good conscience is a soft pillow and for example when I delete, I feel that my mind is blaming me
 . . ., so I never delete”. Accordingly, and similar to teacher TJ, no deletions were noted during her lesson observation, as she covered all parts of the unit. The third anti-deletion interviewee, teacher TN, claimed she does not have the authority to delete any part of the textbook; she stated: “we are not allowed to delete. No, we can't delete anything. We are not allowed because we don't teach on our own. We have to follow a system.”. She further explained: “I don't have the authority to delete. I'm not allowed. What I can do is that I ask them [the students] to do [textbook exercises] at home and we check here. That's the utmost deletion [that’s the limit to the kind of selection] we can do”. However, in her lesson observation, it was apparent that she did in fact delete a part of the textbook, shown in figure 78 below.






Figure 78. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 30)
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As seen from the figure, there are six questions on safety that students are expected to answer with their friends. The second part of this speaking activity (b), which was the part deleted by teacher TN, asks the students to discuss this topic more by giving them two extra questions (“Do you agree with what the answers say about you? Think about people you know who take risks. Do they have a lot of accidents?”). When asked why she deleted these two questions, teacher TN replied: “sometimes I skip questions if there is a lot of padding”. She explained that ‘padding’ means when there are many repeated facts, or questions asking for the same information. Therefore, the organization of the textbook is the reason why she deletes some parts of the textbook, for she feels there is no need to cover these parts repeatedly. With regards to the rest of the teachers in this study (7 teachers), each of them had their own rationale for deleting, and each of them explicitly exemplified the parts of the textbook that they tend to delete the most. In the following part, these reasons for deletion which were reported and observed will be explained.







4.5.3.1. Deleting due to time constraints

A number of teachers claimed to delete due to time constraints in the ELI:

	Deleting due to time constraints

	Teacher TR

	Teacher TD

	Teacher TA

	Teacher TK



Time is one of the most important factors affecting teaching in the ELI, due to the modular system, which was described in detail in section 1.2. In fact, time was found to be a motivating factor in all four types of adaptation techniques, as seen thus far, and as will be seen for the rest of the techniques to come. Moreover, time was described by all ten teachers as a serious issue in the ELI; it is the reason for not only deleting, but it is also described as a reason for most of the problems that these teachers face in their daily teaching. This point will be discussed further in section 4.7.1.

In their interviews, teachers TR, TD, TA, and TK affirmed that they delete parts of the textbook because of time constraints. Teachers TD and TK were even more specific and explained why this time issue is present in the ELI. In her interview, teacher TD described a well-known culture amongst the university students where they do not attend the first week of teaching. As a teacher in KAU, I have seen this myself, and it is in fact a tradition that has been routinized by students. However, the ELI administration does not take this into consideration, and includes the first week of university within the pacing guide as a teaching week. Teacher TD further explains:

we have a pacing guide that we must follow, and we are always behind because of the first week of the university people [students] don't show up, but somehow the academic coordinator designed the pacing guide including the first week. 

When asked if the administration of the ELI knows that student attendance is very low in the first week, she confirmed that it is well-known and that the administration knows. Therefore, her way around this issue of students’ absence during the first week is by deleting parts of the textbook: “so we basically, at least the first two weeks, I just cover the vocabulary and the grammar that I include in quiz one. So, it’s always deleting either the listening or the speaking”. It is important to note that during her lesson observation she had covered all the parts included in the unit, in addition to the speaking and listening. However, this lesson observation was done during the end of the module, and there were no exams scheduled during that time period. Hence this may be why she had taken her time in covering the textbook.

Teacher TK also talked about the issue of time and why it poses a problem for teachers, explaining how there are always new rules or certain issues that come up in the ELI which force teachers to start deleting parts of the textbook:

and the time, especially this module, we’ve been having to rush. Every day there is something new, either they add a quiz or because of the weather conditions, so we’ve been having to rush throughout this module four, and sometimes I can't really go through everything in the class. 

What teacher TK means here is that the ELI administration is always changing their rules and regulations. For example, in previous semesters, teachers were not required to cover any part of the workbook during their lessons. In fact, they never used the workbook to the extent that students do not buy it anymore. However, during the module in which the current study was conducted, the administration changed this, and workbooks are now required to be covered during lessons. Of course, many teachers were dismayed at this decision because of the time constraints it is putting them under. This point was also echoed by teacher TJ, who mentioned the fact that during the last two modules the ELI administration started to focus on the workbook, and it is now considered as a requirement to be covered within the lesson, but that this new policy is not one she is comfortable with:

I don’t think we should be focusing on the workbook in the class . . . Because now I feel my time is divided between the textbook and the workbook. And when I’m doing that, I am not able to focus too well on all the skills properly. So, I would prefer to just focus on the textbook and leave that, they’re old enough now to do something on their own. We shouldn’t be spoon feeding them because they are older students. So . . . I don’t like that at the back of my mind that I have to make them practise in the workbook plus many of them don’t have workbooks, they don’t buy them, they don’t bring them to class, so it is a real stumbling block.

In addition to what was stated, teacher TK also mentioned that because of these time constraints she is under, “sometimes I cannot really go through every single exercise, so I do the most important ones or the ones that are related [to the exam]. If some questions have fun factors, like for example go on the internet and search in a certain topic, I skip that because of the time constraint”. She also added:

the writing it also takes a lot of time so, I have to maybe skip some things just to get to the writing. Now, I have 26 students but normally we'd have thirty or thirty-five . . . some teachers they have forty students, so you wanna get to them and check their papers. So yeah, sometimes you don't get to cover everything.

Accordingly, in her lesson observation, the exercise in the following figure was deleted. 

Figure 79. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 68)
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When asked about this during the interview, she justified her deletion by saying: “because we have writing so this is one of the parts that I skip. I mean it's a fun activity that they could do . . . Normally, if we have time I would do it. But that day we had the writing, so I didn't do it”. Another example of deleting found in the same lesson observation was of activity (2b) ‘Read again to check. How do you think Kurt and Philip felt afterwards?’, seen in Figure 80. 

Figure 80. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 70)
[image: ]


Teacher TK explained that “this is a speaking, so I sometimes skip speaking if we have writing in the same unit”, because as she claimed in her quote above, “the writing it also takes a lot of time, so I have to . . . skip some things just to get to the writing”.

Furthermore, teacher TR stated that: “time is one of the major factors affecting the teacher’s use of the textbook . . . Because there are things I want to focus on. . .and I can’t because of time. . . So, I am forced to skip a lot of things, maybe even things I know are important”. When asked to speak more about this issue and how it affects her teaching, specifically, teacher TR explained that:

you have to delete certain parts, we have to skip like the reading parts and
 . . . most of the time I don’t do the reading, the reading and the speaking because I think they are time consuming, and so I have to skip them in order to focus on what is important [the grammar and vocabulary parts]. 

When looking at teacher TR’s lesson observations, indeed, in none of the four lessons did she do either the reading or the speaking components and she focused more on the grammar and vocabulary parts of the units. 

Similarly, teacher TA also asserted during her interview that she deletes parts of the textbook that she feels are not important:

 I have time pressure, so the activities which might not be very important, they might be deleted. Sometimes speaking and writing activities I delete it . . . They’re not really like of the main ones . . . They get deleted because of the time pressure. 

The reason teacher TA considers the speaking and writing activities as not part of the main activities is because the exams in the ELI focus mainly on grammar and vocabulary, as has been seen and discussed. According to teachers in the ELI, even if they want to cover such activities, students will not be motivated because they are more focused on their grades. Hence, they end up being deleted. Moreover, similar to teacher TR’s lesson observations, teacher TA’s observations also revealed that she deleted the speaking of the unit of her first lesson observation, as well as the speaking and writing of the unit in her second lesson observation.

Hence, from the above comments and examples, we see that teachers agree not only about time being a crucial reason for their deletions of specific exercises, but also that time is a reason they tend to delete certain parts of the book (e.g., speaking activities generally). All four teachers stated that when forced to delete because of time constraints, they delete the speaking parts the most. The reason for this might be the fact that students are examined in speaking only once, and the main focus of exams is on grammar and vocabulary. Hence, due to the ELI being an exam-oriented system, teachers focus on parts of the textbook that are in fact the focus of ELI examinations.

4.5.3.2. Deleting due to students’ low proficiency level

With regards to students’ low proficiency level, teacher TZ claimed that she deletes because of this factor:

	Deleting due to students’ low proficiency level

	Teacher TZ



This reason for deleting parts of the textbook was reported by one teacher only, teacher TZ. Before discussing this finding, however, it is important to mention that teacher TZ displayed a very negative attitude towards her students. Throughout her whole interview she kept on criticizing their level of English as well as their attitude towards learning the language and their attitude towards life in general. This theme of students’ attitude and how it may have an effect on teachers’ use of the textbook will be further discussed in section 4.7.4. Teacher TZ admitted during her interview that she deletes heavily: “I delete a LOT [emphasized], especially with the weak groups . . . so I do a lot of deleting with the weaker students, less deleting with the higher level”. She explained that: “I have very much to give”, however, she is positive that the students will not understand due to their low level of English. Here, she is explaining that she has many creative ideas to implement in her classroom; however, the level of her students is a barrier to her creating innovative lessons. She further explained: “I need to focus on at least if they [the students] came out of the class learning two or three things, I am grateful. So, I have to delete a lot of it [the textbook]”. 

Additionally, teacher TZ explained how she tends to delete the speaking parts more than any other part of the textbook, “because they [the students] were not going to speak in English. They will die before they speak English”. Here, we see that teacher TZ seems convinced that her students would refuse to speak English in class “I am realistic, it is not going to happen [students willing to speak in class]”. As stated previously, only one lesson was observed for teacher TZ, and in that lesson she indeed deleted all but one speaking activity, which can be found in Figure 81 below. 

Figure 81. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 89)
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It is important to note, however, that when covering this speaking activity, she discussed the two questions with her students in Arabic, their L1. When asked about this during her interview, she justified using the L1 due to students’ low proficiency level and explained how she is positive they would not have understood if she had spoken in English. 

Another example of a deletion scenario observed in teacher TZ’s lesson is of an activity in the textbook that asked the students to write a short conversation from a list of words provided and perform a dialogue in class (see Figure 82). 










Figure 82. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 93)
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She justified deleting this activity thus:

Because of level. They have no idea what it means. Today, we read the word ‘complain’. I asked, have you ever complained? And she [a student] says ‘what does complain mean?’ How is she going to do this speaking?

Furthermore, it was noted during this lesson observation that teacher TZ skipped the reading comprehension questions. She only read the passage and explained it in Arabic to her students, then she went on to cover a different part of the unit. In her interview, she explained that “they [the students] have no idea what they are doing” and added “I did none of the reading questions . . ., there is no point”, again, justifying her deleting by referring to the students’ low proficiency level.

4.5.3.3. Random scenarios of deletion observed in lesson observations

In this part of the results, the more random reasons for deletion which were observed in specific teachers’ lessons will be referred to. These scenarios are not related in any way; however, they are all examples of using deletion as an adaptation technique and seemed worthy of mention. The first case we refer to is from one of teacher TM’s lesson observations.  During her interview, teacher TM justified most of her deleting by referring to her belief in the holistic approach. As explained in section 4.2.1, she believes in the holistic approach and in the importance of linking the different parts of the textbook together in order for the students to understand what they are learning. Thus, she explains that she also has this holistic approach in mind when resorting to any sort of adaptation technique—in fact, this is the main reason why she adapts. She then gave an example of a deletion that she applied in the previous lesson. 

In unit four of the textbook, which was about ‘natural disasters’, students were asked to talk and write about a natural event that happened in Mexico, which they had just read about. This exercise is reproduced below in Figure 83.

Figure 83. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 33)
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Figure 84. Astrid’s story English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 121)
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Nuria’s story
Figure 85. Nuria’s story English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 129)
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However, teacher TM decided to skip this activity:

I skipped the writing about ‘the events that happen in Mexico’ because I felt that doing the exercise on page 34, where they write about their experience [of a natural disaster] was much more important and enough. 

Figure 86 shows the writing task that teacher TM is referring to in the above quote. 



Figure 86. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 34)
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It is obvious from this writing task that it focuses more on the narrative forms and the phrases to use when telling a story, which is related to the grammar rule of that particular unit, found in the figure below.

Figure 87. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 32)
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In addition, it also allows students to practise the vocabulary of that unit, which was ‘adverbs for telling stories’, such as ‘immediately / suddenly / slowly / amazingly’. Whereas if we look at the activity that teacher TM decided to delete, there was no application of these rules. Thus, according to her, it is of no use to cover that activity. She stated, “If I don’t see that it’s beneficial, I skip it”. 
She further explained: “I delete . . . if there is no link and I do not feel that there is use of it [a part of the textbook], and it most probably won’t come in the exam, I just delete it”. 
This finding is similar to that found in Lee & Bathmaker’s (2007) study which looked at how teachers of secondary level schools in Singapore use textbooks in class. They found that their teacher participants also deleted parts of the textbook which were not relevant to exams. In fact, they specifically stated that there was a general focus on the reading and writing parts of the textbook, whereas very little attention was given to the speaking and pronunciation parts. They concluded that “this might be due to the fact that the weighting of oral components in the examinations is far less than that of reading comprehension and writing” (Lee & Bathmaker, 2007, p. 361). In sum, it may be said that teachers’ pedagogical beliefs and whether the material is included in exams or otherwise might have an effect on how they use and adapt their textbooks within their lessons.

Furthermore, in her interview, teacher TM also stated that she tends to delete parts of the textbook that she feels are not related to the students. As a concrete example, in one of her lesson observations, she deleted the listening activity found in the following figure. 


















Figure 88. Listening transcript from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 151-152)
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As can be seen from the transcript in Figure 88, this listening track is not a dialogue, which is what students are used to, it is basically a speaker giving advice on family businesses. According to teacher TM, this listening activity is “so business oriented”; thus, she decided to delete it. She further described this exercise, justifying her deletion of it, saying 
“it’s so irrelevant to their context, talking about family businesses. It’s just hardcore business. Really hard . . . ideas that really are not related to them. It’s out of their context. So, they can’t contextualize”. Therefore, other than the fact that the content of the listening track is irrelevant, teacher TM also described it as being too difficult for the students to comprehend. In a similar scenario, Wette (2010) reported how a teacher participant also adapted an activity because the content was difficult; the teacher specifically stated: “the banking unit was quite heavy, the students were struggling” (p. 575). In this example, the teacher is also describing the content of an activity from the textbook as being too difficult for his students. However, instead of deleting the activity like teacher TM, Wette’s teacher replaced it with a game-type activity.

Moreover, another interesting instance of deletion that was noticed during the data collection of this study was in teacher TS’s lessons. In both lesson observations, it was observed that she deleted every speaking activity that she came upon in the textbook. When asked about this during her interview, she explained that:

I have a Master’s student, she has a certain project that she is right now implementing with my students and I’m just giving her this space to be able to implement her own project. That is why when I come to a speaking task I just leave it to her to cover because I know it is the focus of her study and she will do it better than I do it . . ., so that is the reason I am not doing the speaking in my class. 

Therefore, during the students’ breaks, this researcher, who was doing a study on a certain approach to teaching speaking, came into teacher TS’s class and covered the speaking parts with the students. 

As a concluding point, lesson observations revealed that teachers differed in the parts of the textbook that they deleted the most. For instance, it was noticed that teacher TD, TR and TA tend to delete speaking the most, all stating that they delete the speaking parts of the unit the most due to the time-consuming nature of these activities. Teacher TD added listening as also being a component of the textbook which she skips. On the other hand, teacher TR skips reading activities, while teacher TA skips the writing parts of the unit due to time constraints. 

4.5.4. Replacing

The fourth and final adaptation technique is replacing. In the following, examples of replacements that happened during lessons will be discussed, and this part of the thesis will also be divided according to the reasons that the teachers gave for replacing.

4.5.4.1. Replacing due to certain pedagogical beliefs
 
Some teachers claimed they replace parts of the textbook due to certain pedagogical beliefs they hold:

	Replacing due to certain pedagogical beliefs

	Teacher TM

	Teacher TR



Two of the teachers in this study (TM, TR) justified their replacement of some parts of the textbook in relation to specific pedagogical beliefs they hold. An example of replacing due to pedagogical beliefs is one found in teacher TM’s lessons. She reported during her interview that sometimes she would replace certain grammar rules with external online videos she emails to her students, which explain the rule in Arabic. This was usually applied to the grammar rules she believes are difficult for her students. According to her, these students are at a level that requires this; in addition, the videos that she uses are “really nice grammar videos . . . that are short, that are five to ten minutes in Arabic. They are really done in an excellent way . . . And the girls really like it”. She further explained her reasons for replacing the grammar in the textbook with these videos, saying:

they’re really fun and it helps them [the students] break down the idea behind the grammar. So, because they can’t get the concept, just having it in class… Because they take new lessons every day, new grammar every day. So, there’s no time to really absorb what they’re taking. So, this [the grammar videos], at least they can take it home and watch it as much as they can, and actually . . . understand what it really is, when it’s in their own language and it’s a fun way.

Similar to teacher TM, teacher TR also takes into account the fun factor in her lessons, thereby replacing some parts of the textbook to make the atmosphere of the classroom more interesting. She explains her pedagogical perspective towards implementing the fun component in her lessons, saying:

I replace the activities of the book with more interesting activities . . . I like there to be some kind of innovation and creativity in my class. I don’t like to use traditional activities . . . I think it is kind of boring.

Accordingly, in one of her lesson observations, teacher TR replaced the following activity with what she saw as a more fun way of practising the target language, adverbs of frequency. 

Figure 89. Activity from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017, p. 51)
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In her replacement activity, teacher TR put the adverbs of frequency on cards and distributed these cards to the students. She then asked them to create sentences about their daily routine using the words on these cards. According to her, “in the book was a very boring . . . activity . . . so my focus was to draw students’ attention to how to use the adverbs of frequency in the present simple, to talk about daily routine”. 

To conclude this part, lesson observations and teacher interviews revealed that all four adaptation techniques were used in the classrooms of the ELI, with editing and deleting as the most common adaptation techniques. This is similar to Menakbu’s (2010) research where all adaptation techniques were used. With regards to Gok (2019), he reported that the most commonly used adaptation techniques in his study were “addition, omission and supplementation” (p. 176), whereas Lee & Bathmaker’s (2007) teachers reported deleting, editing and adding to their textbooks in order to meet their students’ needs. To sum up, many reasons were reported for the use of these adaptation techniques, the most common being level of students, time constraints, cultural reasons and pedagogical beliefs. 

4.6. The extent to which teachers use the textbook

As can be seen from the descriptions above, the textbook plays a prominent role in the ELI and it was present in all the lessons observed for this study. However, this does not necessarily imply that it was used slavishly. In fact, as was seen and illustrated in the results, teachers in the ELI differed in their use of the textbook, and also in the parts that were adapted or otherwise. In the following, Table 8 presents a quantitative overview of the teachers’ use of the textbook.

Table 8. Teachers’ use of the textbook
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From Table 8 we notice that all the grammar and vocabulary sections of the textbook were covered by all 10 teachers in all their lesson observations. This was expected, given the fact that the ELI is an exam-oriented context, in which the main focus of these exams is on grammar and vocabulary. With regards to the rest of the parts, such as reading, writing, listening and speaking, the teachers differed in what they covered and in the adaptation techniques they used in covering these parts. In the next part of the chapter, then, I present some of the most important factors that were raised during interviews and observed in lessons to have an impact on teachers’ use of the textbook.

4.7. Most important factors that influenced teachers’ use and adaptation of the     
textbook

It has been apparent from the results thus far that several factors which help account for the teachers’ textbook use have recurred, such as time constraints, examinations, students’ attitude and students’ proficiency level. In this part of the chapter, these factors will be discussed in more detail. Before proceeding, however, it is worth mentioning that this part of the data derives from the teachers’ answers to the following prompt card.

Figure 90. Prompt card used in teachers' interviews (constraining factors affecting use of textbook)
	Which of these factors affect your use of the textbook the most?

	 

     Time constraints
	

   Unified exams
	
Other workloads that the teacher is required to do in university (correcting papers, attending meetings, writing reports etc..)
	

Students’ proficiency level

	
   Institutional constraints
	
Exams are set by a committee other than the teacher
	
Teacher has limited knowledge about certain parts of the textbook
	
Students’ attitude towards learning the English language



During the interviews, teachers were provided with this prompt card, which itemises potentially constraining factors. Teachers were then asked to choose the factors which they feel affect their use of the textbook the most. 

4.7.1. Time pressures/constraints

	Teachers
	TA
	TJ
	TK
	TR
	TS
	TD
	TF
	TZ
	TM
	TN

	
Time constraints

	

	

	

	

	 
X
	

	

	

	

	
X



The one circumstance that seems to have the largest effect on teaching practises in the ELI is time constraints. According to the data, this time issue is an extremely influential factor when it comes to teachers’ use and adaptation of the textbook. These time pressures are unsurprising, given the demands of the ELI to cover one whole textbook, containing fourteen units, in a period of six to seven weeks only. It is important at this point to take a look at how much instructional time each unit of the textbook is intended to take by the textbook writers and compare it to the time the teachers actually have according to the pacing guide, which are shown in the figures below.
Figure 91. Part taken from English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017)
 teacher's book
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Figure 92. Part taken from the pacing guide in the ELI
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From Figure 91, we see that each two pages in a unit are considered a single lesson and are created with the intention of being covered in 90 minutes. Hence, the textbook writers’ vision is for teachers to be able to finish one whole unit in a matter of four days, where they cover two pages a day. In the ELI, however, each lecture takes from three to four hours. When looking at the pacing guide shown in figure 92 above, we see that in a matter of one week, teachers are expected to cover two units, with that teachers cover four pages a day. During the collection of the data, teachers constantly complained about the burden of time they work under, in fact, eight out of the ten teachers in this study (TA, TJ, TD, TR, TK, TM, TZ and TF) all reported that time is one of the most constraining factors on their teaching and on their use of the textbook. They explained how because of these time pressures, they are not able to focus on certain parts of the textbook that some students may need more help on. In addition, on many occasions they are not able to use supplementary material, due to this time constraint. Take Teacher TA’s thoughts on time pressure, for instance:

let me be honest with you, I don’t even think of using other things [external materials] because of what is going on in classes. Sometimes you are going under very huge big time pressure. You need to finish this before quiz one, finish that before quiz two. You find yourself sometimes just following [the book], unfortunately. 

Furthermore, teacher TJ described time as being “the main enemy for this modular system”. As a matter of fact, time constraints affect her to the point that she consistently mentions this problem with time pressure to the administration of the ELI, and constantly writes about this issue in surveys that are distributed to the teachers, in the hope that it will change. 

Unfortunately, at the time of the study, the modular system was still being applied in the ELI. It is important to note here that English lessons in the ELI are three and a half to four hours long, and this is the administration’s way of compensating for the fact that teachers must cover fourteen units in a matter of six to seven weeks. When looking at this time duration of lessons, it may technically be enough for teachers to finish teaching the textbook. To explain more, the textbook writers vision is to cover two pages per lesson (90 minutes), making it a total of six hours a week and one unit per week. With regards to the time the teachers in the ELI have, they are required to cover four pages per lesson (180-240 minutes), making it a total of 20 hours a week and two units per week. Therefore, technically speaking, teachers do have enough time to get through the materials. However, in reality, this timing is not suitable for either the teachers or the students because the lessons are too long for students to focus. As teacher TD mentioned, these long hours of teaching are exhausting for her and her students as well:
I have four to five hours of class time. I get tired, students get tired. They get unmotivated, I get unmotivated. Honestly, the last quarter of the semester, it is just screaming. I scream and they [the students] are quiet. It’s sad, but I don’t know what to do.

In the above quotation, teacher TD is describing the end of the module as being the most difficult phase of teaching. The reason for that is because during the end of the module, everyone is in a rush to try and finish the content of the textbook before the final exams. However, because it is the end of the term, students are usually drained and are not motivated or in good spirits. As a consequence, she feels she has to be strict with them and described how at the end of the semester she unfortunately has to yell at them in order to get them to work, and of course this is an unpleasant experience for her and the students, as well. 

This point of view was also emphasized by teacher TR:

It is very difficult to do everything in the textbook in reality in the classroom with the students, because of the time. Even though our class is three hours but these three hours with the students’ level is a bit difficult. 

Moreover, teacher TK also talked about time constraints as being one of the most limiting factors on the prompt card. She described how she cannot get through everything in the textbook because of this limitation in time. She stated that: “I do the most important ones [activities] or the ones that are related [to the exam]”. Additionally, teacher TM claimed that time is the most challenging factor that impacts her use of the textbook; she explicitly stated: “it [the textbook] is too much information for this short time”. Not only does she believe that the textbook contains too much information, but according to her, the textbook they are using is not designed for a modular system. She further explained: “it is designed for a semester”, for an institution that covers the textbook in a whole semester where they take their time with the content. However, because of the modular system in the ELI, this textbook is considered “too much information for students”. 

With regards to teacher TZ, she also felt confined regarding what she does in class with her students because of these time limitations in the ELI: 
sometimes I feel limited . . . and I want to do something extra with the students, but I know I can’t . . . Time limits because I know I  have to cover these pages, because if I gave them something extra and for example I don’t give them page 49 and they go to the exam and the exam is from page 49, it is not fair. 

Finally, teacher TF also shared her perspective on time-related issues for both teachers and students for reasons related to her and her students. Firstly, these time pressures affect her because she feels stripped of her creativity as a teacher: “So, honestly, we don't have much time to be creative here, because we have the big constraint of time. So, you have to follow everything in the pacing guide and at the same time motivate students”. Secondly, according to her, this reduction of creativity also has a negative impact on the students. 

Creativity is directly related to motivation. When you reduce creativity, motivation might be reduced, and for example, sometimes you feel that you are running. As I told you from the beginning running against the clock can make students feel that you are giving them things in a very limited time. They might get tired and bored. 

In sum, time constraints may be considered a main factor that influences textbook consumption, as it has been reported in studies similar to the current one. For example, limited time is concluded as “the most commonly cited reason for adapting materials” in Bolster’s (2015) research (p. 19). In fact, one of the teacher participants in her study stated that “the amount [of the textbook] to be covered in class is too much in the given time” (Bolster, 2015, p. 18). It is noteworthy that this specific teacher had a generally positive attitude towards the textbook used; however, he felt restricted due to time constrictions. Similarly, Wette (2010) reported that two of her teachers, Chris and Fran, were found to replace some activities in the textbook with shorter ones because of the time constraints they were under. Furthermore, Menkabu (2010) also echoed these results and concluded that time constraints was one of the three major influencing factors on how teachers in her study used their textbooks. Moreover, the teachers in Farooqui’s (2008) study “singled out” time constraints as being the principal reason for their adaptation of the textbook. In fact, one of the teachers stated that the textbook used requires time because it mostly utilizes communicative activities, and according to him “arranging group work, involving the students in communicative activities in the class and monitoring these activities require time” (p. 202). In addition, Gok’s (2019) research results echoed those stated above; 68.8% of his teacher participants reported that the teaching content cannot be covered in the time allotted. They claimed that “they feel confused about what to focus on in one lesson, as there is insufficient time to cover all the content” (p. 138). 

4.7.2. Examinations
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The second most influencing factor according to the teacher interview data is examinations. As in the present study, high-stakes examinations have been found to exert a major influence on teachers’ use of textbooks in other studies (Chandron, 2003; Lee & Bathmaker, 2007; Menkabu, 2010; Pelly & Allison, 2000). These examinations, as Hedge (2000) explained, can act as “gatekeepers to higher education or good employment prospects” (p. 26).

In the current study, teachers explained that the ELI is test-oriented, and the test writers’ biggest focus is on grammar and vocabulary. It has also been mentioned previously, but is worth reminding the reader, that grades are extremely important for students in this period, the prep year, because their acceptance in the major they wish to study depends solely on their GPA, and sometimes in specific majors English language grades are important as well. Therefore, one can see that exams are a salient issue in the ELI. Subsequently, this concentration on examinations affects teachers’ handling of the textbook as they are pushed to focus on grammar and vocabulary sections of the textbook. Teacher TM explains:

I have to be realistic . . . because our system is test oriented, and the biggest focus is on the grammar and the vocab . . . I need to help the students pass. So, I need to let them have the right focus. So, their focus is grammar and vocab.

Moreover, teacher TR also mirrored this view. In her interview, she admitted that she would like for her classes to be more communicative, but because of the focus of the exams, she feels restricted as to what she can do in class. She went on to explain how the administration of the ELI claims that taking a communicative approach is important and tells teachers it should be applied in class, however, in reality, that is not the case:

They [the administration] tell you that the ELI is encouraging teachers to move towards communicative based approaches, but in reality, we are not really motivated. We don’t have the time to do communicative activities, we are pushed to focus more on the grammar sections of the book, to focus more on the vocab.

Teacher TR explained here how the aim of the ELI is apparently to implement a more communicative approach in teaching English to its students, in order to enhance their English language skills. In reality, though, the exams are still more focused on grammar and vocabulary. Therefore, there is a contradiction between the supposed aspirations of the ELI on the one hand and the realities of the exam-driven environment on the other. In fact, teacher TR displayed her awareness of this contradiction, saying: “even when you read our policies and regulations it is one thing, and when you see the class it is something else. We know we are preparing the students for the exams and we have a very limited time to prepare them”. 

Furthermore, in teacher TA’s interview, she showed awareness of what she calls “the wash back effect”. She stated quite bluntly:

usually you will see it in the classes. . ., you see the wash back effect . . . Teachers are focusing on exams, not just students. [During lessons, teachers keep on saying] ‘You see this in the exam, in the exam you see that’. Then you [as an observer] will see that they [the teachers] are teaching them [the students] for exams, not just to improve their proficiency and I admit I'm aware of this and I don't have any other choice. It's for their own benefit. I'm not talking about the benefit when it comes to English proficiency, I'm talking about their future. I don't want English to stop their future. Actually, I'm opening one door. If they do well in English, they pass the English level, they would actually have better feelings about English, and they might start learning English. But if they fail and fail and fail, you know what is the end.
From the above quotations, we notice that there is the use of the phrases “we are pushed” and “we are forced”, which hint that these teachers’ focus on certain parts of the textbook is something that they are required to do, regardless of how they actually feel about this way of teaching. This in turn affects them negatively and makes them feel helpless, as is clear from their responses. As Lee & Bathmaker (2007) have concluded, “certain assessment practices in schools can have a strong negative influence on teaching . . . Too much emphasis on texts and examinations can influence . . . attitudes towards the value of educational objectives” (p. 369).

Another important point related to examinations is the fact that the exams are unified and are created by an exam committee. Thus, teachers do not have a say in what will be included in their students’ exams. The data showed that this is an influencing factor on how teachers use the textbooks and on their attitude towards teaching in general. In the following, teacher TM summarizes what the teachers in this study feel regarding the examination procedures in the ELI:

Prep year is killing everything . . . Even killing the sense of responsibility. I don’t put [design] the tests. I don’t correct them. I don’t . . . review the students, what their mistakes are. 

Teacher TM here is explaining how not being able to tailor the curriculum and the textbook to meet the needs of her students ‘kills’ the sense of responsibility that they have as teachers.  This ultimately impacts their attitudes as teachers and hence impacts their textbook use.

Teacher TZ also spoke of this problem and explained how as teachers, they feel they cannot help their students properly prepare for their exams, because they themselves do not design these tests. In addition, students do not know what their mistakes are in the examinations because teachers “cannot give them feedback” (TZ). Moreover, teacher TD claimed that unified exams is the strongest constraining factor that she faces when teaching. She stated:

I never see students’ outcomes [the grades of the students] and I feel teaching the material not knowing the way in which the questions [exam questions] are formed at the end, it's offensive to me as teacher. It is a very uncomfortable environment for me to teach in, honestly.

Teacher TD is alluding to the fact that because there is a large number of students in the preparatory year, and because exams are unified, the scripts are corrected via automated computer scoring. Therefore, teachers do not know how their students did in the exams, and they do not know where their points were actually deducted, making it hard to know what to focus on with students. She further explains how her students always ask about the exams and how the questions will be formed; unfortunately, she cannot answer them. According to her, this is “a very unpleasant answer for me and even for the students”.

On the contrary, teacher TN and TS do not view unified exams as a problem; in fact, they talked about the advantages of these types of exams during their interviews. Teacher TN justified her positive view towards them by saying: “I don't mind [the unified exams] because we teach thousands of students, so if I follow individuality here, it will be catastrophe”. For her part, teacher TS explained that having a unified exam means all parts of the textbook are covered—the exam focuses on grammar, vocabulary, speaking, listening and writing. Hence, “unified exams . . .  just brings everybody to the same point, I don’t have problems on that”.

4.7.3. Institutional constraints
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Additionally, according to teachers’ interviews institutional constraints also have an influence on teachers’ teaching and use of the textbook. One of these institutional constraints concerns the modular system associated with the prep year. As described in the background section of this thesis, prep year students take other courses alongside the English language course during their first year; thus, their schedules are always full. In addition to that, during exam periods, students may have multiple exams on one day, and as a result, during examinations, students do not attend any of their English language classes. In fact, as stated previously, this has become a norm, where during exam periods, classes are cancelled. As a result, this absence of students affects the teaching of English, because while teachers have to finish the textbook in a short amount of time, they are forced to cancel classes because of the very small numbers attending. This issue creates a large problem for teachers, to the point that teacher TA describes these exams as “intruders”:

We always have the other subjects coming in and out. So, we always have them intruding into our . . . modular system. So, like this week we don't have any classes because of the exam week . . . I'm really tired
 . . .it's affecting how we are teaching.

Furthermore, this modular system, where English carries on throughout the year but none of the students’ other subjects do, affects the students’ motivation and enthusiasm for learning, which in turn affects the teachers’ teaching. Students get fed up as their other subjects are over, but they have to keep on studying English. According to teacher TM, it is difficult to make students take the English course seriously, because of this modular system. She explained this point more clearly, saying: “it's so easy at this time of the year to lose them [the students], it is the end of the year and the other courses are almost finalizing and we’re still starting. So, it is so easy to lose them”. Additionally, she expressed dissatisfaction towards this modular system and the prep year, saying: “unfortunately, . . . I’m here with the prep year, who are all going in one direction like goats. Really, it’s killing creativity, it’s killing everything”. Here, she is describing the teachers in the ELI as a herd of goats walking in the same direction. She feels teachers are just being led by the pacing guide and by these rules and regulations without having a say in how the teaching is being done, “it’s [the teaching] just a process that we have to go through and I’m not happy I’m doing this”. 

Another point that may also be discussed under institutional constraints is the fact that some classes are co-taught by two teachers. Hence, one teacher would teach three days of the week, while another teacher teaches the other two days. It is also important to note that these classes are not taught consecutively; teachers do not see their students every day, which may have an effect on the teachers and on the students, as well. Firstly, teachers will not have enough time to get to know their students properly; by the time they feel they are getting used to each other, it is already the end of the module. Another equally important point is that the two teachers co-teaching a class have their different ways of teaching, hence, students are being taught in a different way by a different teacher in every lesson. 

Out of the teacher participants of this study, three of them (TD, TA, TM) were actually co-teaching their classes with another colleague. Teacher TD made reference to this point, explaining:

There is constant change of teachers, especially when there are two teachers teaching the same class. For example, I’m always assigned for two weeks in a class and then they change me with another teacher, and I feel this affects the students. 

Furthermore, not only does this continual change of teachers have an impact on the students, it affects the teachers as well. Teacher TA, who also shares the teaching of a class with another colleague, stated that co-teaching a section affects her motivation to teach:

This module, because of the situation, because I’m not the main teacher, I am not doing as much as I used to do [with regards to teaching], to be honest. I am keeping it simple and I am still trying to make it interesting. 

She explained how she is trying to make classes as interesting as possible, but still making sure it is ‘simple’. In other words, teacher TA tries to make her classes interesting and fun, but at the same time, she keeps in mind to keeps this fun factor as simple as possible; she is not going over the top with extra activities and fun. She justified this due to the fact that she is not teaching most of the time: “I don’t want to give them [the students] hopes and then gone with the wind”. What teacher TA means in this quotation is that because she is a co-teacher, she does not want her students to get used to a certain level of enthusiasm and fun in class, and then suddenly all this may change in the co-teacher’s lesson due to different teaching styles. 

Moreover, teacher TM also talked about an unpleasant scenario that happened due to her having to teach a class with a co-teacher. She explained how during the beginning of the module, she was covering an activity with her students and spent a long time on it. As a result, “it took all of the class [time] and I wasn’t able to cover the [rest of the] unit and I was in trouble from the other teacher. Then after that she [her co-teacher] decided ok you do your units I do mine, and this was better for me”. From this quotation, it is clear that the two teachers were not in the same rhythm and did not cover the textbook at the same speed. Because of spending a long time on an exercise, teacher TM was forced to stop at a part of the unit that she was supposed to have finished teaching. By the next class, the co-teacher was surprised that what she had planned to cover for the lesson was not suitable, because of the delay in the previous lesson of teacher TM. However, these co-teachers were able to find a solution to this kind of problem and ended up dividing the different parts of the textbook between each other. Each teacher would be assigned a unit to cover and did not have to worry about where to stop or how much she had already covered during a lesson.

Furthermore, having to adhere to a pacing guide is also an institutional constraining factor that was mentioned by four of the teachers in this study (TD, TS, TA and TZ). These teachers gave their justifications for preferring not to adhere to a pacing guide due to the following reasons. First of all, as reported by teacher TD, the pacing guide disregards the fact that there are certain weeks of the module, such as exam weeks, where students do not attend. Regardless of the prevailing student circumstances, teachers are still expected to follow the pacing guide and to be able to finish the module on time. For this reason, in every module, teachers are obliged to confront the problem that “two or three weeks…are missing lessons” (TD). 

Similarly, teacher TS also had a negative view towards the pacing guide, explaining that one aspect of the textbook that she does not enjoy is its lockstep nature, requiring that certain parts of the textbook should be taught on a particular day. She explained her reasons for preferring a ‘freer’ approach as follows:

The fact that the book is prescribed, we have to just swallow it . . . because I am against prescription . . . So, somebody has sat down and said this part of the book has to be covered on this particular day. I am against that because it doesn’t give me freedom on what to teach and on what days. Because sometimes you have to teach this part of grammar and you don’t feel like doing that on that particular day, you feel like if I bring a nice listening to those girls, they would be interested . . . so prescription is an element of this book I don’t like at all.
 
The desire for flexibility in managing the textbook is an issue which emerges from other textbook consumption studies, such as that by Bolster (2015), who conducted a study on how teachers adapt textbooks in their lessons. Comparable to teacher TS, Bolster reported one of her teacher participants also longed for greater flexibility in using the textbook and had specifically stated: “it’s being told when, what and how to teach using those materials that limit teachers in their practice” (Bolster, 2015, p. 19). Furthermore, teachers reported that having a pacing guide gives them a sense that they are restrained, and hence affects their way of teaching and of using the textbook. Teachers spoke of feeling kind of robotic” (TZ), and “we are controlled on what we do” (TA). 

On the other hand, teacher TJ viewed the pacing guide positively. According to her, having a pacing guide is advantageous as it structures her lesson plans; she described it as follows: 
“we get a very nice pacing guide. We are told exactly what we have to follow per week. So, it is very structured and it’s very nice to know because everything is organized and is planned. So, it is not confusing”.

4.7.4. Students’ attitude
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Students’ attitude is another constraining factor on teachers’ use and adaptation of textbooks which emerged from the data. Teachers TZ, TA, TR, TD and TN all described their students’ negative attitudes as having an impact on the way they teach, with teacher TZ holding the strongest opinion on this topic. Throughout her whole interview, she gave negative comments regarding her students and their attitudes. She talked about not only their attitudes in class, but their attitudes towards life in general. She described this as being a generation problem, speaking of an “on demand generation”, where students “demand things and they want things and they want it on their terms, when they want it and how they want it.”. Unfortunately, according to her, this problem affects their behaviour in school and at university, as well. She further explained this behavioural problem in university, saying that because of the fact that students are used to demanding and getting what they want from their families, they actually end up demanding the grades they want from their teachers. She went on to give an example of this, illustrating how during a speaking exam where she and her co-teacher were the examiners, one of the students asked the co-teacher to give her a grade of five on the speaking task, the top mark. Surprisingly, the co-teacher gave that student a five. Teacher TZ then explained how she was extremely frustrated about this and how she sent the student out of class and deducted the five marks that she had unfairly received; she described these students as very arrogant and very rude, that they saw themselves entitled to ask teachers for higher grades.

Teacher TA also echoed teacher TZ’s views regarding students’ general attitude in life. She described how when she waits in line for the lift, students do not respect her, or anyone else for that matter. The moment the door to the lift opens, students waiting in line enter without giving the chance for the people inside to exit. This may seem a simple example; however, according to her it is extremely upsetting, and indeed it seemed she was agitated when she was describing this incident. In fact, she talked more about it, saying:

There is a general attitude [amongst students] that's not really likable. I'm afraid sometimes when I come into the lift and then I see those students, I get outraged to be honest inside, and I'm afraid that it might affect maybe when I enter the class. Especially if I see similar attitudes in the class. 

In addition to their rude attitude, teachers also reported how students have negative mindsets towards learning the English language. Teacher TZ talked about this issue more, describing how just before the writing exam, she scheduled a revision lesson in which she gave a short course on how to write paragraphs, and the importance of spelling. However, students did not bother coming to the class, because they do not really care. In addition, she also gave an example of how, in one of the units, she created a list of all the important vocabulary of that unit and distributed it to her students, as a way of helping them and making it easier for them to find the vocabulary all in one place. Nevertheless, she said that after this specific lesson she found these vocabulary papers on the floor of the classroom; students did not even bother taking them home. Incidents like this might explain the extremely negative attitude teacher TZ had towards the students. 

Teacher TR also had a similar comment towards her students’ attitudes, in which she described students by saying: “they are just careless, they are not motivated”. Interestingly, though, teacher TR related this attitude problem to students’ repetition of the English courses, linking negative attitudes towards learning English especially with classes full of repeaters. For instance, in her class more than half of the students are repeaters. She described how difficult it is to teach such students:

I’m telling you it was hard to teach them, maybe teachers in the ELI need training courses about how to deal . . . with repeaters . . . Because we are not well trained. How to deal with . . . the ones who lack motivation, the ones who just don’t like the language and are not interested in learning the language.

She further stated:

We taught the good ones [the students] and we know how to teach them and how to facilitate the language learning . . .  but those repeaters, especially repeaters for the second or the third time, they are much more difficult than teaching the regular students.

Additionally, teacher TD and TN also mentioned students’ attitudes as one of their constraining factors. Teacher TR stated that her students “don’t want to learn”, whereas, according to teacher TN, her students “feel bored or fed up”. She also explained how sometimes she would like to take an extra ten minutes after class to go over important points with her students; however, they do not stay after class. 

Contrary to what has been reported above, teacher TJ had a very positive view towards her students’ attitudes. We therefore see there is a split in teachers’ views towards their students’ attitudes. However, it still seemed to pose a problem for some teachers and was therefore worthy of including. 

Going back to teacher TJ, she stated that students’ views towards learning in general have changed from when she first started teaching. She explained that during the beginning of her teaching experience:

they [the students] were not interested at all . . . They were totally demotivated. I think that had a lot to do with their goals. Now, their goals are more important, they want to take jobs . . . Before that, they came to the university and they knew they were going to get married a month later, two months later, a year later. So, they were . . . just passing time. But now, no, they are more focused, they are more goal oriented . . . so I am seeing a change.

4.7.5. Students’ low proficiency level
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As seen from the table above, four of the teachers in the ELI chose students’ low proficiency level in English as one of the constraining factors that face them in their teaching. It affects their use of the textbook and the way they adapt it. For example, in teacher TR’s interview, it was clear that she was very concerned with this issue and, in fact, had a specific class in mind which she had taught in the previous module when talking about this problem. She specifically used that class as an example of how language proficiency of students affects her teaching, stating:

I will give you an example . . . I felt it mostly when I taught level 4 last year . . . Level 4, the book was very advanced, and the students’ level was very weak, the terminology and vocab were very advanced. I didn’t know what to do and the students also didn’t understand it. So, the situation was a bit hard.  

It was not only that the students’ level was low, but teacher TR reported that they were repeaters, as well. During this period that she is describing was her first time to teach repeaters, and she specifically stated that many of them were repeaters for the third time. Hence, she felt obliged and pressured to increase their chances of success in the exam. She further explained that this pressure she was under compelled her to use and adapt the textbook in certain ways, such as adding to the textbook to give her students a chance to practise more. She concluded this part of the interview by saying that if “next year I find the students outstanding, so I don’t have to do a lot of adaptation to the textbook”. She is therefore asserting that she adds components to the textbook because of her students’ low level in English. This point is interesting because it is the exact opposite of teacher TZ’s point of view. In her interview, teacher TZ claimed that she adds more to the textbook when her students are of a high proficiency level.  

If the students are good, like the ones we get from the placement test, the ones which are actually level 4, they require more effort. So, I do get . . . extra materials, I give them extra stuff. For example, like they have adjectives for personality qualities [in the textbook], like I am patient, or I am generous, I am disciplined, I have faith in myself, etc. No, I add more adjectives.

It is clear, then, that teacher TR and teacher TZ have opposite points of view regarding adaptation of material in connection with the proficiency level of the students. Teacher TR adds to the textbook due to her students’ low level, whereas teacher TZ states if the students are of a high level, she would be more motivated to adapt and change the textbook around. 

Furthermore, teacher participants in Wette’s (2010) study on textbook use stated that they resort to additional activities due to “learners’ difficulties” (p. 574). They reported that they tend to add activities to some exercises around grammar structures, vocabulary and sometimes to speaking activities as well. Thus, it may be concluded that the proficiency level of students is also a reason why some teachers add to their textbooks in other contexts.

Teacher TA also had her thoughts on students’ low proficiency level and claimed that it affects her teaching. In her interview, she described the prep year students, saying: “students come from school with a very very very very low level of English . . . To be honest, one year only English might help them. Only English, no other subjects”. Here, teacher TA is not only describing how low the students’ level is, but she is also declaring that she sees the solution to this problem might be for the students to study English for one whole year without any other subjects, and maybe then their level in the English language will improve. She then described how her way around this constraining factor is that she uses the L1 in class. Although she seemed embarrassed about this fact, she still admitted to using the L1:

I use Arabic for one reason, not . . . because they don't understand, but to make them comfortable. They have a big problem with English, to be honest . . . And when I enter classes . . . speaking English like I'm speaking now; it makes them so frustrated. And sometimes they come and complain about the teacher. She is perfect, she is amazing, but she doesn't speak Arabic. I know it's wrong, but what can I do? All the modern views . . . it's not me saying, researchers saying, using L1 it's good for their psychology. Sometimes I use L1. I try to minimize it, sometimes I try to control myself.

Moreover, another teacher who was also noticed to use Arabic during lesson observations is teacher TZ. She used the L1 very much within the exercises, as we have discussed previously. As an example, in the reading passages of her observed lesson, she read every sentence of each of the passages and explained it in Arabic. She stated during her interview that she uses the L1 in class due to her students’ low proficiency level, describing their level as very low to the extent that they are “beyond repair”. 

To conclude, it is apparent from the data that the most constraining factors that ELI teachers face in their everyday teaching include time constraints, examinations, institutional constraints and students’ attitudes.

4.8. Results of the students’ opinions towards the textbook

As explained in the literature review, students’ views towards textbooks may be considered an understudied area (Edge & Garton, 2009; Garton & Graves, 2014; Harwood, 2014) in the field of ESL. Since students are one of the three main elements in the classroom, and are in fact, the “largest group of textbook users” (Harwood, 2014, p. 17), it seems only fair that their views towards the textbook they are using are taken into account. McGrath (2006) also echoes the importance of studying students’ views on textbooks, which according to him, will result in “a spur to professional self-development” (p. 171). The reason for that is because the awareness of students’ views will result in benefits to the teaching/learning environment. For instance, if there occurs a noticeable difference between teachers’ and students’ views towards textbooks, this may indicate unsuitability of the textbook or even unsuitability of the teachers’ use of the textbook. This, then, results in awareness that “might stimulate the kind of awareness-shift and self-questioning that leads to attitude change and ultimately self-directed professional development” (McGrath, 2006, p. 178). In other words, the study of students’ views may lead to modifications in teaching practises. Therefore, a small part in this research is dedicated to students’ views towards the textbook English Unlimited Special Edition. 

4.8.1. Students’ educational background 

In this section, the educational background of the students’ will be presented, as it might have a connection to the way they view their textbook. As explained previously, there are two types of schools in Saudi Arabia, state schools and private schools; thus, students were asked about their previous education and whether they attended state schools, private schools or maybe even both types of schools. According to the results of the questionnaire, as demonstrated in Table 9 a majority of the students attended state schools, where they were only introduced to the English language in their seventh grade. 

Table 9. Type of schooling students received before university
	Type of school
	Number of students
	Percentage of students

	State school
	94
	81.03%

	Private school
	12
	10.34%

	Both
	10
	8.62%



In addition to their prior education, students were also asked whether they have received any type of English tutoring, or if they have ever attended any English courses outside school, as these would both have resulted in additional practise in and contact with the English language. 

Table 10. English tutoring students received
	English language tutoring
	Number of students
	Percentage of students

	Yes
	42
	36.21%

	No
	74
	63.79%









Table 11. English courses students attended
	English courses attended
	Number of students
	Percentage of students

	Yes
	28[footnoteRef:6] [6:  One student left this particular question blank. Hence, the total number of students equals 115 and not 116.] 

	24.14%

	No
	87
	75%



The last question asked in this part of the questionnaire was for the students to assess their level of English. 

Table 12. Students’ level of English
	Level of English
	Number of students
	Percentage of students

	Excellent
	4[footnoteRef:7] [7:  One student left this particular question blank. Hence, the total number of students equals 115 and not 116.
] 

	3.45%

	Very good
	34
	29.31%

	Good
	59
	50.86%

	Weak
	18
	15.52%



As is clear from the above tables, the students’ relationship with the English language might seem shaky. Firstly, more than half of the students 81% attended state schools, where they did not receive English instruction until grade seven. Secondly, with regards to any English tutoring or private English courses they have undertaken, a majority (64% and 75% respectively) had not experienced either tutoring or private courses. This also emphasizes the fact that their contact with the English language is quite low. Finally, regarding their level of English and how they evaluate themselves, only 3% of the students rated their level as excellent, with the majority of the students 51% rating their level as good. Hence, it seems that as the teachers have described in their interviews, students may have a problem with low proficiency levels in English, which could have affected their use of the textbook. 



4.8.2. Students’ opinions on different aspects of the textbook

Students’ opinions on certain aspects of the textbook were also explored. For instance, it seemed important that I ask students about how accessible the textbook is. The reason for this is because, in the department I teach in, there sometimes are cases where the textbooks that are chosen for courses are not always available. Students in such cases end up photocopying or using PDF files to get access to the textbook. Therefore, it seemed that this specific detail of how accessible the textbook actually is could be important as it might have an impact on students’ views towards the textbook. 

Table 13. Accessibility of the textbook for students
	How easy it was to find the textbook
	Number of students
	Percentage of students

	Very easy
	26
	22.41%

	Easy
	63
	54.31%

	Difficult
	24
	20.69%

	Very difficult
	3
	2.59%



From Table 13, it may be concluded that most students did not have problems in finding the textbook, although a considerable minority 23.28% reported difficulties. In addition to the accessibility of the textbook, students were also asked about their thoughts on the appropriateness of the level of the textbook, and their thoughts on the topics and themes used in the textbook.

Table 14. Appropriateness of the textbook for the students
	Appropriateness of the level of textbook
	Number of students
	Percentage of students

	Exactly the right level- Not too easy, not too difficult
	45
	38.79%

	Approximately the right level- Not perfect more or less appropriate
	52
	44.83%

	Not the right level
	17
	14.66%



With regards to the appropriateness of the level of the textbook for the students, we see that 38.79% of them feel that the textbook is the right level, and almost half, 44.83%, view the textbook level as appropriate to their level. With regards to the last column in the table, 14.66% of the students reported that the textbook level is not suitable for them. This is interesting because as we have seen elsewhere in the study, most of the teachers claimed that the textbook is not the right level for their students and hence resort to adaptation of parts of the textbook. Therefore, we see that there is a contrast between what the teachers believe about the suitability of the level of the textbook for the students, and what the students actually believe
In the following table are the results of how motivating the themes in the textbook are in the students’ learning.

Table 15. How motivating the topics and themes are	
	How motivating and interesting the topics and themes of the textbook are

	Number of students
	Percentage of students

	They motivate and interest me a lot

	9
	7.76%

	They motivate and interest me to some extent

	69
	59.48%

	They don’t motivate or interest me at all

	38
	32.76%



From the table it is clear that more than half of the students 59.48% see the topics and themes in the textbook as motivating and interesting to some extent, whereas 32.76% students claim that they are not motivating, and only 7.76% believe that the topics and themes are motivating. So although a majority of students claimed the textbook was stimulating to some extent, the number of students who found the textbook content unappealing is concerning.

Regarding the grammar in the textbook, this was also an area that students were asked about, due to the fact that it was something the teachers referred to very much. As has been seen in the context section 1.2, the ELI is grammar oriented and the focus of the exams is also on grammar; thus, in the questionnaire, students were asked to evaluate the appropriateness of the amount of grammar content in the textbook and their thoughts regarding the actual presentation of these grammar rules.

Table 16. Amount of grammar in textbook
	Appropriateness of the amount of grammar in the textbook

	Number of students[footnoteRef:8] [8:  Three students left this question a blank.] 

	Percentage of students

	Strongly agree

	14
	12.07%

	Agree

	62
	53.45%

	Disagree

	32
	27.59%

	Strongly disagree

	5
	4.31%




The results seen in Table 16 are interesting because there seems to be quite a contrast between teachers’ views on the grammar of the textbook and the students’ views on the grammar. About half of the students 53.45% believe that the amount of grammar in the textbook is suitable. As we have seen from the teachers’ results, there were many instances in which the teachers added to the grammar in the textbook. Hence, this may be a reason why students feel they are having enough grammar practise.

Furthermore, similar to prompt card #2 that the teachers were given, students were also asked to choose a metaphor that they feel best describes the textbook English Unlimited Special Edition. In the following table is a summary of their answers, which will then be compared with the teachers’ responses.








Table 17. Metaphors chosen by students
	Metaphor

	Number of students
	Percentage of students

	Headache

	66
	56.90%

	Heavy stone

	53
	45.69%

	Nightmare

	39
	33.62%

	Straitjacket

	38
	32.76%

	Guideline

	31
	26.72%

	Roadblock

	31
	26.72%

	Map

	23
	19.83%

	Sleeping pills

	20
	17.24%

	Toxic

	17
	14.66%

	Water

	17
	14.66%

	Blind man’s stick

	13
	11.21%

	Daily bread

	12
	10.34%

	Rubbish bin

	11
	9.48%

	Dark devil

	9
	7.76%

	Compass

	8
	6.90%

	Belt

	6
	5.17%

	Petrol

	4
	3.45%

	Cooking oil

	3
	2.59%












Figure 93. Percentage of metaphors chosen by students
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As seen from the above graph, the two most chosen metaphors by the students are “headache” 57% and “heavy stone” 46%, which both imply negative feelings towards the textbook. With regards to the teachers’ choices of metaphors, these are summarized in Table 18.
Table 18. Metaphors chosen by teachers
	Metaphor

	Chosen by
	# of teachers

	Sleeping pills
	X

	0

	Belt
	X

	0

	Heavy stone
	TK

	1

	Daily bread
	TA – TF

	2

	Guideline
	TD – TR – TS – TJ – TA   TZ – TN

	7

	Cooking oil
	TF

	1

	Petrol
	TS – TF – TN

	3

	Straitjacket
	X

	0

	Blind man’s stick
	TS – TF

	2

	Road - block
	TM – TZ

	2

	Water
	TJ – TF

	2

	Toxic
	X

	0

	Map
	TR – TS – TJ – TA – TZ  TF – TN

	7

	Rubbish bin
	TM

	1

	Nightmare
	TD

	1

	Headache
	TD – TM

	2

	Compass
	TR – TS – TJ – TA – TF – TN

	6

	Dark devil
	X

	0



Regardless of the difference of the numbers of students and the number of teachers, there seems to be a contrast between their attitudes towards the textbook. Although there are some negative responses from the teachers, there seems to be a general acknowledgment of the importance of the textbook. From Table 18, it is clear that most of the teachers’ responses are associated with positive metaphors, such as map, guideline, and compass. Whereas when looking at the students’ responses, most were negative; heavy stone and headache were the most chosen metaphors. (A graph showing both the teachers and students responses for comparison can be found in Figure 94 below.) This finding is analogous with that found in McGrath’s (2006) study, where the students’ responses covered a wider range of negative responses and the teachers’ responses were “predominantly positive” (p. 178).

Figure 94. Teachers’ and student’s metaphors for describing the textbook
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 Students’ responses	Teachers’ responses



4.9. Discussion of the results

In this part of the thesis, the most important/main findings of this research will be discussed in relation to the literature and in relation to the research questions. The lesson observations conducted in the ELI revealed that the textbook English Unlimited Special Edition plays a prominent role in the classroom. This, of course, might be due to the fact that it is a prescribed curriculum that must be used in classes conducted in the ELI. Thus, due to its importance, the textbook has been given many roles/plays many roles in this context, such as a reference, a guideline, a plan, a time saver and an aid for exam preparation. In the following, each of these roles will be discussed separately.

4.9.1. The textbook as a reference

The teacher interviews revealed some interesting comments that indicate how important the textbook is. For example, teacher TN regards the textbook as a source of information for her as a teacher, which she turns to in her lessons. She also emphasized the importance of this role for the students, where the textbook is a secure stable point of reference for them in the language classroom. She specifically described the textbook as: “a solid reference . . . For me as a teacher and for the students themselves. I can't let them just sway in the air, nowhere to stand, not knowing what to do . . . They need something to lean on”. This positive influence of textbooks being references for students and being advantageous for students in other ways (e.g, gives students structure and consistency, helps to routinize the classroom, gives them feelings of autonomy by being able to track their progress) is reported in the literature by many researchers (e.g., Ahmadi & Derakhshan, 2016; Canniveng & Martinez, 2003; Crawford, 2002; Hutchinson & Torres, 1994; Maley, 2011; Masuhara & Tomlinson, 2008; O’Neil, 1982; Richards, 1993; Swales, 1980).

Moreover, teacher TS echoed this view and used the same description to describe the textbook as that of teacher TN: “reference”. She stated that “using the textbook is a must for all teachers, we have to have a reference”. In fact, according to her, teaching without a textbook is “difficult”. She then further explained this role, describing the textbook as a “springboard” for the teacher where it provides the content of a lesson. She believes that the topics of the lesson should be taken from the textbook, then the teacher can adapt these topics according to his/her students’ individual needs. Pulverness (2013) discusses this point of view, reporting that teachers sometimes use “topics from the coursebook units as springboards for lessons. . .” (p. 406). This view is also similar to that of Cabrera (2014), who used the same word, ‘springboard,’ to describe the role of textbooks. Cabrera stated that textbooks should be used in a “flexible” way, in which teachers use it as “a point of departure or a kind of springboard” (p. 276). He exemplifies this view further, describing the textbook as “offering teachers…a sound reference map that can be exploited in a wide range of ways” (p. 268).
Furthermore, this role of the textbook as a reference and of having a facilitating and supporting role has also been reported by the teachers in Bosompem’s (2014) study, which aimed to look at materials adaptation and teachers’ attitudes towards these materials in Ghana. Four of the teachers in this study stated that textbooks are “very helpful”, “absolutely necessary for a good lesson”, “help the teacher to teach effectively” and “makes teaching less difficult” (p. 109). These views are, in fact, similar to the views of many researchers in the literature, who advocate for using textbooks according to one’s own individual context, by making modifications accordingly. Hence, textbooks are viewed as resources rather than courses (Bell & Gower, 2011; Freebairn, 2000; Knecht & Najvarova, 2010; Lee & Bathmaker, 2007; Richards, 1993). In sum, Freebairn (2000) asserts that “the course book is a resource. The teacher has always been the element in bringing about learning in the classroom” (p. 3). Thus, the teacher is seen as the manager of the classroom and the director of what actually happens within the lesson, which is analogous with what teacher TS stated in her interview.
 
4.9.2. The textbook as a guideline

In addition to being an important headspring of information and having the role of a reference, the textbook provides teachers with a plan to follow within their classrooms, for it contributes to the organization of a lesson acting as a guide/guideline. According to teacher TR, “it [the textbook] is good, it gives me like guidelines about what to do”. She further elaborated that a textbook is similar to:

A roadmap that you know what to cover in each class. You can modify . . ., delete and replace and do all the modifications you think are appropriate
. . . it gives you some kind of guidance about what you do with the students
. . .  to feel that you are guided.

In this quotation, teacher TR is stressing the point that the textbook acts as a guide for her in her lessons. This is similar to what Menkabu (2010) reported about one of her teacher participants describing the textbook as a guide because it helps her manage teaching.
Additionally, in her research on material use and adaptation, Bolster (2015) reported that most of the teachers in her study acknowledged the guidance that their textbooks offer. Hutchinson & Torres (1994) also reported similar findings in their research, where “teachers see managing their lessons as their greatest need. Most of their responses centre around the facilitating role of the textbook: it . . . gives direction to lessons, guides discussion” (p. 318). Moreover, according to Guerettaz & Johnston (2013) “the first and most straightforward role of materials in the classroom . . . was that of organizer of planned content” (p. 784). In addition, a final study to refer to is that of Miranda & Del Campo (2016), which looked into the role of textbooks in a teacher training program. Comparable with the previous studies, they also described that “the material was beneficial for both professors and students because it provided them a guide precisely at the moment of teaching” (p. 320). 

Furthermore, teacher TF also explained that the textbook provides her with organization and direction, which are important factors that she likes to be present in her lessons. Similarly, Hutchinson & Torres (1994) reported in their study that 74% of teachers said they used textbooks for reasons connected with classroom management, such as guiding lessons and organizing teaching (p. 318).  In addition, according to Guerrettaz & Johnston’s (2013) research, the textbook plays an organizational role in the classroom, leading them to conclude that “textbooks are a . . .  powerful presence, being used . . . as organizers of curriculum and classroom interaction” (p. 792). Teacher TS also asserted that the textbook is important for her in the classroom because it serves as an outline, a plan for her lessons. She stated:

As teachers, a textbook would be a plan for you to follow, that is very important, you have to have a plan. But if you don’t have a textbook, you don’t have a plan.

It is, therefore, clear from her statement that the textbook plays a dominant role in her classroom, for she considers it as a plan for her lessons. Hutchinson & Torres (1994) echo this point of view, stating that “learners see the textbook as a framework or guide that helps them to organize their learning both inside and outside the classroom” (p. 318).
Thus, according to these teachers that we have seen in different contexts of different studies, the textbook is an important object in the English language classroom, because it provides them with support and helps keep their lessons structured. This is precisely what Hutchinson & Torres (1994) reported in their study, saying “textbooks . . . are the most convenient means of providing the structure that the teaching learning system . . . requires” (p. 317). 


4.9.3. The textbook as a time-saver

It is generally known that teachers have an overabundance of responsibilities other than preparing for their lessons. These duties include correcting exams, correcting homework, creating activities for students, and in the context of the ELI specifically, teachers are also asked to plan extra-curricular activities and extra revision lessons for their students. Hence the textbook plays a major role in allowing them to be able to perform these responsibilities. It is important to note, however, that as much as this beneficial role of textbooks is important for teachers, it is crucial that the textbooks be of a certain quality. This point was highlighted in the literature; as Harwood (2005) notes, "textbooks can save teachers work, but only if the materials are of a high standard" (p. 157). 

In this study, teacher TN discussed this time saving element that textbooks provide, stating “the coursebook helps me not to miss anything out, because I am fully loaded [has a full schedule] the textbook helps me”. She explained how she is a member of the academic accreditation committee[footnoteRef:9] in the ELI; hence, she has another responsibility in addition to her teaching schedule. She also explained how she is very busy and focused on these different responsibilities to the extent that she forgets about staff meetings most of the time. Therefore, the textbook plays a major role in her specific case, by offering her content that she can use in her lessons and saving her time. Similar to teacher TN’s comment, a teacher in Bosompem’s (2014) study also reported “it is tedious and time consuming for me to prepare new sets of materials for each lesson I teach” (p. 109). In fact, this finding is similar to that which emerges from a number of studies; for example, tutors in Bolster’s (2015) study felt that using published materials “saved preparation time” (p.18). In addition, two of the teachers in Hutchinson & Torres’ (1993) study stated that the textbook enables them to save time, due to the fact that they had heavy workloads. Hutchinson & Torres further explained this point, describing how “teachers were not spending their time scouring for materials . . . But were free to concentrate on planning the lessons . . . this resulted in better planned lessons, a more creative methodology and more useful materials adaptation and supplementation” (p. 323). Furthermore, when evaluating the textbook used in their study, Miranda & Del Campo (2016) found that it “provided practical benefits to the teachers in terms of saving time” (p. 320). Therefore, in general, having a textbook saves teachers’ preparation time, and hence they can focus on adapting the materials to suit their learners. (Bolster, 2015; McGrath, 2013; Miranda & Del Campo, 2016; Richards, 1993). [9:  The academic accreditation committee is a committee that works on ensuring that the requirements of the Commission on English Language Program Accreditation (CEA) are being met in the ELI, such as being student-centered and providing students with the services described in its materials.] 


4.9.4. The textbook as a helpful aid in preparing for exams

As has been seen from the results, there are certain institutional characteristics in the ELI, which give even more prominence to the textbook; for example, exams in the ELI are unified. That is, exam committees are responsible for creating all the exams in the ELI, as well as for setting a time and date for them. Therefore, because teachers are not allowed to create their own exams and do not know the content of the exams, textbooks are a helpful aid in this matter, because of the fact that the test designers base the exams on the textbook. As teacher TR noted, “in my institution the exam depends on the textbook, so it [the textbook] helps me to know what should be done in my class, what I have to cover”. This point was also noted by teacher TF: “in reality we need to abide by our textbook because the exam . . . is based on the textbook. On things that the students have learnt.”

In sum, as seen from the discussion of the different roles given above, it is clear that the textbook plays an important role for the teachers in the ELI. To finalize the discussion around this point about textbook roles, it is worth mentioning that there was some textbook reification noticed amongst two of the teachers (TA, TJ) in this study, which can also affirm the importance of the textbook in teachers’ eyes. For instance, in teacher TA’s interview there was obvious textbook reification (see section 2.3.4. for definition of reification). She explained:

textbooks are made by people who have long years of experience. Some textbooks are really good, really nice . . . there are other people who are experts in designing materials. They know what's right and what's wrong, so I need to benefit from their experience. 

Here, teacher TA is stressing the fact that the textbook is published by experts who know what they are doing, as if this in itself makes it immune to mistakes or any gaps that need to be filled. Likewise, teacher TJ’s views can also be linked with the concept of textbook reification; in her interview she stated that she avoids deleting any part of the textbook because it has been designed by native English speakers. This attitude of associating globally published textbooks with qualities of excellence and soundness was also evident in textbook consumption studies by Forman (2014) and Zacharias (2005). The English language teachers in these two studies made it clear that they sometimes avoid adaptation because of the fact that textbooks were published by native English speakers. As an example, one of the teacher participants in Forman’s (2014) study stated that she limits her adapting of the textbook, because “it is written by native speakers of English with information from their own country” (p. 79). Additionally, a second teacher from this same study who adhered carefully to the textbook stated that “it [the textbook] has been written and trialled by the native speaker, so we just follow what it says in the text” (p. 84). Comparably, a teacher in Gok’s (2019) textbook consumption study also reported that he adheres quite closely to the textbook “because it has been designed by experts” (p. 176). Hence, these beliefs that some non-native English teachers hold indicate the important role that textbooks have to play in their classrooms and how these “texts appear above criticism” (Luke, De Castell & Luke, 1989, p. 113).

4.10. Types of adaptations teachers in the ELI made

Lesson observations and teacher interviews revealed that all four adaptation techniques were used in the classrooms of the ELI, with editing and deleting as the most commonly used adaptation techniques. This is similar to Menkabu’s (2010) research where all adaptation techniques were used. With regards to Gok (2019), he reported that the most commonly used adaptation techniques in his study were “addition, omission and supplementation” (p. 176). Lee & Bathmaker’s (2007) teachers reported deleting, editing and adding to their textbooks in order to meet their students’ needs. 

Regardless of the fact that the teachers in this study at times used the same adaptation techniques, they gave different reasons for using them.  For instance, one of the reasons that was apparent in using most of the adaptation techniques is students’ low level in English. Take teacher TZ’s deletion of all the speaking activities during her lessons as an example. She stated that she deletes the speaking parts of the textbook because she is certain her students will not speak, due to their lack of proficiency in the English language. For similar reasons, perceptions of students’ low English proficiency coupled with their negative attitudes towards English, teacher TZ was observed to have deleted the reading comprehension questions during her lesson, because according to her “students don’t know what they’re doing”. Similar to teacher TZ, one of the teachers in Menkabu’s (2010) study stated that she deletes speaking activities because students do not like these activities and are not willing to speak. In a similar manner, teacher participants in Farooqui’s (2008) study complained of the students’ low proficiency level and that it interferes with their participation in speaking activities. It is worth mentioning here that the teachers in Farooqui’s study related the students’ low proficiency level of English to the primary education system in Bangladesh, which is the context of that specific study. They explained that primary education in Bangladesh strongly emphasizes “memorization, imitation and repetitive practice” in the teaching/learning of the English language (p. 204). Therefore, students reach secondary level and they have become used to memorizing the language in order to learn it; in fact when they reach this level, “they had fully developed and normatively accepted the habit of rote learning and memorization” (p. 204). Both teacher TD and TA in the present study described the Saudi education system in similar critical terms. Teacher TD criticized the way the English language is taught in Saudi middle and high schools, in which “the grammar translation method is the dominant method” of teaching. Teacher TA, likewise, stated in her interview that she and her teacher colleagues usually complain “about the . . . education system” in Saudi Arabia, where students are encouraged to memorize the language. She explained that most of her teacher colleagues including herself believe this is the primary reason why students reach university level with low English proficiency. Therefore, because of this gap in proficiency levels, teachers in the ELI adapt their textbook to better suit their students’ levels.  

Furthermore, teacher TJ reported in her interview that her adaptation of the textbook depends on her students’ level, so if her students are of a somewhat higher level, she would challenge them with extra activities, whereas if the students are lower in level, she would edit the activity accordingly. Gok (2019) reported an analogous point to that of teacher TJ, where one of his teachers stated that she felt it necessary to make changes to the textbook depending on the students’ level. She reported that she had used the same textbook with two different sections containing different level students. According to her, “with the better group, this book worked very well, but I sometimes had to supplement it, so that it became more challenging. With the lower-level students . . . I had to simplify some parts” (p. 132). Additionally, teacher TK described the textbook as “too much” which, according to her, makes it difficult for the students. This is comparable to what has been reported in Bolster’s (2015) study, in which teachers stated that the textbook they were using did not correspond with the level of their students. Additionally, a teacher in Gok’s (2019) study also had the same comment regarding the suitability of the textbook that the teachers were using. He stated, “I think the content is suitable, but the structures to focus on in each unit can be revised a little bit more, because students find them too . . . complicated” (p. 135).

Moreover, as discussed previously in section 4.7.5, this low proficiency level of students leads to a gap in the students’ level and what is called “a level four phenomena”. In his study, Gok (2019) also reported a similar situation as that of the level four phenomena in the ELI. His teacher participants asserted that they suffer from not having enough time to cover the content of their textbooks, which in turn affects the students’ practise of grammar. Thus, according to them, “as a result [of having inadequate grammar practice] some students fail to learn them [the target grammar points] before moving on to the next topic” (p. 138). In sum, it is apparent that the students’ lack of competence and motivation towards learning the English language is considered a fundamental issue in the way that teachers use their textbooks, and in their attitudes in general. This may suggest the need for teacher training in how to interact/connect with such low proficiency students, and more importantly, how to interact with repeating students in a way that raises their motivation and makes them more enthusiastic towards learning English. Maybe even creating extra-curricular activities where the students practise more of the language in a context which is not as intimidating as that of the classroom. More on teacher training will be discussed in section 4.12.

Other reasons teachers in my study reported for adapting the textbook include time constraints and certain weaknesses of the textbook. For instance, one of the teachers’ critiques of their textbook is that it lacks cohesion. According to teacher TM, the textbook is not coherent because there are no links between its different parts. Hence, she finds herself obliged to adapt it. This criticism of the textbook is comparable to those of some teachers in Gok’s (2019) study, where they stated that they are forced to make changes to the units of the textbook because they lack cohesion. Teacher TZ also talked about how the textbook is disorganized and contains a great deal of information, which is, again, akin to Gok’s (2019) study where 37% of the teachers held negative views towards the structure of their textbook and stated that neither the structure nor sequence of it were clear. In these statements, we therefore see teachers claim that the textbook they are using lacks cohesion, and they fail to see the relation between its different parts. However, as we have seen in previous scenarios described in section 4.2.1 and 4.2.2, there are instances in which teachers claimed there is no connection between the different parts of the unit they were covering, but after closely looking at these different activities, it was clear that they were connected either by theme or even by a unified grammar rule. Hence, this raises the issue of why teachers are viewing the textbook in this way. One possible reason may be that these teachers may have certain weaknesses in their planning process, such as not spending enough time understanding the textbook material or the aims of the lessons. It is worth mentioning that at the top right corner of each unit, there is a box containing the goals of that unit and whether there is a theme or not. What was interesting is that from all ten teacher participants, only one teacher referred to those goals during her lesson preparation process, and actually wrote them down on the board at the beginning of her lesson. She explained her reasons for doing so, saying: “because I want the education to be goal oriented. We [the students and herself] are not flying in the air without a direction”. She further explained that she likes for her students to know what they will be learning in the lesson. Hence, it may be the case that the teachers in the ELI are not able to see the cohesion amongst the different parts of the units, because of the lack of time they devote to planning and/or their lack of understanding of the goals of the unit when preparing for their lessons. This may also be related to the fact that teachers are not given teacher’s guides, which would have explained the target language and presumably the connections between the sections. Teachers should of course be able to work these out for themselves, but all of this raises the questions about the time they take to plan and their ability to exploit materials they are given.

Furthermore, teacher TN also reported that she deletes parts of the textbook because it is full of information and because some information is repeated. She specifically described it as being “padded”; therefore, she believes it is unnecessary that she goes over this information repeatedly. This justification was also stated by a teacher in Hutchinson’s (1996) study on textbook use. Hutchinson reported that the main reason why teacher Marcia deleted some parts of the textbook is due to repetition of certain activities, and “because the thorough and exhaustive discussions on some . . . tasks related to those she skipped, made doing those tasks unnecessary” (Hutchinson, 1996, p. 260). Therefore, instead of wasting time on repeated items, these teachers resorted to deleting them. 


Another negative aspect of the textbook that teachers mentioned is the fact that it lacks sufficient grammar activities, which results in them adding grammar activities in order to give more practise for their students. This brings us to the discussion of the workbook and why teachers did not draw upon it, as of course the workbook featured additional grammar exercises. Throughout all the lessons observed, only two teachers referred to the workbook during the lesson. With regards to the rest of the teachers, they stated that they were not required by the administration to cover any activities in the workbook, and for this reason, students never brought in their workbooks, which leads teachers to add external activities for further practise. Similarly, Menkabu (2019) reported that adding was apparent amongst her teacher participants, and in fact was the most used adaptation technique in the lessons she observed. In addition, similar to the teachers of the current study, all seven teachers in Menkabu’s (2010) research also reported that “there was insufficient grammar coverage in the textbook” (p. 38). Hence, they refer to additional activities. This is an important point to discuss because supposedly the workbook contains extra activity practises for the students to do. However, because the ELI administration does not require that the workbooks be covered during lessons, neither teachers nor students are keen to use them. Especially with the time constraints that teachers are under, they sometimes feel that workbook activities might be a waste of time; hence it may be said that the lockstep approach to teaching in the ELI causes problems for teachers in using their textbook.

In addition to what has been discussed above, some teachers in this study described some of the activities in their textbook as “boring”, which also leads them to adapt in order to generate their students’ interest. Similarly, a teacher in Gok’s (2019) study reported that she edits certain activities in the textbook in order to attract students’ interest. Menkabu (2010) also reported that “teachers in this [her] study made editing . . . to match their students' needs and interests” (p. 40). Furthermore, another example of this was observed in teacher TZ’s lessons, where she changed some of the activities in the textbook into games for her students to play, which intrigued them. Likewise, a teacher in Gok’s (2019) research also integrated games into his lessons for the same reason teacher TZ mentioned. He states:

if we try to use the materials as they are, the lesson may become boring for the students, so, I try to find some interesting . . .  games . . . and integrate them into my lessons . . ., especially . . . when my students look bored and need a change (p. 196).
Moreover, in Bosompem’s (2014) study, which looked at teachers’ textbook adaptation, a similar result was found. The questionnaire distributed to the teacher participants asked what teachers did with regard to their materials “when topics are not likely to stimulate students’ interest and participation . . .” (p. 114).  Bosompem reported that two of her teachers stated that they would employ addition in these circumstances. One teacher indicated that she would employ addition through extra explanation, while the second teacher described how he would employ addition by bringing in examples from external sources. Therefore, teachers sometimes resort to adding to the textbook when they find that the topics or activities do not generate enthusiasm in the classroom. Additionally, as we have seen, in this study, teacher TR adds to the grammar activities in the textbook because according to her the exercises in the textbook are boring. In a similar manner, a teacher in Gok’s (2019) study added an extra vocabulary activity to the one in the textbook, because she believed that “they [the students] felt bored and I wanted to give them some challenge as well” (p. 181). It is important to note that teacher TR mentioned the fact that when she adds to the textbook, she makes sure that the activities are up to date with what the students are interested in, such as “social media”. This is comparable with a teacher in Gok’s (2019) study, who used an external video from the internet in one of her lessons. With a similar perspective to teacher TR, Gok’s teacher also stated that when using these “real things” in class, in other words non-textbook materials, this evoked a response from her students. In fact, she specifically reported “if I integrate something from the real world into my lessons, my students could be more interested and participative” (p. 190). 

As a final example, teacher TD explained how she tends to add to the material in the textbook in order to bring content closer to students’ lives, as we have seen in her example of adding an external reading passage which talks about local influencers in section 4.5.2.4. A similar finding was highlighted in Gray’s (2002) research, which was conducted in Barcelona to study the way teachers behave towards cultural content in English language textbooks. Gray (2002) reported that one of his teacher participants stated that “we need locally produced material that really tap on the here and now of the learners locally, and that will engage them” (p.164). This teacher further explained how he adds external ‘local’ material to the coursebooks, in order to bring the content of the textbook closer to his students’ reality. More on the issue of culture and how it affects the teaching will be discussed in section 4.11.

The last point to discuss in this part, and which may be considered one of the main reasons for adapting the textbook, is time constraints. As we have discussed in section 4.7.1, time is one of the most constraining and impactful factors of teaching in the ELI due to the modular system being implemented there. It is considered one of the causes of all of the adaptation techniques—for instance, seven of the teachers in this study reported that they delete due to time constraints. This is similar to what has been reported by Menkabu (2010) and Gok (2019), in whose studies teachers deleted parts of the textbook due to time constraints they were under. In addition, Farooqui (2008) reported that more than half of the teachers in his study said that they skip some activities, especially the communicative and group work activities, due to the short amount of time in their classrooms. Another similar example is taken from Bolster’s (2015) study, where she reported that one of her teacher participants was observed to delete parts of the textbook, such as questions asking students to predict what the reading will be about “because of time constraints” (p. 17). In sum, many reasons were reported for the use of these adaptation techniques, the most common being level of students, time constraints, cultural reasons and pedagogical beliefs. 

4.11 Exam washback

Language assessment (examinations) are important in any learning context. However, it is crucial that there be some sort of shared understanding as to the way these exams are to be conducted. Unfortunately, this issue of examination washback is considered quite new, specifically in language teaching/learning classes. Bailey & Masuhara (2013) and Green (2006). According to Bailey & Masuhara (2013), “language tests have been evaluated in terms of four criteria: reliability, validity, practicality and wash back” (p.295). Each of these four criteria will be explained briefly. Firstly, tests have been evaluated in terms of reliability—in other words consistency. It is important that examinations and the ways of scoring are consistent and unified across all tests administered in an institute. For instance, exam markers should assess an exam using the same level of leniency and assessment criteria. The second criterion, which is “probably the one that matters the most to . . . teachers” (Bailey & Masuhara, 2013, p. 295) is validity. This basically means that items in a test should actually measure what the exam is supposed to measure. For instance, when conducting a speaking exam, scores should be awarded not only for grammar, but for fluency and pronunciation as well. The third criterion is practicality, which means “how much work is involved and how many resources are consumed in developing, administrating and scoring a test” (p. 295). The final criterion, which is the focus of this part of the research, is washback: in other words, the effects that exams have on the teaching and learning, whether this effect is positive or negative. Weigle & Jenson (1997) explain this point clearly, saying, “test tasks should require the same authentic, interactive language use promoted in the classroom so that there is a match between what is taught and what is tested” (p. 205, cited in Bailey & Masuhara, 2013, p. 295). Usually, this washback effect happens in high stakes exam contexts, such as in the ELI, which is the context of this current study. Bailey & Masuhara (2013), define high stakes exams as being “standardized tests . . . that can have a major impact on students’ lives because of the influence the scores exert in important decisions, such as college admissions and job placement or advancement” (p. 296). 

In their chapter, Bailey & Masuhara (2013) tackle an important issue which is apparent in the ELI. They talk about the issue of a certain clash that happens in the goals of the language learners. For example, some students may have long term goals such as learning the language for a job or for immigration, and they also have short term goals such as passing their English exams. This clash between these goals may cause the students to behave in ways that cause them problems. For instance, Bailey & Masuhara gave a concrete example of this, describing an intensive English language program that they directed in the 1990’s. They described how in that particular program, one week before their exams, students would stop attending their English classes in order to better study and prepare for this exam. This is exactly what has been described by the teachers in the ELI. 

Moreover another important point when discussing washback is whether using detailed test preparation materials is considered positive or negative. For example, if students are introduced to the testing and scoring criteria and how they will be evaluated, this might limit their studying to only the components that will come up in exams. On the other hand, it is of major importance that students know the scoring criteria, not only to better prepare for their exams, but also to better interpret the results of their exams. In other words, “if students do not know how to read their test scores, they will not be able to use that information to improve their performance or language proficiency” (p. 301). Therefore, we see that the way in which the students are given their scores may have an impact on their overall performance. If they are given their grade without much information on why they received such a grade or where they went wrong, such as is happening in the ELI, this would have a negative impact on their performance. On the other hand, if the students are provided a report with their score, explaining where their marks got deducted, for example, or where they had the highest mark, this would surely impact their performance positively. The reason for this positive effect is because students would then have a clear picture of their language strengths and weaknesses and would know what to focus on when studying. 

4.12. Culture and textbook use

Culture is one of the most debated topics when talking about textbook consumption (Cortazzi & Jin, 1998; Gray, 2010; Hedge, 2000). This is somewhat expected due to the difference between the culture of the textbook writers and that of the learners, and this is especially the case when a global coursebook is used. According to Hedge (2000), “it is commonplace for materials published in a particular English-speaking culture to use that culture as a setting for stories and dialogues” (p. 38). In addition, Cortazzi & Jin (1999) have also stated that “it is generally expected that second or foreign language textbooks should include elements of the target culture” (p. 196). However, this issue of culture inclusion in textbooks led to a debate amongst teachers about the extent of the actual benefits of incorporating other cultures into the textbook, and in the literature we see that teachers differ in their beliefs on this topic. For example, the well-known study of Gray (2000) on how culture may affect teachers’ textbook consumption focused on this debate amongst teachers, where some were content with the appearance of foreign cultures in the textbooks, while other teachers were against this.  As an example, one of the participants in Gray’s (2000) research, who was a teacher in Cairo, referred to a speaking exercise about women working as mechanics, which is considered rare in the context he was teaching in. This teacher explained that the speaking exercise was “the basis of a fantastically successful lesson”, because “it was a fascinating area, it prompted lots of interest . . . it got lots of discussion” (p. 152). Therefore, because women mechanics were a rarity in Cairo, this developed into a rich topic of discussion amongst the students. On the other hand, most of the participants in Gray’s (2000) study had the opposite view regarding culture in textbooks. One of the teachers specifically stated that there was “overtly British content in the textbook” she was using (p. 153) and believed that it is boring to limit the attention of the content to British culture when the textbook was to be used internationally. Similarly, another participant in this same study reported that some of the topics in the textbook may be more suitable for students studying in Britain. An interesting finding relating to this topic is also found in Guerrettaz & Johnston’s (2013) study, where they noticed that “richer language use arose when the affordances offered by the materials provided the learners with opportunities to relate them to their own lives and experiences” (p. 788). In other words, talking about their own culture resulted in a rich experience of using the language. Furthermore, in Gok’s (2019) study, teachers were divided regarding how they viewed the local cultural content in the textbook they were using. He reported that the larger number of teachers were content with the local cultural content in the textbook, and believed it was motivating for the students. However, there was a small number of teachers who were against this local cultural content and justified their views, saying “the level of closeness to own culture is too much and a little dangerous in a fast globalizing world” (p. 133). Hence, they believed that the textbook should include more global cultural content in order for students to “broaden their horizons” (p. 133). 

Regarding the teachers of this current study, it was also noticed that there was a difference in views regarding using cultures in the textbook. For instance, teacher TA believes it is beneficial for students to study about cultures other than their own, and she gave an example of reunions. She explained how in one of the units of the textbook there was a topic about attending reunions and although they are not common in the Saudi culture, she found this topic very “lovely,” saying:

[this is] something lovely talking about odd things. Something like about real life, about real people. It doesn't matter which cultural background you are from, reunions it is not very common in our culture, but . . . even if we don’t have them maybe the students will think about reunions, it’s lovely. This way you can introduce students to things from other cultures and they might be interested even to do it.

However, regardless of this positive example she gave, teacher TA still felt that there is too much inclusion of foreign cultures in the textbook English Unlimited Special Edition. She claimed this made it difficult to cover some topics; therefore, she resorts to adapting them. Similarly, some of the teachers in Zacharias’ (2005) study reported that they tend to delete or adapt topics of the textbook that they feel are not suitable for their context. “They commented that sometimes they found some cultural aspects too remote to be understood or even the language too difficult” (Zacharias, 2005, p. 33). For example, one of the teachers in Zacharias’ research reported that he edited an activity in the textbook so that instead of discussing the dating system in English speaking countries, the class discussed the dating system in Indonesia, to make it more suitable. Moreover, Zacharias (2005) concluded that although teachers were fond of using global English textbooks, they “found some cultural aspects too remote to be understood. In which case, they were forced to adapt” (p. 33). 
Forman (2014) also reported a similar finding in his study, which looked at textbook use in a Thai university. Two of the teachers in his study described their textbook as “culture bound” (p. 81). Additionally, one of the teachers went into more detail and described how she edited an individual speaking activity in the textbook, changing it into a group work activity, due to the reluctance in Thai culture to speak about oneself. The reason for this is because “a key Thai cultural value is that of social harmony. Such harmony encourages a focus away from the individual” (Forman, 2014, p. 79). In other words, it is not considered appropriate for individuals to speak about themselves in this particular context. This teacher also spoke of how the culture presented in the textbook affected her students adversely, as it “impacted negatively on students’ participation” (p. 81). Hence, she felt obliged to delete some parts of the textbook. Another example is that of Fiifi, a teacher participant in Bosompem’s (2014) study, who also stated that she modifies content of the textbook that is not culturally suitable for her students; however, no examples were given in the study. 

On the contrary, we have seen that teacher TJ holds a different opinion than those described above, since she believes that learning about other cultures is important for the students, in order to prepare them for the “world outside”. In the same vein, five teachers in Menkabu’s (2010) study supported this view and saw the benefits in being exposed to other cultures. Menkabu (2010) reported that these five teacher participants enjoyed the discussions that they and their students have regarding different cultures “so that they could learn from and about them” (p. 38). These views, indeed, match up with the view that Gray (2000) promotes that the textbook can foster “cultural debate”:

by engaging with the coursebook as a bearer of messages, and encouraging our students to view materials as more than linguistic objects . . . It is at this point . . . that the global coursebook can become a useful instrument for provoking cultural debate and, concomitantly, a genuine educational tool. (Gray, 2000, p. 281)

Moreover, another important point to discuss here is that when adapting the textbook to bring the content closer to students’ culture, this may result in positive feelings from students. For instance, teachers TS, TJ and TN all reported a similar scenario in which they edited an activity that asked the students to describe pasta, to one where they describe kabsa instead. It is important to mention that these three teachers were not Saudi, they were foreign teachers, which might explain the fact that students enjoyed this activity, because they felt that their teachers had made a particular effort to recognize their culture. Similar to what these three teachers did regarding the kabsa example, a scenario analogous to this was reported by a teacher in Gok’s (2019) study. The teacher stated, “I described a traditional food on purpose . . . I try to find things that they [the students] are familiar with . . . They got really excited when they heard it . . . There was a smile on their face” (p. 188). Additionally, teacher TS in the current study described how her students’ eyes lit up when she mentioned the word ‘kabsa’ to them. Hence, we see that both groups of learners, in the current study and in Gok’s study, felt happy when their teachers related the content of the lesson to the local culture. 
To conclude this part, Kuo (1993) gave a somewhat logical recommendation in his study, in which he stated that:

EST[footnoteRef:10] textbooks may serve as a kind of data bank which provides EST teachers with a great variety of texts, skills, problem solving tasks, and classroom activities . . . It is essential, however, that there be room for local input. In other words, the published texts, activities, and tasks should be capable of accommodating any social or cultural learning context. EST teachers can always supplement or replace certain parts with tailor-made materials catering for the specific needs of their learners (p. 173). [10:  EST is the acronym for English for science and technology (Kuo, 1993, p. 171).] 


4.13. Teacher training in textbook use

Teacher training is an important point to tackle, because it may be said that lack of teacher training may be a fundamental problem with teachers in the ELI and may be the cause for some of the stumbling blocks that they encounter, such as unmotivated students and weak lesson preparation techniques. Harwood (2014) states, inadequate teacher training in textbook use may lead to teachers evaluating textbooks negatively. As a result, teachers may improperly utilize their textbooks, or misunderstand some of the aspects in their textbooks, such as the case in this study. Hence, because of the importance of teacher training in understanding teachers’ use of the textbook, as described in section 3.3, during the teacher interviews teachers were asked if they had had any pre- or in-service training or training on textbook use, in the following table is a reminder of their responses.

Table 19. Teacher training
	     Teacher training

	    Textbook use training

	Teacher TN
	Teacher TN

	Teacher TR
	Teacher TK

	Teacher TM
	Teacher TJ

	Teacher TK
	Teacher TS

	Teacher TS
	Teacher TF

	Teacher TJ
	

	Teacher TF
	

	Teacher TA
	

	Teacher TD
	



As explained in section 3.3. two of the teachers mentioned that they had attended an orientation that the ELI held regarding the textbook English Unlimited Special Edition. Teacher TN explained how this orientation was beneficial because the teachers were introduced to the textbook, along with “whatever is related to the textbook”. When asked to be more specific, she explained that the textbook was accompanied by iTools, which is an online version of the textbook and which includes answer keys and listening tracks. Therefore, it is basically the same textbook, but in an online form, which makes it easier for teachers to use in their PowerPoint presentations. According to her, this orientation was successful in that it introduced the textbook well; however, “she [the sales representative] didn’t explain how to use it in class”. 

This point is similar to what Ball & Cohen (1996) stated in their article, on how “new adoptions in schools or districts are often accompanied by . . . brief “training” for teachers. Sometimes trainers are publishers’ representatives who are more versed in sales and promotion than instruction” (p. 8). This point is analogous with what teacher TN explained in her interview, where the benefit of the textbook orientation was that they were introduced to the textbook. She believed that receiving a proper introduction to the textbook from its publishers is a great start to textbook use training; however, it should have been accompanied by training on how to use the textbook. As Cabrera (2014) stated, “learning to use a textbook means developing the required skills to approach it critically and adapt whatever becomes necessary so as to tune into . . . students’ needs and main interests” (p. 282). Furthermore, he believes that “the key for EFL teachers when learning to use textbooks adequately is to develop critical-evaluation skills. No textbook should be regarded as the master of any class.” (p. 274). Humphries (2014) also stated a similar point of view to that of Cabrera regarding textbook use training, suggesting that:

We need workshops where teachers can practice using new materials and discuss issues of methodology with colleagues and teacher trainers. From such hands-on practice and problem focused discussions, teachers can feel more confident about adopting changes that work in their context (p. 265).

Moreover, an important point to discuss in this part is teaching repeaters in the ELI. As previously explained, the ELI implements a quarterly system, in which the semester is divided into four different level modules. Teachers described how teaching during the beginning of the semester is not much of a problem, because students are placed in their suitable levels based on their entrance exam results. However, because of the fact that they are only in this level for the duration of six to seven weeks, when they reach level four, it becomes too advanced for them. In fact, many of these students will repeat this level more than once, which results in the teaching of repeaters. This point was brought up by teacher TR during her interview. She explained how she finds it very difficult to interact with and teach repeaters: “it was kind of challenging for me to get them engaged in the lessons. It was really difficult for me to explain the instructions for them, they didn’t attend [come to class] most of the time”. She then concluded that she would prefer if there was some sort of teacher training on how to deal with such students: 

maybe teachers in the ELI need training courses about how to deal . . . With repeaters . . . Because we are not well trained. How to deal with these kinds of students, the ones who lack motivation, the ones who just don’t like the language and are not interested in learning the language.

This brings up an important issue in teacher training, which is that “training needs to be relevant to the issues that teachers face in their classrooms” (Humphries, 2014, p. 264). Or in other words, as Milambiling (2001) suggests training should be “context-sensitive” in which “teacher educators should be aware of the diverse backgrounds, concerns and aspirations of the students enrolled in their programs” (p. 3). Therefore, in the case of the ELI, teacher training should have a higher focus on how to specifically deal with repeaters, for as we have seen students sometimes repeat a level more than two times. As Brophy (1982) suggests, teachers should be educated not only on how to adapt the curriculum, but also on how to deal with students. According to him, it is important that “in service teacher education alert teachers to students’ needs and prepare teachers to deal with these needs” (Brophy, 1982, p. 11). 

To conclude, as we have seen, the teachers in this study did not receive much training on textbook use, which may explain the views they had regarding the textbook, and the way that they actually used it in the classroom. Teacher training is an important aspect that should not be overlooked and giving more focus on this issue may surely lead to better textbook understanding and eventually better textbook use. As McGrath (2002) strongly argues for “inclusion of a materials’ component in pre-service and in-service teacher education programmes” (p. 204).

4.14. Discussion of the students’ results

As the results have shown us thus far, the students’ attitude towards the textbook is quite concerning, as the majority of the responses were negative. This negative attitude was related to the students’ relationship with the English language and the kind of educational background they had with the English language. As teacher TD and teacher TA mentioned in their interviews, the way English is taught in Saudi schools may be considered an important cause of such negative attitudes on the students’ behalf. Unless students attend private schools, they are not introduced to the English language until the intermediate level. Therefore, their first six years of schooling are English free, before suddenly in their 7th grade, they are introduced to the language. In addition to this, and as we have seen in the results, the majority of the students (75%) have not received any private English courses. Thus, it may be said that these are the most important causes of students’ low proficiency levels and hence their negative attitudes towards the English language, in general. 

With regards to the metaphors that students chose for describing the textbook, they were mostly negative, with ‘headache’ and ‘heavy stone’ being the mostly chosen ones. This finding is similar to McGrath’s (2006) findings where he reported that the majority of the students in his study chose negative metaphors to describe the textbook. Their metaphors include ‘mountain’, barrier’ and ‘sleeping pills’ along with much stronger metaphors such as ‘heavy mass’ and ‘devil’. The students in Kesen’s (2010) study had much more favourable feelings, however, seeming content with their textbook. He reported that more than half of the students had positive views towards the textbook. The three mostly chosen metaphors were ‘guide’, ‘map’ and ‘lamp’. With regards to the negative metaphors, the most chosen one was ‘mystery’, which is not as strong as those found in McGrath’s (2006) and this current study. 

Furthermore, an important point that came up in the current study regarding the metaphors is the major conflict between the metaphors chosen by teachers and those chosen by students. The majority of teachers chose positive metaphors to describe the textbook, where the majority of students chose negative metaphors. McGrath (2006) reported the same finding: he also found a difference among the metaphors chosen by teachers and those chosen by students, where the teachers chose mostly positive metaphors and the students chose mostly negative. 

Regardless of the generally negative attitude the students in this study had towards the textbook, there were two aspects that the students seemed to have neutral feelings towards: grammar and topics/themes of the textbook. With regards to the grammar, 53.45% of the students believed the amount of grammar in the textbook is suitable. In Sakai & Kakuchi’s (2009) study, students were not as satisfied, where a majority of them referred to the textbook as focusing too much on grammar. With regards to the topics/themes of the textbook, more than half of the students found them to be motivating to some extent. Although this seems like a good number, nevertheless, the number of students who found the topics/themes not interesting is a cause for concern. 






Chapter Five - Conclusion


5.0. Introduction

This chapter is divided into four different sections/parts. To begin, I will present a summary of the findings of this research. This section will then be followed with some salient themes that have emerged from the findings of this study, which will be presented and discussed in the implications section. Then I will discuss the limitations of my study, which will then be followed with the last section of this chapter, suggestions for future research.

5.1. Summary of the findings of this research

In this section, I will display some of the most important results of the study according to the research questions. In other words, the reader will be reminded of each research question in turn, which will then be followed with the most important results the data revealed in answer to that specific question.

RQ 1: What is the role of the textbook in teachers’ classes?

It was concluded in this study that the textbook used, English Unlimited Special Edition (Rea, Clementson, Tilbury & Hendra, 2017) plays a prominent role in the specific context of the ELI. In all 24 lessons observed, the textbook was used by the teachers. In fact, it was observed that the textbook was the only textbook used in the classrooms, for it was prominent in all observed lessons. It is also worth repeating here that this textbook was specifically designed for the ELI, where the administrators of the ELI and Cambridge University Press collaborated to create it. Furthermore, it has been noted through the lesson observations and teacher interviews that the textbook fills many roles for teachers, such as a reference, a guideline, a time-saver, and a helpful aid in preparing for exams. Each of these roles will be briefly discussed below.

Results of this study’s data have shown that the textbook is considered a teaching reference which teachers resort to, and it also provides them with a plan to follow within their classrooms. It has been shown that not only does the textbook provide teachers with a plan, but it also contributes to the organization of a lesson by acting as a guideline. As we have seen, teacher TR described the textbook saying, “it [the textbook] is good, it gives me like guidelines about what to do”. This may especially be the case because of the pacing guide that the ELI utilizes, where it refers to each of the units of the textbook that should be covered. Additionally, some of the teachers’ interview responses revealed that the textbook is an important object in their classroom, because it provides them with support and helps keep their lesson structured. Thus, one of the important roles that the textbook plays in the ELI is an organizational role. It guides teachers’ lessons and helps keeps them organized and on track with the pacing guide. This is an important aspect for the teachers in the ELI specifically, because of the fact that students in all the English classes take a single exam which is based on the textbook, hence, teachers must be organized and on schedule in order to finish teaching before the exams. 

Another important role of the textbook that the data of this study revealed, is the time saving element that it provides for teachers. Many of the teachers in the ELI have other tasks that they are required to do, such as holding extra grammar lessons during students’ breaks or participating in different committees of the ELI. These extra responsibilities are in addition to the English language lectures that they deliver. Therefore, they may not have time to create their own materials. This is where the textbook comes in, where it provides them with content to use in the classroom. As teacher TN explains, “the coursebook helps me not to miss anything out; because I am fully loaded [has a full schedule] the textbook helps me.”

Furthermore, some contextual characteristics in the ELI give even more prominence to the textbook. As explained previously, exams in the ELI are unified. Exam committees are responsible for creating all the exams, as well as for setting a time and date for them. Also, as we have seen, teachers are not allowed to create their own exams and do not know the content of these exams, either. Thus, textbooks act as a valuable resource in connection with exam preparation, providing teachers with exam-relevant content.

However, regardless of these positive roles that the textbook fills for teachers, there were reservations regarding certain aspects of the textbook by some teachers. For example, one of the reservations that these teachers reported is the disorganization of the textbook. According to them, the textbook is not structured in a way that they see as logical, jumping between the different skills (vocabulary, grammar, reading, listening, etc.) in no rational order. A second reservation is related to the level of the textbook. Some of the teachers feel that the level of the textbook is not suitable for the types of students in the ELI, especially since they come into the ELI with very low English proficiency levels. Furthermore, autonomy is also a feature that affected the way teachers view the textbook and was a cause for their reservation towards it. For instance, teacher TD and teacher TK both mentioned this feature and how the textbook does not allow them room for creativity, and how they feel restricted by it. Finally, another reason that teachers stated for their reservations towards the textbook is that they find some of the topics in the textbook unsuitable for the specific context of the ELI. These topics are mostly related to culture, and some of these scenarios were presented in the results of the study.

To conclude, the textbook plays an important role in the classrooms of the ELI. This was evident through the lesson observations, as all teachers participating in this study used the textbook in class; in fact, they relied solely on the textbook in their lessons, notwithstanding some of the reservations they expressed towards it.

RQ2: What are teachers’ attitudes towards using the textbook?

The results of this study indicated that the teachers differed in their attitudes towards the textbook. In fact, they were divided into three different categories based on the opinions they held. There were four teachers (TM, TZ, TD, and TK) who had a positive view towards the textbook, three teachers (TS, TN, and TF) who had a negative view towards the textbook and finally three teachers (TR, TJ, and TA) who had a more nuanced view towards the textbook. Each of these teachers had their justifications for such views and these reasons were stated and discussed in section 4.1.

Teachers who held negative views towards the textbook had four different reasons for feeling this way. According to teacher TM, the skills being introduced in the textbook are not academic and do not benefit her students: university students need skills that are more academically focused, such as skimming and scanning in reading and how to write academic paragraphs and essays. In addition, teacher TM also claimed that the textbook lacks cohesion, and according to her the different parts of the textbook are not logically organized. Teacher TZ similarly described the textbook as disorganized. Additionally, she sees the textbook as containing too much information for her to be able to cover in the duration of a lesson, which contributes to her feelings of negativity towards the textbook. Moreover, in a similar description to that of teacher TZ, teacher TK describes the textbook as “too much” in addition to being difficult for her students. She further explained that she feels restricted by using the textbook and is not able to be creative or use materials outside of the textbook. Teacher TD, likewise, described being restricted by the textbook. In her interview, she talked about how autonomy is an important aspect that she feels teachers should be able to retain during their teaching. However, because of the prescribed textbook along with the pacing guide, she feels she is being deprived of her autonomy as a teacher. 

As stated above, four teachers had positive views towards the textbook. According to them, the textbook is an important element in the classroom. In fact, teacher TS specifically stated that it would be “difficult” to teach without a textbook. Teacher TN also explained the importance of the textbook to her by describing it as a “reference”  for her and her students. In addition, teacher TF echoes teacher TN’s and teacher TS’s positive stance towards the textbook by stating how important it is for her because it helps keep her organized in the classroom.

The third group of teachers are those that held a nuanced view towards textbooks. They agree that the textbook is an essential part in the teaching/learning context. However, they also believe that the textbook should be used in a way that is suitable for the context it is used in, and that certain parts of the textbook needed to be adapted as appropriate.

RQ3: To what extent do teachers actually use the textbook?

Results show that all 10 teacher participants used the textbook in their classes and covered the majority of the different parts of a unit. However, it was also apparent that they adapted the textbook in many ways. Additionally, it was concluded that teachers used the textbook in the way they did due to two main reasons. Firstly, the use of the textbook is compulsory as stipulated by the ELI administration; in fact, teachers are given a pacing guide containing the parts of the textbook they must cover, and which they have to adhere to closely. The second reason is that the exams in the ELI are created based on the textbook and seeing that the ELI is an exam-oriented context and the emphasis is placed on doing well in what are high-stakes exams, teachers used the textbook accordingly. 

RQ4: What kinds of adaptations do teachers make and why?

All four adaptation techniques (editing, deleting, adding, replacing) were used by the teachers, with editing and deleting being the most commonly used type. Each of the teachers had her own justification of why she adapted the textbook in that specific way. In the following, some of the most common reasons stated for textbook adaptation will be explained.

Five of the teachers stated that they edit the textbook due to their students’ low proficiency level. They explained how they would edit the activities in the textbook in a way that would make them more suitable for their students, whether by simplifying activities, or by making them more challenging. A second reason reported by teachers for editing is in order to generate student interest. Because of the long lecture hours in the ELI, both the teachers and their students tend to feel overwhelmed and tired. For this reason, teachers find themselves editing certain parts of the textbook in order to create some sort of enthusiasm in class and get the students more energized. Furthermore, four of the teachers claimed that they edit in order to create a safe learning environment. For example, they described how they would edit activities and change them into group or pair-work activities to create a low-stakes environment where students are not afraid to answer incorrectly. Another reason that five of the teachers gave for their editing is to relate the content of the textbook more to the students’ culture. They find themselves editing certain topics in order to make them more understandable for their students. The final reason teachers gave for editing the textbook is due to the time restrictions that they are under. As described previously, the ELI follows a modular system where the term is divided into four different modules. In addition to that, exams in the ELI are unified on specified days and dates, meaning that teachers teach to a strict schedule that they must abide by very carefully. 

The second adaptation technique that teachers in this study were found to use is adding. The first reason teachers gave for adding to the content in the textbook is for further practise. They explained that they add activities in order to give their students more practise opportunities. They were observed to especially add to the grammar parts in the textbook. This does not come as a surprise seeing that the ELI is an exam-oriented context and the main focus in exams is on grammar. Moreover, teachers were found to add in order to generate student interest, because of the long duration of the English language lessons. Also, an important reason for adding that two of the teachers referred to is adding due to students’ different learning styles. Both teacher TN and teacher TR stated in their interviews that they believe in the notion that each individual student may have a preferred style of learning, where someone may learn better through reading, while another learns better through listening and some even learn better through drawing. Thus, these teachers tend to add different activities to the textbook that require different skills in order to try to cater to all their students’ learning styles. A final reason that two teachers reported for adding is to bring the content of the textbook closer to their students’ lives. 

Seven of the ten teachers reported that they resort to deleting as an adaptation technique. The first reason that was reported for deleting is due to time constraints. As we have repeatedly seen in this thesis, time is an ongoing issue in the ELI because of the modular system that it employs. Here, four teachers mentioned that they tend to delete speaking activities or activities with fun elements because of the time constraints that they are under. Another reason given for deleting is due to students’ low proficiency level. This justification was specifically given by teacher TZ. She explained how she finds herself deleting many of the speaking activities in the textbook because her students are reportedly not willing to speak. They do not have the basic level of English that allows them to create a dialogue, hence she resorts to deletion. 

Furthermore, two teachers in this study stated that they are inclined to replace some parts in the textbook. Only one reason was given for doing so and that is due to certain pedagogical beliefs that they hold. For instance, teacher TM was found to replace some of the grammar rules in the textbook with external videos that explain these grammar rules in the Arabic language. She explained how she believes this helps the students in remembering the rules better, and she also finds them more suitable than the grammar rules provided in the textbook. Another example was found in teacher TR’s lesson observation where she replaced a fill in the blank grammar activity with an activity that involved movement on the part of the students. She explained that she likes for her lesson to involve activities that make the students move around because it relates learning with something fun.

More specific scenarios associated with these adaptation techniques and more thorough justifications teachers gave for resorting to these adaptation techniques may be found in section 4.5. To conclude, from what we have seen, the most recurring factors that affected teachers’ textbook use are time constraints, examinations, students’ attitudes and students’ proficiency level. Results indicated that time constraints and examinations may be considered even more pressurizing in the context of the ELI because of the system applied in this institution. In the ELI, the semester is divided into four separate modules, where each module is to be completed in a time period of six to seven weeks. In other words, teachers are expected to finish the whole textbook in this time duration, including administering exams during this time as well. Thus, this is why time is a major constraining factor for teachers in the ELI. Moreover, results also revealed that examinations are considered important constraining factors for the teachers in the ELI. The reason for that is because teachers in this context lack the autonomy to create their own exams. In fact, exams are unified and an examination committee is responsible for creating and correcting these exams for all students. Teachers conveyed frustration in connection with this issue, as it makes them feel helpless, since they cannot help their students by providing guidance as to the content of the exams and cannot even find out where their students went wrong in their exams. This brings us to the last two of the most dominant reasons for adaptations: students’ attitudes and students’ proficiency level. Most of the teachers in this study complained of their students’ low proficiency in the English language, which ultimately leads to their lack of motivation to learn the language. These two factors had a major influence on teachers’ use of the textbook and on their teaching in general. 

RQ5: What are the students’ views towards the textbook?

Students in the ELI were found to have a very negative attitude towards the textbook. In fact, there were some responses in the questionnaire where the respondents did not have any positive comments about the textbook. This attitude was also clear through the metaphors the students chose to describe the textbook, where the two most chosen metaphors were headache and heavy stone. This does not come as a surprise, as the students’ relationship with the English language seemed tenuous. A significant minority of students appeared to have little or no motivation to learn English at all, which may be due to the context of the research where they feel they do not/cannot use the language. Thus, their contact with the English language is low. Another reason that may be linked to such negative attitudes towards the English language is the fact that 80% of the students attended state schools, in which they are not introduced to English until the intermediate level. Furthermore, we have seen that more than half of the students did not receive any private English courses, nor English language tutoring. All of these factors that delayed their contact with the English language may be said to play a role in how the students feel regarding the textbook and regarding the English language in general. In fact, only 3% of the students rated their level in English as excellent. 

5.2. Implications of this research

In this part of the thesis, the implications of the research will be discussed. Four salient points emerge from my study, which are related to teacher education, institutional support, the teacher’s book and finally a note for textbook publishers. First of all, in relation to teacher education, according to Garton & Graves (2014), “as the orchestrators of classroom practice, teachers play a critical role in how materials are used, which in turn, depends on the teachers’ understanding and skill in using them” (p. 273). In other words, it is quite obvious the salient role that teachers play in using the textbook; thus, it is important that teachers know how to best use these textbooks. To help ensure this, institutions should provide teacher education programs for their teachers, in order for them to be able to develop their teaching skills. This will, hopefully, enhance teachers’ confidence in using textbooks and in being able to adapt them in more suitable ways. Hence, institutions should try and arrange workshops or seminars that focus on textbook use and adaptation of textbooks. 

In the specific context of this study, it is even more important that the ELI provide training courses for their teachers. As we have seen throughout this research, the ELI is implementing a new system, which is the modular system, in trying to apply the 2030 vision. In this new approach that the ELI is taking, the semester is divided into four different modules (levels) which students are required to pass before being admitted in their chosen majors. It is important to note that these modules are about 5-6 weeks of instruction. With this new system, the ELI believes that longer, more intense hours of English instruction will result in faster learning of the language. 

Another step that the ELI has taken in implementing the 2030 vision is using a localized textbook created through a collaboration with Cambridge University Press. Since the demand for printed textbooks is high world-wide (Tomlinson & Masuhara, 2018), a shift towards localized textbooks has been noticed, and the ELI is no exception, especially in the light of the 2030 vision and the importance that learning of the English language has been given. In fact, the ELI is working hard to prove itself capable of being an independent local English language institute that provides English language courses to anybody and not just being limited to BA level students. The ELI has strived to accomplish this by, for instance, using more localized textbooks, and there are plans to start providing MA TESOL courses for those interested. Hence it is crucial that teachers receive proper training and education in order to be able to cope with this dramatic change. Rather than regular, generic teacher training, more specialized training would seem in order because of the specific nature of these changes in the ELI. For instance, one of the most important issues that teachers mentioned in this study is the fact that many students are repeaters and hence lack motivation to learn the language or even attend classes. As we have seen through teacher TR’s comment in which she stated she believes teachers in the ELI lack training on teaching repeaters, this also emphasizes the importance of teacher education/training and specifically on more specialized teacher training. To explain further, teachers should be briefed on the specific context that they will be teaching in, including the level and background of the students that they will be teaching. For instance, in the case of the teachers in the ELI, they would benefit greatly from workshops or training on how to motivate repeating students to get them more energized and excited to re-take their course. 

Masuhara (2006) also argues for a very important type of training, in which teachers are not only trained on textbook use, but are trained on materials development, as well. According to her, “after a teacher training course, teachers have knowledge and skills. After a materials development course, teachers not only have knowledge and skills but also materials they can use tomorrow” (p. 35, cited in Masuhara, 2011, p. 261). Masuhara (2011) explained this point more explicitly, stating that she believes training in materials development is very beneficial for teachers because “it can help teachers become more aware, able, critical, creative and effective” (p. 261). All these are important characteristics that teachers should have in order to better their use and understanding of the textbook. Another important point to mention is that these teacher education programs should be compulsory, for, as seen in this study, some teachers did not attend the textbook orientation given by Cambridge University Press. By making these kinds of workshops mandatory, teachers will ultimately enhance their pedagogical skillset with regard to being able to use textbooks effectively from the topics and questions that may arise during these workshops.

The second implication is that effective change will only be realized through institutional support. Other than effective training opportunities, institutions may also foster change through the support they give to their teachers. As we have seen, the teachers in this study voiced their opinions regarding more than one issue, such as the modular system, the unified exams, and the newly implemented rule of using the workbook within class time. All of these issues have caused negative feelings, which may explain in part teachers’ negative views towards the textbook and the way in which they use the textbook. Therefore, institutions should be aware of  their teachers’ concerns and give attention to their recommendations. In other words, institutions should listen to teachers’ views on new rules regarding their feasibility before actually implementing them. Furthermore, institutional support is also important because it helps teachers feel appreciated and supported by the institutes they work in. This brings us to an important issue, which is the examination system in the ELI. As we have seen from the study, exams are unified for all students, and teachers do not, in fact, create these exams; rather a committee does. Therefore, the exam system in the ELI needs to be improved. There is nothing wrong with unified examinations; however, teachers should have a role to play in co-authoring their students’ exams, or at the very least, they should be allowed to have access to these exams. This will, firstly, give teachers the impression that their institute appreciates them and has their trust. Secondly, teachers will be in a position to better prepare their students for the exams; as we have seen, the results of these exams play a major role in the students’ future.

This brings us to an important topic to discuss, which is providing support for the students. With regards to the students of the ELI, as we have seen, they projected very negative views regarding the English language and showed extreme demotivation to learn the language. This demotivation stems from the fact that students are still not aware of the importance of the English language in Saudi Arabia’s 2030 vision of the future. Therefore, it is crucial that students are actually taught the value of the English language and how learning it will provide them with major/better job opportunities. This is especially important in the context of this study, seeing that it focused on a female only context. The reason for that is because female students might still be unaware of the variety of opportunities for them nowadays as opposed to the past. For instance, females are now allowed to apply to study engineering and tourism specializations, which were formerly typically male-only specializations. In fact, “many researchers in the field have effectively argued that teachers should be more active in ensuring that the students know the value of what they are studying” (Fryer et, al., 2014, p. 253). Regardless of whether these are compulsory English courses or not, it is important that teachers stress the value that the students will receive from this specific course. Therefore, it may be said that in addition to providing institutional support and training for teachers, the same support should also be put in place for students. It is important that they are aware of these changes, as this awareness may influence their motivation to learn the language.

Furthermore, another beneficial step to take in regard to providing student support is through building a healthy relationship with them. As mentioned in the literature review, teachers should also be aware of the importance of the relationship between themselves as teachers and their students. As we have seen, students seem to show better motivation to learn the language when they feel their teachers are close to them and are concerned for their well-being. In other words, students’ levels improve when their relationships with their teachers are good. This is an important point to mention here because as we have seen in this study, there does not seem to be any close relationships between the students and the teachers. In fact, some of the teachers had nothing positive to say about their students. They described them as arrogant and wanting to be spoon-fed and not actually caring about the English course. On a similar note, students also had a negative view towards their teachers. This shaky relationship might be due to the fact that in some classes there are co-teachers. In other words, two teachers teach the same class, discouraging the building up of strong and stable relationships. Therefore, the ELI should ensure only one teacher is timetabled to teach one individual section, which will aid the teachers in building a good foundation for their relationship with their students.  

A third salient issue derived from this study relates to the teachers’ book and its importance in the teaching process. As has been seen from certain teachers’ comments on some of the textbook activities, it was clear that these teachers did not understand the textbook writers’ reason for these activities, or even their justification for ordering things the way they are ordered in the book. Therefore, teachers provide an evaluation of the textbook that is inaccurate. In fact, Harwood (2014) talked about this point, stating that “teachers’ lack of access or failure to consult the teachers’ guide could partly explain unsuccessful textbook use, since no account is taken of the writers’ intentions” (p. 26). Hence, by referring to the teachers’ book, teachers will surely benefit from the different comments and suggestions within it and will hopefully improve their attitude towards the textbook and this will lead to better use and adaptation of the textbook. At present, teachers are not supplied with the teachers’ book. In the interests of ensuring teachers better understand the aims and objectives of the textbook writers, this needs to change. The ELI should give higher priority to teachers’ guides and explain to the teachers the importance of these guides and that they are “potentially powerful tools for teacher development and learning” (Harwood, 2014, p. 27).

The final implication in this section is for textbook publishers. This point emerged from teacher TA’s comment on the suitability of the textbook, when she pointed out that the publishers only deleted textbook content related to alcoholic drinks and pictures of women wearing revealing clothing when they were localizing the textbook. According to Teacher TA, there is more to creating a suitable textbook for a specific context. Hence, it may be the case that if textbook publishers took the time to interview people from the target audience, this would give them a clearer picture of the context and would hopefully improve the textbook content and its suitability to meet the needs of its audience. In fact, Masuhara (2011) has spoken of this particular topic, where she argued that there should be a bigger focus on teachers’ needs. Masuhara recommended several methods that may be taken in order for publishers and teachers to have a better connection, so as publishers may have a better understanding of the teachers’ ideas/viewpoints towards the textbooks. According to Masuhara (2011), “textbook users have little control over how their needs and wants are realised in the materials they use. In this sense, the emerging trend of collaboratory materials development between the producers and users seems promising” (p. 262). She specifically emphasized the importance of pre-use and post-use evaluation, where groups of teachers are in charge of materials selection. Another interesting idea that Masuhara (2011) proposes is “keeping records of use” (p. 259). She stated: “it would make a very interesting study to keep records of which parts of a coursebook are used and which are not” (p. 259). As a result, publishers will gain a better understanding of the parts that are not satisfying for the users. This is an important step to be taken because “if teachers and students are dissatisfied with the global coursebooks they are being obliged to use . . . then finding ways of expressing this dissatisfaction is essential if publishers are to be made to feel that they might better satisfy market demands by making changes to their products” (Tomlinson & Masuhara, 2017, p. 167). 

Furthermore, this brings us to another suggestion which is the piloting of textbooks (Harwood, 2014, Tomlinson & Masuhara, 2017). If draft versions of the local textbooks were extensively piloted in the local context, this would greatly benefit the end users. Firstly, it would allow publishers to understand what teachers and students think of the textbook. Secondly, it would also allow publishers to see first-hand how teachers actually use the textbook within their lessons. Consequently, publishers may make necessary changes to the textbook according to the feedback of the teachers and students. As Tomlinson & Masuhara (2017) state, “trialling materials before their final publication . . . is the most reliable way of gaining information about the effectiveness of the materials for their users” (p. 75).

5.3. Limitations of this research

As with any research, this study certainly had its limitations. Firstly, the research was conducted on a small scale, and the participants were females only. This was due to contextual limitations, where females and males are in separate campuses. Including males within the research scope might have yielded different opinions towards the textbook, or even different ways of using it. Secondly, because the data collection was near the end of the module, this might have affected the teachers’ use of the textbook; for instance, they might have been in a rush to finish the units before the examinations. This of course may have an effect on the adaptation techniques they used or declined to use. Hence, collecting the data at a different time of year might have enabled me to observe more lessons, which would have been beneficial in allowing me to compare all the teachers’ behaviours in more than one lesson. Having said that, the findings clearly show the pervasive effect of time constraints during at least part of the academic year.

Furthermore, another limitation of this study is the fact that the number of lesson observations for each teacher was not equal. For example, one teacher might have had four of her lessons observed, whereas another teacher had only one lesson observed. Prolonged observations allow for a comparison between a teacher’s behaviour over more than one lesson, which is more likely to yield a better understanding for the teacher’s behaviour (Cowie, 2009). However, I was not able to do this because not all teachers agreed to having more than one lesson observed. Therefore, I had to make do with the number of lessons that the teachers allowed me to observe.

Moreover, teachers’ lesson planning and lesson plans were not studied and the lessons themselves were not recorded. This means that I did not look at teachers’ plans and compare them with the actual lessons. Including such a point in the study would allow the researcher to observe planned adaptations of the textbook and decisions of adaptations made within the lesson itself. This would also have enriched my understanding of teachers’ textbook use and adaptation techniques. However, looking at lesson plans would have meant that I needed to interview teachers before their lesson observations, and as mentioned previously, timing was very critical in the ELI. Many of the teachers were unable/unwilling to be interviewed pre- and post-lesson observations due to their heavy schedules. In fact, as we have seen, two of the teachers were interviewed via Skype because of this time limitation that we were all under.

5.4. Suggestions for future research

Having discussed the limitations of this study, this part will be dedicated to suggestions for further research. This study was conducted/administered in King AbdulAziz University in Jeddah, Saudi Arabia, where a certain system (the preparatory year) was in focus. Hence, conducting a similar study in another context, whether in Saudi Arabia or outside of Saudi Arabia, might certainly yield different results, which would be a valuable and interesting point of comparison between different contexts to the results emerging from my own study of textbook consumption. Moreover, including lesson plans of teachers promises to produce noteworthy results, with implications for teachers, teacher trainers, and directors of language programs in the Middle East and beyond. 

Furthermore, as we have seen in this study, the coursebook used was specifically designed for the context it was to be used in; hence it may be said that it was a localized textbook. However, there were many concerns on the teachers’ behalf regarding the suitability of this textbook, which may lead to the conclusion that more research on textbooks in general, and localized textbooks in particular, is needed. Research projects on how local textbooks are used inside the classroom, and the degree they actually do produce the desired results in language learning would be beneficial in that they may provide a comparative overview between local textbooks and global textbooks. This would be a major contribution to ESL textbook consumption research as it would help in determining the advantages and disadvantages of both these types of textbooks. Hence, further awareness is needed into how textbooks (local, global) are used inside the classrooms and what are the causes that make teachers and students use them in the way that they do. 

Another important point that has emerged from this study is the importance of teachers’ guides. As we have seen, not having the teachers’ guide present may explain some of the reasons as to why teachers viewed the textbook in the ways that they did. This only emphasizes the importance of teachers’ books and that they are in fact considered one of the most important components in the English language classroom. However, teachers’ book consumption studies are not receiving the attention they should in the literature (Harwood, 2014). For this reason, studies on this specific topic would also help in improving textbook use and understanding of textbook use. 

A final point to mention also concerns the focus on textbook consumption studies. As Harwood (2014) states, although there are relatively few textbook consumption studies, the ones that exist tend to focus on teachers only rather than students. According to Harwood (2014), this is regrettable because of the fact that students actually make up a greater number of textbook users than teachers and including students’ views on these textbooks would hugely contribute to the field. Hence, studies that focus more on students’ views and their actual use of the textbooks is an important topic that should be given more attention. By including both teachers’ and students’ views, textbook writers and publishers may be able to raise the standard of their textbooks, because then they will be based on solid research. 

To conclude, as we have seen in this research and in the literature review, there is a gap in textbook consumption studies (Harwood, 2014; Tomlinson & Masuhara, 2010). Therefore, it is important to look into these views. In addition, the communication between the textbook end-users (teachers and students) and the textbook writers and publishers needs to be made more possible (Harwood, 2010, 2014; Masuhara, 2011) as this would greatly improve the process of creating these textbooks and using them effectively.
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Appendix B

Participant Consent Form + Participant Information Sheet

Participant Consent Form

	
Title of Research Project: Teachers’ use of textbooks in teaching English to ESL learners

Name of Researcher: Samar AlGhamdi

Participant Identification Number for this project:	           Please initial box
1. I confirm that I have read and understand the information sheet dated ___________ explaining the above research project and I have had the opportunity to ask questions about the project.



2. I understand that my participation is voluntary and that I am free to withdraw
at any time without giving any reason and without there being any negative consequences. In addition, should I not wish to answer any particular question or questions, I am free to decline.



3. I understand that my responses will be kept strictly confidential 
I give permission for members of the research team to have access to my anonymised responses. I understand that my name will not be linked with the research materials, and I will not be identified or identifiable in the report or reports that result from the research.  

 

4. I agree to take part in the above research project.  


________________________	       ________      __________
Name of Participant	       Date	 Signature

_________________________       __________    _____________       
Name of person taking consent   Date	 Signature
To be signed and dated in presence of the participant

________________________        ___________   ___________
Lead Researcher	       Date	 Signature
To be signed and dated in presence of the participant

 


Teacher information sheet


Research project title: 
Teacher’s use of textbooks in teaching English to ESL learners 

You are being invited to take part in a research project. Before you decide whether you wish to take part, it is important for you to understand why the research is being done and what it will involve. Please take time to read the following information carefully and discuss it with others if you wish. Ask us if there is anything that is not clear or if you would like more information. Take time to decide whether or not you wish to take part. Thank you for reading this.
Purpose of project: This study is done to investigate teachers’ actual use of their English language textbooks. In addition to that, students will also be asked to fill a questionnaire regarding the textbooks used in class. Both the teachers’ and students’ views will then be compared.
Why was I chosen? You were chosen because you are a teacher of English language in the English language institute.
Do I have to take part?
If you do decide to take part you will be given this information sheet to keep (and be asked to sign a consent form) and you can still withdraw at any time without it affecting any benefits that you are entitled to in any way. You do not have to give a reason if you decide to withdraw.
What will happen to me if I take part?
If you decide to take part, 4 of your lessons will be observed. These observations will be general observations that do not require audio or video recording.
Pre and post interviews will be done for the observations, which equal a number of 8 interviews in addition to 1 initial interview about your teaching profile, experience, etc. The interviews will be audio recorded, and will range from 20 to 60 minutes each. I will be asking you questions about your teaching and the English textbook.
In the final lesson observation, a questionnaire will be distributed to your students, asking them about the lessons I observed and the English textbook.
The data I collect during this research will be used only for analysis and for illustration of my results when I write up my thesis, and when I present my research in conference presentations and lectures. No other use will be made of them without your written permission, and no one outside the project will be allowed access to the original recordings. 
What happens if something goes wrong?
If you feel you were mistreated by the researcher, or if something serious occurs during or following your participation in this project, please contact the principal supervisor of this project (n.harwood@sheffield.ac.uk). Should you feel your complaint has not been handled to your satisfaction, please contact the Head of Department (Professor Adam Piette), who will then escalate the complaint through the appropriate channels.


Will my taking part in this project be kept confidential?
All the information that we collect about you during the course of this research will be kept strictly confidential. You will not be able to be identified in any reports or publications I publish about my research.
Who has ethically reviewed the project?
This project has been ethically approved by the School of English, Sheffield.
Contact for further information: If you wish to obtain more information please feel free to contact one or all of the following:
Researcher:
Samar AlGhamdi        Tel #: 0555080573              Email: salghamdi4@sheffield.ac.uk
Principal supervisor:
Dr. Nigel Harwood         Email: n.harwood@sheffield.ac.uk






























Student information sheet

Research project title: 
Teacher’s use of textbooks in teaching English to ESL learners 

You are being invited to take part in a research project. Before you decide whether you wish to take part, it is important for you to understand why the research is being done and what it will involve. Please take time to read the following information carefully and discuss it with others if you wish. Ask us if there is anything that is not clear or if you would like more information. Take time to decide whether or not you wish to take part. Thank you for reading this.
Purpose of project: This study is done to investigate teachers’ actual use of their English language textbooks. In addition to that, students will also be asked to fill a questionnaire regarding the textbooks used in class. Both the teachers’ and students’ views will then be compared.
Why was I chosen? You were chosen because you are a student of English language in the English language institute.
Do I have to take part?
If you do decide to take part you will be given this information sheet to keep (and be asked to sign a consent form) and you can still withdraw at any time without it affecting any benefits that you are entitled to in any way. You do not have to give a reason if you decide to withdraw. Participating or not will have no impact on your grade. In addition, your teacher will not be aware of which students choose to participate.
What will happen to me if I take part?
If you decide to take part, you will be given a questionnaire to answer about your English class and the textbook you use. This questionnaire will be given to you during your class time. It should be made clear that your teacher will not be present in class during this time.

What happens if something goes wrong?
If you feel you were mistreated by the researcher, or if something serious occurs during or following your participation in this project, please contact the principal supervisor of this project (n.harwood@sheffield.ac.uk). Should you feel your complaint has not been handled to your satisfaction, please contact the Head of Department (Professor Adam Piette), who will then escalate the complaint through the appropriate channels.
Will my taking part in this project be kept confidential?
All the information that we collect about you during the course of this research will be kept strictly confidential. You will not be able to be identified in any reports or publications I publish about my research. 
Who has ethically reviewed the project?
This project has been ethically approved by the School of English, Sheffield University.

Contact for further information: If you wish to obtain more information please feel free to contact one or all of the following:
Researcher:
Samar AlGhamdi        Tel #: 0555080573              Email: salghamdi4@sheffield.ac.uk
Principal supervisor:
Dr. Nigel Harwood         Email: n.harwood@sheffield.ac.uk
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APPENDIX D
Teacher Interview


Part 1: (Lesson preparation techniques)

1. What procedures did you follow when preparing for the lesson that was just observed?

2. Did you use any external references when preparing for it? (external references means anything other than the actual textbook) Why? Or Why not?

3. If yes, what kinds of external references did you use?

4. Could you maybe think of a recent lesson from the last couple of weeks and how you prepared for it?



Part 2: (Identifying different adaptation methods)

In the following, there is a list of adaptation methods, which are explained:

1. Deleting  (i.e. when the teacher decides NOT to cover an activity or skill in the textbook)
2. Editing  (i.e. when the teacher MAKES CHANGES to an activity in the textbook)
3. Adding (i.e. when the teacher ADDS an activity in order to introduce an activity in the textbook) 
4. Replacing (i.e. when the teacher REPLACES an activity with another)

Q. 1. What kind of adaptations do you make in your lessons in general? and Why? 
Q. 2. Which of these adaptation methods do you use the most? And Why? 
Q. 3. I will then ask about specific examples from the lesson, which was observed.




Part 3: (Teachers identifying with different views towards the textbook)

1. These are two quotes by two teachers explaining their opinions towards the            
Textbook:

Nora:    “Good teachers do not use textbooks.”
Nejwa: “Using a textbook is a must for all teachers.”




  2. These are two quotes by two teachers explaining their opinions towards adapting        
      the textbook:

Suad: “I make many adaptations to the textbook.”
Tala: “I rarely adapt the textbook.”



3. Let us now talk about certain lessons in which you had successfully adapted the     
        textbook. Can you tell me about a lesson from the past couple of weeks where       
        you had adapted an exercise or certain parts of the textbook and felt that it was 
        successful?

        (here, I would like to hear specific examples from the teacher’s experience.)


4. Let us now talk about certain lessons in which you had unsuccessfully adapted the textbook. Can you tell me about a lesson from the past couple of weeks where you had adapted an exercise or certain parts of the textbook and felt that it was not so successful?

(here, I would like to hear specific examples from the teacher’s experience. Then, I will ask if this negative instance has made her doubt adaptation as a whole.)


Part 4: (Using metaphors to describe the textbook)

1. Please complete this sentence with a metaphor/metaphors that reflects your attitude towards the textbook:
   “A textbook is ……………….”

2.  Which of these metaphors reflects your attitudes towards the textbook? Why?
3. Which of these metaphors do not reflect your attitudes towards the textbook? Why    
     not? 
(here, I will also ask the teachers to explain their choices by talking about their experiences of using textbooks in their English classes and giving examples of things that have happened to them.)

	Sleeping pills
	Belt
	Heavy stone

	Daily bread
	Guideline
	Cooking oil

	Petrol
	Straitjacket
	Blind man’s stick

	Road block
	Water
	Toxic

	Map
	Rubbish bin
	Nightmare

	Headache
	Compass
	Dark / Devil







Part 5: 


3.  Which part of English, in general, do you enjoy teaching the best?
· Grammar
· Reading
· Listening
· Speaking
· Writing

4. Now, I’d like to ask you a similar question, but with reference specifically to using the ELI textbook, So the textbook used in the ELI consists of different parts, such as grammar, reading, listening, speaking and writing. Which of these different parts do you enjoy teaching the best?

· Grammar
· Reading
· Listening
· Speaking
· Writing


(After asking which of the different parts of the book they enjoy teaching, I will ask them to explain how this might affect their use of the textbook.)

3. To what extent do any other factors affect your use of the textbook?
 
4. As we talked about in the previous question, there are different parts in the             
textbook used. Which of these different parts do you feel you are most competent in? Or which of these parts do you feel that you teach the best? And why? 

(some might have taken a course on how to teach a specific part of the language, such as how to teach writing to ESL learners. Therefore, this question may provide us with more details. In addition, I will also ask if this would also have an effect on how they use the textbook.)


Part 6: (Constraining factors)

This is a list of potentially constraining factors, which may affect the teachers’ use of the textbook:


	Time constraints
	Unified exams
	Other workloads that the teacher is required to do in university (correcting papers, attending meetings, writing reports etc..)
	Students’ proficiency level

	Institutional constraints
	Exams are set by a committee other than the teacher
	Teacher has limited knowledge about certain parts of the textbook
	Students’ attitudes towards learning the English language



1. Which of the above factors affects the way in which you use the textbook? (Here, I will specifically ask about each constraining factor that the teacher will choose, probing for specific examples from their lessons.)

2. Are there any other factors that affect your use of the textbook?


Part 7:

In this part, I will ask questions which may rise during the observation of the lesson itself.


Part 8:

Is there anything else that you would like to say about your experience of using the textbook?













APPENDIX E
Student Questionnaire

Your views on the textbook you use in English classes

In my study, I would like to find out about your views towards the textbook used in your English lessons. Please answer the questions below to help me find out.
This questionnaire is divided into 4 main parts.

Part 1: About You
Please tick (✔) the answer which applies to you:

1. Did you study in a state school or a private school before entering university?

            State school                               (   )            
            Private school                            (   )           
            Both state & private schools     (   )

2. Have you ever had private English tutoring?

           Yes   (   )                              
           No    (   )

3. Have you taken any English language courses outside of school?

Yes     (   )
             No     (   )

4. How would you rate your current level in English?

Excellent (   ) – Very good (   ) – Good (   ) – Weak (   )

The rest of the questionnaire is about your views on your English textbook, English Unlimited

Part 2:
Please tick (✔) the answer that best applies to you:

1. How easy was it to find and buy the English textbook English Unlimited?

Very easy        ☐
Easy                ☐
Difficult          ☐
Very difficult  ☐






2. To what extent is the textbook appropriate for you?
            Choose one of the options below:
      
       a. The textbook is exactly the right level for me - not too easy, not too difficult. ☐
       b. The textbook is approximately the right level for me - not perfect, but more or                    
           less appropriate. ☐
       c. The textbook is not the right level for me - it’s too easy or too difficult. ☐

3. To what extent do the topics/themes in the textbook motivate and interest you?
Choose one of the options below:

             a.  They motivate/interest me a lot ☐
           b.  They motivate/interest me to some extent ☐
           c.  They don’t motivate/interest me at all ☐
____________________________________________________________________

Part 3:
Following are two statements about your textbook. I would like you to indicate your opinion on each statement by putting a tick (✔) by the choice that best reflects your opinion.

1. The amount of grammar in the textbook is appropriate- not too much, not too little.

Strongly agree      ☐
Agree                    ☐
Disagree                ☐
Strongly disagree  ☐


2. The presentation of different grammar structures in the textbook moves from simple to difficult.

Strongly agree      ☐
Agree                    ☐
Disagree                ☐
Strongly disagree  ☐


Part 4:
In this part I would like to know more about your opinion on your English textbook. There is no ‘right/wrong’ answer. Please circle the answer that best reflects whatever you feel about your textbook, and then please explain why you feel that way.

1. How would you rate the quality of the reading activities in the textbook?

     Excellent – Good – Average – Weak
     Why?
     …………………………………………………………………

2. How would you rate the quality of the listening activities in the textbook?

      Excellent – Good – Average – Weak
     
      Why?
      ………………………………………………………………….


3. How would you rate the quality of the speaking activities in the textbook?

Excellent – Good – Average – Weak
            
            Why?
            …………………………………………………………………….


4. How would you rate the quality of the writing activities in the textbook?

Excellent – Good – Average – Weak
           
            Why?
           ……………………………………………………………………..


5. How attractive are the visuals (pictures, drawings) in your English textbook?

The visuals are very attractive     ☐
The visuals are attractive             ☐
The visuals are unattractive       ☐
The visuals are very unattractive ☐

6. To what extent do the visuals (pictures and drawings) in the textbook motivate you to talk about the subject?

I feel the visuals motivate me very much        ☐
I feel the visuals motivate me to some extent  ☐
I feel the visuals do not motivate me at all      ☐

7. To what extent is the knowledge from the textbook useful in real life?

It is very useful in real life                   ☐
It is useful in real life to some extent  ☐
It is not useful in real life                    ☐

_____________________________________________________________________

Part 5:
Now I would like to ask you about the English language in general.


1. Which part of the English language do you enjoy learning the best?

Reading       ☐
Listening     ☐
Speaking     ☐
Writing       ☐
None           ☐   

Please explain your choice
………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………




2. Which parts of the English language do you think are best covered by the textbook?

Reading          ☐
Listening        ☐
Speaking        ☐
Writing           ☐
None of these ☐

Please explain your choice
………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………



3. Please complete the following sentence:
I think the main barrier to improving my English skills is…

………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………………

4. Describe 3 things you LIKE about your English textbook.
4. ……………………………………………….
5. ……………………………………………….
6. ……………………………………………….


5. Describe 3 things you DISLIKE about your English textbook.
4. ……………………………………………………………
5. ……………………………………………………………
6. …………………………………………………………….






Thank you very much for your help
Your help is very much appreciated


























APPENDIX F
First Codebook Version



1. Adaptation techniques

2. Teachers’ positive views towards textbooks

3. Teachers’ negative views towards textbooks

4. Beliefs about appropriate pedagogy:
a. Practise is better
b. Reading
c. Writing
d. Repetition
e. Using technology

5. Beliefs about students:
a. Being exam driven
b. Their capabilities
c. Their interests
d. Their learning style preferences
e. Their views towards the textbook

6. Context mediates textbook use

7. Contrasting pre-textbook planning with in-use planning

8. Experience affects adaptation of textbook

9. Experience as a novice teacher

10. Experience of using different / past textbooks

11. External references when planning:

a. Blackboard
b. Colleagues
c. Google
d. Youtube

12. Factors that affect teaching practises:
a. External factors
b. Internal / personal factors

13. Institutional limits on resources:
a. Destructed instructional tools
b. Lack of teachers’ guides
14. Lesson planning:
a. Experience
b. Theoretical knowledge


15. Reasons for adapting textbook:
a. Bring content closer to reality
b. Generate student interest
c. Non suitable themes

16. Reasons for disliking the current textbook

17. Reasons for not adapting textbook:
a. Culturally suitable
b. Reification of textbook
c. Unified exams

18. Reification of textbooks

19. Teacher evaluation of textbooks:
a. Negative characteristics
b. Positive characteristics

20. Teacher profile

21. Teacher’s feelings towards adaptation:
a. Negative
b. Positive

22. Teacher’s views towards textbooks:
a. With
b. Against

23. Teaching vocabulary

24. Textbook metaphors:
a. Positive
b. Negative

25. Time constraints

26. Using technology in the classroom
a. Reasons
b. Problems that arise





APPENDIX G
Second Codebook Version

	Code
	Definition
	Guideline for using
	Example

	Teacher Profile
	When teachers talk about their background, previous jobs, any training they had. Workshops and seminars attended. Years of experience.
	Basically when teacher talks about herself.
	“I didn’t study anything related to TESOL, but I’ve learnt. It’s a journey”

	Experience of using different/past textbooks

	When teachers talk about using past textbooks.
	
	“we’ve been through 4 textbooks”

	Factors that affect teaching practises:
a. personal
b. external 

	
	
	

	Experience as a novice teacher

	
	
	

	Teacher evaluation of textbooks
(past / present)

a. Positive characteristics (teachers-students)

b. Negative characteristics
(teachers-students)

	
	
	

	Beliefs about appropriate pedagogy

a. Reading
b. Writing
c. Repetetion 
d. Using technology
e. Practise is better



	
	
	

	How textbook use is mediated by the context:

a. Students


	
	
	

	Time constraints




	
	
	

	Planning for lessons
a. experience 
b. Theoretical knowledge


	
	
	

	External references when planning:
a. Google
b. Blackboard
c. YouTube
d. Colleagues

	
	
	

	Institutional limits on resources:

a. lack of teachers’ guides
b. do not fix broken items

	
	
	

	Reasons for adaptations
(Teachers-students)
a. generate student interest
b. bring content closer to reality
c. Non-suitable themes

	
	
	

	Examples of successful adaptation scenarios
(story + benefits)

	
	
	

	Reasons for adapting:

a. students interests
b. non suitable themes (sexist)

	
	
	

	Contrasting Pre-textbook planning with in-use planning
(examples & Reasons)

	
	
	

	Teaching vocabulary
a. styles (reasons)


	
	
	

	Teachers’ views on textbooks:

a. With (reasons)
b. Against (reasons)


	
	
	

	How experience affects adaptation

	
	
	

	Reification of textbooks

	
	
	

	Reasons for not adapting:
a. culturally suitable
b. reification 
c. unified exams

	
	
	

	Beliefs about students:
a. their interests
b. their views towards the textbook
c. their capabilities
d. their learning style preferences 
e. why they are exam driven

	
	
	

	Using technology
1. reasons
2. problems that rise

	
	
	

	Textbook metaphors:

a. Positive
b. Negative
	
	
	

	Reasons for disliking the specific textbook

	
	
	

	The most preferred skill to teach (reasons)

	
	
	

	How preferring certain parts of the language affects teaching practises

	
	
	

	Student demands affects teacher practises

	
	
	

	Factors that affect the use of textbooks (Prompt card)
(how)

	
	
	

	Constraining factors

	
	
	

	Teachers’ feelings towards adaptation:

a. positive
b. negative

	
	
	

	Exam driven context
(reasons, beliefs, examples)

	
	
	




















APPENDIX H
Third Codebook Version


1. Adaptation techniques.
a. Mostly used adaptation techniques

2. Beliefs about appropriate pedagogy
a. Making students teach
b. Practise is better
c. Reading
d. Writing
e. Repetition
f. Using technology

3. Beliefs about students
a. Being exam driven
b. Their capabilities
c. Their interests
d. Their learning style preferences
e. Their views towards the textbook

4. Constraining factors
a. Exams are set by a committee other than the teacher
b. Institutional constraints
c. Other workloads that teacher is required to do
d. Students’ attitudes towards learning the English language
e. Students’ proficiency level
f. Teacher has limited knowledge about certain parts of the textbook
g. Unified exams

5. Context mediates textbook use

6. Contrasting pre-textbook planning with in-use planning

7. Cultural sensitivity and the textbook

8. Culture of the ELI

9. Culture of university students

10. Experience affects adaptation of the textbook

11. Experience as a novice teacher

12. Experience as a student affects textbook use

13. Experience of using different / past textbooks

14. External references when planning

15. Factors that affect teaching practises

16. Factors that affect the use of textbooks

17. Factors that project positive feelings towards the textbook

18. How certain experiences may affect the use of the textbook

19. In vivo codes

20. Institutional constraints

21. Institutional limits on resources
a. Destructed instructional tools
b. Lack of teacher’s guides

22. Lesson planning
a. Experience
b. Objectives (how teachers handle textbook objectives)
c. Process of lesson planning
d. Theoretical knowledge

23. Making students in control

24. Most competent in teaching
a. Writing
b. Speaking
c. Listening
d. Reading

25. Negative effects of using textbooks

26. Negative feelings portrayed by teachers

27. Negative institutional actions

28. Parts of the textbook covered best
a. Grammar
b. Listening
c. Speaking
d. Grammar
e. Writing

29. Parts of the textbook mostly adapted

30. Past teaching experiences

31. Positive effects of using textbooks
32. Reasons for adaptations

a. Bring content closer to reality
b. Generate student interest
c. Level of the exercises
d. Non suitable themes
e. Time

33. Reasons for disliking the current textbook

34. Reasons for not adapting the textbook
a. Culturally suitable
b. Reification of textbook
c. Unified exams

35. Reification of textbooks

36. Safety that textbooks offer

37. Teacher autonomy

38. Teacher created materials

39. Teacher evaluation of textbooks
a. Negative characteristics
b. Positive characteristics

40. Teacher profile

41. Teachers’ feelings towards adaptation
a. Negative
b. Positive

42. Teachers’ views on textbooks
a. With
b. Against

43. Teachers’ feelings towards textbooks

44. Teaching vocabulary

45. Textbook metaphors
a. Negative
b. Positive

46. Time constraints

47. Using technology in the classroom
a. Reasons
b. Problems that arise
APPENDIX I
Fourth Codebook Version


1. Adaptation techniques
a. Mostly used adaptation techniques
b. Parts of textbook mostly adapted

2. Beliefs about appropriate pedagogy
3. Beliefs about students
a. Being exam driven
b. Their capabilities
c. Their interests
d. Their learning style preferences
e. Their beliefs

4. Comparison between different textbooks

5. Constraining factors
a. Exams are set by a committee other than the teacher
b. Institutional constraints
c. Other workloads teacher is required to do
d. Students’ attitude towards learning English
e. Students’ proficiency level
f. Teacher has limited knowledge about certain parts of textbook
g. Unified exams
h. Other

6. Cultural sensitivity and the textbook

7. Culture of university students

8. Time constraints

9. Effects of being exam driven
a. Effects on the learning process
b. Effects on the teaching process

10. Experience affects adaptation of textbook

11. Experience as a novice teacher

12. Experience as a student affects textbook use

13. Experience of using different / past textbooks

14. External references when planning
a. Apps
b. Blackboard
c. Colleagues
d. Internet
e. Past textbooks that were used
f. YouTube
g. Other

15. Factors that affect the use of textbooks
a. Design of the textbook
b. How popular / unpopular certain parts of the textbook are
c. Level of the students
d. Quality of the textbook
e. Topics/themes used in the textbook
f. Other

16. How students’ level affects teacher’s motivation

17. How the number of students affects the teaching process

18. In vivo codes

19. Lesson planning
a. Objectives (how teachers handle objectives)
b. Process of lesson planning
c. Using teacher’s book

20. Most competent in teaching

21. Negative feelings portrayed by teachers

22. Pacing guide

23. Parts of English teachers enjoy teaching the most

24. Parts of the textbook covered best

25. Positive effects of unified exams

26. Positive effects of using textbooks

27. Reasons for adaptations
a. A way to overcome classroom problems
b. Bring content closer to reality
c. Further practise
d. Generate student interest
e. Institutional guidelines
f. Level of the exercises
g. Level of the students
h. Non suitable themes/topics
i. Students’ attitude
j. Used textbooks
k. Time constraints
l. Other
28. Reasons for disliking current textbook

29. Reasons for liking current textbook

30. Reasons for not adapting textbook
a. Culturally suitable
b. Reification of textbook
c. Students’ low level
d. Time limitations
e. Unified exams

31. Reification of textbooks

32. Relationship with the workbook

33. Safety that textbooks offer

34. Students’ negative attitude

35. System of ELI

36. Teacher autonomy

37. Teacher created materials

38. Teacher profile
a. Teacher training

39. Teacher’s views towards adaptation
a. Negative
b. Positive

40. Teacher’s views towards textbooks
a. Negative
b. Positive

41. Teacher’s personal beliefs

42. Textbook metaphors
a. Negative
b. Positive

43. Relationship between teachers and students

44. Using technology in the classroom
a. Reasons
b. Problems that arise


APPENDIX J
Fifth Codebook Version
	Code

	Definition
	Example

	

1. Adaptation techniques:



a. Mostly used adaptation techniques

	



When the teacher talks about the adaptation techniques that she uses the most in her classroom. Also, if she justifies why she uses this specific adaptation technique/s the most
(Adaptation techniques include adding, deleting, replacing, editing).

	



“Adding yes we always add especially in writing. Because the text here doesn’t have solid training for writing.”


	

b. Parts of the textbook mostly adapted
	

When the teacher talks about the parts of the textbook that she adapts the most, and whether she mentions any reasons for doing so.
(Parts of the textbook include reading, listening, speaking, writing, vocab, grammar).

	

“I always replace the speaking activities.”
…………………………………..
“Mostly reading because we don't have much reading here. Every lesson has one reading passage. That's not enough to prepare them for reading.”


	

2. Beliefs about appropriate pedagogy

	

When the teacher talks about her beliefs on appropriate pedagogy. (How certain parts of the language should be taught, how certain parts of the textbook should be covered, or just how teaching in general should be done).


	

“I don’t believe in teaching grammar in rules. I believe that by listening to correct language and using correct language- I make them (the students) memorise their lines. Some people might be against this, but I’m not. Because when they use the language correctly, and she memorises a good chunk of well-written English and speaks it, she’s going to acquire it at some point. She will identify the good structures from the bad ones. So, I like holistic teaching. I don’t like to separate things.”


	

3. Comparison between different textbooks


	

When the teacher talks about a different textbook than the one she is currently teaching. 
(This comparison could be negative or positive).
	

“Headway was highly integrated and Headway would present a language that is more academic so it would sufize my students’ learning needs. This book has got a lot of emphasis on spoken language not academic wise. It doesn’t give consideration to my students’ need for an academic level of English language.”



	

4. Teachers’ personal beliefs









	

When the teacher talks about her personal beliefs on the English language, or on how certain parts of the language should be taught, or on textbook adaptation, or anything related to education in general.


	

“I like doing group work better than pair- work. Pair-work sometimes because they have friends next to them, they use it for gossiping. . .”
…………………………………..
“My philosophy in teaching is caring. These are not just a bunch of kids and you walk in the classroom and say something and then you go out. You have to have care for them.”


	

5. Constraining factors:

a. Exams 
	



When the teacher talks about how not creating her own exams might affect her teaching or her use of the textbook. (Whether positively or negatively.

Or

When the teacher talks about how unified exams in the institution affect her teaching or her use of the textbook. (Whether she sees this as something positive or negative).

	



“Because I never see students’ outcomes and I feel teaching the material not knowing the way in which the questions are formed . . ., it's offensive to me as teacher. It is a very uncomfortable environment for me to teach in.”

……………………..

“because of the unified exams sometimes you cannot skip certain question or this topic is very important and I saw that it has been covered in previous exams so we have to cover. There is no way to skip it or change it.”


	

b. Institutional constraints

	

When the teacher talks about how certain rules |& regulations of the institute may have an effect on her teaching or her use of the textbook.
(Whether positively or negatively.)


	

“We have a pacing guide that we must follow and we are always behind because of the first week of the university people don't show up, but somehow the academic coordinator designed the pacing guide including the first week.”






	

c. Other tasks teacher is required to do


	

When the teacher talks about her workload and how this might have an effect on her teaching or her use of the textbook. (Whether positively or negatively.)

	

“I feel stressed out and the workload makes me more stuck to the textbook, so I cannot be creative anywhere.”


	

d. Students’ attitude towards learning English

	

When the teacher talks about the students’ attitude towards the English language and how this might have an effect on her teaching or her use of the textbook. (Whether positively or negatively.)

	

“we teach 18 hours. Students feel bored or fed up.”


	

e. Students’ proficiency level


	

When the teacher talks about her students’ proficiency level and how this might have an effect on her teaching or her use of the textbook.

	

“Proficiency level is also a factor, I felt it mostly when I taught level 4 last year or the year before. Level 4 the book was very advanced and the students’ level was very weak.”


	

f. Teacher has limited knowledge of some parts of the textbook
	

When the teacher talks about whether having limited knowledge of the English language affects her teaching or her use of the textbook.
	

“I know my limitation is grammar. I understand it, if you ask me I know how to do it but I don’t know how to explain why this is happening”
………………………………………
“I don't think this is a big constraint even if I have a limited knowledge, I can read more about it, and that's it. I'm not gonna have limited knowledge”



	

g. Time constraints
	

When the teacher talks about how time constraints affect her teaching or her use of the textbook.

	

“Because of the time, if I had more time I feel like I would work wonder with these girls.”


	

h. Other

	

If the teacher talks about any other constraining factors, (which are not included in the previous factors) that affect her teaching or her use of the textbook.

	

“I think it would affect the teaching if I'm not interested in the topic.”


	

6. System of the ELI









	

When the teacher discusses anything related to the rules and regulations of the ELI. (or even if the teacher discusses how things are done in the ELI)










	

“They tell you that the ELI is encouraging teachers to move towards communicative based approaches, but in reality we are not really motivated, we don’t have the time to do communicative activities we are pushed to focus more on the grammar sections of the book to focus more on the vocab.”

“There is constant change of teachers especially when there are two teachers teaching the same class. For example, I’m always assigned for two weeks in a class and then they change me with another teacher and I feel this affects the students.”

	

7. Cultural sensitivity and the textbook

	

When the teacher talks about anything related to culture in the textbook.
 (Whether it is culturally suitable or not suitable.)

	

But some things they can’t relate to like moving the house they never do things like that independently over here. It is always with the family.” 


	

8. Culture of university students

	

When the teacher talks about certain ideas or actions that are popular amongst university students. (Whether positive or negative.)

	

“the culture of university students where they don't attend the first week, or for example they don't attend the exam week.” 

	

9. Effects of being exam driven:


a. Effects on the learning process

	





When the teacher talks about how being exam driven affects the students’ learning.

	





It’s hard to get them to focus or to cooperate with you when you do other activities that are not in the textbook or the ones that are more communicative focused than the ones in the textbook.”


	

b. Effects on the teaching process

	

When the teacher talks about how being exam driven affects her way of teaching or her way of using the textbook.

	

“Anything related to grammar in the book I just have to cover each and every one it is very important like I told you the test is grammar oriented.”


	





10. How experience affects the use of the textbook:


a. Experience as a novice teacher

	









When the teacher explains if her experience as a novice teacher affected her way of teaching or of using the textbook.

	








“It's the first time I teach and I was going with the style of teaching every bit in the book so I was behind.” 


	

b. Experience as a student


	

When the teacher explains if her experience as a student had any effect on her teaching or her use of the textbook.

	

“Mainly because of my own experience in writing. I was a very lousy writer and I had a very good instructor, I took writing 1 and 2 with her. so I became a very good writer. So I really know how to take someone from being a lousy writer to somewhat a good writer.”


	

c. Past teaching experiences

	

When the teacher talks about her past teaching experiences and how it affects her way of teaching or of using the textbook.


	

I used to lower effective filters in CBA. I used to play music, we used to play karaoke, we used to watch movies. I can't do this, now. . . So it was nice. I really set a good mood for them to learn and speak.”


	

11. External references when planning for lessons:


a. Apps (applications)


	





Here the teacher talks about any external references that she uses when planning for her lessons other than the textbook. (For example, phone applications that she might use).

	





“I get the progress tests from the teacher’s book and I post it on WhatsApp to them because they don’t have access to that. So we use that app a lot.” 

	

b. Colleagues

	

If the teacher mentions that she asks her colleagues for help when planning for her lessons.

	 

“Sometimes when I have a problem with a certain section or conveying a certain skill, then yes I will speak to colleagues who have covered it and maybe get ideas from them.”


	

c. Internet

	

If the teacher mentions that she uses the internet (Google, YouTube..etc) when planning for her lessons.

	

“The internet usually the internet. I search for games or stuff like that. This is the only thing I use.”


	


d. Past textbooks that were used

	


If the teacher mentions that she uses past textbooks when planning for her lessons.

	


“Past textbooks that were used, yeah. I used to do this before I take for example some pictures from them.”


	

e. Other
	

If the teacher mentions any other references (other than the ones stated above) that she uses when planning for her lessons.

	

“I talk to my husband because he is a teacher too so we discuss things.” 


	

12. How students’ level affects teachers’ motivation

	

When the teacher mentions if the students’ proficiency level has an effect on her motivation to teach. (Whether this affect is positive or negative).

	

“I was more innovative, I found myself honestly working very hard and it took so long from my time to prepare for their lessons . . . But I felt it’s worth it when I get in the class and I see the students’ engagement it encouraged me to work hard.


	

13. How the number of students affects the teaching process


	

If the teacher talks about how the number of students in her class has any effect on her teaching or her use of the textbook.

	

“When you have a whole class discussion, you will have plenty of ideas . . . But when you have few students . . . you won’t have this richness in sharing ideas.”


	

14. Lesson planning:


a. Objectives 


	




When the teacher talks about how she handles the objectives in the textbook. 
(Whether she goes over them when she plans her lessons or not).

	




“I usually look at the lesson at the objectives, in general the big objectives. there are always big objectives and then I rarely look at each practise objective because most of the time we have a certain time-line and pacing guide for the lesson so most of the time the practises’ objectives they take much time if I want to focus on each objective.”



	

b. Process of lesson planning
 

	

When the teacher talks about her way of planning for her lessons. What she does in the process of lesson planning. (Whether she actually plans her lessons or not).

	

“I don't do a lesson plan, but I plan as I teach. I just know what I'm going to teach, what topic, what theme, I put the grammar on slides, I do my own controlled exercises, and then I start teaching spontaneously. There is no real preparation for the lesson.”


	



c. Using the teacher’s book

	



When the teacher talks about the teacher’s book and whether or not she uses it when planning for her lessons.

	



“So I use teachers book when I'm not sure about the objectives.”


	

15. Most competent in teaching

	

When the teacher talks about the parts of English (listening, speaking, reading, writing, vocabulary, grammar) she feels most competent in teaching and why.

	

“It could be vocab, and grammar. I feel I can just be creative, I can do a great job in teaching vocab and grammar.”


	

16. Pacing guide

	

When the teacher talks about anything related to the pacing guide given to them by the institute. (Whether positively or negatively).

	

“But I don’t look at the pacing guide, I never look at the pacing guide, I don’t care about it.”
…………………………..
“We get a very nice pacing guide we are told exactly what we have to follow per week. So it is very structured and it’s very nice to know because everything is organized.”


	

17. The parts of English, teachers enjoy teaching the most

	

When the teacher talks about how she enjoys teaching a certain part of English (speaking, listening, reading, writing, grammar, vocab)

	

“Listening and speaking because it is like a realistic picture of how language is used.”


	

18. Parts of the textbook covered best


	

When the teacher talks about the parts of the textbook that are well covered (Has sufficient amount of exercises, is clear etc..) and her justification for that.

	

“I like the listening parts in the book. They are really culturally sensitive.”
………………………………
“Reading I think the articles are chosen carefully”


	

19. Reasons for adapting the textbook:


a.  A way to overcome classroom problems

	





When the teacher talks about how she adapts the textbook during lessons to avoid certain problems that may occur in the classroom. 


	





“When the listening is lengthy, and when they have listened and I asked questions and they can’t answer the questions, I put the transcript on the board, so it is like support.”


	


b. Bring content closer to reality

	


When the teacher talks about how she adapts the textbook in order to bring it closer to the students’ everyday life.

	


“I would like to adapt a lot as I said depending on the culture of the students to make it more hands on and more personal for them.”
…………………..
“This lesson mainly about safety first, so I tried to make things related to their life. For example I reminded them of when you don't fasten your belts, you will pay some fine.” 


	

c. Further practise

	

If the teacher adapts the textbook in order for her students to have more practise (Usually adding).

	

“About adding: yeah I add of course activities for further practise specially in grammar.”


	

d. Generate student interest

	

If the teacher adapts the textbook in order to make students more interested. (if she feels they are bored for example.)

	

“I have to integrate things into my lesson to inject interesting things because I notice that when I strictly follow what is in the book. I lose the students, I feel they are not really paying attention.”


	

e. Level of the exercises

	

If the teacher adapts the textbook because of the level of the exercises (whether too easy or too difficult).

	

“I never use the Speaking activities in the book because I feel they are too complicated when giving instructions.”
…………………………………
“I make it a little more difficult to challenge and they can cover those challenging activities.”



	

f. Level of the students

	

If the teacher adapts the textbook because of the level of the students. (whether too low or too advanced)
	

“Obviously if the students are good like the ones we get from the placement test . . . they require more effort, so I do get extra materials.”
…………………………………..
“With this group, I am trying to delete as much as possible because they don’t retain anything.”


	

g. Time constraints

	

If the teacher adapts the textbook because of the time constraints she is under.

	

“So I have time pressure so the activities which might not be very important they might be deleted. Sometimes speaking and writing activities I delete it.”


	


h. Other

	


If the teacher mentions any other reasons (other than what has been stated previously) of why she adapts the textbook.

	


“To be honest for that day I just assigned pair-work because there were too many questions and I want them to help each other. I don't usually do this with reading.”


	

20. Reasons for not adapting the textbook:

a. Reification of textbook

	




Reification of textbooks means when teachers idolize the textbook and believe that anything written in it is correct because it is created by natives. 



	




“I try never to delete because I feel if the book is recommending it, it is definitely a valuable skill or activity the students need to cover.”


	

b. Time limitations

	

If the teacher does not adapt the textbook because of time limitations.

	

“I rely almost a hundred percent on the book because for time limitation I can't go here or there.”


	

c. Unified exams

	

If the teacher does not adapt the textbook because of unified exams.

	

“because of the unified exams sometimes you cannot skip certain question or this topic is very important and I saw that it has been covered in previous exams so we have to cover. There is no way to skip it or change it.”


	

d. Other




	

If the teacher states other reasons (other than the ones previously stated) of why she does not adapt the textbook.


	

“Good conscious is a soft pillow and for example when I delete, I feel that my mind is blaming me for doing that so I never delete.”





	

21. Reasons for disliking current textbook

	

When the teacher talks about why she dislikes the textbook she is currently using.

	

“It’s just all over the place, it is not organized so much information crammed into pages.”


	

22. Reasons for liking the current textbook

	

When the teacher talks about why she likes the textbook she is currently using.

	

“The audio tracks that we have, have a variety of accents which gives you a real picture of them. So that is really good.”


	

23. Reification of textbooks

	

When the teacher talks about the textbook in an idolizing way.

	

”textbooks are made by people who have long years of experience. Some textbooks are really good, really nice.”


	

24. Relationship with the workbook

	

When the teacher talks about the workbook and whether she uses it or not. (Whether positively or negatively).

	

“many of the students don’t have work-books they don’t buy them they don’t bring them to class so it is a real stumbling block.”


	

25. Students’ negative attitude

	

When the teacher talks about students’ negative attitudes. (Whether it is towards the language, towards the teacher, towards life in general..etc) 
	

“When it's attitudes, I really sometimes don't know how to deal with the students. since not just their attitudes towards learning. Their attitudes. Their life attitudes, my problem.”
……………………………..
“The level 4 students who come from the placement test at the beginning of the year, they have the same problems in attitude, but at least they make up for it they are good students work wise, apart from that they have the same rude attitude but they are obnoxious as well seeing that they know English. So, every set of them have their unique set of problems.”


	

26. Teacher autonomy

	

When the teacher talks about her professional independence in the ELI and whether she can make autonomous decisions about what to teach and how to teach.

	

“teacher autonomy. There is none! ZERO! I can't cancel a class.”
………………………………….
“the teacher has no say in it. It’s like we’re just moving a herd of goats and sheep in one direction.”


	

27. Teacher created materials

	

When the teacher talks about her experience in creating materials. (If she has any)
	

“At the beginning it was from old textbooks the ones I taught in my previous workplace. But after that, I started doing my own speaking activities.”


	

28. Teacher profile




	

When the teacher talks about her education, qualifications, how long she has been teaching…etc



	

“My specialty is in testing and evaluation so my background is deeply related to teaching English language. But I have done an MA and PHD in English literature just to be close to the language”





	

29. Teacher training




	

If the teacher talks about any training she had undertaken, whether pre teaching service or within her teaching profession.

	

“The author of this book. She came here and she gave us almost three or four workshops on how to use that textbook.”
……………………………..
“It was part of teaching training that I did it was how to use a textbook to utilize the textbook in a way to suit your students’ learning needs.”


	

30. Teacher’s views towards textbooks
(Positive)

	

When the teacher talks about her opinion on textbooks in general. (Positive opinion)

	

“|I know the value of the textbook. It's not a belt, it's not a prison, it is not a dark devil. I need it especially with beginners you need something to start from.”


	

31. Teacher’s views towards textbooks
(Negative)


	

When the teacher talks about her opinion on textbooks in general. (Negative opinion)

	

“I just don't like textbooks in general. I would rather design my own lesson. Honestly.”


	

32. Textbook metaphors
 (Positive)

	

When the teacher uses metaphors to describe the textbook. 
(Positive metaphors)

	

“It's a big world that we can travel in all its corners.”
………………………..
“it’s like a bible.”




	

33. Textbook metaphors
(Negative)
	

When the teacher uses metaphors to describe the textbook. 
(Negative metaphors)

	

“Quicksand”
……………………..
“It is demoralizing for teachers.”


	

34. Relationship between teachers and students

	

When the teacher talks about her relationship with her students. This does not have to be a literal description but may be a hint of the relationship through scenarios that the teacher mentions in the interview. Anything that you can sort of feel through the teacher’s words.
 (Any scenarios that sort of give a feel of the relationship between the teacher and her students, whether positive or negative)


	

“I do activities sometimes single individuals and sometimes I am doing it in groups, and if they ask for groups I give them single, when they ask for single I give them groups this is what I do for them this is my revenge so yes, this is it.”
…………………………….
“You also will be surprised of the kind of the level of their thinking and the kind of ideas they give to you so I enjoy that so much. I enjoy listening to them.”



Appendix K
Final Codebook Version
	Code

	Definition
	Example

	1. Adaptation techniques:



a. Mostly used adaptation techniques

	



When the teacher talks about the adaptation techniques that she uses the most in her classroom. Also, if she justifies why she uses this specific adaptation technique/s the most
(Adaptation techniques include adding, deleting, replacing, editing).


	



“Adding yes we always add especially in writing. Because the text here doesn’t have solid training for writing.”


	b. Parts of the textbook mostly adapted
	When the teacher talks about the parts of the textbook that she adapts the most, and whether she mentions any reasons for doing so.
(Parts of the textbook include reading, listening, speaking, writing, vocab, grammar).

	“I always replace the speaking activities.”
…………………………………..
“Mostly reading because we don't have much reading here. Every lesson has one reading passage. That's not enough to prepare them for reading.”


	2. Beliefs about appropriate pedagogy

	When the teacher talks about her beliefs on appropriate pedagogy. (How certain parts of the language should be taught, how certain parts of the textbook should be covered, or just how teaching in general should be done).

OR

When the teacher talks about her personal beliefs on the English language, or on how certain parts of the language should be taught, or on textbook adaptation, or anything related to education in general.

	“I don’t believe in teaching grammar in rules. I believe that by listening to correct language and using correct language- I make them (the students) memorise their lines. Some people might be against this, but I’m not. Because when they use the language correctly, and she memorises a good chunk of well-written English and speaks it, she’s going to acquire it at some point. She will identify the good structures from the bad ones. So, I like holistic teaching. I don’t like to separate things.”
…………….

“I like doing group work better than pair- work. Pair-work sometimes because they have friends next to them, they use it for gossiping. . .”
…………………………………..
“My philosophy in teaching is caring. These are not just a bunch of kids and you walk in the classroom and say something and then you go out. You have to have care for them.”


	

3. Comparison between different textbooks


	

When the teacher talks about a different textbook than the one she is currently teaching. 
(This comparison could be negative or positive).
	

“Headway was highly integrated and Headway would present a language that is more academic so it would sufize my students’ learning needs. This book has got a lot of emphasis on spoken language not academic wise. It doesn’t give consideration to my students’ need for an academic level of English language.”



	
4.Constraining factors:

a. Exams 
	


When the teacher talks about how not creating her own exams might affect her teaching or her use of the textbook. (Whether positively or negatively.

Or

When the teacher talks about how unified exams in the institution affect her teaching or her use of the textbook. (Whether she sees this as something positive or negative).

	


“Because I never see students’ outcomes and I feel teaching the material not knowing the way in which the questions are formed . . ., it's offensive to me as teacher. It is a very uncomfortable environment for me to teach in.”


……………………..
“because of the unified exams sometimes you cannot skip certain question or this topic is very important and I saw that it has been covered in previous exams so we have to cover. There is no way to skip it or change it.”


	
b. Institutional constraints

	
When the teacher talks about how certain rules |& regulations of the institute may have an effect on her teaching or her use of the textbook.
(Whether positively or negatively.)

OR

When the teacher discusses anything related to the rules and regulations of the ELI. (or even if the teacher discusses how things are done in the ELI)


	
“We have a pacing guide that we must follow and we are always behind because of the first week of the university people don't show up, but somehow the academic coordinator designed the pacing guide including the first week.”


…………………..


“There is constant change of teachers especially when there are two teachers teaching the same class. For example, I’m always assigned for two weeks in a class and then they change me with another teacher and I feel this affects the students.”
…………………………………
“They tell you that the ELI is encouraging teachers to move towards communicative based approaches, but in reality we are not really motivated, we don’t have the time to do communicative activities we are pushed to focus more on the grammar sections of the book to focus more on the vocab.”



	
c. Other tasks teacher is required to do


	
When the teacher talks about her workload and how this might have an effect on her teaching or her use of the textbook. (Whether positively or negatively.)

	
“I feel stressed out and the workload makes me more stuck to the textbook, so I cannot be creative anywhere.”


	
d. Students’ attitude towards learning English

	
When the teacher talks about the students’ attitude towards the English language and how this might have an affect on her teaching or her use of the textbook. (Whether positively or negatively.)

	
“we teach 18 hours. Students feel bored or fed up.”


	


e. Students’ proficiency level


	


When the teacher talks about her students’ proficiency level and how this might have an effect on her teaching or her use of the textbook.

	


“Proficiency level is also a factor, I felt it mostly when I taught level 4 last year or the year before. Level 4 the book was very advanced and the students’ level was very weak.”


	f. Teacher has limited knowledge of some parts of the textbook
	When the teacher talks about whether having limited knowledge of the English language affects her teaching or her use of the textbook.
	“I know my limitation is grammar. I understand it, if you ask me I know how to do it but I don’t know how to explain why this is happening”
………………………………………
“I don't think this is a big constraint even if I have a limited knowledge, I can read more about it, and that's it. I'm not gonna have limited knowledge”



	g. Time constraints
	When the teacher talks about how time constraints affect her teaching or her use of the textbook.

	“Because of the time, if I had more time I feel like I would work wonder with these girls.”


	h. Other

	If the teacher talks about any other constraining factors, (which are not included in the previous factors) that affect her teaching or her use of the textbook.

	“I think it would affect the teaching if I'm not interested in the topic.”


	5. Cultural sensitivity and the textbook

	When the teacher talks about anything related to culture in the textbook.
 (Whether it is culturally suitable or not suitable.)

	But some things they can’t relate to like moving the house they never do things like that independently over here. It is always with the family.” 


	



6. Culture of university students

	


When the teacher talks about certain ideas or actions that are popular amongst university students. (Whether positive or negative.)

	


“the culture of university students where they don't attend the first week, or for example they don't attend the exam week.” 

	7. Effects of being exam driven:


a. Effects on the learning process

	



When the teacher talks about how being exam driven affects the students’ learning.

	



It’s hard to get them to focus or to cooperate with you when you do other activities that are not in the textbook or the ones that are more communicative focused than the ones in the textbook.”


	b. Effects on the teaching process

	When the teacher talks about how being exam driven affects her way of teaching or her way of using the textbook.

	“Anything related to grammar in the book I just have to cover each and every one it is very important like I told you the test is grammar oriented.”


	
8. How experience affects the use of the textbook:


a. Experience as a novice teacher

	




When the teacher explains if her experience as a novice teacher affected her way of teaching or of using the textbook.

	




“It's the first time I teach and I was going with the style of teaching every bit in the book so I was behind.” 


	
b. Experience as a student


	
When the teacher explains if her experience as a student had any effect on her teaching or her use of the textbook.

	
“Mainly because of my own experience in writing. I was a very lousy writer and I had a very good instructor, I took writing 1 and 2 with her. so I became a very good writer. So I really know how to take someone from being a lousy writer to somewhat a good writer.”


	
c. Past teaching experiences

	
When the teacher talks about her past teaching experiences and how it affects her way of teaching or of using the textbook.

	
I used to lower effective filters in CBA. I used to play music, we used to play karaoke, we used to watch movies. I can't do this, now. . . So it was nice. I really set a good mood for them to learn and speak.”


	9. External references when planning for lessons:


a. Apps (applications)


	


Here the teacher talks about any external references that she uses when planning for her lessons other than the textbook. (For example, phone applications that she might use).

	



“I get the progress tests from the teacher’s book and I post it on WhatsApp to them because they don’t have access to that. So we use that app a lot.” 

	
b. Colleagues

	
If the teacher mentions that she asks her colleagues for help when planning for her lessons.

	 
“Sometimes when I have a problem with a certain section or conveying a certain skill, then yes I will speak to colleagues who have covered it and maybe get ideas from them.”


	
c. Internet

	
If the teacher mentions that she uses the internet (Google, YouTube..etc) when planning for her lessons.

	
“The internet usually the internet. I search for games or stuff like that. This is the only thing I use.”


	
d. Past textbooks that were used

	
If the teacher mentions that she uses past textbooks when planning for her lessons.

	
“Past textbooks that were used, yeah. I used to do this before I take for example some pictures from them.”


	e. Other
	If the teacher mentions any other references (other than the ones stated above) that she uses when planning for her lessons.

	“I talk to my husband because he is a teacher too so we discuss things.” 


	
10. How students’ level affects teachers’ motivation

	
When the teacher mentions if the students’ proficiency level has an effect on her motivation to teach. (Whether this affect is positive or negative).

	
“I was more innovative, I found myself honestly working very hard and it took so long from my time to prepare for their lessons . . . But I felt it’s worth it when I get in the class and I see the students’ engagement it encouraged me to work hard.


	
11. How the number of students affects the teaching process


	
If the teacher talks about how the number of students in her class has any effect on her teaching or her use of the textbook.

	
“When you have a whole class discussion, you will have plenty of ideas . . . But when you have few students . . . you won’t have this richness in sharing ideas.”


	
12. Lesson planning:


a. Objectives 


	



When the teacher talks about how she handles the objectives in the textbook. 
(Whether she goes over them when she plans her lessons or not).

	



“I usually look at the lesson at the objectives, in general the big objectives. there are always big objectives and then I rarely look at each practise objective because most of the time we have a certain timeline and pacing guide for the lesson so most of the time the practises’ objectives they take much time if I want to focus on each objective.”


	b. Process of lesson planning
 

	When the teacher talks about her way of planning for her lessons. What she does in the process of lesson planning. (Whether she actually plans her lessons or not).

	“I don't do a lesson plan, but I plan as I teach. I just know what I'm going to teach, what topic, what theme, I put the grammar on slides, I do my own controlled exercises, and then I start teaching spontaneously. There is no real preparation for the lesson.”


	c. Using the teacher’s book

	When the teacher talks about the teacher’s book and whether or not she uses it when planning for her lessons.

	“So I use teachers book when I'm not sure about the objectives.”


	13. Most competent in teaching

	When the teacher talks about the parts of English (listening, speaking, reading, writing, vocabulary, grammar) she feels most competent in teaching and why.

	“It could be vocab, and grammar. I feel I can just be creative, I can do a great job in teaching vocab and grammar.”


	14. Pacing guide

	When the teacher talks about anything related to the pacing guide given to them by the institute. (Whether positively or negatively).

	“But I don’t look at the pacing guide, I never look at the pacing guide, I don’t care about it.”
…………………………..
“We get a very nice pacing guide we are told exactly what we have to follow per week. So it is very structured and it’s very nice to know because everything is organized.”


	15. The parts of English, teachers enjoy teaching the most

	When the teacher talks about how she enjoys teaching a certain part of English (speaking, listening, reading, writing, grammar, vocab)

	“Listening and speaking because it is like a realistic picture of how language is used.”


	16. Parts of the textbook covered best


	When the teacher talks about the parts of the textbook that are well covered (Has sufficient amount of exercises, is clear etc..) and her justification for that.

	“I like the listening parts in the book. They are really culturally sensitive.”
………………………………
“Reading I think the articles are chosen carefully”


	17. Reasons for adapting the textbook:


a.  A way to overcome classroom problems

	


When the teacher talks about how she adapts the textbook during lessons to avoid certain problems that may occur in the classroom. 


	


“When the listening is lengthy, and when they have listened and I asked questions and they can’t answer the questions, I put the transcript on the board, so it is like support.”


	


b. Bring content closer to reality

	


When the teacher talks about how she adapts the textbook in order to bring it closer to the students’ everyday life.

	


“I would like to adapt a lot as I said depending on the culture of the students to make it more hands on and more personal for them.”
…………………..
“This lesson mainly about safety first, so I tried to make things related to their life. For example I reminded them of when you don't fasten your belts, you will pay some fine.” 


	c. Further practise

	If the teacher adapts the textbook in order for her students to have more practise (Usually adding).

	“About adding: yeah I add of course activities for further practise specially in grammar.”


	d. Generate student interest

	If the teacher adapts the textbook in order to make students more interested. (if she feels they are bored for example.)

	“I have to integrate things into my lesson to inject interesting things because I notice that when I strictly follow what is in the book. I lose the students, I feel they are not really paying attention.”


	e. Level of the exercises

	If the teacher adapts the textbook because of the level of the exercises (whether too easy or too difficult).

	“I never use the Speaking activities in the book because I feel they are too complicated when giving instructions.”
…………………………………
“I make it a little more difficult to challenge and they can cover those challenging activities.”



	f. Level of the students

	If the teacher adapts the textbook because of the level of the students. (whether too low or too advanced)
	“Obviously if the students are good like the ones we get from the placement test . . . they require more effort, so I do get extra materials.”
…………………………………..
“With this group, I am trying to delete as much as possible because they don’t retain anything.”


	g. Time constraints

	If the teacher adapts the textbook because of the time constraints she is under.

	“So I have time pressure so the activities which might not be very important they might be deleted. Sometimes speaking and writing activities I delete it.”


	h. Other

	If the teacher mentions any other reasons (other than what has been stated previously) of why she adapts the textbook.

	“To be honest for that day I just assigned pair-work because there were too many questions and I want them to help each other. I don't usually do this with reading.”


	18. Reasons for not adapting the textbook:

a. Reification of textbook

	


Reification of textbooks means when teachers idolize the textbook and believe that anything written in it is correct because it is created by natives. 



	


“I try never to delete because I feel if the book is recommending it, it is definitely a valuable skill or activity the students need to cover.”


	b. Time limitations

	If the teacher does not adapt the textbook because of time limitations.

	“I rely almost a hundred percent on the book because for time limitation I can't go here or there.”


	c. Unified exams

	If the teacher does not adapt the textbook because of unified exams.

	“because of the unified exams sometimes you cannot skip certain question or this topic is very important and I saw that it has been covered in previous exams so we have to cover. There is no way to skip it or change it.”


	
d. Other




	
If the teacher states other reasons (other than the ones previously stated) of why she does not adapt the textbook.


	
“Good conscious is a soft pillow and for example when I delete, I feel that my mind is blaming me for doing that so I never delete.”





	
19. Reasons for disliking current textbook

	
When the teacher talks about why she dislikes the textbook she is currently using.

	
“It’s just all over the place, it is not organized so much information crammed into pages.”


	20. Reasons for liking the current textbook

	When the teacher talks about why she likes the textbook she is currently using.

	“The audio tracks that we have, have a variety of accents which gives you a real picture of them. So that is really good.”


	

21. Reification of textbooks

	

When the teacher talks about the textbook in an idolizing way.

	

”textbooks are made by people who have long years of experience. Some textbooks are really good, really nice.”


	22. Relationship with the workbook

	When the teacher talks about the workbook and whether she uses it or not. (Whether positively or negatively).

	“many of the students don’t have workbooks they don’t buy them they don’t bring them to class so it is a real stumbling block.”


	
23. Students’ negative attitude

	
When the teacher talks about students’ negative attitudes. (Whether it is towards the language, towards the teacher, towards life in general..etc) 
	
“When it's attitudes, I really sometimes don't know how to deal with the students. since not just their attitudes towards learning. Their attitudes. Their life attitudes, my problem.”
……………………………..
“The level 4 students who come from the placement test at the beginning of the year, they have the same problems in attitude, but at least they make up for it they are good students work wise, apart from that they have the same rude attitude but they are obnoxious as well seeing that they know English. So, every set of them have their unique set of problems.”


	24. Teacher autonomy

	When the teacher talks about her professional independence in the ELI and whether she can make autonomous decisions about what to teach and how to teach.

	“teacher autonomy. There is none! ZERO! I can't cancel a class.”
………………………………….
“the teacher has no say in it. It’s like we’re just moving a herd of goats and sheep in one direction.”


	25. Teacher created materials

	When the teacher talks about her experience in creating materials. (If she has any)
	“At the beginning it was from old textbooks the ones I taught in my previous workplace. But after that, I started doing my own speaking activities.”


	26. Teacher profile




	When the teacher talks about her education, qualifications, how long she has been teaching…etc



	“My specialty is in testing and evaluation so my background is deeply related to teaching English language. But I have done an MA and PHD in English literature just to be close to the language”





	
27. Teacher training




	
If the teacher talks about any training she had undertaken, whether pre teaching service or within her teaching profession.

	
“The author of this book. She came here and she gave us almost three or four workshops on how to use that textbook.”
……………………………..
“It was part of teaching training that I did it was how to use a textbook to utilize the textbook in a way to suit your students’ learning needs.”


	28. Teacher’s views towards textbooks
(Positive)

	When the teacher talks about her opinion on textbooks in general. (Positive opinion)

	“|I know the value of the textbook. It's not a belt, it's not a prison, it is not a dark devil. I need it especially with beginners you need something to start from.”


	29. Teacher’s views towards textbooks
(Negative)


	When the teacher talks about her opinion on textbooks in general. (Negative opinion)

	“I just don't like textbooks in general. I would rather design my own lesson. Honestly.”


	30. Textbook metaphors
 (Positive)

	When the teacher uses metaphors to describe the textbook. 
(Positive metaphors)

	“It's a big world that we can travel in all its corners.”
………………………..
“it’s like a bible.”




	
31. Textbook metaphors
(Negative)
	
When the teacher uses metaphors to describe the textbook. 
(Negative metaphors)

	
“Quicksand”
……………………..
“It is demoralizing for teachers.”


	32. Relationship between teachers and students

	When the teacher talks about her relationship with her students. This does not have to be a literal description, but may be a hint of the relationship through scenarios that the teacher mentions in the interview. Anything that you can sort of feel through the teacher’s words.
 (Any scenarios that sort of give a feel of the relationship between the teacher and her students, whether positive or negative)


	“I do activities sometimes single individuals and sometimes I am doing it in groups, and if they ask for groups I give them single, when they ask for single I give them groups this is what I do for them this is my revenge so yes, this is it.”
…………………………….
“You also will be surprised of the kind of the level of their thinking and the kind of ideas they give to you so I enjoy that so much. I enjoy listening to them.”
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Overview

The ELI Preparatory Year English Language Program (ELI PYELP)
forms the major and mandatory component of the KAU
Preparatory Year Program for all newly admitted full-time KAU
students. The program consists of a General English Track (GET)
for students whose majors use Arabic as the medium of
instruction and an Academic English Track (AET) for students
whose majors employ English as the medium of instruction. Both
tracks are designed to help students achieve intermediate
language proficiency levelin the use of the English language,
mapped against the Bt band set by the Common European
Framework of Reference (CEFR). For the GET students, this is
equivalent to approximately a 5 or above in General IELTS ora 45
or above in the iBT TOEFL. For the AET students, this is equivalent
to approximately a score of 55 in the academic [ELTS or a similar
IBT TOEFL score of 59. This represents the minimum level of the
English language proficiency required by KAU for college entry
following the Preparatory Year Program.

The ELI PYELP s delivered by experienced and well-qualified
faculty members to approximately 18,000 full-time male and
female students each year on the two ELI campuses. The ELI
leadership and staff are always on hand to assist students and
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2 2 Whatwould you doif you dign't understand the instruetions for:
+ using a new camera? + ordering online? + assembling fat-pack furniture?

b Have you ever had a problem with nstructions? What happened?

2 CREED Listen to Vishals phone call o 3 computer helpline.
1 What'sthe problem? 2 Do they manage o solve the problem?

b Putthis summary of the phone cal in the correct order.
The tochnician:

2 tests the signal and says it's OK

explains how Vishal can check his internet connection,
tells Vishal totest is equipment using a different socket.
gives Vishal some advice about hs router.

Suggests turming the computer off and on again,

D Listen again o check.

4 a Complete 18 from the conversation with these verbs in the correct form.

Using squipment

[oren s oy v etk ot
Tt g s e |

1 Hoveoutried gyl andonsgoi
2 e honingaou tchnct . et
3 sk andenoguns

& Toutresto [ ———

s oot Part nd NevorkComectns
T —

7 ovthmeto g

. [—————

> A Ltnto ek

€ Have you had a computer problem recently? Can you remember how you fixed t?
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4 4shutlldnwv.1 ick on it ‘
b €3EED Listen to check. Practise saying 1-5. >

a CEEX Listen to lnmu'c‘u_e’m for using a piece of equipment. What do you think it is?

b Write instructions for a piece of equipment you often use. Don't say what the
equipment is.

€ Listen to each other's instructions. Can you guess what they are for?

SRA e 1 a Some verbs can be followed by -ing. Match 1-6 with a-f to make sentences.
\echs g 1 My router keeps a leaving your router on all the time.
2 Have you tried \ b getting a new one?
3 Tryand avoid ¢ switching everything off and on again?
4 You should think about d going wrong.
5 Have you considered e moving everything again.
6 lcan'tface f turning it off at night.

b In which sentences 1-6 is the speaker:
a complaining? b giving advice and suggestions?

2 a Complete Vishal's conversation with Leo using the expressions in the box.
Put the verbs in the correct form.

avoid using can't face coming tried talking considered working keeps asking

wisuar 1! to work tomorrow.

LEO Really? I thought you liked your job. What's the problem?

wisHAL  I'm having computer problems. It's a nightmare!

LE0 Ohno. Haveyou? — toahelpline about it?

wisiaL  Hal Yes, they just tell you to tum everything off and on again!

w0 Yes,Iknow.Canyou® _____ your computer for a day?
wisuaL  Not really. I've got an urgent job that I need to finish.

o Hm. Haveyou* ____athome?

wisuar  That's a good idea, but my four-year-old daughter 3
play games with her when I'm at home.

LED ‘Tell her you'll play with her in the evening if she doesn't interrupt you all day.
wiswat  That might work, Yeah, maybe I should stay at home tomorrow.

me to

nd practice, pi39 b What would you do in Vishal's situation?

SPEAKING 3 Think of two or three things in your life you aren‘t happy about. It could be:

* some equipment that doesn’t work

* an arrangement you don’t want to keep

* something you have to do at work

* someone who's annoying you at the moment

4  Talk together about your problems. Make suggestions and give each other advice.
Try to use the verb + -ing expressions from 1a.

My computer keeps crashing., =
Have you thought about getting a new onij
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Unit 6

HELPLINE  If you're not an existing
customer, press one. If you're
phoning about a technical problem,
please press two. Due to the high
number of calls today, you will have
to wait in a queue to be answered.
You are currently number three in the
queue. We are sorry for the delay. You
are stillin a queue.

Technician  Hello. How can | help you?

visiaL  Oh hello. I'm having problems

with my computer. | haven't been able

to get online today.

Right. Have you tried switching

everything off and on again?

Yes. I've already tried that. | still can't

get online. Er, and this isn't the first

time - it keeps happening.

OK. Do you have a router? [Mm-hm.]

Have you turned it off and on again?

Yes. | have. That didn’t work either. My

router keeps going wrong

T Well, there may be a problem with it.

Have you considered getting a new

one?

This one is brand new. It's the third

one I've had.

OK, | understand. Well, try and avoid

leaving your router on all the time

if you can. You should think about

turning it off at night.

Oh, OK. I didn’t know about that.

If you hold on a minute I'l check your

signal ... Hello, are you there?

Yes, I'm still here.

Well, you've got a signal this end, so

it's not the line. You'll need to check

your internet connection. Have you

done that?

Er, no, not yet. Can you tell me how to

do that?

Yes, of course. If you go to Start -

that's the button in the bottom left

corner of your screen.

<

- <

<
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OK, right. What do | do next?

Click on Control Panel and open
Network Connections and tell me
what it says

Sorry, hold on a minute, | don't know
where that is.

OK, can you see the Control Panel
screen?

Yes. There are a lot of icons. Which
one should | open?

Network Connections.

Oh right, | can see it now. OK, I've
opened it.

What does it say?

Oh. It says the Local Area Connection
is unplugged. But it's not. I've checked
and I've plugged everything in.

OK. You'll have to shut everything
down, unplug your router and
computer and try opening the
Internet by using the main socket.
So, you're saying I've got to take
everything out of my office and set

it up in another room? | did that a
few months ago. | can't face moving
everything again.

I'm sorry, but I'm afraid you'll have

to test each piece of equipment
separately to see where the problem is;
So, this will show me if it's the router
that's the problem?

Yes, or ifit's the socket you're using.
OK. And there’s nothing else you can
do to help me?

Not until you've tested the equipment.
I mean, we can send an engineer out
to test the line but that will cost you
€50. And if they come out for nothing,
that's a waste of money.

OK. I'l give it a go then. Thanks for
your help and advice.

No problem. Do give us a call back if
that doesn’t work.

Thanks. Bye.
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Have you thought about ... ?

ORAMBAR 1 a Some verbs can be followed by -ing. Match 1-6 with a-f to make sentences.
leaving your router on all the time.
getting a new one?

switching everything off and on again?
going wrong.

moving everything again.

turning it off at night.

My router keeps

Have you tried

Try and avoid

You should think about
Have you considered

| can’t face

b In which sentences 1-6 is the speaker:
a complaining? b giving advice and suggestions?

2 a Complete Vishal's conversation with Leo using the expressions in the box.
Put the verbs in the correct form.

N WN -
"o an ow

avoid using can't face coming tried talking considered working keeps asking

1! _______towork tomomow.

VISHAL — =
LEO Really? I thought you liked your job. What's the problem?

visiaL  I'm having computer problems. It's a nightmare!

o  OhnoHaveyou?
Hal Yes, they just tell you to turn everything off and on again!

to a helpline about it?

VISHAL

LEO Yes, | know. Can you 3 your computer for a day?
visiaL  Not really. I've got an urgent job that I need to finish.

o Hm Haveyou® = _athome?

visiaL  That's a good idea, but my four-year-old daughter A me to

play games with her when I'm at home.
LEO Tell her you'll play with her in the evening if she doesn't interrupt you all day.

wiswae  That might work. Yeah, maybe I should stay at home tomorrow.

b What would you do in Vishal's situation?
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Think of two or three things in your life you aren’t happy about. It could be:

« some equipment that doesn’t work

* an arrangement you don’t want to keep

* something you have to do at work

* someone who's annoying you at the moment

Talk together about your problems. Make suggestions and give each other advice.
Try to use the verb + -ing expressions from 1a.

My computer keeps crashing.
)i P P Y Have you thought about getting a new one?
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WRITING & a {3 Listen to instructions for using a piece of equipment. What do you think it is?

b Write instructions for a piece of equipment you often use. Don’t say what the
equipment is.

¢ Listen to each other’s instructions. Can you guess what they are for?
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What do I do next?

6.2 goals

TV 1 Read two true stories about following

instructions. What did eacl

h person do wrong?

©  otorist in Germany caused thousands of euros’
worth of damage after following his satellite navigation
system too carefully. When the 53-year-old from Freiburg
was instructed to “Turn right now”, he immediately drove
his 4x4 off the road, went through a building site, up a
stainway and crashed into a small toilet block.

An elderly Swedish woman ended up travelling

along a baggage chute at Stockholm airport after
misunderstanding instructions on check-in signs. The
woman was supposed to be boarding an international
fight, but instead of going to the departure lounge, she
followed her suitcase onto a luggage belt.
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7.1 goal

Personal qualities

MENNTIVTTR 1 Read the orticle about Mohammed Saeed Harib. What kind of person do you

think he 187

1 i 107 Dubal, Moharmed Soed o .
Mohammed 2.5 e e ommationcaroon e
i called Froej. After starting to study architecture o
Saeed Harlb s de sl 2t e =
Soon e s @ GenrtArsand i
i hy ot animatio was ot popi
e Ari e, s b s
ool e s heoen il

Tl me about Haribs industry ot that i i th rgion, it v
education. a great challnge,notleast for fncia
Harb's edcation began  reasons,

with  course in Arciecare, but ftr he 50 how did Froej eventually becoma

st year b chose  explorea diffrent  successful?

major, and he soonchose Arts Eventaally  Haribgave s idea 10 the Young Business
e setied on General Ars and Anmation.  Leaders' Organisation n order o ol

How did his amily oact? financial support aud e working v
He has alvays reeived excelen support. 500 peopl ntwo different countres
from bis family paricularly frombis st eisode of Freejappeared i 2000,
father who told him to sty whatever  was an immediste sucoss.

‘made him happy. Has Harib been suocessfol in any other

‘Where id the ideafo Frogjcome from?  ways?
Back i 1998, when he was sll studying,  Cortaily hs has. Harib s an

Harlb' sketchbook included characters  socomplshad photographer and a gra;
which would evetaally become part o designer, and has produced logos o

thefamous animation serios Free) organisations as prostigious s the D
How did the animationseries begin?  nternational Film Festival. e hat 1
After groduatng and retursing 0 the  been involve in thestrcal and mevie
'UAE,Harb et with tho CEO of Dubai  productions,and isthe winner of sever

Media Cty avd they discussed bowthe  internationa] wards fo his
skotch charactrs could become s cartocn  wrk.
Show. Becauso there w10 animation

2 a Read the artice again. Find four facts about how Harib produced Freej and two
facts about his other successes in ife.

b Tellyour partner which of the facts you found the most interesting. Giv reasons.
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VOCABULARY %

Matching people.
to jobs and
activities

Personal
quatities.

I’s the kind of job that ...
1 a Read these opinions about success. Do you agree? Why? Why not?

You need to have faith in & ., have to have discipiine to keep
the people around you. gy oing, mentally as well as physically. o
Naoko, Japan Anne, Ghana

66 ., can't be successtul it &6 4, have 1o have initiative. You can't

you don't have any talent. g g wait for someone to tell you what to dof

Lucilla, Brazil Craig, Scotland

You need to have confidence.
People listen to confident poeople.gy g

Asim, Egypt Juan, Spain

b What personal qualities do you need:

1 inthe army? 4 when you fail at something?
2 when you work alone? 5 if you want to be famous?
3 inan emergency? & tobea businessperson?

© Talk together. Do you have the same or different ideas?

CEEXD Listen to an interview about a famous architect,
Zaha Hadid. Put these topics in order:

= designs - education - inspiration

CEEXB Listen again. Which of these

things does Fatima say are important?

You need to ..
never give up.

work with your former professors.

have a lot of confidenct

tecture and teach at universities and colleges.

be able to take rejection.

design a football stadium.

have discipline.

Look at the sentences from the interview. In which other jobs are these qualitie

important? Make a list. 2

NOGAWN

someone never gives up-
You need to be who 2
1 the kind of person can take rejection
( You have to be | 4he sort of person | that
T something needs a Lot of discip
2. [ the kind of job that | requires a lot of con!
the sort of thing paohlaidonit really unders

Work alone. Write three or four sentences about your job or someone else
Use .!pr'sslonl from 1 and 4. -

Pperson who keeps going -...
Tell each other about the jobs. Find someone in your class. m.., P
for each job.

b Tell the class who you chos:
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A great character
STIYTITI 1 0oyouowna cart fnat whatar T

would you Uke to own? I you do, how do You

people and their cars.

2 3 Youregoing o resdanrtloabout people and ek 8.

Befors you read, do you think these st
its driver.

to them.

acar with its driver.

1 Acar camot provide any information about
2 Drivers tend to want a car that is similar
People often connect the characteritics of

b Read the article. Wht does it say about 1-37

i NEWSONLINE [\

What your car says about you ‘

Whether you know tornot,the car you choose to drive can reveal ot about you. ‘
Wihen you'e looking for & new cr, you may think youi 1o ooking fo ey, good value for
money, o someting 1o mpross your rends. But, whethar you rals o not, you'r reallylooking
0ra carthat reflects your atttude anc your prsonaldy. Bellve it o no, we are what we drive.
Dr James Camuthes a the Universty of
Idaho has been researching and teaching
the psycnology of rving for over 15 years.
Accordng to Carrthers, cars terd 10 be
idealad by thei owners, and whether the
cars prciica, sporty raditona, modem
o glamorous, owners are ook for rats
that miror how they soo thamselves.
*People ften have an mage of the ideal
| Gar i thei head, and tey transte the
car's pafoct characerstio o th cive
Camihers sad. Ho added thatpeople
tend o have a negative responss o crvers
of o or dity ars. Soma people g s0
offended trat they doiver a mossage,
witanfrom the car's pont of view:
“Wash me.”

3 Think o people you know with cars. Do you tink thercar
about them? Give examples. R 2 ting

4 Which photo A-D shows:

3 Fordpeoplecarier? w2007 MiniCoopar?  Porsche 550 pycer

5 a CRED Listen to four people talking abou their cars.atch the people 14 wi
photos A-D in 4. O

b GRED Listen agan. Areanyof the peope similar 1 thei cars? I what way?
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h g ek !

Personally cripton pp152-

nteresting. bright
2 afan strange  person [3 a mice  quybwoman
calm 1" charming.

difficult
1o gl charact
miserable

b Choose expresslons from 6a to complete these sentences.
1 Mybossisa She's not asy 1o got on with.
2 It was fascinating alkingto your brother He's  very
3 Mynewassistantisa___ He Learns things realy quckly.
4 Thatteacher s sucha. . Sha never smiles atanyone.
5 The now managing directorisa . |just don't understand him
6

My brother fnds it easy o get whatever he wants. He's such

Think about how to describe them

STV 7 2 Think o people you've met i the Lt ive yea

using the expressions in 2.
B Talk together Ask questions t ind out more.

My new nelghbour's a very nteesting person t‘""")\(]“"‘” i

1 a Complete the sentences from the listening with the words in the grey boxes.

Camparing “Than check i the srip on pp152-3.
Comparatives o - WT
1 Ws__ more comfortabl, i
| 2 Tnisks __ beter thananyohercarFveeverhad. falat | abit
3 its___ s relisbe as other cors s slighty
4 Thiscargivesme ____ more leasure thananything else. | for | marginally
[ Al
as.as
5 fmamolland _asfumny-looking atmost just
moot___aslovelyas mycare nearly
4 & Tmnot__asloveyas my o R

b Match mesnings 1-31wth A-D n the highiighted expressons above
1 asmelldiference b2l 2 abigdiference 3 thesame

2 You can stress a word to compare or contrast tvith something else.
D Listen and notice which words have contrastive stress in this sentence:

Fim ot nearly as lovely as my cr is.
b Which words can you stress to make acontrast in thes sentences?

1 lalan food i great,but Indian foodis wonderful oo
2 [msimiar to my siste, but get on better with my bother:
3 He sn't quite asintellgant 35 me, but hes richer!

Practise saying the sentence

Choosa  friend or family member and use the highlighted expressions i 1a to
wrie five or six sentences about:

ways you'e simiar and diferent.
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Talk ahout people who
have influenced you

EYCTITIC 1 Oiscuss the quastons

‘ 1 Canyou remember the name o you st

+ teacher?
« friend?
+ collsague?
+ boss?
4 member about them?
2 What ind of person were they? What do you remennt e
3 Which kinds o people tend to be role models for young pEOpLein your couniry’

D Listen to Asha talking about two people who have influenced her.

Who are they?

b €D Listen again. How did each person influence Alsha? Make notes.
Then read the script on p153to check

3 Can you remember who Alsha s talking about in each sentence?

Describing Her confidence made a huge impression on me
someonc's She really got me interested i the subject.
nfluence She relly helped me to be mysel, | suppose.

She made me much more confidert,
She encouraged me to go on to universiy
She really had aithIn me.

She Inspired me to do beter.

b Which highighted expressians above are followed by:

« averb?
+ 3 noun or pronoun?
+ 2 comparativ adjective?

otalk about two or three people who have influenced you.

+ ateacher « afriend
« aneighbour + afamily member
+ acolleague. + someane famous.

b Think about how to talk about;

1 thicpesanlityHowas3gretcharsler St s th et geron
2 ey changedyou” i mad me oot e

2 Talk about your people n groups. Ask questions to find out more,

My mum encouraged me to study abroad.
Really? Has she travelled a ot herself?
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Across cultures Conversation ‘dos and don’ts’

1 Match the pictures A-H with these topics.

age religion money work politics health home family

2 a €EED Listen to Ruth from the UK.

1 Which topics does she say are OK to talk about?
2 Which topics are not OK?

b €3ED Now listen to Amina from Kuwait. What does she say about
the topics?
Use these expressions to write three sentences about conversation
dos and don'ts in your country.

| usually / don’t usually talk about ...

It's not OK / not polite to discuss ...

It's OK / polite to talk about ...

People don't usually like talking about ...

4 Talk with other students.

| don’t usually talk about money with people |
don't know well, but it's OK to talk about work ...
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GRAMMAR 1

Future forms

Gram: reference
and practice, p138 b

Look at the sentences from the conversations. Which future form do the speakers use;

a todescribe a plan they've already made [before speaking|?
b to express a decision (at the moment of speaking|?
¢ todescribe something they're sure will happen [because it's been arranged|?

1 [I'tlcall Amy now, then I'll call you back. OK? will + infinitive
2 She's staying this weekend. present progressive

3 I'm going to find a ladder. be going to + infinitive

Read the conversation between Rob and his mum and@ho best forms.
Maria  How can I help, darling?

ros  Just sit down and relax, and ‘,I,'_r_r;‘mqmm a cup of tea.
maria  Oh, good. Do you have any plans today?

ROB OK. Do you want to do anything later?
uaria  Well, actually, I'm quite tired after the journey. I think “I'll go / I'm going to bed early tonight.
] Good idea. By the way, I've got a surprise for your birthday, Mum.

theatre programme.

Compare your ideas and explain your choices. Then listen to check.
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AMMAR i
5 a Verbs are followed by different patterns. Complete the sentences with the correct
Verb patterns

word from the article or the script, then check your ideas above and on p155.

1 Theytendtoremember _they said in their account.

2 |lcanremember it ____he was wearing a rugby shirt.

3 Then | remembered = ____ pick up the phone

4 | remember _____howhe got in there.

b In which sentence 1-4 is remember forget

followed by: P> verb to be unable to remember a fact,
e e tion word? something that happened or how to do
b toinfinitive? d that? something: I've forgotten his name.

10> [+ that] I forgot that the meeting was today.
2[> [+ question word] /'ve forgotten how this
machine works.

b Which patterns can follow these verbs? 3> [+ ing] I'll never forget seeing the
Himalayas for the first time twenty years ago.
4> [+ to infinitive] to not remember to do
something: Sorry, Lforgot to post your letter.

6 a Look at the dictionary entry for forget.
Which patterns from 5b does it have?

remind know understand find out

Check your ideas on p130.
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Your abilities
IV 1 3 Have you over taken an 0 test?

b Read the artcte from an educational magazine. Which intelligence types might
elp with these activites?

+ doing your accounts + playingtennis + writing a poem
« designing a building + staying happy + resolving an argument

[ eir own
What is intelligence? 5, o i e wesre

= Not just a high IQ concentrating on a subject :/hv:‘hm»"ww :

A VrstnguiatcPope v hgh vsatinuic
e thon ot tllgancesvesproposes g e o it 30 s
by Howard Gardrner in 1983. Ho beleved tht the They are typically good at reading. writing, teling.
e S e e o e o g i dts
1Q test) didr't acknowiedige the wide ‘hey tend to leam best by reading, taking otes,
e .,

Here s 3 summary of e i
types ofmligeno rat i A
it O Al
ore hos 1o G it o
Teasoning o numters.
peopl wih s bty ece
"t scmifc nking ara
‘estgaton,and s ho
Syt perior comgles
Cactations. Tactonal
Concepts of ntllgenc,
orig et aviiy n s
e
© Masical T area os
0.0 witn i, usie
an hosong. Those who
avo 3 ngh ve of musia
inoligence are abl 0 $ng o
ey msica insments. ey
can a0 ofen compose sk and
I leam best b teng o ocures.
7 Viuspatio Pl vith song vt st
5 ialy ver oot Viuaiang oo

Al ly manipulating objects. They have a good isual
Intrapersonal Those who are strong in this el i They o

by v o ke 0 ok

sense o Grecton an may heve.
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7.1 goal

T —,
Work-life balance

What do you do?
4 a Match each picture A-D with  ob and study subject

Work and - —
studies 1 Jobs_an accountant_achef_a doctor_an engincer

Studysubects_chtering _sccointing_engindering_mediine

® e

_ b What other jobs and subjects do you know? Look on p145 for ideas.
2 a What obs and subjects are good for people who like:

working with their hands?

thinking of new ideas?

warking with people?

working with numbers?

finding out new things?

6 helping people?

1 really like working with | 2
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2 Read the introduction t

Lookat the pictures. What changes can you see?

o the aticle about urbanisation. Why do you think so many

peaple around the world are going t live in cities?

e iewpoint.con/ubarword

 Life i cities il be vy diferent fom how it is
today. Energy, especiallyoi, will be very exersive,

50 many people wil probably work at home, o have
their wokplaces close to where thy fve. Therel be
\ess tafic on th roads, and it be easier for people

to e close to thelr fanile. For these reasons cities
won't have just one centre where everyone goes to work
and shop. Instead, well prosably see cities with many
diferent centes.

L il be diffcult o provide enough water, gas and
electricityfor eally big cite, 5o these will pobatly
stop groning. Many people fiom the courtryside will
move to smaller cities of 500,000 people o less.
Transport over long distances wilbe 3 (ot more
expensive than it s now, 50 peopl will have to use food
200 energy from the countrysde around thei ctes.

| Viewpoint - The urban world in 2050

In 1900, fust 13 per cent of the world's people tved n cities. [n 2008, the
number passed 50 per cent for the frt time in history. By 2050, the number will
be about 70 per cent. The urban population in Asia and Afrca will doutle, and
there will e nearly 30 “megacities” - cities with more than 10 million people.
So what willife be ike for peaple i the cities of the future? Professor of
human geography Ben Rhodes describes his vision of the urban world 10 2050.

Professor Ben Rhodes.

They1l use local materials for building, and perhaps.
raditonal sylesof rchitecture too.

The thing T realy worry about is that eneray may
hecome too expensive for mary peopl. In the end we
might have two groups of people: a rch group which
can afford energy and lives in clean, green areas, and
bigger, poore group which can't aford it and has o live
i the more poluted parts of the city. This might lead to
serious political problems

«Cities near the sea willprobably experience some exra
problems. AS temperatures around the world go up, 2
levels will se and mary places will have probiems with
lcoding. Some cities will be OK, some may even fnd

that the change in the climate i good for them, but

others il need help. We realy need to strt planning
for this now. g

3 Read the rest o the artcle. In which paragraph 1~4 does Professor Rhodes talk

abou thes

topics?

a Cities and the countryside c

b Cities near the sea

Energy, money and politics
4 Working and living n cities
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4 Read the article again. Tick (/) the predictions Professor Rhodes makes.

Cities will have many centres.

There will be more traffic.

People will move to the countryside.
There might be political problems.
Some cities near the sea will need help.
Sea levels won't rise.

8 Cover the article and use the words from the box to complete the sentences.

The environment = 3 =
‘dean.green climate flooding gas oil polluted sea levels traffic lransportl

WA -

1 Energy, especially . will be very expensive.

2 There'll be less on the roads.

3 Itwill be difficult to provide enough water, and electricity ...

4 over long distances will be a lot more expensive.

5 We might have two groups of people: a rich group which lives in

areas ...

6 ..and a poorer group which has to liveinthemore __________ parts of the
city.

7 Astemperatures around theworldgoup, __________ will rise and many
places will have problems with 2

8 Some cities may find that the change in is good for them ...

6 Write a paragraph about your country or city. Which places:

* have the worst traffic? « sometimes have problems with flooding?
* have the most popular green areas? « are the most polluted?
+ might have problems if sea levels go up?

I think that Cairo has the worst traffic. There are lots of cars in the city and it takes a
long time to get anywhere.

Making predictions

1  Read sentences 1-5. Then complete the grammar table with the highlighted words.

h, might, mey. 1 There'll be less traffic on the roads.
2 Cities won't have just one centre.
3 Big cities will probably stop growing.
4 Energy may become too expensive.
5 This might create two groups of people.
‘—‘ﬁ
I'm sure I'm not sure I'm sure
won't might 2 3
1
‘It=will won't = will not
2 What do you think the world will be like in 20507 Make sentences with the words.
1 people / have / free time 5 food / expensive
2 families / have / children 6 people / do/ exercise
3 children / study / home 7 English / important
Oramar reE 4 people / use / cash / shops 8 people / happier
and practice, p136 People will probably have less free time.

m 3 a Think of three more predictions about life in 2050.

b Compare all your predictions from 2 and 3a in groups. Talk about your ideas.
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tinned food

Food and you
—__reaoine Il

2

Lok at the pictures. Which kinds of food do you prefer to buy? Why?

Read the article by Judi Bevan. Which paragraphs:

a are about suparmarkets now? ¢ compare shopping in the past and present?
b are about shopping in the past?

In defence of supermarkets

* ke supermarkers. 1 can buy a week's shopping in inety minuts, giving me time (0 help
my daughter with her homework, o read a good book in the bath.

 Supermarketssell an amazing cholce of fresh and frozen food. If | want 0 spend hours
cooking a three-course dinner for friends, I can find al the ingredients  need at my local
supermarket. I 1 choose an Htalian meal, there are poreini mushrooms, fresh basl and
mozzarella cheese. 1 | want some other cuisine ~ Indian, Chinese or French — herbs, pices
sauces and vegetables from every continen! are only a few minutes away

2 On theother hand, when I'm tired and just want to pu together a quick family mea, [ can
buy a ready-made lasagne or curry, abag of sald and some fresh fuit —and stat cating it ten
minutes after I get home.

“Thenks to supermarkets, | can now shop all day from early morning to lte at night. In some
stores 1 can even shop 24 hours.

#When I was s child, my mother didn'thave these choices, s she went o thre o four
depressing it shops every day to buy what she needed. These shops opened from 9 am t0 5
pm Monday to Saturday, and they ll closed on Thursday afternoons.

©The food was not always good, there was almost o choice and the shopkeepers were not
very friendly. And st tha time, food wes very expensive. Cream on strawberries was a uxury,
and roust chicken was forspecial occasions only.

7 Not many peopie would say tha shopping in thei local supermarket on § crowded Sarurday
morming makes them happy: Buti's mach, much beter than what we had befor.
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VOCABULARY 3 a Match 1-3 with a-c.
AND WRITING

1 Iwas on the way to

a washing up and | dropped it.

Saying how
sor:e?hmjc 2 | was in the middle of b take a photo and it just slipped out of my hand.
happenedJ 3 |wastrying to ¢ work and | slipped on the ice and fell over.

b Which of these endings can follow 1-3?

« change a light bulb « cooking dinner « the shops
¢ the airport = openabottle ¢ having a shower

¢ Now imagine accidents in these situations. Write a sentence for each. Use the
verbs in 2a.

| was on the way to the shops when | dropped my keys.
| was trying to open a bottle when | broke the glass and cut my hand.
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8.

o resonc IR

Fashion sense

1 fashions today?

CHANGING IMAGE 9

This exhibition shows how ideas of beauty and
fashion change with culture and time and are
often connected to money, beliefs and lifestyle.

I n 1624, King Louis Xil of

France started wearing.
a wig because he was
bald. Soon fashionable men

in Northern Europe started
wearing wigs, like the man
in this picture. Under the
Wig, his hair is shaved o tied
back.
This 18th-century woman fas got 2 large white wig. She is
wearing White make-up and has got a black beauty spot
show her pale skin. Pale skin was fashionable for hundreds
of years in Norther Europe because
it showed that you didnt work
outside in the filds. Then,
in 1923, fashion designer
Coco Charel came back
from holiday with a tan.
Suddenly 2 tan showed
you had a let of money
and coud travel to_ ot
countries. By the 19705,
tens were very popular in
Europe,

Read the guide to an exhiition on the h

.2 goal

T Ry,

story o fashion. Which part, 10r 2. tays

4 hairstyles? |
5 skin?

fay, Indian fashions changs from o1
to piace, This woman is wezring <,
the traditional dress of Indian uorr.

The type of sari often shows 3 woman
occupation and religion and where she cc
from. She's got & special necklace to sho 1
she's married, and a red dot on her forene
often called  bindi. Traditionaly, the binci .
Shows that someone is maried, but nowg

fot of unmarried women and even children b,
bindis because they are fashionable.

Most Indian women wear traditional ress &,
men in towns and cities in all regions of I-d.
usually wear wester-style clothing, lie shi
and trousers. In villages, owever, many e o
still more comfortable in traditional clotr
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TASK 3

You're going to write about an experience: either an accident or a natural event you
have experienced. First, think about how to:

« explain the background to the story /was living in ...

« explain what you were doing [ was on the way to ...

« describe the events /wentto.../saw...

* say how you felt about the experience amazingly ... luckily ...

= explain your understanding of the events Later, / realised ... |didn’t know ...

I was living in Bahrain at the time. | was driving to work when suddenly the car in front
of me went off the road and hit a lamp post ...

Read each other’s stories and ask questions to find out more.
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Jane My daughters a little bit accident-
prone. Luckily, she's never been
seriously hurt, but her silliest
accident was a couple of years ago,
She had a friend round to play and they
were playing some kind of game on
the stairs. | was working in my study
atthe time and | didn't know what they
were doing. | could hear that they were
having a very good time, laughing a
lot, but then suddenly it all went very
quiet and | got this horrible sense that
something was wrong. So | went to
find out what was going on and, er,
sure enough Megan was lying flat on
her back at the bottom of the stairs.
next to a surfboard. | immediately
realised what had happened. Megan
had tried to surf down the stairs on her
surfboard! Her friend hadn't come to
tell me what had happened. She was
just sitting on the stairs looking really
terrified. Megan couldn't breathe
properly because of the fall, and she
could hardly speak or move but | didn't
know why at the time. Obviously, | was
worried she'd done something terrible
to her back or neck. So | called a
health advice line and they said, “Look,

I think you should call an ambulance.”
So, we got Megan to the hospital.
Erm, | can't really remember what
happened next, but fortunately, in the
end, she was fine. She'd hurt herself
allttle bit, but her back was OK. She'd
just scared herself so much that she
couldn't move and she frightened

the life out of me, but luckily, nothing
much was wrong with her.
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Work in A/B pairs. A, read the story below and answer these questions.
B, read the story on p123 and answer the questions.

How did Turki feel about leaving Qatar?
What did he do in the café?

What did the man give him?

What mistake did Turki make in the café?
What did Turki do when he woke up?
Why was he glad he missed his flight?

ook wN =
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1 aComplete the conversations with the correct verb forms.

pickup ring put the phone down

1 A Where were you when | ATk,

B | was in the middle of washing up. When |
finally . thephone, you

notwant run fall break
2 A Whydidn'tyoutellmeyou
your leg?

B Sorry,|____________tobotheryou.I'm
fine.

A So, what happened?
B Well, | ¥ for the bus and |

_over.

[not have have go |
B A LSS vou & B
good holiday?
B No, we
actually.
A Oh dear! Why not? You've been there before,
haven't you?

__avery good time,

B Well, wesie WSS never

. — _to that hotel before, and it
was really unpleasant.

b Take turns to start conversations 1-3.
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Complete the sentences

h the correct form of the
adjectives.

1 Itsmuch ___ [(wet)in the north of the country
than in the south.

2 He's (relaxed) person | know,
3 Amieismuch___ (happy) now than she was.
4 Jaynieisas _____[good) at her job as Matt is.
5 He'smuch_ _______lenergetic) than | am.
6 That's the (bad) meal I've ever had here.
7 Thisreportisn'tas (interesting) as
the last one.
8 Isthisthe _~ (good) hotel you could find?
2 Order the words to make sentences.

1 the / Running the marathon / is / difficult thing / I've
ever done / most .

cheerful / when it's sunny / I'm usually / more .
getting a taxi / Getting a bus /is / easy /as /as .
frozen vegetables / good / | think / as / fresh ones /
are/as.

intelligent / person | know / My brother / most / is/
the .

worst / way to travel / Organised holidays / the / are -
to get fit / than / Doing exercise / a healthier way / is/
dieting .

as/last summer /isn’t / This summer / nice / as -

N G AWN

®
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Making predictions
1

will, might, may

Read sentences 1-5. Then complete the grammar table with the highlighted words.

There'll be less traffic on the roads.
Cities won’t have just one centre.

Big cities will probably stop growing.
Energy may become too expensive.
This might create two groups of people.

 -—
I'm sure I'm not sure I'm sure
won't might 2 2

s -

‘lL=will won't = will not

What do you think the world will be like in 2050? Make sentences with the words.

1 people/ have / free time 5 food / expensive

2 families / have / children 6 people / do/ exercise
3 children / study / home 7 English / important
4 people / use/ cash/shops 8 people / happier

People will probably have less free time.
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______GRamMAR ]

Complete the sentences from the website with words from the box.
Real conditionals

‘IL(x2) might should (x2)

If + present,

will / might / should + infinitive

| 1 Ifyou visit the park, you not find them all!

; 2 if you visit during the working week, | you avoid the crowds.
3 Ifyou are interested in perfume, you love the famous frankincense trees.
4 if you visit during the summer months, | you wait for the cooler evening hours.

If you want to buy some frankincense, | you find plenty in the Souk Al Hafa.

4 Write recommendations for visitors to your country.
If you're interested in sightseeing, you will love
If you want to do some shopping, you should go
If you enjoy trying local food, you might like
If you like the desert, you'll

If you come in the winter, you should

o g r W N -

If you're interested in
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Read the introduction to a newspaper article. Why did Kath Kelly decide o tive on 3

pound a day?

HOW I LIVED ON £1 A DAY

At47, Kath Kelly made a sudden decision to change her lfe
Outonc evening with friends, Kath - who was sharing,
ahouse and working asa part-time language teacher
‘complained that she could not aford a wedding present
forher brother Danny: Soshe announced thatshe would
surviveon £1 2 day for the 12 months up 10 his wedding.

expressions

%>

Shecame up with o of grat ways 0 save money.

2 a How many ways of saving money can you think of? Make a list.

b Look at Kath's advice for saving money.

1 Match the tips to pictures A-E.
2 Were any of your ideas the same as Kath's?

\TH’S MONEY-SAVING TIPS

1 Gotoalibrary if you want to use the Inernet or read the papers.

2 Doyour shoppingat the end of the day when food shops reduce their prices.

3 Keep your teabag after making a cup of tea. Use it atleast twice, but leave it in the cup.
onger cach ime.

4 Visit people and leave notes f they're out instead of making phone calls.

5 Pickfruitfrom bushes and trees whencver you walk anywhere.
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Living cheaply

Read the rest of the article about Kath Kelly.

1 How did she save money?
2 Did she buy the wedding present?
3 How did the experience change her?

She continued o see her

friends, but gave up going o

afés osee them. “Tnstead
of meeting for lunch ina

caé.as we used to, wed take
sandwiches and home-made

soup and eatin the park”
Kath made the soup every
moming from chicken

carcasses given away by her

local butcher and whatever
cheap vegetables she could
find She found out that

il food shopsofien sell whatever scf over atthe end of
day very cheaplybecause they cannot keepit overnight

e picked fruit from bushes and trees and looked out for

“Tyasthe queen of te buffet. Every time there

apublicevent and a crowd was nceded. | vasthere. |

my mates out o free
“| was the

queen of

the buffet.”

gotridofher

mobile phoneand cycled 0 friends housesif she wanted o
speakto them, leavinga noteif they werc ou, and she used
thelibrary for freeinternet acces.

Shealso picked up coins dropped inthesrcct and managed
tocollct €117 athird of herannual budget. Shesaid: T
keptitfor emergencis,butin the end | didt need it soat
theend ofthe year | gave it o chariy” Kath says one of her
bestipsis o hand out small gifts whenever you can - what
youreceivein return will usually be ofa greater value.

Sheeven managed afree trp to France to visit her brother
by hitchhiking through the Channel Tunnel During the
365 daysofher experimen she successflly kept o her
budge,going over oy once, when she had to visita
dentist. By the end of the year,Kath was ble o use some

of the £10,000 salary she had saved up to buy aspecial
‘wedding present for e brother Danny and his bride Sarah.

Kath bas written a book about her year ofliving cheaply
called How I Lived On Just A Pound A Day. The
experience haschanged her outlook on ife dramaticaly.
Shesaid: Before | enjoyed spending money on trats, ke
chocolateand weekends away,but now  doritsee the need
for expensive things.  dorit spend much atall, thoug
probably morethan £1a day”
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Instructional Week 1

Practice for Students

Optional
Tgalcher Outside of Class
Pack
. . Printable Self-study | Writing
Unit | Learning Outcomes Coursebook | Worksheets | Pack Essentials
« talk about music
« talk about what to do in your free time
Reading:
11 Listening: can understand enough to be able to meet needs of a p. 10-11 11.12
’ concrete type provided speech is clearly and slowly articulated ) I
(A2+) (2 of 5)
-- can understand the main points of radio news bulletins and
simpler recorded material about familiar subjects delivered
relatively slowly and clearly (B1) (5 of 5)
« talk about past events and present activities
« talk about sport and exercise
Reading: can understand short, simple texts on familiar matters of 1A-M
1.2 | aconcrete type which consist of high-frequency everyday or job- p. 12-13 - y 2.1
related language (A2+) (2 of 7) music
-- can find and understand relevant information in everyday
material, such as letters, brochures and short official documents
(B1) (50of 7)
« talk about past events and present activities 1B
« talk about your interests and how they started D
angerou
1T |, o . . p. 14 9 p. 6 3.1
Listening: can understand the main points of radio news bulletins S
and simpler recorded material about familiar subjects delivered pursuits?
relatively slowly and clearly (B1) (5 of 5)
Writing: write messages of request and invitation to different
eople .
pecp 1C-Right
1.W Reading: can understand basic types of standard routine letters p. 16 for you'; p.7 4.1
and faxes (enquiries, orders, letters of confirmation etc.) on familiar )
topics (A2+) (4 of 7)
« talk about personal experience
« talk about your studies
2.1 Listening: can understand the main points of radio news bulletins p. 18-19 p.-9
and simpler recorded material about familiar subjects delivered
relatively slowly and clearly (B1) (5 of 5)
« talk about personal experience
« talk about your work ZAT
2.2 Reading: can understand short, simple texts on familiar matters of p. 20-21 Workcling
a concrete type which consist of high-frequency everyday or job- words
related language (A2+) (2 of 7)
« talk about personal experience
« talk about your studies
. 2B-Career
2T talk about your work p. 22 P. 11
. ladder
Listening: can understand enough to be able to meet needs of a
concrete type provided speech is clearly and slowly articulated
(A2+) (2 of 5)
Instructional Pack: Level 103- Module 2 vA  Academic Development Unit p.9
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« ask people to repeat, spell things and slow down
2C-CV

2. + show you understand .24 .
S y P genie

p.12 | 5.1,5.2

« take a phone message

« give opinions

31 « talk about food and eating p. 26-27 p. 14
Reading: can recognise significant points in straightforward
newspaper articles on familiar subjects (B1) (6 of 7)

Notes for Instructors

Instruction is to begin immediately from the start of the module. Instructors are asked to
follow the pacing guides regardless of the number of students that attend. Students should
be informed of this expectation when they arrive to the class. Students that are absent
should be encouraged to make arrangements to receive support during their instructor’'s
normal office hours to enable them to catch up on any missed classwork.
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| Getting together

VOCABULARY 1 a Look at the different kinds of movie in the box. Tick [v) the ones you like.
Movies

documentaries comedies action movies animated movies

| like documentaries drama science fiction movies horror movies biopics
because | like learning

about the world. b Talk in pairs. Do you like the same kinds of movie? Why do you like them?
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Read the schedule again. What films can you see if you:

like serious movies?

want to have a good laugh?

are busy in the evening?

want to watch a movie with your children?
enjoy long movies?

GO wWN =
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1 2 What are the comparatives and supertatives of th

joctves in the table?

Comparing

things. One sylable Two sylables | Twoor more. Irregular
endingin-y | syllables
coldhot large | heawy careful_important | good_bad_far

colder,the coldest
1 Use words rom 12 o complete th sentences. GEED Then isten to check.

Comparatives and superlatives as..28. g

You have to be on the roads. Iweighed 1 kg and was as_____as 2 melon
That's than the surface of the sun Risntas_____as Siberia
hailstone fel in Bangladesh in 1986.
thing i 1o drink a ot LA =

2 Look at sentences 1-5. Which highlighted expressionls) means:
abig difference? a small diference? exactly the same?
1 W usually -5 to -10°C but t can get a Lot colder.
2 Peopleprefer to goto much hotter countries.
3 You should be abit more careful in the hot sun.
& Moscow s almost as cold as Sberia.
justas cald as Moscow.

il 3 Completethe paragraph about Pakstan with these adjectivesin the correctform.

[lerge_big _frightening _hot_cald 2] _heavy

When 1 was i, I1ived i Labore in Pakistan. 1 the
second_largest _city in Pakistan ater Karachi. The
. weathor n Lahore is extrome during the summer. The

*_ months aro May, June and Juy, when
temporatuios can iso 10 40-45°C. The®
ranfall is i July and August during the monsoon. Tho.
©___ months are December Jamuary and

February,but it doosn't often get than
9°C. What I emember most clearly i the hall.
Hallstones aliost as as tonais balls
‘would hitour houso. Thioy could break windows
and damage cars However.the’
 moments were the dust storms, when the sky tumed
black in the middle of the doy.
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(young —younger)

The woman is old. The man is older than the woman.

The woman is old, but she is younger than the man.
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bigger

(small- smaller)

The polar bear is big.
The elephant is bigger than the polar bear.

The polar bear is big, but it is smaller than the elephant.
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Yogurt is tasty, but ice cream is tastier than yogurt.




image43.jpeg




image44.emf

image45.emf

image46.emf

image47.png




image48.png
Fill in the correct form of the words in brackets
(comparative or superlative).

My house is (big) than yours.

This flower is (beautiful) than that one.

This is the (good) book I have ever read.

Non-smokers usually live (long) than
smokers.

Which is the (dangerous) animal in the
world?

A holiday by the sea is (good) than a holiday

in the mountains.

It is strange but often a coke is (expensive)
than a beer.

‘Who is the (rich) woman on earth?

The weather this summer is even (bad) than
last summer.

He was the (intelligent) thief of all.
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4 2 Which verb A-C from Fran's tory:

Narrative verb :
forme. 1 tells us about a finished action or event in the past?
2 explains the background to a past action or event? .
3 tells us that an event happened earlier than another event?

o Past simple regular ending -ed
I was living® in Sr Lanka when the tsunami hit®. | bt progressive was /were +ing
We found out there had been®an earthquake. | pact parfect had + past participle

b Match A-C with the three past tenses on the right.

5 a Circle the correct verb forms in Fran and Anténio’s stories.

asmo 'Did you have to /We tomovetoa |  awtowo Everyonejust left their workplaces and they
different town? | immediately "headeci/ were heading down to the
man  No, we 2stayed / were staying because the water | sea. ... And as soon as the light ®tarted.
t then subsided very quickly, and then it was quite | ‘starting changing the birds *went. / had gone
... There were lots of people on the street who '%were

special sunglasses and other things
ipse through and people ''were.
jaround with it bits of card

astRo Your family probably was very worried for you . Iremember thinking that it was really odd that the
Fan  Well, my parents Swere actualy visiting / actualy whole town "was o} gone to the beach in

the middle of a working day to see this strange event.

Visited me at the time.

b In pairs, check your ideas together. Then check in the script on p149.
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GRAMMAR Narrative verb forms

2 a Work in pairs. Complete the story with the verbs
in the box in the correct form.

' have hear drive ring get notsee

When my wife ! _to say she
2 thebaby, | immediately
B inthecarand® quickly

towards the hospital. | was nearly there when |

J _a loud siren. | ¢ the
police car behind me. ...

b Add one or two more sentences to finish the story.
Then compare your ideas with another pair.
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Talking about now
~crammar

Present
progressive

Match 1and 2 with A and B.

1 I work for a bank. (present simple)
2 I'm planning my seminar. (present progressive)

A Now.
B Allthe time.

2 a Complete the sentences.

Present progressive: be + -ing.

[} °

I'm planning my seminar. He isn’t watching the news.
Dean____ working on a report They ___ working at the moment.
2} “n

_ youfeeling OK? Yes, |am

s he working hard? No, he

What you doing these days?
What _____they studying?
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3

Read the article about José Luis and Kamal. Where do they live and work?

I live here but | work 800 kilometres away

José Luis Garcia, a father of four from
Argentina, lives in a small village in
the province of San Luis but works in
Buenos Aires, 800 kilometres away.

“I grew up in my village and I love it
here but the good jobs are in Buenos
Aires;” he says. “I have to travel for
fourteen hours on the bus on Friday
and Sunday nights but it's OK. I don’t
want to live in Buenos Aires. It's an
exciting place but it’s quite polluted
and parts of it can be dangerous.

The village is on the Chorrillos river,
near the mountains. It's safe and quiet
- a great place for my wife and kids”

‘There are more and more people like
José Luis all over the world. Many
people now live and work in very
different places as cities become
more expensive.

Kamal, a Saudi businessman, works
in Riyadh but lives in Jeddah. He
flies to Riyadh on Sunday mornings
and flies back to Jeddah on Thursday

evenings, where his wife Sara and
two young children live in a big
family apartment.

“Our new place in Jeddah is three
times bigger than our old apartment
inRiyadhandit'snexttothesea’ says
Kamal. “We have a beautiful view of
the Red Sea, it's five minutes from
the kids' school and 20 kilometres
from the airport. The flying’s OK. It
two or three hours but I only do
twice a week.”
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Read again. Answer the questions about José Luis and Kamal.

1 How long are their journeys?

2 When do they travel?

3 What do they have near their homes?

4 Who do they live with?

5 Why do they live and work in different places?

Do you know anyone like José Luis or Kamal?




image54.jpeg
Work-life balance

SO WHAT DO YOU

DO ALL DAY?

Pete Chappell, 19,
catering assistant,
North Sea oil platform

(" Work 12 hours

I work 12 hours on, 12
hours off. Every day, | help
prepare three meals -
breakfast, lunch and dinner
- for 300 people. | make ten
different fresh salads, peel

a 50kg bag of potatoes and
wash up hundreds of dishes. | carry a lot of heavy boxes of food
fo the kifchen and it’s very hot in there, so by the end of the day
I'm very tired, but the time goes fast.

() Me 1 hour

After work, | spend 45 minutes in the gym doing weight
training. This helps build the strength you need for the job.
Then | have a shower.

(5 My evenings 3 hours

There's always a film to see in the platform’s ‘cinema’. This
is in @ small room, so only about 30 people can see a film. |
go maybe twice a week. Everyone knows everyone else and
it's good fun. We also spend a lot of time talking and some
of the guys tell amazing stories. I'm learning a lot about life
out here!

@) Sleep 7-8 hours

Last thing at night, | read in bed or chat with my room mate

for around an hour. This is my time to relax. | need around seven
hours’sleep a night, and | always sleep well because I'm so
tired ofter my day’s work.

Time off 2 weeks

We work on the platform for two weeks, then have two weeks
off. Travelling home takes a whole day. It's great seeing my
friends, but the time goes too fast. Next year, I'm planning

to go 1o a catering college in Aberdeen and train to become
a chef. | don't always want to work on an oil platform. It's

too hard.
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SO WHAT DO YOU
DO ALL DAY?

Amber Hussain, 32,
medical researcher in
Beirut, Lebanon

@ Work 10 hours
1 work for a hospital,
where | plan and organise
research projects. Officially
I work from nine to seven,
but | often stay longer,
especially when we're
working on a big project.

I sometimes work at
weekends too.

Answer the questions. What does Amber ds

every day?
once a week?
on the bus?

in the evenings?

ENTRINTN

(@ Tavel 2% hours
| live in the countryside and work in Beirut, so | spend about

wo and a half hours on the bus every day. It's a lot of time,

but | read a lot.

® Hobbies 1-2 hours
| like learning other languages. At the moment I'm trying

1o improve my English and Spanish. | go to Spanish classes
once a week and I'm thinking about having private lessons
to0. | also watch English TV and read English books and
newspapers.

® Me 31 hours

“Me time' is really important to me, but | get back from work
quite late most days, so | don't spend a lot of time with my
family. | meet friends when | can. But sometimes | do extra
work, so | lose my free time.

D sleep 6 hours

1like going to bed late but | need to get up at six in the
morning to get to work, so I'm always tired. Sometimes |
sleep more at the weekends, but then | have less free time!





image56.jpeg
goals

BENCTTUIMN 1 Read the introduction to the True Story

competition below, What kind of story
did people have to write?

New writing.com mrue story competition

We're delighted to announce the two winners of our True Story competition.
Entrants had to tell us the story of a plan that went wrong in no more than five
hundred words. Each story had to end with the line: ‘It turned out to be one of the
best things that ever happened to me! Here are the two stories from our winners,
Turki Al-Bayan from Qatar and Maggie Renbourne from Ireland.

2 Workin A/B pairs. A, read the story below and answer these questions.
B. read the story on p123 and answer the questions.

1 Howdia Turi feel abou leaving Gatar?
What did he dointhe caf6?

What didthe man give him?

What mistake did Turki make i the café?

‘What did Turki dowhen he woke up?

Why was he glad he missed his light?

Lwas supposed o be leaving Qatar for Germany that afternoon, and I been
up all ight packing so 1 was exhausted. 1d applied fora ob in Germany

because it was a good apportunity, but | wasn'tvery happy aboutleaving

my ife in Qatar. | decided 0 go t0 café before going o the airport o

catchmy plane, which was at two forty-five 1 satat the counter and

started talking (0 this man. I told him I was catchinga plane laer and

that ] was going t0 workin Germany. He pointed to the mirror above

the counter, “Ifthe time s right, there's no way you can miss t” he sad.

Tlooked and saw the clock reflected in the mirror. [t was only en to ten.

Iwas surprised because 1d thought t was much later, bu | was pleased

to have plenty of ime to chat to the man. He asked a ot of uestions buthe

didn'tsay much about himself. Finally, when hestood up o go,he gave me

his card and said to call him if | changed my mind about Germany.

After he left 1 thought Id better check the time. | looked in the mirror: [twas nine olelock,
Howcould itbe nine o'clock? I turned round and saw that it was actually three o'clocks
Fd been looking at the clock's reflection the whole time. What could 1do? [d missed
my flight. All my plans were going ( be ruined, butit was no good getting upset,
Idecided (0 go home and slecp.

Iwoke up a fewhours later and couldn't stop thinking about what the man

had sald. Maybe the time wasn'trightfor my move to Germany. | took

outthe man's business card and decided t ring him. He told me 0 meet

himin half an hour and gave me an address. It was the top company.

in my feld!  was sent to the top floor where I as greeted like an old.

friend by the man. He asked me how would feel about working there.

Ittumed outhe owned the company, and was willng o give me a job.
Icouldntbelieve ! 1 still work there now and I didn't have to leave my

family and friends. So it was actualy a good thing that | missed my fight.

Itturned out o be one of the best things that ever happened tome!
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4.1 goals

Technology firsts

1 Talkabout the questions.
1 Do you have @ mobile? What do you use itfor?
2 Doyou use a laptop? How bigis it? What do you use itfor?
3 Doyou have a personal audio player? Where do you use it?

22 Lookat the pletures. Do you think these sentences are true or false?

1 Mobiles,Laptops and personal audio players were inventions of the 1970s.

2 Theyware allvery expensive

b Read the artcte to check

Three small things that changed the warld

The st moble phone
N Coger,whovertos for Mokl 1 USA rade e s mabie phons n 1973
O Ace 3. e for 0 ol n Now Yotk o sed e 7w phne o colancher
communicatons comsany, AL T wos e (st moble shane all Tn fears o
1963, peclecoui by e moblle 1 $h0s - 1 DynTAC 8000, vos mare thn
300 long o0 16133995,

The firs laplop

Tt 101 oiop os o GRID omposs ABish man, Wil
Noggige,made 1 n 1979 for GRID Syl Corpraion.
5140 a0 340 ot memon 1 s very xpenshe. .
Singular | Plural $9.000, bt he US govemment hed te sl computer
el Dought ot of e NASA sed o GRID Composs o e 5o
T D Shutl n h ary 19505

cassette | cassttes

university | universities The first personal audlo player

company  companies || AGemonBuzhos Ao Re, mod e Seecbe i 1972 hd hodphones and sedcasees -
et woredpope by i e Py went.Hemefcoco'sof s companés 1y
otheSrsobe 50 Pk corvar o weotheodshones o ke o music n publc” oo -

Qo femra] || sos .l el audper e 15 Sy Wokman s s e -

3 Read the article again and complete the notes.

The irst mobie phone
Name: byaTAC 5000K.
Inventor:

The first personal
audio player
Name:

I
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clumsy?

‘What makes one person have more accidents than
another? Most people would say that it’s to do with
taking risks. Take fewer risks and you'll have fewer
accidents. But is taking risks really a matter of choice?

Some experts believe that whether or not you take risks in life
has a lot to do with your upbringing. Some parents are stricter
and more careful with their children, so those children tend to
grow up taking fewer risks and being more cautious. Other
parents are more relaxed with their children, so these children
tend to take more risks.

But why do children tend to be more accident-prone than
adults? During childhood and adolescence, the body grows
very quickly. There seem to be periods in these years when
our brain and body are at different stages of development.

Our arms are longer than the brain thinks they are, so we
knock things over; our legs are longer than the brain believes,
0 we trip over easily.

Another explanation has been offered by scientists in Spain
who have found a possible link between the number of hours
a child watches TV and how accident-prone they are. The
research suggests that the more time a child spends watching
TV, the less they are developing their physical co-ordination
skills. If a child doesn't run around a lot, they don't begin to
understand that the world is full of physical risk. Watching
cartoons and action adventure movies doesn't help either. It
gives the child a false sense of how the world works and of
how much danger it contains.

So, what about adults? Some studies have shown that left-
handed people are more accident-prone than right-handed
people. Why the difference? No one knows for sure. One
theory is that we live in a right-handed world. Everything -
from cars to door handles, from children's toys to engineering
tools and equipment — is made by right-handed people for
right-handed people. So left-handed children and adults are
more likely to have accidents because the modern world is
not designed for them.
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2 a What would you do if you didn’t understand the instructions for:
* using a new camera? ¢ ordering online? « assembling flat-pack furniture?

b Have you ever had a problem with instructions? What happened?
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VOCABULARY 4

no point,
no use

Look at sentences 1-5. Match the highlighted expressions to the meanings a-c.

oW -

There’s no way you can miss it.
There was no point going to the airport now.

It was no good getting upset. g Ls:picstseigl:.
It was no use ruining everyone's evening. oo \‘r)vorth it
We liked each other straight away, which was no G o

surprise really.
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2 a Work in A/B pairs. A, read Ahmed's story here. B, read Jon’s story on p126.
Answer the questions.

1 How old was Jon when Ahmed first met him?

2 Where did they meet?

3 How did Ahmed know Jon's father?

4 When and where did they meet for the
second time?

5 What's Jon like?

Ahmed Selim on Jon Black

1fizst met Jon when he was about five years old. I was a student in
London and Jon's father, Miles, was a very good friend of mine. We
studied different subjects but we played together on the university
football team. One day Miles invited some of us to his fat for
dinner. I think we were all surprised to find that he was married
with young son!

Years later I was back in Cairo and I got a phone call saying,

“Can we meet? I'm Jon Black, Miles Black's son.” And 1 said, “Of
coursel”” We met at one of my restaurants and we liked each other
straight away.

Jon's an unusual young man. He's adventurous and outgoing

but also hardworking and independent. We're very different but
we're great friends. We don't ask a lot of each other, we just enjoy
spending time together.
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Accident-prone

SPEAKING 1 a Do you take a lot of risks? Do the quiz and find out. Then check your score on pl18.

Safety first

4 | unplug everything when Im away from home.
2 | get travel insurance when | go on holiday.

3 | read the instructions before | use something
4 | answer my phone when I'm driving.

5 | look both ways when | cross a road.

6 |listen to the safety instructions before a fight.

ocowmwooo0
DOOD Do
>>0>>>

b Discuss the questions.

1 Do you agree with what the answers say about you?
2 Think about people you know who take risks. Do they have a lot of accidents?

READING 2 a You're going to read an article about why people are accident-prone. How do you
think these things can make people have more accidents?

« upbringing * adolescence * watching TV + being left-handed
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4 a Work alone.
1 Think of an interesting object. It could be:

* a holiday souvenir
* a gift you received
* a possession
* an ornament

2 Think about how to describe it with the
language in 3.

b In groups, listen to the descriptions. Guess what
the objects are.
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Power cut

13 Look at the pictures. What do you think has happened?.

b Read both stories. Were you right?

I remember we were all gathered together in our living room to
calebrate my new ob with a big family meal. Everyone was there,
laughing and chatiing. Anyway, we were in the middie of everything
and sucdenly the room wen dark. The heating went off too. There we
were In the dark and the cold. There aro 3 lot of power cuts in Sweden
because of the weather, 5o  got the forch and lit candles all around the
room and got another lamp and we just kind of managed, Just after we.
finished our dessortthe lights came back on. It was really nice, as f my
ow job was officially beginning!

Kurt, from Karlstad, Sweden

Bl latest blog

I remember there was a big storm In England I 1987. It happened in the
middle of the night and it aused chaos in many parts of the country. Part
o our roof was blown off and there was a power cut. Some pipes upstairs
burst and there was Water shooting out everywhere. The thing is, | was.
justa kid and 1 slept through the whole thing. | woke up and my home.
Iooked completely different. There was a huge hole i the roof. And when
Iwent into the garden | saw that a tree had blown down In the garden.
was a complete mess.

Phillp, from Nottingham, England

2 a Cover the stories. What can you remember about these things in the stories?

Kurtastorys  1hisiob  2the heting 3candies 4 the lghts
Phllgssory, 1astorm 2therool  waler 4 outideth house

4 b Read again tocheck. How do you think Kurt and Philp felt afterwards?
K. i
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SPEAKING 6 Discuss the questions. Everyone knows when

1 Are you good at telling lies? I'm lying because of the

2 Canyou tell if someone is lying? How?

expression on my face.
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VOCABULARY Verbs of communication

1 a Add vowels to these verbs.

1 wh_sp__r

2 c_mpl___n
3 Sefey. N

4 bl .st

5 w0 .

6 9. 55--9

7 Shzecaait

b Work in pairs. Choose a verb from 1a and write a
short conversation to show its meaning.

Complain:
A The bus was late this morning.
B Was it? The buses are terrible, aren’t they?

¢ Read your conversations to each other. Can you
guess what the other pair are doing?

You're complaining. [ ves, that's right.
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3 Work in A/B pairs. You're going to read about two natural events that happened
in Mexico.

1 A, read Astrid’s story on p121. B, read Nuria’s story on p129.
2 Answer the questions and make notes.
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%stof Mexico, there was a volcanic eruption one day. There

A voicanic eruption

"When I was still living in Mexico, in my town which is in the
ad been some warning signs, but it was still a surprise when
actual!y see the volcano from my house.
led lava coming out of it.

Answer these questions by making notes.

1
2
3
4
5

Where was Astrid at the time?

What could she see?

How did her friends react?

What were the effects of the eruption?
How did she feel about it?
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remember most vividly is-arbig =
Clty in 1985. | was about five years

jarden and we didn't go to school that day.
fbund ‘out thatour grandfather who actually

Answer these questions by making notes.

What was Nuria doing at the time?

What could she see?

How did the earthquake affect Nuria’s day?
What happened to her grandfather?

How did Nuria feel about the earthquake?
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4 a Which verb A-C from Fran’s story:

Narrative verb
forms

1 tells us about a finished action or event in the past?
2 explains the background to a past action or event?
3 tells us that an event happened earlier than another event?

e KA e Past simple regular ending -ed
A B

I was living® in Sri Lanka whecn the tsunami hit®. | o cp progressive was /were + ing

We found out there had been® an earthquake. Past perfect had + past participle

b Match A-C with the three past tenses on the right.

5 a Circle the correct verb forms in Fran and Anténio’s stories.

anTénio Everyone just left their workplaces and they

immediately "headed / were heading down to the
Fan  No, we %stayed / were staying because the water sea. ... And as soon as the lig]
then subsided very quickly, and then it was quite s changing the birds
soon that we found out / had found out what had .... There were lots of people on the street who "wer
happened, that there “was being,/ had been an selling / had sold special sunglasses and other things
earthquake and that it was causing./had caused a to watch the eclipse through and people "'were.
tsunami ...

astRID  Your family probably was very worried for you.

the middle of a working day to see this strange event
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£ 25 }

mauMoun  Well, we know that many
problems in small family businesses
happen because of bad relationships
between business partners, as well
as financial issues. This means it's
important to manage money in the
right way because the consequences
can be very serious. There are a few
simple rules that can make a big
difference.

Since money is such a big issue, you
need to make sure you are always
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clear about the business’s finances,
about how much the business
partners have invested and how much
time and effort they are prepared to
putinto the business. We all know that
money can be a source of conflict. So
we should be honest about money with
our business partners, even if they are
family members.

Second, t's avery good idea to have
an open policy about the finances, so
that everyone can have easy access

to them. Since family members
sometimes make the mistake of
using their own money to make.
purchases, their finances can become
confused. Business expenses must
never be confused with household
expenses - the shopping bills, your
rent or mortgage, your car and
anything else you use as a family. It's
extremely time-consuming to keep
track of expenses every month, so

it's a good idea to pay bills from one
business account, and keep household
expenses completely separate.
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Then thirdly, you need to know how

to budget your business expenses,

50 that you do not have financial
problems in any particular month

You must have enough cash flow each
month to cover the bills and a bit extra
for unexpected emergencies. It's easy
to find out how to budget as there is

a lot of advice online; for instance,
one good site is yourbusinessbudget
com. Once you've decided on a budget,
you have to work out with the other
business partners how to keep to it. As
this is not always possible, you'll also
need to agree on what to do when you
go over the budget.

Finally, it's important not to fall

into the trap of using your own
personal money when the business
faces a financial emergency. You
must remember to always keep

the business and personal finances
completely separate, no matter how
serious the emergency might be.
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Family members may suffer due to
poor business decisions. It's important
to have your own money so that

you can take care of your personal
needs, and to recognise that we are
all individuals financially as well as
personally. If the business needs
financial help, go to the bank, and |
don’t mean your personal bank!




image75.jpeg
VOCABULARY. 1 a Which sentences from the articles are about Manuel? Which are about Alex?

Talking about
habits.

1 Then | generally have breakfast and a shower.
2 He normally cycles for 25 minutes to wash the clothes.

3 After a while he was doing several hours' walking every morning.

4 Every week | do ten minutes’ more walking.

5 I got really stressed and sometimes only did it once or twice a week.

6 Idothree hours a day.

7 Itend to get up at around six-thirty now and get straight on the cycle washer.
8 The 29-year-old now starts each day with a 45-minute cycle ride.

Wi

1

hich highlighted words or expressions from 1-8:

mean usually? (x3)
2 say how often you do things? (x3)
3 say how long or when you do things? (x2)
Write six sentences about your habits - four true, and two false. Use these topics
and your own ideas.
inthe morning = in the evening _* after your work/studies
« before you go to sleep  » meals, food and drink ~ » household chores
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Great ideas

You're going to read about an inventor. Which of these [
facts do you think are about the inventor of

b
d

« karaoke?  * the iPod?

Work in A/B pairs. A, read the article below and 8, read
the article on p119 to check your ideas.

3.1 goals

ol

He never became rich from his invention,
He's shy and ly do interviews

He made people listen to music in a different way,
He used his invention to celebrate his 59th birthday.
He was a drummer in a band

He has also designed computers.

The course consists of 14 units, each of which
has eight pages.

The first two pages are a single lesson
with goals based on the CEF. You can,
of course, spread the material over
more than one lesson if you want.

O about 90 minutes
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Pacing Guide:

‘Workbook in Class Workbook HW

Week Start Date* Units (pp.) (pp.) Exams/Notes

Instructional Jan 17 1 and 2 79,10 4,5,6,11,12 Maintenance week

vkl _ (from ELIA 102 Writing Packet)—teach on -
_ch should spend about 3 % hours of time on Speaking activities this week
(as per the book). For this, and all following weeks, see the “Speaking Lessons” table in the next
section for which speaking activities to include and approximate times for each activity.

Instructional Jan 24 | 3and 4 | 17,19 | 14,15,16,20,21,22 |

Week 2

Weriting Lesson 2 (from ELIA 102 Writing Packet)—teach on Tuesday.
-You should spend about 2 % hours of time on Speaking activities this week

(as per the book).

Instructional

Jan 31 | Sand 6 | 24,2931 25,26,27.30.32 |

W d _ (from ELIA 102 Writing Packet)—teach on -
_le should spend about 4 hours of time on Speaking activities this week (as
per the book).

Instructional Feb 7 | 7 | 34 35,36,37 |

Week 4

_ (from ELIA 102 Writing Packet)—teach on -
_Ynu should spend about 3 hours of time on Speaking activities this week (as

per the book).
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