APPLICATION OF BARTLETT AND MORGAN’S
STANDARDS TO EVALUATE THE IMPACT OF ENGLISH
TEXTBOOKS AT HSSC/A’LEVEL IN SINDH
A Dissertation
By

STEPHEN JOHN
In the Partial Fulfillment of
the Requirements for the Degree of
Doctor of Philosophy in Education

Under the supervision of

Prof. Dr. Syed Abdul Aziz (Supervisor)
&
Prof. Dr. E. J. Mall (Co-supervisor)
Presented to
Hamdard Institute of Education and Social Sciences
HAMDARD UNIVERSITY KARACHI, PAKISTAN
December 2013

ABSTRACT

The purpose of this study was to determine the impact of intermediate English
language textbooks prescribed by the Sindh Textbook Board Jamshoro (STBJ) by using
Bartlett and Morgan standards. The conceptual frame work of the study was based on
variables(Bartlett and Morgan standards) like suitability of activities given in the
textbooks for various ELT methodologies, compatibility to the age, interest & needs of
the learners, physical & functional attributes of the textbooks, sequence & achievability
of tasks, consideration given to cultural sensitivities, situations created in dialogues and
language used, efficient grading of listening tasks, meaningfulness of speaking activities
for communication, interesting reading texts, achievability of goals of writing tasks,
efficient repetition & recycling of words across the textbooks, focus on functional aspects
of grammatical items, pronunciation of new words introduced, and, finally suitability of
exercises for under/over achievers.
The design of the study was both qualitative and quantitative. The population
consisted of editors and reviewers working at the Sindh Textbook Board Jamshoro and
the teachers using the textbooks for intermediate/higher secondary school students in
Karachi (a major/representative city of Sindh). The sample of the study was selected by
random selection procedures. Questionnaire and interview document using standards set
by Bartlett and Morgan (the American researchers, who developed checklist/standards for
evaluation of English textbooks for college students learning English as a second/foreign
language) were personally administered to collect the responses using survey method.
The Chi-square test was used to test the hypotheses.
From the results of analysis, it was found that the prescribed textbooks of STBJ
for intermediate/HSSC/A’Level students were not compatible with the age, interest and
needs of the learners. The layout of the textbooks was not attractive as it was without the
efficient use of text and visuals; although the textbooks were viewed as cost-effective
they were not perceived as durable. The tasks/activities given in the textbooks could not
work well with ELT methodologies; likewise, they were not interesting because of the
sequence, language and achievability of objectives. The listening and speaking activities

were not incorporated into the textbooks, while reading and writing activities were not
suitable, as learners’ capabilities were not given due considerations. The pronunciation of
the new words introduced in the textbooks was less learner-friendly and was not
efficiently repeated across the textbooks. The exercises were not, adequate and helpful
for under/over achievers; furthermore functional aspects of the grammatical items were
not focused in the exercises. It was also explored from the content analysis that the
material of the textbooks did not match with the competencies, standards and benchmarks
discussed in the National Curriculum of English language(NCEL)-2006 Pakistan,
moreover the themes and sub-themes selected for contents of the textbooks for grade XI
& XII in NCEL-2006 were missing at all in the textbooks, as the textbooks were adopted
from “An Intermediate English Course for Adult Learners” (By D. H. Spencer and A. S.
Hornby in 1956) and compiled by a panel of experts including Ex-chairman of the British
Council and Education Officer for Pakistan (D. Y. Morgan) in the late sixties
(approximately a half century ago) Most of the standards fixed for evaluation of
textbooks in the checklist given in the NCEL-2006 were not discussed in the existing
textbooks. The weaknesses of the textbooks were admitted, by the representative, and
reviewer of STBJ. They disclosed that the tasks had been assigned to different
agencies/writers for compiling textbooks in accordance with the NCEL-2006 and the new
textbooks would probably be introduced in 2014.
Based on the above findings, recommendations were formulated for the
improvement of textbooks. According to these recommendations, along with academic
qualifications professional qualifications must be made mandatory for English language
teachers teaching at intermediate level, and continuous professional development
activities including textbook evaluation workshops for teachers be organized by the
authorities. The national curriculum must be made available for teachers to study. The
existing textbooks must be changed as soon as possible because they have no match with
the needs of learners in the present era of technology. The new textbooks should
incorporate the B and M standards for better impact on the learners.
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CHAPTER ONE

INTRODUCTION

This research study intended to investigate the impact of English language textbooks
recommended by the Sindh Textbooks Board for providing the required level of English
knowledge and competences to the students of HSSC/A’ Level in the province Sindh,
Pakistan.

Some important areas covered in this chapter are the demographic details of Pakistan
including Sindh, the background of the study, objectives, justification, scope and, the
statement of the research problem. Definitions of the key terms, research
questions/hypotheses, and delimitations of the study are also explained.

1.1

THE RESEARCH CONTEXT

In order to present a better picture of the broader context in which a textbook performs its
function in language instruction, Pakistan’s Socio-Cultural environment, is considered as
an important element and is discussed below.

1.2

PAKISTAN: THE SOCIO CULTURAL BACKGROUND

Pakistan appeared on the map of the world on August 14, 1947 in the Indian Subcontinent after the vacation of colonial power. Federal parliamentarian type of constitute
(1973) is functioning in Pakistan and the majority of its population (95%) is Muslim
(SarDesai, 2002 cited in Khaki, 2005). Pakistan has five provinces; Punjab, Balochistan,

Khyber Pakhtunkhwa (KPK), Gilgit-Biltistan and Sindh (where this study was
conducted), and federally administered areas.

After almost 65 years of independence, the people of the country are still suffering from
high illiteracy, insufficient health facilities, a weak economy and a disturbed political
system. All of these factors influence educational provision and standards which form the
backbone of sustainable growth of a country. At present literacy rate of Pakistan 49.9%
which is lower than the countries in the region” (NEP, 2009; p-4). Half of the adult
population in Pakistan is still illiterate as the literacy rate of those who are 15 years and
over was 51.7% in 2005-06 (NEP, 2009, p-7). A large number of children cannot go to
school and those who attend schools often leave without completion and their drop-out
rate is 31% by the time they reach level five (NEP, 2009; p-7).

The study was conducted in Karachi, the largest city of Sindh as well as of Pakistan.
Karachi is the provincial capital (of Sindh) and administratively it is divided into eighteen
towns. It is a typical mega-city and has multidimensional challenges with respect to
education as a wide variety of religions, ethnic groups, political parties and linguistic or
cultural groups exist. It is a metropolitan city with a population of approximately 15
million people living in an area of 950 Square Kilometers. Karachi is also known as
“Mini Pakistan”, “City of Lights”, and “Mother of the Poor”.

1.3

BACKGROUND OF THE RESEARCH STUDY

The prime goal of education is not only the intellectual growth of students’ personality
but also to equip them with the finest qualities which could help them to face any
circumstances boldly within their everyday lives. It is believed that education can reduce
poverty and socio-economic differences among people of the country and around the
world.

Education is recognized as catalyst of change and the force of the future, without which
effective participation in this life of the modern, literature and numerate, world is
unimaginable (National Education Policy 1998-2010, 9-1). There is no doubt that trickledown effects of education can be witnessed by increasing the productivity of the poor
thus equipping people with the skills they need to participate actively cross-nationally.

Pakistan has not succeeded in universalizing basic education and is still struggling with
serious problems which are inherent to the system such as dropouts and failure of
students at different levels, unable to communicate in English or unable to use English
language vocabulary when needed and low quality teaching (NEP, 1998,2009).

Communication is an essential need for human beings. Language is the tool of
communication which plays an important role to reveal an individual’s intention to
someone else. Effective participation of an individual in the world community is possible
only if he/she can communicate in the English language, which is an international
language or the lingua Franca of the world. In view of the importance of English

language, it has been a compulsory subject from lower to higher level in the education
system of Pakistan. Intermediate level is considered the most crucial level of education in
students’ lives, at this level the future of students takes some proper form. The institutes’
authorities, the teaching faculty, especially the teachers teaching English language and
the parents need to be more conscious while performing their duties at this level of
education.

In our present era of scientific and technology, where developing communication skills in
students is given priority , Pakistan has much work to do to improve the English language
teaching curriculum and textbooks on which students, as well as teachers, are depending.

The falling standard of English, like any other subject in Higher Secondary level,
especially in public sectors, has its roots in the depreciating trends found in education at a
national level; therefore, we tend to worry more, over the pathetic state of English
language competence in the country as a whole. In third world countries like Pakistan,
English curriculum at HSSC level, has been the centre of criticism over the couple of
decades.

The English curriculum is obsolete and outdated being practiced since colonial rule over
the sub-continent. The revised English curriculum and the new national policy do not
draw attention to the massive problem of obsolete teaching techniques especially in
relation to the English curriculum at intermediate levels. This problem is further
emphasized when we consider that; on the other hand, the curriculum and selected

textbooks of O’ Level are considered more appropriate and fulfill the needs of the
changing times.

Learning a foreign language, especially English, is an essential need in the present
scenario of globalizing economic and social relations, but unfortunately the teaching
methodology and the recommended textbooks are probably the worst, and the language
acquisition objectives are fractured. As a matter of fact the standard of education in
Pakistan has been decreasing very rapidly. (Khan, 2010)

According to the Karachi Board of Intermediate Education (KBIE), the number of
affiliated intermediate colleges and Higher Secondary Schools (HSS) in the city is 315.
The numbers of students that get intermediate/Higher Secondary School Certificate are
generally found weak when communicating in English. In such a situation, all
stakeholders including policy makers, curriculum developers, writers, administrators,
teachers, parents and community members have to sit jointly, and think seriously over
this alarming state of education to find out some viable solution to come out from this
juncture and to move forward for the overall improvement of education specially English
teaching.

This study is one step to contribute towards the change of English textbooks; particularly
at the HSS / intermediate level in Sindh. It will at least provide some clues for the
deteriorating standards of prescribed textbooks for teaching of English at intermediate
level. Various studies have proved that texts and the methods used to teach English in

Pakistan are not up to international standards for teaching of English as a foreign
language and this previous research is discussed below.

Warsi (2004) suggests that English is not taught under favorable circumstances in
Pakistan. Courses are taught without precise curricular objectives; English language
teachers are not equipped with proficient pedagogical paraphernalia; most English
language teachers rely on outdated teaching techniques; unsuitable textbooks are chosen
to teach English as a Second Language; language teaching facilities are not equipped
with audio-visual aids; the examination system is erroneous, as it falls short of measuring
attainment; and the education system is lacking an observation and feedback mechanism.

According to Mahmood and Saeed (2011), textbook evaluation in Pakistan has been
subject of debate in the country due to the superiority of textbooks prescribed by the
Ministry of Education. A lack of explicit procedures and criteria for textbook assessment
and sanction at the Ministry were found as major cause for deficiency in the quality of
textbooks.

The researcher is confident that the gaps in teaching and learning of English could be
overcome by making suitable changes in the curriculum as per needs of the intermediate
level learners, learning English as a foreign language, and then by relating the textbooks
material/content with the curriculum. Then the students generally in Pakistan and
particularly in Sindh will be able to communicate in English and compete fully with
school leavers from the other developed nations of the world.

1.4

IMPORTANCE

OF

ENGLISH

TEXTBOOKS

IN

LANGUAGE

TEACHING
The importance of textbooks in any teaching and learning process is recognized by
(Cunningswoth, 1984). Other academicians have also acknowledged the significance of
textbooks. Textbooks should be appropriately simplified and arranged in such a way that
fit learners’ needs (Hudson, 1992). Hence the textbooks are principal repositories of
standard knowledge that relates to the official curriculum. 80 to 90 percent time of
students is squandered with textbooks and most of the decision taken by the teachers is
also based on the textbooks (Sadker & Zittleman, 2002). Besides, the intentions of the
official curricula as designed by their developers are reflected through school textbooks.
Additionally, apart from being a source of information in respect to teaching content,
textbooks also play the role of “agents of socialization” that shape social or cultural
attitudes. For instance, the way males and females, religious groups and elder characters
are portrayed in textbooks contributes to the images learners develop of their own roles
and expectations in their society. This may not be stated explicitly but it is acquired
unconsciously through the ‘hidden’ curriculum.

While measuring language proficiency listening, speaking, reading and writing are
considered to be the prime areas. It has been observed that during teaching and evaluation
of English language proficiency these areas are not focused at intermediate level, in
Pakistan and this result in falling standards of English in the region.

Many of researchers have critically analyzed the contents of English textbooks prescribed
by textbooks boards for different levels, but research on the evaluation of English
textbooks prescribed by Sindh Textbook Board Jamshoro for English language learners
of intermediate level by using standards established by Bartlett and Morgan has not been
conducted until now. My research then shows original insight into this important attribute
of pedagogy.

1.5 STATEMENT OF THE PROBLEM
The statement of the problem for this research is:
‘To evaluate the English language textbooks’ contents, and make necessary
recommendations for improvement/up-gradation’.

1.6

RATIONALE OF THE STUDY

Out of the wide spectrum of problems related to education in Pakistan, the language issue
persists unabated with tussles over the appropriate medium of instruction and of the role
of the official language-English. Because of the dominancy of, and demand for the
English all over the world, the majority of people in Pakistan long to send their children
to schools giving instructions in English. A large majority of people in Pakistan is poor
and are unable to afford the expenses of education and some are so poor that they may
have never wished to send their children to school. If we closely observe the job market
in Pakistan we will find that for most employment English language proficiency is
mandatory.

But, on the other hand, if we see the prescribed textbooks being used for intermediate or
higher secondary schools students, we find that the textbooks are not up to the mark. The
information or the content is very old and is not fulfilling the present day’s requirements.

As a teacher associated with the department of education for the last 27 years, The
researcher has gained multiple experiences. I would like to share one such, illustrative
experience. If we read the Book-One prescribed by the Sindh Textbook Board for the
students of intermediate level, there is a chapter with title “Miracle of Radio”


First of all, that could have been a ‘miracle’ in past but in the present era of
technology it is no more a miracle.



Further if we see the comprehension questions given at the end of the same unit,
comprehension question eight is, “Is color television possible? If yes then why is
it not in general use?”

I have observed that the students, who are living in the present era of digital technology,
often elicit surprising expressions when they see such information or questions in the
textbook recommended by the educationists or authorities.

Another textbook “Selection from the English Verse” prescribed by the same authority
contains vocabulary which is not in use in our present modern era. “The Abbot of
Canterbury”, “Lines from Samson Agonists” and “Stanza from An Elegy written in a
Country Churchyard” etc all contain have outdated vocabulary, which is not of any more
use in the present age. Such experiences motivated me to work on this study of evaluation

of English language textbooks recommended for the students of intermediate or higher
secondary level.

In Pakistan, textbooks play an integral role in teaching. The Education Policy Review
Team (2006; p-53) expresses its observation about the textbooks in the following words,
The textbook is the only source of knowledge in most of the educational institutions of
Pakistan.

Teachers of both private and public institutes rely greatly on their textbooks. However,
the research into the English language textbooks situation in Pakistan has been, by and
large scanty and insubstantial. At the most, a few such studies pointed out flaws in the
system, but no detailed examination of the whole process, from policy formation to the
actual teaching of English language in a classroom at intermediate level, in Sindh was
conducted.

While involved in teaching of English at different levels, majority of teachers and
scholars have focused that the prescribed textbooks are ineffective in imparting
‘communicative competency’ to Pakistani learners; it was assumed that the target
students cannot communicate effectively in English since the textbooks fail to address the
learning objectives and the future language needs of the students.

Aslam, M (2003) writes that “English is offered as a compulsory subject in educational
institutions from lower to higher level of education in Pakistan and at higher secondary

stage instructions are given in English (Class XI & XII), but, it is found that, by the time
the students join the university, they scarcely know 1500 words of English vocabulary”.
He also observed following major problems in teaching and learning of English in
Pakistan; The problems were: (1) Large Classes, (2) Congested Classrooms, (3) Lack of
facilities i.e. A V aids etc. (4) Untrained teaching staff, (5) Out-dated methods of
teaching, and, last but not the least, (6) Unsuitable Textbooks, which contained very little
motivational power for the students or even none at all. The textbooks, according to
Aslam’s study, looked alien and did not raise any interest among students. Therefore, it is
concluded that incompatible textbooks are the main reason behind the down-fall of
English language and it is necessary for us to upgrade the textbook material as per
developing market needs and students interests, so that they can perform their jobs more
completely after completing their intermediate/HSSC/A’ Level.

Hashim, S.A. (2006) has observed that, for English in Sindh at each level the contents of
textbooks are the same as in the textbooks of English used for English-speaking children.
The textbooks’ contents are not according to the needs of the learners learning English as
a foreign language.

The above discussion calls for immediate attention of the concern authorities for:
a. National Education Policy
b. National English Language Curriculum
The prescribed textbooks for English language teaching at all level in general but
intermediate Level in particular, need to be evaluated.

Therefore it was imperative to evaluate thoroughly the National Language Policy,
developed curriculum on the basis of NELP, and the prescribed English textbooks for
intermediate or higher secondary school students.

1.7

SCOPE OF THE STUDY

The scope of the study was limited to the curriculum developer, the textbooks contents
developers and the teachers teaching English at Intermediate Level in Sindh using
prescribed textbooks of Sindh Textbooks Board, Jamshoro.

1.8

OBJECTIVES OF THE STUDY

The objectives of the study were to critically evaluate the impact of prescribed English
language textbooks on teaching at intermediate/HSSC in Sindh. For these purposes,
standards developed by Bartlett and Morgan to evaluate the impact of English textbooks
were used.

The evaluation of English textbooks in this research dealt with the general facade, design,
graphic, supplementary material, topic contents, selected contents for the topics, social,
contexts, language teaching/competencies, and elasticity, guidelines for teaching or
proposed teaching methods and selected activities for evaluation of language proficiency
or the standards set by Bartlett and Morgan for textbooks’ evaluation.

1.9

JUSTIFICATION OF THE STUDY

English is a global language, and is declared to be the official language of Pakistan.
Students in Pakistan study English as a compulsory subject from lower to higher levels of
education, but if we go through the prescribed textbooks, we will find that the textbooks
are not fulfilling the English language needs of the students. Therefore, the results of the
study will generate the following, useful, and applicable knowledge:
a.

The study will provide firsthand knowledge to curriculum developers to effect
changes in the curriculum as per the needs of the time.

b.

The study will be advantageous for textbook writers/editors and they will be
able to produce texts that will improve the standards of English language
textbooks for contemporary Pakistani students.

1.10

RESEARCH QUESTIONS

i. Is the layout of the textbooks attractive?
ii. Are the visuals sufficiently and efficiently used in the textbooks?
iii. Do the textbooks’ contents keep the learner’s alive?
iv. Do the activities in the textbooks work well with methodologies in ELT?
v. Do the teaching and learning tasks in the textbooks move from simple to
complex?
vi. Do the textbooks have suitable listening tasks with well defined goals?
vii. Do the textbooks contain speaking activities, which ensure meaningful
communication?

viii.

Do the reading activities given in the textbooks facilitate students’

interaction with the text?
ix. Is the vocabulary in the textbooks distributed (simple to complex) across chapters
and the whole textbook?
x. Are the forms, meanings and/or functional aspects of grammatical items properly
focused in the textbooks?
xi. Are the pronunciations of the words given in the textbooks ‘learners friendly’?
xii. Are the cultural sensitivities being considered in the content of the textbooks?
xiii.

Are the exercises given in the textbooks helpful for both under/over

achievers in learning English?
xiv.

1.11

Do the teachers get the opportunity to study National Curriculum?

DELIMITATIONS

To establish specific subjects and conditions for the study, the following guidelines were
followed:
i.

The sample was limited to the textbooks recommended by the Sindh
Textbook Board Jamshoro for 12th grade of study in Pakistan, which is equal
to A’ Level and is imparted in Higher Secondary Schools or Intermediate
Colleges.

ii.

The sample was limited to the intermediate colleges and higher secondary
schools using prescribed English textbooks of the Sindh Textbook Board in
Karachi, Sindh.

iii.

The sample was limited to the teachers teaching in public and private inter
colleges and higher secondary schools in Karachi, Sindh.

1.12

DEFINITION OF THE KEY TERMS

i. (Instructional Objectives) An instructional objective is a statement denoting
measurable terms that a learner will be able to do as a consequence of instruction.
ii. (Selected Contents) The selected subjects or topics enclosed in a book or
document, or the chapters or other formal divisions of a book or document are
called selected contents.
iii. (Language proficiency) or linguistic proficiency is the capability of a person to
use a language in typical situation.
iv. (Intermediate/Higher

Secondary

School

Certificate/A’

Level)

Higher

Secondary Education" means the education to be imparted in classes eleven and
twelve, usually called college level, or also known as intermediate classes in
Pakistan. HSSC of Pakistan is equivalent to the General Certificate of Education
(GCE) A’ Level of England.
v. (Boards of Intermediate Education) An organization that sets and conducts
exams for classes XI and XII is called a Board of Education.
vi. (Curriculum) In formal education, a curriculum is the planned interface of pupils
with instructional content, materials, resources, and processes for evaluating the
realization of educational objectives.(Bobbitt, 1923)
vii. (Textbook) A textbook or coursebook is a blue-collar of instruction in any branch
of study. Textbooks are produced according to the demands of educational
institutions. Although most textbooks are only published in printed format, many

are now available as online electric books and ever more, although illegally, in
scanned format on file sharing networks. (Cunningsworth, 1995)
viii. (National Education Policy) is a policy formulated by any government to
promote education amongst the nation. (Cook, 2001)
ix. (Language Policy) is a policy formulated by any government to errand or daunts
the use of a particular language or set of languages.

CHAPTER TWO
REVIEW OF THE LITERATURE

2.1

Introduction

In this chapter, the conceptual and theoretical framework for the study has been
developed. The study was aimed at finding the impact of English language textbooks
prescribed by the Sindh Textbook Board for the students of intermediate level English in
schools’ of Sindh. In order to explore the topic it was necessary to examine several
bodies of literature. This chapter provides a review of related literature and establishes
the theoretical foundations for the study.
2.2

Language

Language is the human competence for attaining and using multifarious systems of
communication. The systematic study of language is called linguistics. Any estimate of
the precise number of languages in the world depends on a partly arbitrary distinction
between languages and dialects. However, estimates vary between around 6,000 to 7,000
languages in numbers. (Austin, 2008)

2.2.1

History of Language Development

The official study of language is often measured to have started in India with Panini, the
5th century BC Grammarian who invented 3,959 rules of Sanskrit morphology. In the 17th
century French Port-Royal Grammarians developed the thought that grammars of all
languages are a indication of the universal fundamentals of thought and therefore that
grammar was universal.

2.2.2

Structure of Language

Language is traditionally seen as consisting of three parts: signs, meanings and a code
connecting signs with their meanings. (Austin, 2008)

2.2.2.1

Semantics

This field of study is derived from the Greek word ‘semantikos’ which means the study
of meaning. It spotlights on the connection between signifiers; words, phrases, signs, and
symbols and what they stand for and their denotation. Linguistic semantics is the study of
meaning that is used for perception of human expression through language. Other forms
of semantics are initiated in programming languages, proper logics, and semiotics. The
word semantics itself denotes a range of ideas, from the popular to the highly technical. It
is often used in normal language for signify a problem of understanding that comes down
to word selection or connotation. In international scientific vocabulary semantics is also
called semasiology (Austin, 2008).

2.2.2.2

Sounds and Symbols

Language structure can be founded on systems of sounds (speech), gestures (sign
languages) or graphic or symbols (writing). Phonology is the study of the traditions in
which languages structure sounds or signs to assemble meaning. The study of how
humans create and distinguish choral sounds is called phonetics. In linguistics, sound
symbolism, phonesthesia or phonosemantics, is the idea that local sounds or phonemes
carry meaning in and of themselves (Austin, 2008).

2.2.2.3

Grammar

Grammar can be portrayed as a system of groups, and a deposit of conventions that
resolve how groups unite to form different facets of meaning. In linguistics, grammar is
the deposit of structural policies that administers the sonata of clauses, phrases and words
in any specified usual language. The expression also refers to the study of such
regulations, and this field embraces morphology, syntax, and phonology, often
complemented by phonics, semantics and pragmatics. Linguists do not normally use the
phrase to refer to orthographical rules, even though practice, books and style directs that
describe themselves grammars may also refer to spelling and punctuation.
The term grammar is often a nonspecific way of referring to a few feature of English that
people object to. However, linguists employ it in a greatly more literal sense. The term
‘grammar’ can also be used to describe the rules that direct the linguistic behavior of a
group of speakers (Brenzinger, 2007).

2.3

Languages of the World

There are estimated to be 6,900 languages spoken in the world today. They range in
magnitude from very bulky, with hundreds of millions of speakers, to very diminutive
with as few as one or two speakers (Austin, 2008). The languages of the world are
randomly dispersed both geographically and athwart speaker populations. The
geographical distribution of languages is also very uneven. The prime numbers of
languages are spoken in Africa and Asia and linguistic assortment slighter elsewhere.

S No.

Continent

Living Languages
Count

Number of Speakers

% of Total

Count

% of Total

1

Africa

2,092

30.3

675,887,158

11.8

2

Americas

1,002

14.5

47,559,381

0.8

3

Asia

2,269

32.8 3,489,897,147

61.0

4

Europe

239

3.5 1,504,393,183

26.3

5

Pacific

1,310
6,912

Total

19.0

6,124,341

0.1

100.0 5,723,861,210

100.0

Table 2.1 (Living Languages of the continents)
(Adopted from 1000 Languages. The Worldwide History of Living and Lost Tongues)

2.4

Languages of Pakistan
Pakistan is a multilingual country and has nine recognized languages and about 70

other minor languages. Philologists declare that there are above 300 dialects and
languages spoken in the country today and each is particularly different from the other.
Urdu and English are the country official languages, whereas other languages spoken in
the four provinces are Punjabi, Pashto, Sindhi and Balochi. Saraiki, Hindko, and
Kashmiri are the three major regional languages. Only 8% of the population speaks Urdu
as a first language, even though it is the National Language (Aslam, 1990).

2.4.1 Administrative Division of Pakistan
Pakistan came into being on the 14th of August, 1947; the main purpose of Indian
Muslims was to find a separate homeland where they could practice the teachings of

Islam. The division of India was the detachment of British India on the foundation of
religious demographics. This led to the creation of the autonomous states of the dominion
of Pakistan (Coleman, 2011).

Figure 2.1
Pakistan is split into divisions for administrative reasons, on a primary level. Pakistan is
divided into five provinces, two centrally administered areas, a territory, and a capital
territory (Division of Pakistan, 2009: webpage). The four major provinces are Punjab,
Sindh, Khyber Pukhtunkhawa, and Baluchistan. Northern Areas of Pakistan have been
declared a fifth province known as Gilgit-Baltistan. The latest census provides the
following demographic details:

Serial No.

Division

Population

Area (Square
Km.)

1.

Punjab

73,621,290

205,344

2.

Sindh

30,439,893

140,914

3.

Khyber-Pakhtunkhwa

17,743,645

74,521

4.

Baluchistan

6,565,885

347,190

5.

Gilgit-Baltistan

910,000

72,520

6.

Islamabad

805,235

906

Table 2.2 (population of Provinces of Pakistan)
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Population Chart
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10,000,000
0

Punjab

Sindh

Khyber Baluchi GilgitIslama
stan
Baltist
bad
Pakhtu
an
nkhwa
Series1 73,621,2 30,439,8 17,743,6 6,565,88 910,000 805,235

Graph 2.1

The area focused on by the researcher is Sindh, which by population, is the second
biggest province of Pakistan. As per the World Gazetteer (2012), the population ratio in
major cities of Sindh is as follows (Appendix-D):
S No.

City

District

Population

1.

Karachi

Karachi

11,136,886

2.

Hyderabad

Hyderabad

3.

Sukkur

Sukkur

400,148

4.

Larkana

Larkana

322,315

5.

Mirpur Khas

Mirpur Khas

219,977

6.

Nawabshah

Shaheed

218,361

1,391,534

Benazirabad
7.

Jacoabad

Jacoabad

164,248

8.

Shikarpur

Shikarpur

158,913

9.

Tando Adam

Sanghar

123,261

Table 2.3 (Population Ratio in Major Cities of Sindh)

Figure 2.2

Sindh’s Demographic Indicators are as follow:
S No.

Indicator

Statistic

1.

City Population

49.50%

2.

Villages Population

50.50%

3.

Growth Rate of Population

2.80%

4.

Ender Ratio (male per 100 females)

112.24

5.

Population, which is active economically
Table 2.4 (Demographic Detail of Sindh)

22.75%

2.4.2 Education System of Pakistan
The education system in Pakistan is administered by the Federal as well as provincial
governments, whereas curriculum development, accreditation and financing for research
are most done by the federal government. Article 25-A of the constitution of Pakistan
necessitates the state to provide free and compulsory quality education to all children
between of the ages of five and sixteen years in such a manner as may be determined by
law (Ashraf, 2006).

The education system in Pakistan is generally divided into five levels: primary (grades
one through five); middle (grade six through eight); high (grade nine and ten, leading to
the Secondary School Certificate or SSC); Intermediate/HSSC/A’ Level - the focus in the
present research; and university undergraduate and graduate degree programs (Jalal,
2004).

HSSC/A’ Level/Intermediate is considered crucial level of education in pupil’s life
because it decides pupil’s future, as after receiving their HSSC/Intermediate, students
may study in a professional college for Bachelor’s degree courses such as engineering (B.
Engg/BS Engg), medicine (MBBS), dentistry (BDS), veterinary medicine (DVM), law
(LLB), architecture (B. Arch), Pharmacy (Pharm-D) Nursing (B Nurse), Bachelor of Arts
(BA), B.Sc. and (Bachelor of Science) etc. Therefore because of importance HSSC/A’
Level, it is focused in the present research.

2.5

Historical Development of the English Language

The English language fits in to the West Germanic branch of the Indo-European family of
languages. The closest absolute existing relatives of English are Scots and Frisian. Frisian
is a language spoken by roughly half a million people in the Dutch province of Friesland,
in nearby areas of Germany, and on a few islands in the North Sea (Austin, 2008).

The history of the English language has been traditionally divided into three main
periods: Old English (450-1100AD), Middle English (1100-1500 AD) and Modern
English (since 1500 AD). Over the centuries, the English language has been influenced
by a number of other languages. By the time of Shakespeare (1592-1616), the language
had become clearly recognized as modern English. There were three big developments in
the world at the beginning of Modern English period: the Renaissance, the Industrial
Revolution, and the emergence of British Colonialism (Austin, 2008).

The renaissance of classical erudition meant that many new words and phrases penetrated
the language. The contraption of printing also meant that there was a common language
in print. Books became cheaper and more people learned to read. Printing also
established regularity to English. Spelling and grammar became permanent, and the
dialects of London, where most publishing houses were, became the standard. In 1604 the
first English dictionary was printed (Austin, 2008).

From around 1600, the English immigration of North America resulted in the creation of
a divergent American assortment of English. Some English pronunciations and words

“froze” when they reached America. In some ways, American English is more like the
English of Shakespeare than current British English is. Some terminology that the British
call “Americanisms” are in actuality original British terms that were preserved in the
colonies while lost for a time in Britain, junk for refuse, mortgage as a verb instead of
loan, and fall for autumn; another example, frame-up, was re-imported into Britain
through Hollywood mobster shows. Spanish also had an influence on American English,
with words like canyon, ranch, stampede and vigilante being examples of Spanish words
that entered English through the settlement of the American West. French and West
African words also predisposed American English and so, to an extent, British English
(Bakhtin, 2001).

Today, American English is predominantly prominent, due to the USA’s supremacy of
cinema, television, popular music, trade and technology, counting internet. But there are
much other diversity of English around the world, including Australian English, New
Zealand English, Canadian English, South African English, Indian English and Caribbean
English (Bakhtin, 2001).

2.5.1 Modern English Language
Modern English, occasionally portrayed as the first global lingua franca, is the foremost
language, or in some illustration evens the required international language of
communications, science, information technology, business, maritime, aviation,
amusement, radio and subtlety. An operational knowledge of English has become a
prerequisite in a number of fields, occupations and professions such as medicine and

computing; as a corollary over one billion people speak English to at slightest a essential
level (Block & Cameron, 2002).

2.5.1.1

The Global Context

English is now the language most extensively taught as a foreign language in over 100
countries, such as Spain, Egypt, and Brazil and also in most of those countries, which
were called colonies of Britain. It might be the exclusive certified language of the
country. Similarly, there is a immense variation in the reason for preferring a scrupulous
language as a favored alien language. They incorporate historical tradition, political
expediency and the longing for commercial, cultural or technical contact (Larik, 2006)

Also, even when preferred, the incidence of the language can diverge wholly, depending
on the extent to which a government or foreign support organization is primed to give
ample financial support. There will be teachers capable to educate the language books,
maps, computers, telecommunication, systems and all kinds of teaching material will be
easily available. In many countries, however a lack of government supports and correct
direction of foreign aid has mired the achievement of language teaching targets. Because
of this three pronged development of first language, official language and foreign
language speakers, it is inevitable that a global language will ultimately come to be used
by further people than any other language (Huchan , 2005).

In his book ‘English as a Global Language’, Crystal (2007) claims, “a language reach a
legitimately global standing when it develops a extraordinary task that is recognized in

every country”. The definition pivots on the special role, which Crystal portrays as
serving as the native language of the common (such as English does in the United States
or Australia), serving as an executive language, or achieving the standing of a precedence
foreign language (and as such, often choice of children in schools).

The insidious analysis of the globalization of English is raged by a few observations. In a
study specially made by the British Council, Graddol (2007) articulates about the actually
“unstoppable” tendency toward global English practice, but also barbed out that this
could revolutionize abruptly and surprisingly due to some relatively negligible transform
in world proceedings. Examining the actual language use, Wallraff (2002) squabbles that,
for example, the spread of Spanish in the United States indicates that English is not
dominating ubiquitously. These voices, however, are exceptional and faded in relation to
the extensive discernment and apprehension about the unabated widen of English, and, as
a corollary TESOL professional needs a clearer understanding of educational policy
inference of global English.

2.5.1.2

The Regional Context

In 16th century, the English penetrated the Mughal courts and steadily British turned into
the masters of this territory and then English became the language of judges and trade as
well. English was initiated as a second language in schools.

2.5.1.3 The Pakistani Context
It is arguable that Pakistan’s education system has become rather loose in making policy
about the medium of instruction. Somehow we have decided to start the change at a lower
level. Eventually, the medium in the university also has changed, but it is not successful
because still the books for many subjects, particularly mathematics and sciences, are not
available. It is still a fact, which cannot be denied, that most of the information about
science and technology is in English. No doubt Urdu is national language, and we must
switch over to it, but while we need Urdu for our domestic use, what about our
international affairs? How are we to survive in this world without the knowledge of a
language that is counted as one of the international languages? English is a recognized
language of the United Nations Organization and it is through English that we represent
ourselves in that organization.

The world is getting smaller day-by-day. As far that the English medium schools breed
snobs who are misfits for society, the problem can be easily solved by ensuring that Urdu
and Islamiate are given due attention in all such schools. Serious notice should be taken
of any willful neglect of Urdu or Islamiat.

The English medium schools of today are different from Christian missionary schools of
past in orientation and outlook. They are managed and staffed by Pakistanis. Even in the
case of the few remaining Missionary schools, there is no reason to act against them. In
the changed historical context they can be made to realize the need for adjustments.

If we lack the will to adopt this course, then the only alternative available to us is to,
wholesale, stop teaching English as a compulsory language at all stages. This decision
should put an end to all the bickering that has been going on since independence. Then
English may be taught as an elective subject at all levels to those who wish to lean it.
This solution should be acceptable to all including those who are opposed to compulsory
English education. Those who lack the motivation need not waste their time and that of
others in reading English any more, while those who do wish to study English can do so
in earnest.

This solution would also help in raising the standard of teaching and examination in
English, as the teachers and policy-makers will no longer be on the defensive, as they
usually are at present. There should be no guilt complexes about English in any quarter.
Since there is already a general awareness among educated Pakistanis about the
usefulness of English, it is rather unlikely that there will be any significance drop in
number of students wanting to read English. Paradoxical as it might appear; in our
present environment the only effective remedy to raise the standard of English is to make
it optional.

Since independence, the standard of English has gone down markedly, largely because of
a lack of conviction and some confusion in the minds of policymakers. Our approach has
all along been vague and tentative. This must now be rectified. Flirtation with English
must cease.

If it is decided to retain English, it must be taught and learned whole-heartedly to the best
of one’s ability. We should implement comprehensive policy instead of doubtful
experimentation. English needs a big shot in the arm for a quick revival (Malik, 1998)

2.5.1.3.1

English Language Acquisition and Cultural Conflicts in Pakistan

Anti-colonial sentiments, religious association with languages, nationalist pressure
groups and the most important factor, fear of losing cultural values, can be grouped as
factors effecting or arousing negative attitudes for the learning of English. Individual
differences and the environment are two wide key factors that can influence acquisition –
and may depend on many variables like peer group stress, family, teachers, childhood
experiences and most importantly, the type of schools that children are educated in.

Some of the apparent causes for mixed attitude towards English language are religion and
socio-economic factors. Rahman (2007) notes that the birth of Pakistan has always been
explained in terms of the independence movement consequences of a British-Hindu
conspiracy against the Muslims. Rahman cites Aziz (1993) and Saigol (1995) who had
also observed that subjects like Pakistan Studies and some lessons in Urdu have antiColonial and anti-Indian references and glorify war. Hoodbhoy and Nayyar (1985) are of
the view that:

Rahman’s paper concluded:
The descriptions of Western people are typecast and gloomy. They are immoral,
extravagant, blatant, ravenous, egotistic and ruthless. The rule of law in Western

countries and respect for human rights is either disregarded absolutely or revealed in
passing as being artificial allowing for that the same Western countries subjugate the rest
of the world (Rahman, 2007).

This view of the world does influence parental attitudes towards education. To some
extent it would be quite surprising that even in the 2012 some parents in Khaber
Pakhtoonkhwa province believe that the coaching and learning of English will corrupt the
minds of their children and that they prefer their children to get only a religious
education. This will usually take them into an educational institute called a madressa and
a student in such a madressa is known as a ‘Talib’ (the plural is Taliban), which literally
means seeker, certainly a seeker of knowledge, a student. Moreover, the majority of
parents cannot afford to send their children to government schools; therefore, they go to
madressas. The students of these madressas may well want to go to schools and wear
uniform and read books with colored illustrations, and this might result in complex
feelings over time. According to Cummins (2000), socio-cultural variables, group
differences and negative feelings may result in poor acquisition of a language and
similarly Lambert (1981) has argued that attitudinal and motivational factors possessed or
not by students, are even more vital than the ability to learn a language.
Till now no research on students and teachers attitude has been conducted in Pakistan
about the present curriculum and pedagogy of English. Generally speaking, a research on
teaching method has been conducted but till now no research on students liking and
disliking to curriculum development has been given, because students belong to same
culture and country. Rao (2002) believes that bridging the gap between coaching and

learning attitudes can only be attained when teachers are, first of all, sentient of their
learners’ desires, capacities, potentials and learning styles.

English has not been the only compulsory foreign language in all schools. During the
colonial period (1757-1947), students studied Persian and Arabic, which were brought to
the sub-continent by the Muslim conquerors from the Middle East and central Asia; even
in the present day, students are used to studying Arabic like a compulsory distant
language with English. As most of the students in many areas of Pakistan are Muslims,
therefore they have to read the Holy Quran at a very early age. This is a religious
obligation and cannot be avoided. At the same time, students also study their regional
mother language, quite surprisingly; students in the private schools in some regions do
not need to read Pashto. So students in Pakistan study to read and write up to four
languages at a time, namely Urdu, Arabic, regional/mother language and English. The
results are that pupils are mostly confused and they find it difficult to cope with so many
different languages. In public schools students learn English through Urdu while their
own mother tongue is often not Urdu. Children living in cities, studying in different
private schools, have a better command of English when they have done their Ordinary
level or Advanced level courses, compared with children who pass their secondary school
examination or intermediate exams in government schools or ordinary English medium
schools. The same situation is prevailing in all provinces of Pakistan (Mansoor, 1993).

Moreover, different teachers of English language use different mother tongues in
different provinces in Pakistan with different approaches; some give importance to rules

and others to examples. A mismatch sometimes therefore occurs between the learning
attitude of an individual in the English classroom and the teacher’s attitude, affects on the
learning of the students (Lawrence, 2003).

Students at elementary and secondary level are mostly shy and afraid of committing
mistakes when they speak English, while students at primary level enjoy speaking
English words and simple sentences (Al-Kindi, 2005). Therefore, a teacher has to make a
number of efforts to motivate students at secondary as well as higher secondary or
intermediate level to speak English, while language is always learnt by listening and
speaking.

The teaching of listening and speaking skills, however, must be organized in a very
systematic way from primary stages onwards and teachers should be trained in such a
way that they cannot only teach the target language but also make valid and reliable
evaluation of these skills and focus on students’ needs. Masood (2002) has given a very
clear picture of the scenario; inevitably what is taught to children is not a communicative
knowledge of English language but knowledge of English language and how the syntactic
and lexical rules of English operate. This grammar based approach means that the level
of spoken language skills is weak and that learners are disadvantaged.

2.5.2 The Upcoming of English Language
The scope and significance of English language today are such as to make it rational to
ask whether we cannot endeavor an intellectual gossip as to the credible, position, which

it will inhabit in the future. It is admittedly perilous to forecast the future of nations; there
are individuals who doubt even the stability of our present civilization (Austin, 2008).

2.6

The Role of English in Pakistan

The most common language of the world is English. It is easiest as well as difficult
language in comprehension. The non-English people face this problem on a continuous
basis all over the world yet the sub-continent is affected by this problem threateningly.
English has been rated to be high in terms of its use and proficiency in Pakistan. In the
past, it was delighted as a unavoidable subject in English standard schools and gradually
more used as a standard of teaching. The private schools propose English as a subject
from Nursery classes. On the other hand, students of public schools begin learning
English at the age of 11 years whereas the students of English in private educational
providers at the age of 4 years. Teaching of English is significant because of the
following reasons:

i. English is the means of comprehension of the international education;
ii. Education at higher level is in English;
iii. English is necessary for scientific and technical progress;
iv. It is the source for international trade and communication (Richards, 1991)

Keeping in observation the reputation of English, the Government of Pakistan has taken a
verdict for launching English as a obligatory subject from the first level (NEP,1998-

2010) . The points discussed below further illustrate the status and importance of English
in Pakistan.

2.6.1

Language for Commerce

Existing facts illustrate that there are 350 million native speakers of English, scattering
into least 100 regions (Block & Cameron, 2002). English has become the focal language
of UK, Australia, the USA and South Africa. And even in those countries where English
is not the bureaucrat language, it has become the approved first language of the
governments, education and international communities. Therefore it is clear from the
above fact that English is not only imperative for commerce and one’s livelihood – it is
necessary. And this is particularly true for those wanting to contribute in worldwide
business.

2.6.2

Language of Socio-cultural Status (VIP)

In Pakistan, acquaintance with and exercise of English are signs of high social class and
the possession of an educated family milieu. Hence their use denotes more than just the
medium of coaching through which a person has studies in school or in an institution of
higher education. (Colman, 2011)

2.6.3

Language for Education

In term of physical provision, the preponderance of learners study English sitting in lines
in large classes. The customary length of the English program is 48 hours or one semester
during the first year of their study program. Thus prospects for learning English to the

high levels of expertise mandatory both for higher education and professional work are
somewhat inadequate. It is not amazing, then that there is a wide-ranging sense of
disgruntlement with the current altitude of English proficiency of graduates of public
universities.

2.6.4

Language for Higher Education
Jalal (2004:24), a farmer education minister, said:

“When we pledge to the experts’ vision that the monetary upcoming of Pakistan is allied
with the development of information technology, it means that we are identifying the
necessity for making the conception and use of English as prevalent as feasible. This is
now a crucial public requirement, and the government acquires it as its obligation to
accomplish this formality.”

This visualization has resulted in the English for All policy, where once again the
government has initiated all public sector schools to start teaching English from class I
with functioning out the practicability of this policy resolution and capital mandatory for
its thriving execution. In dissimilarity, the Higher Education Commission’s English
Language Teaching Reform Project aims to perk up the teaching-learning of English in
higher education institutions in Pakistan (Ashraf,2006).

2.6.5

Language for Professional Life

The importance of English in professional life is immense. This is illustrated by the fact
that now that most of the books of Engineering and medicine or law are in English. The

basic version of Microsoft Windows is in English. Of late, there have been attempts to
introduce regional languages into global professions. China has learnt from its past
experience of giving lesser importance to English and has now endeavored with full vigor
to make Chinese technocrats enthusiastic about teaching English language. So a
professional with even a limited degree of English competence can get job anywhere in
the world, as English is more or less implicit irrespective of social group, dogma or
religion.

2.6.6

Language for Communication

Present the business community of the world considers English not a foreign language –
but the global means of communication: the language of communication wherever a
treaty is being done internationally. (Block & Cameron, 2002).

2.7

Importance of English Language in Education

2.7.1 English Language Teaching (ELT) in the World
The United Kingdom, the United States, and Australia are the representatives of inner
sphere, where English is signified as a Native Language (ENL). These countries have
long and rich experiences of teaching English to nonnative speakers – immigrants within
the countries and the learners of English overseas. They have developed and offered to
the world a great deal English Language Teaching (ELT) theories, teaching methods,
teaching materials, and teachers. Their English Language Teaching (ELT) used to mean
to assimilate learners into the English-speaking societies and cultures, but now it has

turned towards multi-lingua culturalism by trying to preserve learners’ mother languages
and cultures as their assets (Carter & Nunan, 2001)

a. The United Kingdom
It is true that many people in the United Kingdom speak English as their first and only
language. So the issue of language in the UK is somewhat different as compared with
other countries.

Throughout the 20th century, the schools of primary and secondary education were
dependent on a local education authority until the late 1980s. The national government
was powerless in matters of school curriculum. The 1988 Education Reform Act gave
each child an entitlement to general compulsory education including English and modern
foreign languages. The national curriculum embodied a national policy of languages. In
1970s and 80s, the importance of English language and English language education was
recognized. The notion that all children must be able to speak and write Standard English
spread at that time (Austin, 2008).

b. The United States
In the United States more emphasis was given on English in the No Child Left Behind
Act (NCLB) which replaced the Bilingual Education Act (BEA). At the jeopardy of
oversimplifying the dispute, these opinions plunge into three basic camps.

i. The supporters of bilingual education squabble that English Language
Learners (ELL) students are debilitated when schools forfeit substance
acquaintance on the altar of the easiest possible attainment of English.
ii. On the other side, the detractors of bilingual education deem that this
approach has worked to ambush students in culturally and linguistically
secluded settings, thus looming their ability to enter the American majority.
iii. A third encampment, situated wherever in between the other two, is probable
to sustain moreover ESL or intermediary bilingual education programs,
depending on circumstances. Here, the use of the students’ first language is
seen principally as an instructional tool, not necessarily as a chief instructional
goal. The initial promising acquirement of English proficiency remains the
primary spotlight, suchlike the instructional method (Celce-Murcia, 2001).

c. Australia
After the end of World War-II, Australia abandoned the ‘White Australian Policy,’
accepted immigrants from Asia and promoted politico-economic ties with Asia-Pacific
countries for defense of this vast country and for economic growth. Today 25% of
Australians were born in non-English speaking countries. Today Australia is a multiethnic, multi-cultural, and multi-lingual country (Brogger, 2002).

From 1987, they started giving free public English language education to adult
immigrants as a part of technical and vocational training so that can live, work, and join
the main stream of Australian society. Australia has the national system of developing

and maintaining English language teachers’ high standard by qualifying examinations,
periodical inspection of teaching, and re-training programs (Brogger, 2002).

d. India
India has roughly three kinds of school boards which regulate curriculum, syllabi, and
examination in each system. At most schools in the latter two teach children almost all
subjects in English. On the contrary, English as a school subject which put a heavy
emphasis on literature and written examinations does not contribute largely to the
production of English-speaking Indians (Brown & Rodger, 2002).

Better teachers are recruited by private schools since salaries are good. This is the main
reason why Indian families like to send their children to private schools. Money and
English plays important and differentiating roles in Indian education system. In other
words, the wealthy families let their children pick up English, a language of power and
opportunities which gives children good education and good jobs (Crystal, 2007).

e. Malaysia
Bahasa Malaysia is considered as the language of national integration, and English as a
working language for international contribution. In accordance with Vision 2020,
Malaysia’s national project to develop the country as an advanced ICT base by the year
2020, English language teaching (ELT) is further emphasized as the key to success
(Graddol,2007).

f. Singapore
Singapore is a multi-racial, multi-cultural and multi-lingual country, but English is
considered the first language. From the strat of Singaporean independence, the
government implemented bilingual education system, which comprises of English and
one other official language. By making English its first language, on the whole, the
Singapore government has been very successful in using language as a means to develop
and promote an identity as Singaporeans (Graddol, 2007) .

g. China
The history of English language teaching (ELT) in China has veteran ups and downs
since the establishment of the People’s Republic of China in 1949. Obligatory English
teaching starts from the third grade and continues up to universities. ELT in China has
been implemented with the strong leadership of the national government, local
governments and schools are allowed to make discretionary adjustment (Mckay, 2002).
h. Korea
The Republic of Korea achieved steady economic development after Korean War and
was ranked the 15th in the world by nominal GDP in 2009. Rapid industrial development
by diligent people is often called the “Miracle on the Han River. Most” of the Korean
people are convinced that education is one of the ways getting out of poverty and is
considered as valuable investment for their children. English is believed to be one of the
most important subjects of the regular subjects taught in schools. In global society,
Korean society has been looking for active people with high English proficiency. Almost

all the Korean people have a common perception that English is an international
language. And that has become a strong incentive to learn English (Stevens, 2008).

j Japan
Since the introduction of communicative language teaching into English language
classrooms in Japan, translation has generally been thought of as an obstacle to the
smooth progress of the students’ language learning and proper functioning of classrooms.
It has sometimes even been looked on as a villain who has to be driven out of the
classroom by all possible means but is persistently staying there or keeps coming back.
Moreover, the traditional Japanese method of teaching English through traditional
methods combined with parsing and construing, quite often translated combined with
‘grammar-translation’ and thereby confused with the Western Grammar-Translation
Method, has been a target of international criticism in the academic field of English
language teaching (Tomlinson et al, 2001).

2.7.2 English Language Teaching (ELT) in Pakistan
We have, above, looked at some of the varieties of ELT in different countries around the
world. We now need to discuss the phenomenon more clearly in relation to our
immediate study’s concerns. It is extensively documented that the prime task of teaching
of English in schools in Pakistan is to get the pupils ready for examinations. Education in
English opens new horizons for the learners in Higher Education and job sectors. English
is a foremost obstruction to entry to white collar jobs. English is very significant for

societal mobility and doorway to eminence education. Accordingly there is apartheid in
education because of language teaching and patchy occasions and assets in ELT.

Frequently we are told that English is indispensable for ticket to government services.
But sarcastically there is no argument of the language or languages which having become
a government officer, one might need in order to communicate with and serve the public.
It emerges that in daily life for greater part of the people –particularly outside the key
cities-English truly has no handy worth. The population of the Saraiki-speaking vicinity
of southern Punjab yet Urdu is a ‘foreign’ language. As for English, Ahmed claimed,
“these offspring will never in their lives require to speak English. They will never read a
book in English (Ahmed-Khurram, 2009)”. Another claimant from Islamabad, thought,
“The general citizens don’t exercise English (Shamim F., 2008)”.

2.8

The Role of Textbooks

English language has many imperative gears but the fundamental one for both teachers
and students in the classroom is the textbook. This is also the most important focus of this
research project, and as such we need to discuss the role of textbooks in ELT pedagogy in
Pakistan in some considerable depth. Teachers consider that it is very intricate for them
to instruct scientifically devoid of a workbook. In fact, the course book plays an
important task in providing a foundation of assets for both teachers and learners. Sheldon
(1988) advocates that course books do not only present the manifest compassion of any
course but also proffer generous reimbursements for both students and the teacher when
they are being used in the classroom.

Further to this, Hutchinson and Torres (1994, p.232) discover four ways in which
textbooks can help in times of educational changes: first as a vehicle for teacher and
learner training; second because they grant support and liberation from the load of
looking for materials; third by providing as absolute a portrait as likely of what the
amend will look like; and fourth during the psychological sustain they bestow to teachers.

2.8.1 Textbook Theory
Textbooks are the curriculum end-product. From the development phase, through design,
to evaluation and then implementation, finally, the curriculum is approved and turned
into marketable product-textbooks. Textbooks are a foremost part of the teaching and
learning situation. Students are provided with this material while teachers have it as a
way of following guidelines, often determined by the local or central authorities.

Textbooks provide guidance for teachers and students. They present an attempt to distill
and interpret the knowledge and scholarship of a given discipline. Additionally,
textbooks give students information so that they may begin to understand individual
concepts and general ideas. According to Briton, Woodward, and Binkley (1993),
textbooks represent what is known about a discipline, modifying their styles according to
the needs, knowledge, and maturity of the anticipated audiences. Britton, Woodward and
Binkley (1993) further state that, “Textbooks, then are a standard resource, reference, and
instructional tool, and so, it is not surprising that it is from those institutional materials
that teachers teach and students learn” (p.115)
Keith (2006) states that,

“The bang of course books on eminence of educational upshots cannot be miscalculated.
Repeatedly, the classroom transcript is the only reserve on a specified topic to which
students will be uncovered in their whole education livelihood. Furthermore, textbooks
profile and straight the content and methods of presentation used by many teachers” (p.
24).

Textbooks are the primary resource for learners and for teachers as well. Textbooks may
be represented in two facets: ideological and pedagogical. They represent, on the other
hand, the wider community, or social context, and reflect its beliefs. Textbooks are also
pedagogical as they serve as guidance for teachers in their role. Textbooks represent the
primary source for students as well as for teachers. The influence of the textbook is
predominantly obvious when we apprehend that almost 75% of the students’ whole
classroom time is depleted while busy with instructional materials (Ornstein & Hunkins,
2002).

Herlihy (1992) also considers that the recipients of all of the decisions that have
contributed to a text’s construction are the students as they are ultimate consumers of
textbooks. Britton, Woodward & Binkley (1993) emphasize, “Textbooks are the result of
a complex marketplace that includes numerous consumers, including those who seek to
influence what is consumed, and a small group of publishers who attempt to respond to
market demands” (p.116).

Some textbooks, nevertheless, fail to cope with school or community needs. As a result,
some schools are compelled to supplement the teaching-learning activities with their own
supplementary materials. Britton, Woodward, and Binkley (1993) further contend,
“Unfortunately, there is little research on students “feelings” about textbooks”. Finally,
Nitsche (2002) points out that, “If textbooks are properly designed they will fill the needs
of the curricula, the teacher, and the student.”
With this idea in mind, one can conclude that the current textbooks should be easy to use
for the teachers as well as for the students. A good textbook for students should be well
designed, clear and attractive. Concerning teachers, the teachers’ manual should contain
methodological guidance that will help the teachers operate effectively in the classroom.

2.8.2 Principles behind Selection of Textbooks
It is a fact that every textbook will have some kind of shortcoming, “no course book or
set of materials is probable to be ideal”. (McDonough and Shaw, 1993; p.65) Yet
administrators and teachers have to make the best choice keeping in view both learners’
needs and contextual constraints.

Cunningsworth (1984) offers the following set of guidelines which can form the basis of
formulating a personalized criteria checklist having local relevance:
i. The selected materials should be related to the teaching objectives.
ii. The material should utilize activities which are interesting, involving, and
intellectually stimulating for the learners.

iii. The students should be able to relate personally to the subject matter used in
the materials.
iv. The materials should present and practice English in a systematic and
comprehensive way.

In the same way, Rubdy (2003) has provided a framework in the form of criteria
questions for selection of coursebooks. She has also discussed the rationale behind the
framework. According to her, the coursebook is meant to facilitate the process of learning
in students, who are its main users. Consequently, the target learners’ needs should form
the basis of any selection criteria. A key question in choosing a textbook would be, how
does the book relate to the needs of the learners? The need to communicate lies at the
heart of all language learning. Since this involves not just communicating within the
classroom but ultimately, in the real world outside, the materials must also take into
account students’ longer-term goals.” (Rubdy, 2003; p.47)

In addition, Rubdy assumes that teachers and textbooks have a give and take relationship,
“a course book by itself has diminutive operational worth until the teacher colonized it
with his/her personal thoughts and familiarity and brings it to life. Yet the potential for
materials to influence the way teachers activate is great. This is because course books
exemplify a entire lot of theoretical situations and doctrines. (2003:49)

Rubdy’s detailed criteria checklist is divided into three sections, each section having a
different priority area. The first section deals with various aspects related to the learners

(like their needs and motivation), the second section focuses on factors concerning the
teachers (like the teaching styles), and the last section considers features pertaining to the
coursebook itself (like methodology and layout).

If the checklist is too extensive, it encompasses all the defining aspects relevant to an
effective language textbook, yet these details make the list too unwieldy and therefore
impractical. In fact, it will be difficult for school administrators, teachers and other
coursebook selectors to utilize the list efficiently as it will require considerable time and
effort.

2.9

The Textbook Development Process

Textbooks are vital tools within the realm of education and textbook adaptation is an
essential part of the process. The issue with textbooks is that they quickly become
outdated as standards and content continually change. To offset this many countries adopt
textbooks in a five year cycle rotating amongst the core subject. Most of the countries
prepare education policy and on the bases of education policy curriculum is developed
and in relation to this last point textbooks are developed while keeping a view on the
expected development in curricula.
2.9.1 Discussion of Relevant Terms
2.9.1.1

Policy

We have mentioned a number of important ideas above that relate to the process of
textbook development, therefore these are discussed in a little more depth in the
following segments of text. Firstly, a policy is a standard or etiquette to direct decisions

and attains cogent conclusions. A policy a declaration of target, and is employed as a
process or etiquette. The expression may pertain to government, private segment
institutes and set and persons. Presidential director order, mutual confidentiality policies,
and parliamentary convention of array are all examples of policy (Jalal, 2004).

2.9.1.2

Education

Education policies are ethics and government policy-making in educational sphere, as
well as the set of laws and rules that administer the maneuver of education systems.
Education policy study is the studious study of education policy. It inquires about to
answer questions about the rationale of edification, the objectives that it is deliberated to
accomplish, the methods for achieving them and the tools for measuring their triumph or
malfunction (Huchan, 2005).

2.9.1.3

Language

Countries designed policies to support or daunt the use of a scrupulous language. But
most of the nations have used language policies mainly frequently to sponsor one
certified language at the disbursement of others; many countries now have policies
premeditated to guard and endorse local and cultural languages whose practicality is
exposed. Language Policy is what a government does whichever legitimately through
legislation, court decisions or policy to resolve how languages are used, nurture language
skills required to meet national precedence or to launch the rights of individuals or groups
to employ and prolong languages (Huchan, 2005).

2.9.1.4 Curriculum
In official edification, a curriculum is the anticipated interface of trainees with
instructional content, resources, assets, and procedures for appraising the realization of
educational objectives designed by the government or institutions. Curriculum reflects
the education policy of a government or of the institution (Hilda, 1962).

2.9.1.5 Textbooks
A textbook is an instruction manual of tutoring in any division of study. Textbooks are
produced according to the curriculum developed by the ministry of education of any
country (Keith, 2006).

2.10

Role of Curriculum in Language Teaching

Language maturity is fundamental to students’ academic, societal and poignant
development, and must be seen as a main ingredient of the curriculum. When students
study to apply language in the elementary grades, they carry out more than master the
indispensable skills. (Kelly, 2009)

Students require language competency in order to realize ideas and information, to
intermingle collectively, to inquire into parts of interests and study, and communicate
themselves evidently and reveal their learning. Learning to communicate with lucidity
and accuracy, vocally, in writing, and through a diversity of media, will facilitate students
to flourish in the world afar school.

2.10.1 Principles Underlying the Language Curriculum
The language curriculum is planned to present students with the awareness and
proficiency that they require to accomplish the objective. Krippendof (2004) believes that
it intends to facilitate students become booming language learners, who contribute to the
subsequent uniqueness.
Flourishing language learners:
i. recognize that language education is a obligatory, and, thoughtful procedure;
ii. will be able to communicate successfully through listening, speaking, reading,
and writing
iii. will be able to understand the text written in the target language;
iv. imagine significantly;
v. comprehend that all texts go forward a fastidious point of scrutiny that must
be recognized, questioned, assessed, and evaluated;
vi. appropriate the culture force and artistic authority of texts;

2.11

Language Curriculum

As textbooks are the reflections of the education policy and curriculum, including within
EFL pedagogy, it is necessary to discuss and differentiate some related terms to aid
conceptual understanding in the study at hand.

2.11.1 Definition of Language Curriculum and Syllabus
A language curriculum can be defined as the identification of general principles, goals
and objectives regarding language learning. In contrast, a syllabus is more specific,

focusing on classroom behavior, detailed objectives and topics to be covered. (Xiaotang,
2011)

2.11.2 Curriculum Models
The selection of criteria for curriculum evaluation can be based on an examination of the
various existing models of curriculum and in this respect the available literature on
curriculum is illuminated.

2.11.2.1

The Content Model

The main emphasis of this model is the content that has to be taught to the students. In
the context of language teaching the main aim is to impart the knowledge of the language
structure including grammar rules and vocabulary. (Finney, 2002, p.71) finds this model
“too simplistic” since it treats language as “a relatively fixed concept and it largely
ignores factors such as context, ‘appropriacy’ of use, modes of discourse or individual
learner needs.”

2.11.2.2

The Product Model

A curriculum which has been influenced by broad goals related to attainment places
stress on product dimension, where ‘product’ implies expected objectives of the course or
the behavior to be performed (Dubin and Olshtain, 1986; Finney, 2002). Those objectives
which aim at accuracy and utilize discrete elements of grammar can be classified as
‘knowledge based objectives’. On the other hand, the objectives focusing on the actual
use of language are referred to as ‘skills based objectives’.

The product model also has a number of shortcomings. First of all, the curriculum is
presented as a pre-existing plan which has no contributions by the teachers and learners.
Moreover, this model requires behavior appraisal; yet it is not possible to assess all kinds
of behavior. Furthermore, this process of measurement involves breaking each item into
smaller elements in “long lists of competencies” (Smith, 2000: webpage). Nevertheless,
as Finney (2002) pointed out, the functional approach of the ‘product model’ is based on
the communicative approach that changed the whole concept of language teaching, and
thus has had a constructive role in the language teaching history.

2.11.2.3

The Process Model

This flexible model is based on language learning theories, with an emphasis on student
needs and interests; it centers on tasks and activities. However, the model is not deemed
as very practical and so is largely bypassed for the objectives model in national
curriculum development projects. (Smith 2000; Finney, 2002; Rabbini, 2002)

2.12

The Role of Curricular Documents and Textbooks

Directions given in the given in the curricular documents are followed, while developing
content/material of a textbook, therefore the information below is related to its
importance.

2.12.1 Curricular Requirement
When discussing curricular requirements, it can be useful to distinguish between the
terms curriculum and syllabus. Although we have discussed this distinction it is worth

restating that the latter is often used to refer to the aims and the content of a particular
subject whilst, the term curriculum most often refers to the wider educational context of
the different subjects (Newby, 2000). With reference to Level 9 to 7, this means that the
section that describes the teaching of English is the syllabus, while the document as a
whole is the curriculum that presents the more general educational aims. Thus, when
looking for curricular guidelines and requirements related to questions of context, there
seems to be reason to investigate the subject syllabus and curriculum, as well as the
degree of agreement between two.

According to Newby (2000), foreign language syllabuses have three main functions. First
of all, they clarify objectives, content and methods in an educational program. Secondly,
they regularize and thus ensure a certain uniformity of content and expected outcomes.
Thirdly, they can guide the process of teaching and learning. Widdowson (1990) has
pointed out how clear principles seem to be the most important prerequisite for teachers
and learners to be able to act upon a syllabus in a constructive way.

When it comes to questions of context in a foreign language syllabus, then, the first issue
that needs to be addressed is whether or not clear principles are presented for the
students’ work with such questions. Obviously, in order for this happen, explicit
statements need to be made in goal formations and or in the syllabus’ descriptions of
content and methods.

However, since most teaching programs will be designed so that they meet the evaluation
requirements, the section in a syllabus that deals with assessment is also of great
importance. Simensen (2001) claims that the evaluation system can, in fact, have a
greater impact on daily work in the classroom than the goal formations in the syllabus do.
Although it may be difficult, and not even desirable, to assess students’ attitudes towards
cultures, other parts of the students’ work with questions of context and culture can
certainly be evaluated. Thus, in order for a syllabus to clarify and to define the role that
questions of context and culture are to play in students’ work with the foreign language, it
seems important that these issues are reflected in the descriptions of the ways in which
learners are to be assessed (Simensen, 2001).

2.12.2 The Role of Textbooks in Foreign Language Teaching
To my knowledge, no thorough investigation has been made of the amount of time spent
on textbook-related work in classroom. Sigurgeirsson (1992) looked into the use of
published materials in Icelandic classrooms and found that, in the English lessons, 96
percent of time was spent working directly with the material, as compared to 75 percent
of the time in mathematics and social studies. The material was, he writes, generally
reviewed page by page. There is reason to believe that the situation regarding the use of
textbooks in English is not much different in Norway (Heyerhahl-Larsen, 2000).

One recent study shows that, in the implementation of the implementation of the 1997
Norwegian National Curriculum, teachers use the curriculum as a point of reference
when they make plans for the year or the semester. In the choice of topics and materials

in day-to-day work, however, the textbook plays the most crucial role (Hopmann, Afsar
& Bachmann, 2004). The most common situation in the teaching of English seems to be
to let all students have one copy each of the same textbook, and to rely heavily on the
textbook for the provision of teaching materials and procedures (Johnson, 1989).

Textbooks and teachers’ dependence on textbooks have been criticized for a number of
reasons. In the case of English, one area of dispute has been the idea that it is possible to
produce textbooks for a global market, with the understanding that ‘one-size-fits all’
(Harmer, 2001). Language learning is such a complex undertaking that it does not seem
feasible to expect a textbook to guide and cater for the whole process. No textbook author
can ever anticipate all teachers’ or learners’ needs (Mckay, 2002).

Textbooks have also been criticized on the grounds that they present a set of already
made decisions, often with some stamp of authority on them. A textbook that provides a
self-contained teaching program can be seen as an obstacle for the teacher who is trained
and motivated to use creative and independent approaches in classroom. Cortazzi & Jin
(1999) refer to this role of the textbook as a possible ‘de-skiller’ of the teacher. Many
warnings have been issued that the textbook may represent a limitation of the types of
work that can take place in a learning situation, and some critics even refer to the
textbook as a strait-jacket (Harmer, 2001).

2.12.3 The Role of Textbooks and National Standards

The National Education Commission of Pakistan (1952) had reported that the curriculum
was “tapered, pedantic and conjectural” with congested syllabus and incongruous course
books. It had recommended that the curriculum should not be alienated into a number of
impervious subjects, but that all subjects should be interconnected and should comprise
pertinent and momentous substance so that it could pat the lives of students.

The following Education Commission (1964) sustained to highlight the meager feature of
school teaching and remarked on the squat value of textbooks, remaining to the be short
of research connected to their homework and making and be deficient in inquisitiveness
of pinnacle ranking intellectuals in this field. It called for national principles and
suggested federal textbooks making to match to those, preliminary at the national level
and also sustaining founding an institution at provincial stage. In retrospection, we can
perceive that challenging function of the textbook abiding from colonial education
structure, which has unsaid an untouchable arrangement in school and classroom,
marginalizing the task of curriculum and syllabus, was additionally fortified from the
probability that the nationwide shaped textbook would distant and accurately signifying
nationalized values in Pakistan.

2.13

English Language Textbooks

On the basis of designed curriculum content/material is compiled in the shape of a
textbook, therefore it is essential to discuss some information, which could answer some
of the questions that one might encounter concerning textbooks.

2.13.1 Meaning, Aims and Objectives of English Language Textbooks
The Oxford Advanced Learner’s Dictionary (2000) defines a ‘textbook’ as:
It is book that instructs a meticulous matter and that is emploed particularly in
schools and colleges…….. (2000:1343)
A ‘coursebook’ is the British synonym for textbook (Concise Oxford English Dictionary,
2004); MSN Encarta Dictionary, 2009; Macmillan Dictionary, 2009-2011, Longman
Dictionary of Contemporary English, 2011). Published materials that facilitate English
learning are considered under the general category of ‘English language textbooks’.

In the earlier years of TESOL, there was a serious dearth of comprehensive books/articles
on materials development and evaluation; essentially this area was treated as part of
methodology (Tomlinson, 2003; Canniveng and Martinez, 2003). As such, materials
development received a belated recognition among applied linguists as an independent
field, “while much has been written on Second Language Acquisition (SLA) and on a
huge number of topics relevant to language teaching and to applied linguistics, there have
been fewer books on material design. General introductory books on language teaching
devote little space to materials development and evaluation, general and more specific
books on syllabus design and curriculum offer at least one unit or chapter with some

comments on the subject. It is since the 1990s, however, that material development has
shown real value” (Canniveng and Martinez, 2003; p.479).

Cunningsworth (1984), with his views on coursebooks laid the foundations of this
emerging field. Succeeding linguists (McDonough and Shaw, 1993; Richards, 1998;
Garbrielators, 2000; Garinger, 2001; McGrath, 2002; Tomlinson, 1998, 2003, 2008
among others) have built on what previously have been proposed, and some have even
broken new grounds with additional interest in learning materials preparation.

Opinions about coursebooks vary greatly and are in fact disparate. McGrath (2002) has
suggested a continuum of attitudes related to textbooks. He implies that educators may
reify textbooks, think of them as facilitators, view them as one of the available choices, or
regard them as restraining. This is well reflected in the following contrasting attitudes of
two experienced teachers (quoted in Tickoo, 2003). “The textbook often acts as a
constraint; it goes against my attempt to respond fully to the pupils’ needs. Its use also
goes against learner creativity (Tickoo, 2003; p.256).”

2.13.2 Principles behind Material Development
Developments in the field of language learning have led different linguists to suggest
their own frame works for preparing language learning materials. In many cases this also
involves highlighting the shortcomings in existing commercially produced textbooks. For
instance, in Pakistan the coursebooks remain conventional and stereotyped in spite of
their stated assertions of adopting the ‘communicative approach. This implies that these

books consistently continue to emphasis the language analysis approach while
disregarding the need for learners’ personal engagement with the provided materials. The
coursebooks materials are focusing more and more narrowly on the encoding and
decoding of language rather than opening up rich opportunity for experience, engagement
and effect (Tomlinson, 2003).

In addition Mares (2003) terms the speaking activities being used in most textbooks as
contextualized functional drills which are often highly controlled. Moreover, there is
more emphasis on activities that require learners to produce language rather than on
receptive comprehension-based tasks which research has shown to facilitate language
learning (Mars, 2003).

Tomlinson (2008) goes on to elaborate on the weakness inherent in materials which
hinder language acquisition. First of all, the presented language is not authentic; instead it
is amplified and de-contextualized denying the learners opportunities to encounter real
language. Moreover, generally the practice tasks are too controlled and mechanical
requiring understanding procedures (like substitution and transformation) aiming towards
accurate outputs rather than successful outcomes. Furthermore, these activities are neither
cognitive nor affective. Finally, the textbooks utilize bland, safe, and harmonized texts.

Moving beyond criticism, various proposals for preparing effective materials have been
presented. Tomlinson (1998, 2003, & 2008) has provided the most comprehensive list of
general theoretical principles. He proposes that the materials should have appealing

content, attractive presentation, novelty and provide a variety of texts and activities so
that they have an impact on target learners. Then the content of the textbooks while being
relevant to the students’ lives should make them conscious of and responsive to the
represented culture. In addition, the learners should be engaged in contextualized tasks
which reflect real-life language use and involve meaningful communication; they should
also be exposed to authentic text (Tomlinson, 2003). In fact, only inspiring and thoughtprovoking texts based on significant topics can help to develop listening and reading
skills. In the same way, the best of acquiring production skills is to create opportunities
which motivate the learners, “to say what they think is worth saying” (Tomlinson, 2003;
p.440). Importantly, they should be encouraged to indulge in extensive listening and
reading of relevant, motivating and engaging texts ensuring interaction with authentic
language.

Tomlinson goes on to propose that the textbooks should have a personal voice and ensure
personal participation of learners in a relaxed environment by engaging them in valuable
and affective activities. Moreover, they should not overburden the students with
knowledge, but instead should incorporate inspiring environment though attainable tasks
so that the students are encouraged to gain confidence. Furthermore, the coursebooks
should promote creative, analytical and higher order skills (like, connecting, predicting,
interpreting and evaluating) from the beginning, and should be learner-centered and
discovery-based (Tomlinson, 2003). The students should perceive the materials as being
relevant and useful. Finally the tasks should lead towards effective outputs of language
(Tomlinson, 1998, 2003 & 2008).

Likewise, discussing his theoretical framework, Richards (2002) also asserts that
coursebooks should present authentic language and the activities should be
contextualized, realistic, meaningful and purposeful. For this reason he suggests that
language teaching materials should incorporate video dramas which have the added
advantage of introducing the essential audio visual element thus creating “a knowledge
setting that is loaded in linguistic and enlightening knowledge about aimed language”
(Richard, 2002; p.85). However, such a component will increase the price of the
textbooks, and moreover, will be useless in teaching situations which lack audio visual
facilities.

A framework for textbook preparation presented by Mars (2003) is based on the premises
of Lewis (1993) and Nunan (1999), who highlighted the basic human tendency “to learn
partially many different things rather than systematically gain control over building
blocks that lead to an organized fluency” (Mars, 2003; p.134). Thus the materials should
include a variety of texts and genuinely communicative activities which provide
opportunities for reflection. He goes on to criticize the tendency of coursebooks to be
prescriptive about what should be learnt when it has been shown that language learning is
and “unpredictable and non-incremental process” (Mars, 2003; p.137). Finally, he
maintains that the focus should be more on respective skills, and the ‘ObserveHypothesized-Experiment’ cycle (instead of conventional ‘Presentation-PracticeProduction’ approach) should be adopted.

In the end, it is important to touch upon Bolitho’s (2003) proposal that the textbooks
should incorporate activities which provide varied input of authentic language and
require the learners to exploit the data using cognitive processes like analyzing (referred
to as ‘language awareness activities’). Such tasks will make the students think critically
“about how language is used for different purposes” (Bolitho’s, 2003 p.425) and provide
a “real context to their struggles with language systems” (Bolitho’s, 2003 p.425).
Some of the beliefs presented above are supported by the researcher and so helped to
determine the relevant evaluation framework for the present research. These assumptions
are presented in the figures below:

Significant Principles of Materials Development-I

Be prescriptive

Primarily focus
on discrete-point
presentation &
handleing of
language

Materials
should
not

Overload
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knowledge (like
grammar rules)

Figure 2.3
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Significant Principles of Materials Development-II
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Personally invovle learners
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learning

Encourage extensive
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Figure 2.4

2.13.3 Standards for a Language Textbook

2.13.3.1

Layout and Design

Layout and design of course books has an immense sway on education of the
fundamental knowledge in the manuscript. Teaching supplies with lucid outline and
organization have an obvious upshot on learning. Students’ inquisitiveness and
concentration are fascinated when the matter is visually eye-catching and fine ordered.

Further, students experience added relieve with text with plenty of white spaces and
gorgeous colors.
McDonough and Shaw (2003, p.71) argue that “a few course books are explored and
printed but are so clustered with knowledge on each page that teachers/learners find them
virtually unfeasible”. Moreover, “there has been a propensity to utilize lustrous colors in
a few resources to endeavor and compose the book emerge further eye-catching”
(McDonough and Shaw 2003, p.71). Graphics must be an essential component of the
course book, and must harmonize the manuscript and craft a factual input to learning
upshots. There are two fundamental sorts of graphics. Firstly, contour sketches – which
can also be in paint or plain in black only. Secondly, snaps – which once more can be in
black and white or in full colors.

2.13.3.2

Objectives

The most important feature in the textbooks is the presence of objectives in it and their
quality and appropriateness to the students’ mentalities as well as knowledge levels.

Moreover, Hyland (2007, p.76) argues that objectives are vital to guarantee that suitable
learning is accomplished. Presently as syllabus objectives indicate the information and
proficiency learners will attain at the end of a lessons, lesson and unit objectives describe
the evident behaviors learners will exhibit at the end of the unit.

2.13.3.3

Instructions

Tomlinson (1998, p.95) says that piece of academic understanding of matter is proficient
and effectual writing of directives. Meager teaching may squander a lot of students’
precious time.

2.13.3.4

Activities and Tasks

Superior course books should be supplied with a variety of activities and tasks that
employ students in the exercise of proficiency and method related to definite language
teaching objectives. Also, they should embrace a range of drills that grant students
openings to perform and broaden their language skills. Tomlinson (1998, p.9) relates
tasks with learners’ confidence. He attaches that learners build up self-confidence
through multiplicity of activities which attempt to thrust pupils somewhat beyond their
accessible expertise by employing them in tasks which are motivating and tricky but
which are attainable also. Richards (2001, p.266) detailed that the tasks in the course
books should be lithe and attractive to different techniques and tactics, and should not
errand one type of learner over another.

2.13.3.5

Balance of Skills

Language is incorporated of different skills such as listening, speaking, reading, and
writing. Suitable course books should work for a sense of balance of skills. In many
gears, the learning conditions involve use of many diverse skills at the similar time.
McDonough and Shaw (2003, p.175) mark that materials should assist the students to
distinguish how the four skills materials are expected to engage students in reliable and

pragmatic tasks, their enthusiasm stage will raise as they identify a clear validation
following what they are being posed to do.

2.13.3.6

Language Context

Swan (1985, p.85) declares that “Scripted matter is functional for presenting particular
language matter cheaply and successfully: the course makers has full power over the
contribution, and can offer immediately the linguistic fundamentals and related back-up
he or she desires, on the other hand, confers learners a zest of ‘original’ language in
exercise, and grant them with applicable linguistic statistics for their cataleptic attainment
procedure to work on”.

2.13.3.6.1

Language of Literature

Nowadays, we realize that a literary text cannot be seen only as the canon. In our schools,
besides studying authors who have been recognized during centuries, we also work with
texts from contemporary authors who have gain relevance in society. Additionally, we
work with communicative complex texts, whose structure can be used in other discourses
and typologies.

However, we recognize there are techniques used and ways of writing that are not
isolated characteristics of literary texts. Pedagogically, we need to consider that it is
important to teach a literary text in conjunction with other types of writing. With this
exercise, students are aware of the difference between texts and their communicative
intention.

Paul Simpson, in Language Through Literature (1997), argues that a literary text is
different from a non-literary text, not only due to its stylistics and the language used but
also to its communicative purpose. The author says that literary language is neither
permanent nor fixed. So, a text is literary due to what it does and not just to what it is,
bearing in mind that the cannon has gone through several changes during the last years.

So forth, we are not talking about denying a literary text; we are assuming that there are
stylistic characteristics mainly present in literary text. Paul Simpson thus states that a
literary text is effective as we explore its linguistic repertoire, being aware that there is
not a fixed code, or better yet, that there is no code.

It is the text that will give its reader the context and from this point onwards teachers lead
students in paving the language, in content and form. In this analysis, the starting point is
the teacher, who is responsible for the contact students have with language. In another
perspective, we have to consider that the teacher comes with a personal context, selfawareness and a subjective reading of the text students are working with.

There is a preconceived idea that a literary analysis comes from an objective view of the
text. This vision neglects that we have to accept that this analysis is subjective, as there
are different contexts working at the same time and there are several variations and
restraints that limit the work done: the selection made, the intuitions on the text and
linguistic choices. Besides, there is not a unique and correct reading and interpretation of
a text, even though we cannot extrapolate the meaning of the text. As this author says,

“the analyst is present in stylistic: he or she chooses a text for study, has intuitions about
the meaning of this text and selects language models which are thought appropriate to the
task hand. There is moreover, no single correct interpretation of the text.

The author affirms that the work of literary analysis in the classroom should be founded
on the linguistic study and on the role that form gives to the meanings of the text, because
this study is important to help understand the text, as well as its communicative intentions
and its underlying meanings. Here follows a list of the arguments we can present to
support this statement:

i.

“stylistics can assist critical readings by highlighting and explaining linguistic
patterns in literary texts”.

ii. “stylistics allows different readers to come to an interpretative ‘consensus’
about a text. This is stylistic inter-subjective role. It is an empowering tool,
because it helps, explains the multiple and varied responses to linguistic
patterning which different readers experience when reading texts”.
iii. “stylistic facilitates the comparison of different genres of language”.
(Simpson, 1997, p.14)

Thus, form is part of the analysis of a literary text and it leads students not only to
understand how the language works, but also to learn that writers can apply different
forms in their speech. Another aspect is that writers have their own way of writing and
we find, when working with the same author, that there are features in his/her work that

come out. This is a helpful tool when working form, because it leads students to know
how that author’s writing works and comprehend its underlying meaning. This aspect can
make students feel they are actively engaging with the work of the author and are able to
comprehend and interpret the significant recurrence of the strategies found.

2.13.3.6.2

Language and Culture

Traditionally, the notion of culture has been understood in different ways in foreign
language education, and culture questions have been included for different reasons.
Broadly speaking, one can say that three main objectives have been linked to work with
cultural questions in the foreign language classroom (Risager, 2009). One has to do with
the students’ cognitive development, and focus has been on providing students with
information about the country or countries where the language is spoken. Another
objective has to do with the development of the students’ foreign language skills. Here,
the main concern has been to provide learners with insight into the ‘foreign culture’
(again though, we may fall into a trap here of viewing ‘culture’ as an unchanging and
consistent ‘object’ that all people in a language community adhere to) so that they will be
able to communicate in an appropriate way in new cultural contexts. A third objective for
work with cultural issues in foreign language education has been to develop the students’
attitudes towards other countries and cultures (Risager, 2009).

Information about a foreign country could, of course, be seen to constitute a part of the
‘cultural context’ of language that was mentioned in the previous sections, and thus
contribute to the students’ understanding of language in context. However, traditionally,

the information provided has been quite limited and has aimed, first and foremost, to
expose students to elitist manifestations of culture, i.e. ‘legitimatized’ expressions of how
certain people in a country want to represent their country to be to outsiders, and to
contribute to general education (Risager, 2007; Nelson, 1995). Focus has been on aspects
of country’s high culture i.e. its intellectual and artistic achievements, its institutions and
history. High culture is also often referred to as culture with a capital C (Tomalin &
Stempleski, 1993; Sercu, 2002), and is arguably a limited view of culture (viewing it as it
does as a product).

Cultural topics have also, of course, been introduced as carrier content, i.e. the content
which is needed for language to be used at all (Dudley-Evans & St. John, 2008).
However, with the increased focus on the students’ practical language skills in the 1960s
and 1970s, topics were often selected in order to exemplify vocabulary and structures that
would be particularly useful for students. In this tradition, the carrier content may not
have provided much insight into foreign culture, as the topics were chosen, first and
foremost, in order to link up with the students’ own experience and interest (Risager,
2007).

Traditionally, culture has been understood – and taught – as having to do with a particular
country and its population. There are several reasons why view is being contested
(Tornberg, 2000) First of all, there has been an increased understanding of the manyfaceted nature of the nation state. Within its borders, a nation holds not only people of
many different nationalities and cultural and linguistic backgrounds. There are also

innumerable subcultures, which may identify themselves to varying degrees with the
dominant culture (Mclaren, 2005; Bauman, 2009). Related to English language use, the
diversity o cultures, both within nation states and internationally, is particularly striking.

Secondly, there seems to be a movement away from the view that culture is something
static, with clear boundaries between us and them, between insider and outsider (Said,
2008; Bauman, 2009). Rather, culture is seen as something that changes continually and
constantly re-negotiated in meetings between people, it is something in flux, rather than a
hermetically sealed object. Thus, it can be asserted that, in situations of communication
between people from different cultures, a third culture is being built (Casmir, 2009).

Casmir relates chaos theory to communication studies and describes third culturebuilding as a mutually beneficial, dialogic communication process which allows for
ambiguity and the creation of meaning under chaotic circumstance. A similar line of
thought can be seen in Tornberg (2000), who talks about culture as an encounter in an
open landscape in a space which she claims is shared by everyone, but owned by no-one.

It has been argued that some of the difficulties in designing quality instruction in cultural
aspects of foreign language education can be related to the fact that the area of what
constitutes culture is poorly defined (Stern, 2001). While Stern makes a valid point, it
could also be argued that the main problem has been the different, and often unclear,
objectives that have been attached to the culture material. In future, the main challenge
seems to lie in defining the purpose of the culture are stated explicitly and

unambiguously, this will certainly be a good starting point in order to define what culture
means and which links one should make between language and culture in foreign
language course (Brogger, 2002)

2.13.3.6.3

Language of Communication

First it is remarkable to point out that a good student at listening and understanding is not
necessarily a fluent speaker. That is, he or she has to be trained in the productive skill of
speech as well.

Although we have discussed the fact that the use of a language, English for example, can
be very fluid and very diverse, there still needs to be basic standard of expression that
must be reached by students in order to use a language properly. Some pedagogues argue
that the speech produced by the student should be tightly controlled firstly by the teacher.
First, incorrect efforts and attempt must be gently but firmly replaced by correct
pronunciation, use of words and grammar and correct sounds and forms and sentence
patterns are practiced over and over in order to develop correct language reactions and
establish correct speech and correct communication.

For the purpose of the material in the textbooks, we must consider introducing each new
piece of language to the learners in such a manner that it can be engrossed efficiently into
the corpus of language already mastered. The material must be connected to the activity
which the learners are to perform. We know learners are expected to understand, speak,
write and read. To know a language means:

i. The ability to produce sentences.
ii. To know how sentences are used to communicate effectively.
(Stevens, 2008)

2.13.3.6.4

Language of Commerce

The overall purpose of education is to become independent, which means ceasing to
entirely depend on others (as people do when they are younger) and to become useful
citizens by supporting others. After finishing education students enter into their practical
lives, where they have to perform jobs in the world of business. If they have a command
of the standard of English required in the business world then they could become active
members of their organizations. Written message is particularly imperative at
employment. Commerce lettering frequently tags along explicit prospects. There are
ample assortments of set expressions that are anticipated in commerce English that are
not normally used in daily English. (Kenneth, 2010) It means the textbooks writers need
to include such material in the textbooks which could fulfill this need.

2.13.3.7 Subject and Content
Course books have to be bona fide, exciting and grab the student’s curiosity. If course
books fall short to transmit these features, neither tutors nor will learners have adequate
vigor or power to toil with those course books.

Celce-Murcia (2001, p.417) says that course books are for learners. To convene their
requirements, the course books must have not just the English language or statement

skills content stipulates by the syllabus, but they ought to also robust the requirements of
pupils as students of English.

2.13.3.8

Humanistic Pedagogy

Humanistic matter refers to regarding pupils as human beings and facilitates to utilize
their competence for learning through momentous practice. Moreover, language
instruction is not just about coaching language, it is about serving learners to extend
themselves as a community (Harmer, 1991, p.35).

Tomlinson (1998) says that in order to attain effectual and sturdy language knowledge,
students require to be stress-free, feel at relieve, build up self-confidence and self esteem,
increase optimistic feelings towards the learning knowledge and become occupied
rationally, aesthetically and expressively in the learning process.

2.13.3.9

Teachers’ Needs

Teachers’ desires and requirements should be deemed to a superior extent than they
beforehand have been. Teachers act as intermediaries between the course book and
student, and teachers’ beliefs of the textbook are consequently awfully significant to
admit (McGrath, 2001, p.20).

If a teacher discovers the course book unexciting, those stances will unavoidably
influence the learners. It is impracticable to craft the learners like something that you do
not suppose in yourself. This is incredible that McGrath an also force when he quotes

Grant’s declares that the finest book in the world will not be useful in a classroom if the
teacher has good reasons for disliking it (Frederickson and Olsson, 2006, p.26).

Furthermore, the course book should offer suitable supervision for the tutors of English
who does not possess native-like power over all phases of English; they should not be left
in any uncertainty regarding the dealings planned by the course book. If not, he or she
may, for example, teach only the meanings of negligible pair ‘live/leave’, entirely
overlooking the writer’s target that these items should be used for pronunciation perform.
Textbooks can give teachers a sense of security and confidence as they steer their way
through the innovation (Mustapha, 2008).

2.14

English Language Textbooks’ Evaluation

We have discussed, so far, a number of relevant and important themes as to the practice
of English language pedagogy, and to the use of English in varied contexts around the
world. We have looked at the main approaches to teaching and analyzed the relationship
between language and culture. Now we need to look at the very specific context of this
research thesis – the objectives and processes behind the evaluation of ELT textbooks. In
particular, and in direct relation with aims and objectives of this research, we will discuss
the views of Bartlett and Morgan (1991) in relation to textbooks evaluation.

As we have discussed, the literature has defined evaluation as a process which involves
examining and forming subjective judgments. It is undertaken for different reasons
(Brown & Rodgers, 2002). Evaluation is the procedure of seeking to launch the worth of

incredible for some rationale – and this is gleaned also by the syllabus of the word itself.
According to Nunan (1992, p.185), evaluation “engages not only collecting in sequence
but deduce that knowledge- making worth judgment”. Material evaluation is a course of
action that entails assessing the worth of one or more textbooks (Tomlinson, 2003). To
construct the mainly effectual use of course books, yet, teachers must choose which
course books are apposite for their requirements. A tutor desires to conclude the degree to
which a course book spotlight on, and is associated with, a logical set of momentous, ageappropriate student learning goals; they must therefore be trained by the school or district
in textbook evaluation (Kulm et al, 1999).

2.14.1 Importance of Evaluation
Textbooks have been assigned a prominent role in English language teaching context as
asserted by MacGrath (2002). They influence what teachers teach and, to some extent,
how students learn. Moreover, these days the market is flooded by a wide range of
English Language textbooks, so the decision to select one is extremely difficult (Johnson
et al, 2008).

Yet one needs to select the most effective book. A systematic procedure of appraisal
helps one to realize the weaknesses and strengths of the textbook/s in question and arrive
at a more informed judgment. Thus a comprehensive textbook evaluation is of paramount
importance. (Cunninsworth, 1984), favors informed and appropriate choices when
selecting textbooks. He is supported by Garinger (2001) who recommends to those
involved in textbook selection to assess the book according to a criteria checklist which

has been either adapted or self-prepared in order to ascertain that all essential aspects
have been examined. He goes on to advocate that the teachers should be properly
instructed about relevant skills needed to evaluate learning materials so that the learners
are able to reap the most benefits from the best possible textbook. Tomlinson (2003)
upholds thorough, rigorous, systematic and principled evaluation in order to enable
writers, publishers, teachers, educational institutions and ministries to prepare and select
effective materials which can in turn benefit learners. He asserts that textbook evaluation
plays a significant role in understanding language learning. While (Bartlett & Morgan,
1991) have stressed the importance of textbook evaluation, they have mainly focused on
utilizing evaluation for selecting textbooks. Comprehensive evaluation can also be used
to highlight strengths and weaknesses prevalent in existing textbooks thus providing the
basis for formulating fresh textbook policies and developing new materials as in the
present research.

2.14.2 Guidelines for Evaluation
Linguists have provided a whole range of suggestions for assessing language textbooks.
Thus, Cunningsworth (1984) recommends formulating some suitable criteria for
evaluating textbooks. He favors a personally devised criteria list since different criteria
will apply in different circumstances. Criticizing evaluation practices, Sheldon (1988)
assets that textbook evaluation is stamped by the evaluator’s personal bias and
consequently no one can come up with a clear-cut standard.

One of the traditions to build up assessment checklists is through a qualitative method.
The technique permits the makers to expand a profound thoughtful of the build under
investigation. To offer an example of central importance to this thesis, in the United
States Bartlett and Morgan (1991) prepared their ‘textbook choice checklist’ supported
by their interviews with 50 contributors. In this way, they were capable to recognize a
real depiction of the learning-teaching circumstance at hand. The selected people for
study were used in an interactive conference that concerned a number of experts who
were practiced tutors, coaching English as a second language as well as well-known with
study context. The motive for using a focus group study was that it could supply a
realistic technique to authenticate an instrument in the progression of its development
before it was used. Experts’ views on the construct and phrasing of the matter would
facilitate the researchers to grasp definite decisive matters that had been abandoned in the
improvement of the checklist, and the particular strength of focus groups is that they
allow a wider variety of opinion to be voiced and hence a consensus to be reached as
regards a subject. The checklist developed by Bartlett and Morgan is considered
comprehensive, therefore it is used and appreciated by a large, and wider variety of
scholars and researchers because of the following reasons:
i. It was developed to evaluate textbooks used to teach English as a
second/foreign language.
ii. A qualitative approach, based in a consensus founded in expert focus groups
was used to develop the checklist.
iii. Their study was a pioneer piece of research in the case of evaluation of
textbooks used for learning English as a second/foreign language (although

this isn’t necessarily a positive point in itself; it just means that they got there
first!).
iv. People who worked in the area of textbook evaluation later followed and
developed checklists for the evaluation of textbooks by using standards fixed
by the Bartlett and Morgan; thus demonstrating the efficacy and validity of
their overall standards.

In addition, however, MacDonough and Shaw (1993) contend that textbook evaluation
cannot involve a universal touchstone, implying that the factors which are relevant in one
educational situation may not apply in another context. They further state that assessment
is a dynamic and on-going activity, and that the degree of effectiveness of a textbook can
only be assessed when it is put to actual use in the classroom “with real learners”.

Moreover, Rea-Dickins and Germaine (1992) proposed that the evaluator should examine
the ways in which the learning and teaching materials show a relationship with the
language learning process, the aims and content of the language teaching program and the
learning techniques used in particular pedagogies.

Furthermore, linguists (Bartlett & Morgan, 1991 Masuhara, 1998 and McGrath, 2002)
have asserted that the teachers have an important role in any textbook evaluation since
they decode the textbooks and in a way function as the bridge between the learners and
the books. The fact that teachers are the mediators between published material and
learners, and can choose to work with the intentions of a textbook or undermine them, is

a good reason for not only listening to what they have to say but actively researching
their views; moreover students opinions need to be taken seriously. Similarly, Cook
(2001) proposes that the subject matter should co-relate with the students’ interests.

In the end, it is pertinent to discuss, Tomlinson’s (1998, 2003) detailed suggestions about
textbook evaluation. He criticizes the usual informal and disorganized practice of
textbook assessment. Materials are often evaluated in an ad hoc, generalized way, which
tends to favor materials which have face validity and which are visually appealing.

In order to make the evaluation process more comprehensive, methodical and impartial
Tomlinson (2003) recommends that attention should be paid to the effects of materials
use, like the users’ impressions and the long-term learning achievements. Moreover, the
evaluation process should involve more than one evaluator. Each evaluator should
construe the criteria in the similar manner, but at the same time each one should respond
independently. Most importantly the needs and wants of learners, teachers, administrators
and publishers should be taken into account. After all, especially the students will not
make effective use of the materials if they do not relate to their interests and lives at the
time of using them. Lastly, evaluation methods and criteria should be adaptable, rather
than constraining and rigid.

Being systematic and focusing on the needs of the relevant parties is the common concern
underlining all the above discussion assertions and form the basis of the evaluation
incorporated into the present research. On the basis of Bartlett and Morgan’s (1991)

views about limitations of textbook evaluation the planned evaluation framework for the
present research has been designed to be as reliable and objective as possible.

2.14.3 Context-based Evaluation
Writing on applied linguistics from Cunningsworth (1979) to McGrath (2002) have
reiterated that evaluation needs to be learner-and context-related. Rubdy (2003) also
maintains that textbook criteria are emphatically local. Thus evaluation should involve
the examination of the particular situations in which the books are to be used. This can be
undertaken in two stages, micro-level and macro-level assessment. Micro-level
examination involves focusing on the user of the textbooks (teachers and students) and
institutions where these books are utilized. Macro-level examination of the context
involves investigating the socio-political environment where the targeted institution/s
is/are located. MaGrath (2002) has provided an extensive list of factors, incorporating
both micro and macro points of view, adopted from various sources including Daoud and
Celce-Murcia (1979), Mathews (1991), Harmer (1991), Bartlett and Morgan (1991),
McDonough and Shaw (1995). These factors can be used to determine the evaluation
criteria. Some of the most significant aspects, especially related to the present study,
include the language and educational backgrounds and interests of the learners; the
beliefs of the teacher; the medium, syllabus, and the type of the school; and the
educational goals, language policy, and roles of the target language prevalent in Pakistan.

2.14.4 Material Evaluation
Harmer (2001; p.301) views a peculiarity between evaluation and assessment. He
affirmed that “the assessment of a course book is an out-of-class decree as to how well a
new book will execute in class. Course book evaluation, on the other hand, is a decision
on how well a book has performed in detail”.
As for materials evaluation as a field of study, Carter and Nunan (2001) describes it as,
the procedure of computing the worth of learning matters. This can be analytical pre-use
evaluation, continuing whilst-in-use evaluation or showing station use evaluation.

2.14.5 Content Evaluation
(Bartlett & Morgan, 1991 and Neuman, 1994) define content evaluation as the procedure
for grouping and scrutinizing the content of a text. The text is anything written, visual, or
spoken that provides as a standard for communication.
Additionally, Fraenkel & Wallen (2000) define content evaluation as a method that
assists researchers to study human behavior in a tortuous way through an investigation of
their communications. It is just as its name entails: the evaluation of generally but not
necessarily, written content of communication. Course tbooks, essays, newspapers,
novels, magazine articles, songs, political speeches, advertisements, pictures- in fact the
content of practically any type of communication may be analyzed. A individual or
group’s mindful and insensible thinking, feelings, standards and thoughts frequently are
uncovered in their relations.

Fraenkel & Wallen (2000) add that the evaluation of such communications can enlighten
us an immense arrangement about how human beings exist. To analyze these messages, a
researcher needs to organize a huge amount of material by developing appropriate
categories, ratings, or scores that the researcher can use for subsequent comparison in
order to illuminate what he or she is investigating.

With content evaluation it is possible to compare content across many texts and analyze
it. Francis (2005) also defines content evaluation in a general view as any procedure for
making presumptions by objectively and scientifically recognizing precise traits of
communication.

According to Krippendorff (2008), content analysis may be conducted either for
qualitative data or for quantitative data and can be replicable. In addition to the design,
the execution is another important activity in content evaluation. It includes sampling,
classifying, and analyzing.

Textbooks can be the objects of content evaluation to determine how their organization
relates to the course design (goals, objectives, content, and their structures). A textbook
whose organization complies with the learners’ needs results in suitable materials.

2.14.6 Focus on Different Aspects of Language

2.14.6.1

Listening Activities

Listening is the most important skill. First of all, in a single day, “listening is applied
nearly twofold as greatly as speaking and four to five times as much as reading and
writing” (Bartlett and Morgan, 1991). Importantly, this skill is stated to be very
significant for communication at work. Listening is a very demanding process and so
requires special training. First of all, listening tasks should teach listening rather than
testing memory and learners should be given a reason for listening (Duzer, 2009). In
addition, an interest in what the students are going to hear and familiarity with the topic
on which the spoken message is based also aids in ensuring efficient listening, because
learners listen with intention and listen to those things that concern them, thus according
to the goal and experiences of the learners an interesting and relevant topic will keep
motivation and attention high. (Duzer, 2009: webpage)

In fact, involving learners affectively (i.e. emotionally) whether by relating the subject
matter to their lives or asking for an emotional response to the situation/views is an
effective way of developing the learners’ listening comprehension abilities (Hill and
Tomlinson, 2003). For instance, one has to follow a lecture or instructions carefully word
by word, while watching a television program requires casual listening. Hill and
Tomlinson (2003) provide a list of varied listening texts which can be of future use to the
students ranging from a teacher’s lecture and small-talk with friends to airport
announcements, weather forecasts and advertisements. Finally, the learners should be

taught to develop critical listening skills. “We live in a world where powerful media are
increasingly at work to make people believe. This makes it important to learn how to
separate the truth of what one hears, from deliberately false claims. Training in critical
listening has therefore become a basic need of our time.”(Tickoo, 2003; p.138)

2.14.6.2

Speaking Activities

Linguists like Bartlett & Morgan (1991) Bygate (1987) and Dat (2003) have highlighted
some observations regarding speaking which can have bearing on the development of
speaking activities. For example, native speakers often speak in casually linked phrases,
instead of complete and accurate sentences. Another relevant fact is that a conversation
involves more than one individual and so the speaker’s vocabulary and meaning will
depend upon the listeners, “the business of making sure that the conversation works is
shared by both participants: there are at two addressees and two decision-makers”.
(Bygate, 1987; p.8)

Equally important, effective conversation skills require the participants to be flexible,
“we take turns at speaking: it forces us and enables us to adjust to what the other person
knows; it forces us to take notice of new mutual knowledge during conversation; it
involves varying our degree of formality according to the individual we are speaking to;
and it enables us or obliges us to choose or develop topic of conversation which are likely
to be of some interest to the other party”. (Bygate, 1987; p.13) Finally, at times oral
communication takes place because there is some sort of information gap between the
participants.

Based on these reflections, speaking tasks are assumed to follow some basic principles.
To start with, ideally the students should not be exposed to oral materials in which all or
most of the relevant language is provided (like model dialogues, pattern practice and oral
drill tables), “if all his/her (student’s) language fabrication is controlled from remote,
he/she will scarcely be capable to manage his/her own language fabrication. He/she will
not be capable to relocate his knowledge from a language- learning condition to a
language-using.one” (Wilkins, 1975; p.76 cited by Bygate, 1987; p.6)

In addition, speaking materials should train the target learners to anticipate and adapt as
they are required to do during actual conversations. Thus the students should be provided
with activities which require making choices involved in real life conversations that
involve turn-taking, preferably, “under pressure of time and by making do with limited
vocabulary” (Dat, 2003; p.387). Importantly the learners should be shown the power of
ellipses in spoken utterances.

Moreover, the topic should be familiar to the relevant students, but at the same time
should not be so well-known that there is really no exchange of new facts (Dat, 2003).
Importantly, the speaking material should not undermine the students’ identity, like for
example adults being made to interact about immature subjects. Equally significant,
speaking activities should make the learners “feel emotionally involved and enjoy what is
going on” (Dat, 2003; 386).

2.14.6.3

Reading Activities

According to the examined literature, choosing appropriate reading texts and preparing
reading skill activities require careful planning. Reading tasks should try to motivate the
learners by activating their schemas and relating it to their lives. Furthermore, the
learners should be trained to use a variety of strategies and sub-skills, like predicating and
skimming, and they should be exposed to a wide range of texts. (Dubin & Olshtain, 1986;
Bartlett & Morgan, 1991 Kawabata, 2007 & Iwai, 2012)

Though Dubin and Olshtain (1986) have recommended narratives for lower levels of
learners, Iwai (2010) believes that expository texts are also essential at these levels since
this experience facilitates the development of skills required for comprehending difficult
texts. In addition, it is also important to expose the learners to authentic texts as soon as
possible, rather than exclusively depending on abridged or simplified texts (Iwai, 2007).

Importantly, the questions on the reading texts should facilitate the learners’ interaction
with the texts. In fact, the specific questions should be determined by the texts
themselves, not imposed upon them (Dubin and Olshtain, 1986); “an attempt to match
reading task type to reading text type is an attempt to measure normal reading
comprehension” (Alderson, 2000; p.250).

Literature has suggested a number of principles which can help textbooks authors to
prepare better reading skill materials for L2 students. These principles include selecting
texts purely because these are “useful, interesting, engaging, involving, important and

relevant” (Masuhara, 2003;p315) to the students, rather than choosing the texts that cater
to different teaching priorities like vocabulary, syntax and so on. Importantly, the learners
should be given a chance to deal with a text holistically and relate the presented new
information to their prior experiences (Masuhara, 2003). Finally, Alderson, while
discussing reading assessment, suggests that reading activities should involve responses
similar to real life reading tasks as far as possible, “the challenge for the person
constructing reading tests is how to vary the reader’s purpose by creating testing methods
that might be more realistic than cloze tests and multiple choice techniques." (2000; 249)

2.14.6.4

Writing Tasks

Different approaches to second language writing have been promoted since the last
century. These models are still being followed in varied degrees. (Silva, 1990) Among
the first of these formal approaches was termed “controlled composition” supported by
linguists like Pincas (1962). It focused on accuracy and habit formation, and adopted
strict structural procedure, “the approach favored practice with previously learned distinct
units to speak of real thoughts, association, the method, and its methodology occupied the
replication and exploitation of replica passages watchfully build and ranked for
vocabulary and sentences outline.” (Silva, 1990; p.12)

The “current-traditional rhetoric” model, which was based on Kaplan’s theory of
contrastive rhetoric (1967), moved beyond language at the syntactic level and focused on
paragraph organization. However, its procedures remained inflexible and prescriptive.

The 1980s showed the development of the “process approaches” endorsed by Raimes
(1983) and Zamel (1983). In contrast to the previous two approaches, this model
advocates that ideas and the communicative purposes should determine form. It presumes
that “learning to write down involves rising and efficient and effective compiling
procedure” (Silva, 1990; p.16).

Through “process writing” practices is widely accepted, literature has provided diverse
views about this approach. On one end of the continuum are linguists who have found the
model inadequate in different respects. For instance, Horowitz (1986) held the premises
proposed by the model have proved to be deficient in many academic contexts (Silva,
1990). These perceptions led to the development of an alternative approach termed as
“English for academic purposes” which specifies procedures and formats for composing
acceptable academic texts.
Other linguists like Matsuda (2003) assumed that process writing exclusively views
composing as an individualized cognitive process.
The latest model of second language writing, the “post-process approach”, developed in
response to these criticisms. Nevertheless, it is acknowledged not as a negation but rather
as an extension of the process movement since it aims to additionally address issues not
handled through process movement, since it aims to additionally address issues not
handled through process writing. (Bartlett & Morgan, 1991 Atkinson, 2003)

At the same time, many linguists have commended the procedures and assumptions of the
process approach. Thus (Bartlett & Morgan, 1991 and Atkinson 2003) assert that the

usefulness and power of process writing has been revealed time and again. Furthermore,
Roa(2007) and Wyse (2009) affirm that effective teaching of writing specifically
involves focusing on process writing.

Notwithstanding the multiplicity of opinions regarding the second language writing
process, common beliefs about the nature of writing have emerged. Second language
writing is seen by linguists as “focused and contextualized communicative interface,
which involves both the construction and transmission of knowledge” (Silva, 1990; p.18).
“Therefore, writing tasks should not basic and stressed strict exactness and separate
features of language, but be positioned in meaningful contexts with real functions”
(Hyland, 1996; p.27). “Writing in real life is usually commenced in response to a
requirement of some kind, in every case there is real audience to whom a message must
be communicated. While, writing in the classroom can become imaginary if it is only
produced for one reader, the teacher, and if its rationale is limited to facilitate the teacher
to assess the accuracy of the language used” (Hedge, 2005; p.20).

Based on this premise, Hedge (2005) has proposed a detailed framework for assessing
writing tasks. Here it is not possible to provide all the specifics; instead the salient
features which formed part of the textbook evaluation criteria relevant for the present
study are given below:
i. Is the form of the written work relevant and motivated for the learners?
ii. Does the activity focus on process?

iii. Are the students given opportunities to use their own ideas or their own language
resources in creating texts?
iv. Does the material involve the learners?
v. How does the content and methodology of the activity motivate the students?
vi. Has the context and audience of the writing been made clear?
vii. Is the degree of guidance given (if any) appropriate?
(Adapted from Hedge, 2005;16)

2.14.6.5

Grammar-based Activities

With the rising popularity of the communicative approach the main focus of language
teaching shifted to language skills. Yet teaching of grammar still appears to be the basis
of language programs to varying degrees though not always to the extent of an obsession
as claimed by Stranks (2003). Thus the assumptions about effective grammar based
materials need to be reconsidered.

Various linguists (Widdowson, 1990; Thornbury, 2000; Stranks, 2003) have highlighted
the weaknesses prevalent in the existing textbooks language practice sections – “single
sentence practice… transformation exercises” (Stranks, 2003; p.329).
Literature on applied linguistics has suggested innovative procedures to improve the
teaching of grammar. Importantly, grammar is not one dimensional, rather it incorporates
three dimensions namely ‘form’, ‘meaning’, and ‘use’, and teaching of grammar should
address all these aspects (Bartlett & Morgan, 1991 Larsen-Freeman, 1997; Tomlinson,
2008; Flores, 2008). Thus grammar should be presented at the ‘suprasentential’ or

discourse level if one wants the learners to understand the rationale behind the use of its
different elements (like the indefinite article and verbs tenses). In fact, grammar and
context should “interact” since language structure and real communication “support”
each other (Zhen, 2008; p.36).

Moreover, evidence suggests that just knowing the rules of a language does not imply
that the learner will be capable to utilize the language efficiently. In general, grammar is
best learnt when it grows from language in use rather than when it gets taught as a system
of rules which are not yet anchored in the pupils’ own use of language (Tickoo, 2003)

There is a wide range of texts in English which illustrates “language items in natural
exchanges” (Tickoo, 20033; p.185), and these can be used to provide a framework for
presenting grammatical items.

Stranks (2003) supports this view of presenting grammar as a ‘receptive skill’ – which
implies drawing attention of the learners towards the different grammatical features in the
input and asking them to draw their own conclusions. However, this input should consist
of a realistic representation of language, and the practice and production activities should
provide genuine contexts to elicit realistic responses from the students. For the purposes
of the above, exercises should be included in the textbooks or a separate grammar book
should be introduced.

Furthermore, teaching of grammar should involve provision of “meaningful contribution
through related illustrations, pictures, and transcripts” and “an opportunity to put
grammar to use”, and to ensure, where possible, that one relates grammar instruction to
real life situations (Pekoz, 2008)

Finally, Ur (2006, 2008) has recommended a practical approach towards grammar
teaching that involves balancing both the traditional and communicative dimensions.
Importantly, if grammar is handled in diverse ways in the classroom it can act “as a
contributor to successful communication” (Zhen, 2008; p.39).

2.14.6.6

Vocabulary Development

Vocabulary acquisition is a complex and long drawn-out process, “knowing a word
engaged a lot more than knowing its meaning or what it stands for. It is similar to know a
human being. In both cases it takes a lot of time to know his or its habitual behavior and,
importantly, to become fully aware of the company that he or she habitually keeps.”
(Tickoo, 2003; p.190)

Other educationists have elaborated the above mentioned assumptions as follows, “to
know a word, students need to come across it in context and see how its meaning
recounted to the words around it, and how it relates to the other words that might have
been used in its place. In addition they need to understand how the meaning of words
shifts and change as they are used in different contexts.” (Taxes Education Agency, 2002;
p.8)

Vocabulary acquisition is further rendered complicated and unpredictable because there
is no one acceptable effective vocabulary teaching technique – the educationists have
given diverse views about the efficiency of the different teaching strategies. Bartlett &
Morgan (1991) and Tickoo (2003) believes that extensive reading, contextualized
presentation of words, and inference can lead to more effective vocabulary learning than
procedures predominantly relying on dictionary usage and translation. However, Gu
(2003) presents support from second language learning research highlighting that
dictionaries (even bilingual ones) and intentional learning of words are valuable tools. On
the other hand, Mehta (2009) and Iwai (2010) have promoted contextualized vocabulary
learning. If English language students learn vocabulary in the situation where the word is
most expected to be utilized, and if they can bond that situation to their actual life
experience, genuine learning happens. (Iwai, 2010)

Moreover, all these techniques, especially if not utilized properly, can have pitfalls. Thus
conventional ways of using dictionaries only results in shallow learning (Taxes Education
Agency, 2002; p.7). Consequently, learners need to be trained to utilize a dictionary
efficiently; in order to for instance, look up the difficult word, carefully reflect, and select
the most relevant meaning in accordance with the specific context (Lehr, Osborn, and
Hiebert, 2010). Contextual teaching of vocabulary is also accompanied by drawbacks: its
advantages are mainly “long-term” since the likelihood of acquiring the meaning of a
word from just a single exposure within the context is a remote possibility (Taxes
Education Agency, 2002).

In conclusion, it is best to assume that instead of reliance on a few procedures for lexical
development, diverse tools should be utilized to ensure adequate vocabulary acquisition
(Lehr et al., 2010; Mehta, 2009)

2.14.6.7

Accuracy and Fluency

Theoretically ‘accuracy’ and ‘fluency’ are presented as opposite concepts – ‘accuracy’, in
the context of language teaching, implies “grammatical and lexical correctness” (Davies
and Pearse, 2000; p.205), while ‘fluency’ is the ability to produce language “both
appropriately and spontaneously and with good speed” (Tickoo, 2003; p.425).

In the first half of the twentieth century, the main focus of language learning was
accuracy; making students handle inflexible activities effectively. However, with the
advent of the communicative approach (in the 1980s), the main focus shifted towards
fluency. In the post-methodology era, the exclusive status being assigned to fluency has
started diminishing with the realization that an incorrect utterance may not be able to
communicate the intended meaning and language acquisition also involves knowledge
about grammatical accuracy and fluency. (Ur, 2006, 2008)

2.14.6.8

Teachability

A course book is containing of a set of units which teachers must edify and learners must
discover. The course book in query is no exclusion. What is in question and what is a
feature in the appraisal of the textbook, is the degree to which it helps teachers to
minimize their groundwork time. Teachers, regardless of their educational environment

and their specialized practice, are vault by a certified curriculum which they must satisfy
in order to organize students for thriving testing and assessment. Tomlinson et al (2001)
says that even though mainly of them (courses) believe the understandable require to
assist tutors to diminish their homework time, very few offer aid regulate the global
course to exact condition, or cater for different teaching approaches or individualities or
construct labors to make the course attractive for the teachers. Given the importance of
the role of the textbook in facilitating the process of teaching, it was necessary to evaluate
the textbook from this meticulous viewpoint.

2.14.6.9

Flexibility

It is significant evoking that Sheldon (1988), Bartlett & Morgan (1991) Tomlinson et al
(2000) and many other intellectuals in the field emphasize the significance of calculating
the flexibility of a course book. Sheldon (1988), for example, declares the significance of
assessing whether a textbook can be “subjugated or customized as mandatory by confined
conditions or [if] it is too stiff in arrangement, arrangement and approach” (p.245).

2.14.6.10

Design and Illustration

It an imperative as is the exterior of the course book, the studied text launches design and
illustration as even more so. Bartlett & Morgan (1991) and McGrath (2002) consider the
clear layout and appearance as one of the features that must be taken into careful
reflection when evaluating a textbook.
Tomlinson et al (2001) highlight the significance of having “adequate white space to
offer assistance and lucidity” (p.89). If the textbook’s communication is not obvious, this

means that teachers cannot use it to successfully educate their students and those learners
will tackle incredible obscurity as they try to use it for their own studies and homework.
Clarity and appropriate design and design are essential to lucidity and hence, to
successful leaning and teaching.

2.15

Language Policy in Pakistan

2.15.1 Historical Background
We now need to discuss, in greater specificity, the immediate policies of language
teaching and learning in Pakistan, as this will give the following analysis of data a clearer
focus. English was introduced by the British when came to subcontinent. In 1837,
English made the language of the court. In 1844, English was made compulsory from top
to bottom for all government jobs. And with this, all struggle toward learning the English
language are finished.

The Muslims realized their indifference to education, particularly the English language,
and began to educate their children as well as establish their own institutions. As a result
they produced some very important people of international fame, capable of pleading the
cause of Indian Muslims. The ability to use English permitted the Indian educational
leaders to examine the world beyond the sub-continent. The formation of the Indian
Muslim League was primarily a creation of an educated and motivated Muslim
leadership. Human and material sacrifices apart, it was their knowledge of the English
language that, ironically, awakened the dormant energies of Indian Muslims and enabled

them to demand and ultimately establish a separate Muslim state in the sub-continent
(Crystal, 1995).

Upon separation, and the establishment of Pakistan, Urdu was declared to be the official
language for the new nation by Quaid-e-Azam; but he never recommended that we
should discard English as the means of education. But soon after the death of the father of
nation, some of our leaders began to undermine the importance of English by using
various catchy slogans, such as that using a foreign language was a sign of ‘slavish
mentality’ and was ‘a vestige of imperialism’ and so on. But we closed our eyes to the
naked reality that for us English was as much a foreign language as it was for the people
of Great Britain; and in a free Pakistan, English can play a far greater role and serve as a
pillar of our strength and unity (Crystal, 1995).

Let us follow Quaid’s advice that Urdu be the official language of Pakistan, but let us
also retain English as the standard of coaching and teach English as the second language
of Pakistan. We must be bold enough to accept the reality that English is a universal
language (Crystal, 1995). Hence, it is very important for a emergent country like
Pakistan. English is not going to undermine our national identity or our national
character. Rather, by virtue of our mastery of the English language, we shall further
enhance the image of Pakistan in the community of nations.

The government of Pakistan is pursuing a dual policy in regard to the English language.
Various commissions have been appointed and educational policies have been formulated

since 1958. It is clearly mentioned in the National Education Policy 1972-80 that Urdu
will be the medium of instruction up to class 10, all public schools (including Aitcheson
College, Lahore) that are wholly or substantially financed by the government will be
taken over and converted into schools for gifted children; one uniform will be prescribed
for schools throughout the country; education should not be an abstract endeavor, but on
the contrary must be closely related to employment opportunity. Unfortunately, not a
single aim has been achieved. Private schools still impart instructions in English language
and create their own uniforms, and there is no sign of their conversion into schools for
the gifted. In this manner, we are deliberately depriving the majority of our school-going
population from the benefit of the English language. In our teaching of English, we are
following Macaulay’s policy of concentrating on the few rather than the many (Fatima,
1984)

To think of a language in terms of its national or foreign origin is always the attitude of a
subject, or previously colonized, people, language thus has strong connotation of power
and of thus rulers and the ruled. Understandably, but unfortunately it is this outlook that
has motivated our language policy since independence. If we are to achieve any
substantial improvement in our educational system or in any other sphere of national
endeavor, we must change our outlook towards the English language.

2.15.2 National Language
Urdu is the national language of Pakistan and helps in uniting the general public
linguistically in a country whose people speak different regional languages; in fact it
functions as a kind of local Lingua Franca in Pakistan (Shamim, 2011). There is some
confusion regarding the official language even in the official circles; some refer to Urdu
as the official language, while others assign English to this position. English was believed
to keep on as the authorized language of Pakistan till such time that the national language
swaps it. However, this date approach and set off by as many other dates before it and
English is as decisively ingrained in the spheres of power in Pakistan as it was in 1947
(Rahman, 2004).

2.15.3 English Language in Pakistan
The above discussion has shown the complexity of linguistic diversity in Pakistan.
English is very important in the country though and recognized as the second language as
well as one of the two certified languages in Pakistan. However, it is used by a very small
percentage of the population in Pakistan. Yet English is one of the main languages which
are being utilized in the major spheres of power, like bureaucracy, judiciary, commerce,
education, research and so on. Rahman (2004) is of the view that the elite classes of
Pakistan have been responsible for maintaining the privileged position of English in the
country for their vested interests; namely that of reinforcing their own superior status.
Whatever the reason for being assigned so much prominence, English has come to be
accepted in the country especially by the younger generation.

In the coming years the influence of English will continue to spread; globalization will
amplify the supremacy of English because it will unlock more employments for those
who know it (Rahman, 2004, p.7). Notwithstanding Rahman’s misgivings about English
as the language of the nation’s powerful elite, other Pakistani linguists affirm that the
language is playing a significant role in the country – as a Lingua Franca and a
“necessity” (Warsi, 2004; Akram and Mahmood, 2007). Moreover, even the general
populace believes that knowing English is an asset. In fact, the growth of English
medium schools even in remote areas highlights the great demand of the language among
Pakistanis (Ashraf, 2006).

Furthermore, after years of debate as to which language (Urdu/English) should be utilized
as the means of education there has been official recognition of the importance of English
as a language in Pakistan. This change in government attitude is reflected in the
following assertions made by Aly (2007) while reviewing the national education policy
during the stint of the previous government (2002-2007):

Thus we can see that the importance of English is now related to the reality that it is a
global language, not merely a medium of exclusion and power for the ruling classes of
the country. As was discussed earlier, it is for this reason that attitudes towards English
language – and its uses and purpose – need to change in Pakistan. Further to the above,
the new government which took office in 2008 has continued to recognize the importance
of English and the draft of the new education policy (2008, p30) supports this view:

Thus according to the latest education policy, English will be taught from Grade I
onwards a compulsory subject and there will be a gradual shift towards English medium
all over the country.

Masood (2006) goes on to commend this policy since higher education, research and
admittance to better-paying jobs need a degree of expertise in English that pupils from
Urdu-medium schools tends not to have and asserts that teaching English from the
commencement of formal schooling will definitely make a difference to the lives of
many. This once again highlights that English is generally believed to play a vital role in
Pakistani society even though a very small percentage of the population use the language
in their daily discourse.

Here it is important to emphasize that various linguists have just mentioned the different
roles of English in general terms and no one has really tried to probe into the actual
situation and illustrate the specifics. For instance, Masood (2006) and the educational
policy (2008) refer to the value of knowing English in the job market in vague terms like
having access to better-paying jobs and the best jobs, while no attempt is made to
elaborate upon or elucidate which particular job sectors and levels require English.
However, Hasan (2009) has presented a relatively comprehensive list of areas where
English is used in Pakistan:

2.16

Curriculum Development Process in Pakistan

After the independence of Pakistan, the first educational conference was convened in
Karachi in 1947 to restructure and reshape the whole process of education including the
process of curriculum in order to formulate curriculum effective and approachable to the
needs of the country. But, the fruitful results could not be achieved. Therefore, in 1959
the national commission on education was set up to appraise the whole education system
of the country. Although, it was time consuming task, it produced an explicit framework
for promoting education in Pakistan aiming at restructuring the education system. The
objectives of education were elaborated and emphasis was laid on the overall
development of an individual through education process so that he/she could become
effective member of the society. But due to several reasons, our education system was not
to fully achieve the desired objectives (Jalal, 2004).

In late 1960s, it was realized that there was a need to formulate new education policy in
order to bring about changes in education in Pakistan as a whole. This policy also focused
on the quality of education provision and character building of the young generation that
appeared to be marvelous on paper, but more difficult when putting these ideas into
practice through curriculum. After a few years a new government took over and
announced another educational policy in 1972 for a period of 8 years which provided a
comprehensive list of objectives of education including the promotion of ideology of
Pakistan, building national solidity by promoting social and cultural concord among the
people, and mobilizing youth for leadership roles. It was proposed that these objectives
could be achieved through the translation of curriculum into classroom practices.

Before 1972, there was no permanent institution responsible for curriculum development
in Pakistan, Saeed (1977) noted that before this time, curriculum development was not
visualized as a distinct, separate and specialized function. The entire curricular activity
was carried out through committees which were created for a specific purpose at a
specific time and were dissolved as soon as the task was over. To fulfill the gigantic task
of curriculum revision and further development, the National Bureau of Curriculum in
Islamabad was recognized and strengthened in 1972. A primary feature which
distinguished the education system in general and curriculum in particular, however, in
all four provinces of Pakistan, were the parallel Bureaux of Curriculum, and Extension
Wings were established in 1972 independently aimed at revising the school curriculum in
close collaboration with the Central Bureau of Curriculum and Textbooks, Islamabad, but
the role of Provincial Bureaux of Curriculum and Extension Centre was somewhat
limited (Memon, 1989).

The present processes of curriculum development are based on the center-periphery
approach which emphasizes achieving the desired objective with formulation of aims and
goals by the bureaucrats at the central level under the directives of the education policy.
The goals grant a platform for the development of curriculum and textbooks. The
provincial curriculum committees consist of concerned teachers, heads of schools,
teacher educators, subject experts and curriculum experts who work on the proposals.
After prolonged deliberation, the provincial committees formulate and try out the draft
and arrange the test edition of textbooks and training of teachers. After necessary
amendment, the modified provincial draft is placed before the national curriculum

committee under control of central government for formulating a uniform draft for the
whole country. It may be noted that central government is the only guiding and
controlling authority in this matter, and final approval is therefore, only sought from the
central government. Therefore, the textbooks and relevant instructional material are
published in collaboration with the provincial Bureaux of Curriculum and Extension
Wings. In reality, the renewal of the curricula is either based on ‘arm chair research’ or
imported innovation from western countries in particular. In some cases, donor-driven
innovations are also introduced and their impact on the improvement of education as a
whole has to be examined (Jalal, 2004).

Under the current situation, schools in Pakistan are effectively discouraged from devising
and using their own curriculum. Teachers are legally bound to use the printed books
which are approved by the relevant provincial Textbook Boards which act as
‘gatekeepers’ to make sure that prescribed books are in use in the schools. One of the
Textbook Boards, in its circular, mentioned that all the heads of schools, teachers, parents
and students are requested to see that textbooks prepared and published under the
authority of Sindh Textbook Board alone are purchased, and no book other than these is
to be used in the classroom (Sindh Textbook Board, 1987). This indicates that the
teachers’ authority is restricted to use of the prescribed books in order to avoid running
any risk that students will not be specially prepared for relevant examinations, which are
all based on the official syllabus.

2.16.1 The Role of the Ministry of Education, and Curriculum Wing
In case of change needed in the curriculum, the Curriculum Wing sends a proposal to the
Provincial Curriculum Bureaus; they frame a curriculum in the direction of structure
given by the Curriculum Wing. The revision of curriculum is the responsibility of a
committee present in the Provincial Curriculum Wing. This committee consists on
subject specialists and teachers having high instructive abilities. The proposed draft is
sent the National Curriculum Wing, where it is finalized. The official curriculum is given
to the Provincial Textbook Boards for making of textbooks (Farooq, 2005).

2.16.2

Functions

The curriculum development process is shown as under:
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2.16.3 National English Language Curriculum (2006)
National English Language Curriculum (2006) is the latest curriculum in Pakistan. The
following Competencies, Standards and Benchmarks for Grade XI and XII are mentioned
in the National Curriculum (2006)

2.16.3.1

Competency 1: Reading and Thinking Skills

Standard 1: All students will search for, discover and understand a variety of text types
through tasks which require multiple reading and thinking strategies for
comprehension, fluency and enjoyment.
BM 1 Evaluate patterns of text organization, function of various devices used
within and beyond a paragraph in a text.
BM 2 Analyze, synthesize and evaluate events, issues and view points, applying
reading comprehension and thinking strategies.
BM 3 Analyze and synthesize information from a visual cue or graphic organizer
to summarize, highlighting the key areas and main trends.
BM 4 Gather, analyze, evaluate and synthesize information to use for a variety
of purposes including a research project using various aids and study skills.

Standard 2: All students will read and analyze literary text to seek information, ideas,
enjoyment; and to relate their own experiences to those of common
humanity as depicted in literature.

BM 1 Analyze and evaluate short stories, poems and essays and one-act plays;
relate how texts affects their lives and connect the texts to contemporary /
historical ideas and issues across cultures.

2.16.3.2

Competency 2: Writing Skills

Standard 1: All students will produce with developing fluency and accuracy,
academic, transactional and creative writing, which is focused, purposeful
and shows an insight into writing process.
BM 1 Analyze and evaluate a variety of written discourse to use in their own
compositions, techniques for effective text organization, development and
author’s techniques that influence the reader.
BM 2 Write expository, persuasive, analytical essays, research reports and
extended narratives for multiple purposes and audiences.
BM 3 Write a variety of interpersonal and transactional texts, e.g. business letters,
applications on advertisements, resume, forms for a range of purposes in
real life situations using vocabulary, tone, style of expression, conventions
appropriate to the communicative purpose and context.
BM 4 Plan, draft, revise, edit their own texts in areas such as, cohesion and
coherence, effectiveness or arguments/opinions, sufficient supporting
details, creativity, appropriate punctuation and vocabulary.

2.16.3.3

Competency 3: Oral Communication Skills

Standard 1: All students will use appropriate social and academic conventions of spoken
discourse for effective oral communication with individual and groups, in
both informal and formal settings.
BM 1 Use a variety of linguistic exponents to communicate appropriately for
various functions and co-functions of inquiries, persuasions, arguments,
comparisons, evaluations in a wide range of contexts.
BM 2 Demonstrate through formal talks, individual oral presentations and job
interviews, the social and academic conventions and dynamics to
communicate information / ideas.

2.16.3.4

Competency 4: Formal and Lexical Aspects of Language

Standard 1: Pronunciation: All students will understand and articulate widely
acceptable pronunciation, stress and intonation patterns of English
language for improved communication.
BM 1 Pronounce (acceptably) new lexical terms, and use appropriate stress and
intonation pattern in sustained speech to communicate effectively.

Standard 2: Vocabulary: All students will enhance vocabulary for effective
communication.
BM 1 Evaluate different kinds of texts to understand how lexical items change
meaning and style, use lexical items to show finer shades of meaning and
style in their own speech and writing.

Standard 3: Grammar and Structure: All students will understand grammatical
functions and use the principles of grammar, punctuation, and syntax for
developing accuracy in their spoken and written communication.
BM 1 Apply grammatical functions and concepts of tense and aspect, transitional
devices and model verbs in their speech and writing.
BM 2 Recognize and use punctuation to evaluate complex texts of style and
changes in meaning and to use in writing of bibliographies and reference
lists.
BM 3 Analyze sentences types and structure, recognize and apply the concepts
and function of coordination and subordination in extended writing tasks
for increased effectiveness in communication.

2.16.3.5

Competency 5: Appropriate Ethical and Social Development

Standard 1: All students will develop ethical and social attributes and values relevant in
a multicultural civilized society.
BM 1 Recognize and practice values and attributes such as tolerance, humanism,
patience, equity, justice, honesty, empathy, etc., relevant for peaceful
coexistence between individuals, groups and nations.
BM 2 Develop and portray through actions, a sense of importance of individual
worth simultaneously valuing diversity and equality among people.
BM 3 Understand and evaluate contemporary social, economic and scientific
developments/issues so as to participate in the global society as aware and
thinking individuals

2.16.3.6

Themes and Topics

The following topics are recommended in the National Curriculum (2006) for Classes XI
& XII:
a. Character Building
b. Austerity
c. Tolerance, humanism, equity between groups and nations
d. Handling sharing responsibilities
e. Conflict resolution
f. Understanding international cultural diversity
g. The world
h. Rise of nations through national pride
i. Appreciation and preservation of nature
j. Gender inequality detrimental to society
k. Population growth and its implications
l. Tourism, its impact on society
m. Technology and society of future
n. Choosing careers / occupations
o. Respect for all professions. (Valuing disparity and equality among
professions)
p. Media skills and communication
q. Role of youth in crises management
r. Public behavior
s. Sense of individual and public responsibility

t. Prevention from crime

2.17

Textbooks’ Development Process in Pakistan

National curriculum is followed in Pakistan. The developed curriculum is sent to the
Provincial Textbook and textbook development process is as under:

Current practices for textbook development and approval in private sector

The MoECW prepares the curriculum document
Private publishers collect a copy of the curriculum
Publishers request an individual or a group of authors to develop a textbook
or a complete series on a subject
The publishers forward the book to the MoECW for approval




The MoECW calls a 3-days NCRC meeting.
The committee comprises experts, member of CW a person from the
publishing company.
During the meeting the person (in most of the case subject specialist)
from the publishing company advocates the book/the manuscript

The NCRC selects/rejects the book or suggests further additions/deletions in it




If the book is far behind the objectives of the National Curriculum,
the representative of the publishing company is asked to develop a
new book again, but
If it needs minor changes a conditional NOC is issued and the
representative assured the NCRC that the changes would surely be
incorporated

Figure 2.6

Current practices for textbook development and approval in government

sector

The MoECW prepares the curriculum
document
The copy of curriculum is forwarded to each textbook board
Textbook Board asks its registered authors for writing the entire textbook or a part of it.
A team of referees [including the subject specialists (SS) of the TB] does blind review
The referees’ team selects the best 10 (or more) authors’ works and the SS of the TB
compile these in the form of 3 book manuscripts
The 3 manuscripts are forwarded to the MoECW for approval




The MoECW calls a 3-days NCRC meeting.
The committee comprises one expert from each Textbook Board of Pakistan,
member of MoECW and the SS of the TB.
During the meeting the SS of the TB advocates the manuscript

The NCRC selects the best of the 3 manuscripts or compiles a new one out of the three and
suggests further additions/deletions/substitutions in the selected or newly compiled manuscript
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If the selected or newly compiled manuscript is far behind the objectives of the
national curriculum, the SS is asked to get it prepared again, but
If it needs minor changes a conditional NOC is issued and the SS assures the
NCRC that the changes would surely be incorporated

Preliminary Survey of Textbooks in Pakistan

2.18.1 General Textbooks’ Scenario
The textbook situation in Pakistan has been dismal and marred by inefficiency and
inadequacy as even recognized by the research conducted by the Federal Ministry of
Education itself.

The textbooks prescribed for public sector overburden the students with innumerable
facts most of which are not clearly explained. Moreover, there is no emphasis on
application of knowledge and this encourages rote learning.

This recognition of weaknesses in the system has lead to the revision of the National
Textbook Policy. Previously by and large the provincial government’ publishing houses
(Provincial Textbook Boards) provided the textbooks to the public schools. In 2001 the
Federal Government decided to deregulate the publishing of textbooks. The objective of
this policy is to promote the private sector to get involved in the development of school
books.
As a result of implementation of this policy, even public schools would have been able to
prefer from an ample range of better quality textbooks. However, the process was stalled
by misgivings and reservations and by the time the previous government (in 2008) was
voted out this deregulation textbook policy had still not been instigated. Nevertheless, the
present government (2008-) has managed to resolve the main issues and consequently,
course books are being sanctioned for public schools under the new policy.

2.18.2 English Language Textbooks’ Scenario
The discipline of English language materials development is not being assigned any
significance in Pakistan and few educationists and applied linguists have ventured into
this area. Consequently, there is hardly any illuminating literature on the English
Language textbook situation in the country – a situation that this thesis aims, partly, to
redress. A few of the comments that touch on this subject are discussed below.

Warsi (2004), while analyzing the prevailing educational environment in Pakistan with
reference to instruction of English as a second language, contends that the course books
are being prescribed without taking into account the linguistic or developmental level of
the learners:
“Course books in Pakistan are not device towards polishing on the linguistic requirements
of the students, captivating into description whether or not the student is at the suitable
developmental phase to obtain the aimed language formations.”
He goes on to assert that providing appropriate English language textbooks to students
would help in improving the standard of English:

A Pakistani research report ‘the Subtle Subversion’ has examined the weakness inherent
in the curriculum of Pakistan. The report looks at the content of the course books, and not
at the activities, texts or language used in these books. However, a few shortcomings of
the English teaching materials pertinent to the proposed study are illustrated. For
instance, it is asserted that the English language textbooks produced in Pakistan are failed
to interest students or develop their intellectual curiosity. In addition, it is maintained that
the course books are poorly written as far as the language and design is concerned.
Finally, it is highlighted that the local textbooks use an outdated methodology and their
focus is limited to fulfilling the examination requirement:
…there are plentiful instructive troubles in school textbook, the results of which
on students are gigantic. In many books, the major thoughts are undecided, arguments be
short of reason, clarification are missing, and stress is no learning by heart and visor

respect to the power of the teacher and the textbook and the demands of examinations.
There are all strapping discouragement to interested and questioning minds who hunt for
perception and reality through objective truth, rational influence, and discuss. (Nayyar
and Salim ed., 2007)

In conclusion, most of the above mentioned assertions show that there is a considerable
awareness about the weaknesses prevalent in the local course books. Nevertheless, no one
is willing to delve deep into this issue. For example, Warsi (2004) merely mentions a few
basic

2.19

Summary

We have, in this literature review, discussed a variety of relevant and important themes in
relation to the study at hand. A language is the creature faculty for obtaining and using
multipart structures of statement and English is one of the most common languages of the
world. It is considered a global language for business communication, and higher
education, moreover English holds the status of official language along with Urdu in
Pakistan. The education structure in Pakistan is usually separated into five stages and
intermediate or the HSSC level is considered most important level of education in some
one’s life because it decides the future of someone (Mansoor, 1993). English is taught as
a compulsory subject from lower level to graduation level. Teaching of English at
intermediate/HSSC level holds a very important position along with other subjects
because after this level most of the learners enter in the world of professional education
and English language plays a very important role in selection of best, and a suitable

profession with market value as per choice of the individual. It is a fact that every
textbook will have some kind of shortcoming, “no course book is probable to be ideal”.
(McDonough and Shaw, 1993; p.65)

Pakistan is country where a sole textbook approach is adopted and the teachers do not use
the course of study designed for their direction. Literacy learning is a communal project
and teaching of literacy skills is entrenched diagonally the curriculum; however, it is the
language curriculum that is devoted to education in the areas of knowledge and skills –
listening, speaking, reading, writing, viewing and representing – on which literacy is
based (Bolitho, 2003). The above statement indicates the importance of curriculum in
language teaching, therefore language curriculum is planned to offer learners with facts
and proficiency that they require to attain this objective. On the basis of set objectives in
the curriculum textbooks are designed and published. Evaluation of developed
curriculum is suggested by a number of scholars; Ralph Tyler (2001) suggests that
evaluation is a procedure vital to the curriculum growth. The rationale of evaluation
confirmed by him is to determine to which extends the curriculum has achieved the set
goals. As textbooks are determinants of curriculum, a number of scholars have suggested
that evaluation of the textbooks is of upmost importance in curriculum development. The
most important example, to this thesis, is the one from the United States where Bartlett
and Morgan (1991) prepared their ‘textbook choice checklist’ supported with their
interviews with 50 participants; the checklist was the result of qualitative research. It is
used and appreciated by a large numbers and wider variety of scholars and researchers,
moreover it was developed for evaluation of textbooks for college students learning

English as a second language, and therefore, it is selected for present research. The areas
which are given importance in their checklist are as follow:
i. Suitability of activities for ELT methodologies.
ii. Compatibility to the age, needs, and interest of the learners.
iii. Physical and functional attributes i.e. layout, use of visual, durability and costeffectiveness.
iv. Are the tasks given in the textbook interesting, move from simple to complex,
cultural sensitive, real and natural?
v. Due consideration given to essential language learning competencies i.e. listening,
speaking, reading and writing.
The checklist developed by Bartlett and Morgan was changed into a questionnaire with
sight amendment; questions related to Pakistani scenario were added.
The points/areas mentioned by Bartlett and Morgan will be analyzed in depth in the next
chapter of research methodology.

CHAPTER TWO
REVIEW OF THE LITERATURE

2.1

Introduction

In this chapter, the conceptual and theoretical framework for the study has been
developed. The study was aimed at finding the impact of English language textbooks
prescribed by the Sindh Textbook Board for the students of intermediate level English in
schools’ of Sindh. In order to explore the topic it was necessary to examine several

bodies of literature. This chapter provides a review of related literature and establishes
the theoretical foundations for the study.
2.2

Language

Language is the human competence for attaining and using multifarious systems of
communication. The systematic study of language is called linguistics. Any estimate of
the precise number of languages in the world depends on a partly arbitrary distinction
between languages and dialects. However, estimates vary between around 6,000 to 7,000
languages in numbers. (Austin, 2008)

2.2.1

History of Language Development

The official study of language is often measured to have started in India with Panini, the
5th century BC Grammarian who invented 3,959 rules of Sanskrit morphology. In the 17th
century French Port-Royal Grammarians developed the thought that grammars of all
languages are a indication of the universal fundamentals of thought and therefore that
grammar was universal.
2.2.2

Structure of Language

Language is traditionally seen as consisting of three parts: signs, meanings and a code
connecting signs with their meanings. (Austin, 2008)

2.2.2.1

Semantics

This field of study is derived from the Greek word ‘semantikos’ which means the study
of meaning. It spotlights on the connection between signifiers; words, phrases, signs, and
symbols and what they stand for and their denotation. Linguistic semantics is the study of

meaning that is used for perception of human expression through language. Other forms
of semantics are initiated in programming languages, proper logics, and semiotics. The
word semantics itself denotes a range of ideas, from the popular to the highly technical. It
is often used in normal language for signify a problem of understanding that comes down
to word selection or connotation. In international scientific vocabulary semantics is also
called semasiology (Austin, 2008).

2.2.2.2

Sounds and Symbols

Language structure can be founded on systems of sounds (speech), gestures (sign
languages) or graphic or symbols (writing). Phonology is the study of the traditions in
which languages structure sounds or signs to assemble meaning. The study of how
humans create and distinguish choral sounds is called phonetics. In linguistics, sound
symbolism, phonesthesia or phonosemantics, is the idea that local sounds or phonemes
carry meaning in and of themselves (Austin, 2008).

2.2.2.3

Grammar

Grammar can be portrayed as a system of groups, and a deposit of conventions that
resolve how groups unite to form different facets of meaning. In linguistics, grammar is
the deposit of structural policies that administers the sonata of clauses, phrases and words
in any specified usual language. The expression also refers to the study of such
regulations, and this field embraces morphology, syntax, and phonology, often
complemented by phonics, semantics and pragmatics. Linguists do not normally use the

phrase to refer to orthographical rules, even though practice, books and style directs that
describe themselves grammars may also refer to spelling and punctuation.
The term grammar is often a nonspecific way of referring to a few feature of English that
people object to. However, linguists employ it in a greatly more literal sense. The term
‘grammar’ can also be used to describe the rules that direct the linguistic behavior of a
group of speakers (Brenzinger, 2007).

2.3

Languages of the World

There are estimated to be 6,900 languages spoken in the world today. They range in
magnitude from very bulky, with hundreds of millions of speakers, to very diminutive
with as few as one or two speakers (Austin, 2008). The languages of the world are
randomly dispersed both geographically and athwart speaker populations. The
geographical distribution of languages is also very uneven. The prime numbers of
languages are spoken in Africa and Asia and linguistic assortment slighter elsewhere.

S No.

Continent

Living Languages
Count

Number of Speakers

% of Total

Count

% of Total

1

Africa

2,092

30.3

675,887,158

11.8

2

Americas

1,002

14.5

47,559,381

0.8

3

Asia

2,269

32.8 3,489,897,147

61.0

4

Europe

239

3.5 1,504,393,183

26.3

5

Pacific

1,310

19.0

6,124,341

0.1

6,912

Total

100.0 5,723,861,210

100.0

Table 2.1 (Living Languages of the continents)
(Adopted from 1000 Languages. The Worldwide History of Living and Lost Tongues)

2.4

Languages of Pakistan
Pakistan is a multilingual country and has nine recognized languages and about 70

other minor languages. Philologists declare that there are above 300 dialects and
languages spoken in the country today and each is particularly different from the other.
Urdu and English are the country official languages, whereas other languages spoken in
the four provinces are Punjabi, Pashto, Sindhi and Balochi. Saraiki, Hindko, and
Kashmiri are the three major regional languages. Only 8% of the population speaks Urdu
as a first language, even though it is the National Language (Aslam, 1990).

2.4.1 Administrative Division of Pakistan
Pakistan came into being on the 14th of August, 1947; the main purpose of Indian
Muslims was to find a separate homeland where they could practice the teachings of
Islam. The division of India was the detachment of British India on the foundation of
religious demographics. This led to the creation of the autonomous states of the dominion
of Pakistan (Coleman, 2011).

Figure 2.1
Pakistan is split into divisions for administrative reasons, on a primary level. Pakistan is
divided into five provinces, two centrally administered areas, a territory, and a capital
territory (Division of Pakistan, 2009: webpage). The four major provinces are Punjab,
Sindh, Khyber Pukhtunkhawa, and Baluchistan. Northern Areas of Pakistan have been
declared a fifth province known as Gilgit-Baltistan. The latest census provides the
following demographic details:
Serial No.

Division

Population

Area (Square
Km.)

1.

Punjab

73,621,290

205,344

2.

Sindh

30,439,893

140,914

3.

Khyber-Pakhtunkhwa

17,743,645

74,521

4.

Baluchistan

6,565,885

347,190

5.

Gilgit-Baltistan

910,000

72,520

6.

Islamabad

805,235

906

Table 2.2 (population of Provinces of Pakistan)
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Graph 2.1

The area focused on by the researcher is Sindh, which by population, is the second
biggest province of Pakistan. As per the World Gazetteer (2012), the population ratio in
major cities of Sindh is as follows (Appendix-D):
S No.

City

District

Population

1.

Karachi

Karachi

11,136,886

2.

Hyderabad

Hyderabad

3.

Sukkur

Sukkur

400,148

4.

Larkana

Larkana

322,315

5.

Mirpur Khas

Mirpur Khas

219,977

6.

Nawabshah

Shaheed

218,361

1,391,534

Benazirabad
7.

Jacoabad

Jacoabad

164,248

8.

Shikarpur

Shikarpur

158,913

9.

Tando Adam

Sanghar

123,261

Table 2.3 (Population Ratio in Major Cities of Sindh)

Figure 2.2

Sindh’s Demographic Indicators are as follow:
S No.

Indicator

Statistic

1.

City Population

49.50%

2.

Villages Population

50.50%

3.

Growth Rate of Population

2.80%

4.

Ender Ratio (male per 100 females)

112.24

5.

Population, which is active economically
Table 2.4 (Demographic Detail of Sindh)

22.75%

2.4.2 Education System of Pakistan
The education system in Pakistan is administered by the Federal as well as provincial
governments, whereas curriculum development, accreditation and financing for research
are most done by the federal government. Article 25-A of the constitution of Pakistan
necessitates the state to provide free and compulsory quality education to all children
between of the ages of five and sixteen years in such a manner as may be determined by
law (Ashraf, 2006).

The education system in Pakistan is generally divided into five levels: primary (grades
one through five); middle (grade six through eight); high (grade nine and ten, leading to
the Secondary School Certificate or SSC); Intermediate/HSSC/A’ Level - the focus in the
present research; and university undergraduate and graduate degree programs (Jalal,
2004).

HSSC/A’ Level/Intermediate is considered crucial level of education in pupil’s life
because it decides pupil’s future, as after receiving their HSSC/Intermediate, students
may study in a professional college for Bachelor’s degree courses such as engineering (B.
Engg/BS Engg), medicine (MBBS), dentistry (BDS), veterinary medicine (DVM), law
(LLB), architecture (B. Arch), Pharmacy (Pharm-D) Nursing (B Nurse), Bachelor of Arts
(BA), B.Sc. and (Bachelor of Science) etc. Therefore because of importance HSSC/A’
Level, it is focused in the present research.

2.5

Historical Development of the English Language

The English language fits in to the West Germanic branch of the Indo-European family of
languages. The closest absolute existing relatives of English are Scots and Frisian. Frisian
is a language spoken by roughly half a million people in the Dutch province of Friesland,
in nearby areas of Germany, and on a few islands in the North Sea (Austin, 2008).

The history of the English language has been traditionally divided into three main
periods: Old English (450-1100AD), Middle English (1100-1500 AD) and Modern
English (since 1500 AD). Over the centuries, the English language has been influenced
by a number of other languages. By the time of Shakespeare (1592-1616), the language
had become clearly recognized as modern English. There were three big developments in
the world at the beginning of Modern English period: the Renaissance, the Industrial
Revolution, and the emergence of British Colonialism (Austin, 2008).

The renaissance of classical erudition meant that many new words and phrases penetrated
the language. The contraption of printing also meant that there was a common language
in print. Books became cheaper and more people learned to read. Printing also
established regularity to English. Spelling and grammar became permanent, and the
dialects of London, where most publishing houses were, became the standard. In 1604 the
first English dictionary was printed (Austin, 2008).

From around 1600, the English immigration of North America resulted in the creation of
a divergent American assortment of English. Some English pronunciations and words

“froze” when they reached America. In some ways, American English is more like the
English of Shakespeare than current British English is. Some terminology that the British
call “Americanisms” are in actuality original British terms that were preserved in the
colonies while lost for a time in Britain, junk for refuse, mortgage as a verb instead of
loan, and fall for autumn; another example, frame-up, was re-imported into Britain
through Hollywood mobster shows. Spanish also had an influence on American English,
with words like canyon, ranch, stampede and vigilante being examples of Spanish words
that entered English through the settlement of the American West. French and West
African words also predisposed American English and so, to an extent, British English
(Bakhtin, 2001).

Today, American English is predominantly prominent, due to the USA’s supremacy of
cinema, television, popular music, trade and technology, counting internet. But there are
much other diversity of English around the world, including Australian English, New
Zealand English, Canadian English, South African English, Indian English and Caribbean
English (Bakhtin, 2001).

2.5.1 Modern English Language
Modern English, occasionally portrayed as the first global lingua franca, is the foremost
language, or in some illustration evens the required international language of
communications, science, information technology, business, maritime, aviation,
amusement, radio and subtlety. An operational knowledge of English has become a
prerequisite in a number of fields, occupations and professions such as medicine and

computing; as a corollary over one billion people speak English to at slightest a essential
level (Block & Cameron, 2002).

2.5.1.1

The Global Context

English is now the language most extensively taught as a foreign language in over 100
countries, such as Spain, Egypt, and Brazil and also in most of those countries, which
were called colonies of Britain. It might be the exclusive certified language of the
country. Similarly, there is a immense variation in the reason for preferring a scrupulous
language as a favored alien language. They incorporate historical tradition, political
expediency and the longing for commercial, cultural or technical contact (Larik, 2006)

Also, even when preferred, the incidence of the language can diverge wholly, depending
on the extent to which a government or foreign support organization is primed to give
ample financial support. There will be teachers capable to educate the language books,
maps, computers, telecommunication, systems and all kinds of teaching material will be
easily available. In many countries, however a lack of government supports and correct
direction of foreign aid has mired the achievement of language teaching targets. Because
of this three pronged development of first language, official language and foreign
language speakers, it is inevitable that a global language will ultimately come to be used
by further people than any other language (Huchan , 2005).

In his book ‘English as a Global Language’, Crystal (2007) claims, “a language reach a
legitimately global standing when it develops a extraordinary task that is recognized in

every country”. The definition pivots on the special role, which Crystal portrays as
serving as the native language of the common (such as English does in the United States
or Australia), serving as an executive language, or achieving the standing of a precedence
foreign language (and as such, often choice of children in schools).

The insidious analysis of the globalization of English is raged by a few observations. In a
study specially made by the British Council, Graddol (2007) articulates about the actually
“unstoppable” tendency toward global English practice, but also barbed out that this
could revolutionize abruptly and surprisingly due to some relatively negligible transform
in world proceedings. Examining the actual language use, Wallraff (2002) squabbles that,
for example, the spread of Spanish in the United States indicates that English is not
dominating ubiquitously. These voices, however, are exceptional and faded in relation to
the extensive discernment and apprehension about the unabated widen of English, and, as
a corollary TESOL professional needs a clearer understanding of educational policy
inference of global English.

2.5.1.2

The Regional Context

In 16th century, the English penetrated the Mughal courts and steadily British turned into
the masters of this territory and then English became the language of judges and trade as
well. English was initiated as a second language in schools.

2.5.1.3 The Pakistani Context
It is arguable that Pakistan’s education system has become rather loose in making policy
about the medium of instruction. Somehow we have decided to start the change at a lower
level. Eventually, the medium in the university also has changed, but it is not successful
because still the books for many subjects, particularly mathematics and sciences, are not
available. It is still a fact, which cannot be denied, that most of the information about
science and technology is in English. No doubt Urdu is national language, and we must
switch over to it, but while we need Urdu for our domestic use, what about our
international affairs? How are we to survive in this world without the knowledge of a
language that is counted as one of the international languages? English is a recognized
language of the United Nations Organization and it is through English that we represent
ourselves in that organization.

The world is getting smaller day-by-day. As far that the English medium schools breed
snobs who are misfits for society, the problem can be easily solved by ensuring that Urdu
and Islamiate are given due attention in all such schools. Serious notice should be taken
of any willful neglect of Urdu or Islamiat.

The English medium schools of today are different from Christian missionary schools of
past in orientation and outlook. They are managed and staffed by Pakistanis. Even in the
case of the few remaining Missionary schools, there is no reason to act against them. In
the changed historical context they can be made to realize the need for adjustments.

If we lack the will to adopt this course, then the only alternative available to us is to,
wholesale, stop teaching English as a compulsory language at all stages. This decision
should put an end to all the bickering that has been going on since independence. Then
English may be taught as an elective subject at all levels to those who wish to lean it.
This solution should be acceptable to all including those who are opposed to compulsory
English education. Those who lack the motivation need not waste their time and that of
others in reading English any more, while those who do wish to study English can do so
in earnest.

This solution would also help in raising the standard of teaching and examination in
English, as the teachers and policy-makers will no longer be on the defensive, as they
usually are at present. There should be no guilt complexes about English in any quarter.
Since there is already a general awareness among educated Pakistanis about the
usefulness of English, it is rather unlikely that there will be any significance drop in
number of students wanting to read English. Paradoxical as it might appear; in our
present environment the only effective remedy to raise the standard of English is to make
it optional.

Since independence, the standard of English has gone down markedly, largely because of
a lack of conviction and some confusion in the minds of policymakers. Our approach has
all along been vague and tentative. This must now be rectified. Flirtation with English
must cease.

If it is decided to retain English, it must be taught and learned whole-heartedly to the best
of one’s ability. We should implement comprehensive policy instead of doubtful
experimentation. English needs a big shot in the arm for a quick revival (Malik, 1998)

2.5.1.3.1

English Language Acquisition and Cultural Conflicts in Pakistan

Anti-colonial sentiments, religious association with languages, nationalist pressure
groups and the most important factor, fear of losing cultural values, can be grouped as
factors effecting or arousing negative attitudes for the learning of English. Individual
differences and the environment are two wide key factors that can influence acquisition –
and may depend on many variables like peer group stress, family, teachers, childhood
experiences and most importantly, the type of schools that children are educated in.

Some of the apparent causes for mixed attitude towards English language are religion and
socio-economic factors. Rahman (2007) notes that the birth of Pakistan has always been
explained in terms of the independence movement consequences of a British-Hindu
conspiracy against the Muslims. Rahman cites Aziz (1993) and Saigol (1995) who had
also observed that subjects like Pakistan Studies and some lessons in Urdu have antiColonial and anti-Indian references and glorify war. Hoodbhoy and Nayyar (1985) are of
the view that:

Rahman’s paper concluded:
The descriptions of Western people are typecast and gloomy. They are immoral,
extravagant, blatant, ravenous, egotistic and ruthless. The rule of law in Western

countries and respect for human rights is either disregarded absolutely or revealed in
passing as being artificial allowing for that the same Western countries subjugate the rest
of the world (Rahman, 2007).

This view of the world does influence parental attitudes towards education. To some
extent it would be quite surprising that even in the 2012 some parents in Khaber
Pakhtoonkhwa province believe that the coaching and learning of English will corrupt the
minds of their children and that they prefer their children to get only a religious
education. This will usually take them into an educational institute called a madressa and
a student in such a madressa is known as a ‘Talib’ (the plural is Taliban), which literally
means seeker, certainly a seeker of knowledge, a student. Moreover, the majority of
parents cannot afford to send their children to government schools; therefore, they go to
madressas. The students of these madressas may well want to go to schools and wear
uniform and read books with colored illustrations, and this might result in complex
feelings over time. According to Cummins (2000), socio-cultural variables, group
differences and negative feelings may result in poor acquisition of a language and
similarly Lambert (1981) has argued that attitudinal and motivational factors possessed or
not by students, are even more vital than the ability to learn a language.
Till now no research on students and teachers attitude has been conducted in Pakistan
about the present curriculum and pedagogy of English. Generally speaking, a research on
teaching method has been conducted but till now no research on students liking and
disliking to curriculum development has been given, because students belong to same
culture and country. Rao (2002) believes that bridging the gap between coaching and

learning attitudes can only be attained when teachers are, first of all, sentient of their
learners’ desires, capacities, potentials and learning styles.

English has not been the only compulsory foreign language in all schools. During the
colonial period (1757-1947), students studied Persian and Arabic, which were brought to
the sub-continent by the Muslim conquerors from the Middle East and central Asia; even
in the present day, students are used to studying Arabic like a compulsory distant
language with English. As most of the students in many areas of Pakistan are Muslims,
therefore they have to read the Holy Quran at a very early age. This is a religious
obligation and cannot be avoided. At the same time, students also study their regional
mother language, quite surprisingly; students in the private schools in some regions do
not need to read Pashto. So students in Pakistan study to read and write up to four
languages at a time, namely Urdu, Arabic, regional/mother language and English. The
results are that pupils are mostly confused and they find it difficult to cope with so many
different languages. In public schools students learn English through Urdu while their
own mother tongue is often not Urdu. Children living in cities, studying in different
private schools, have a better command of English when they have done their Ordinary
level or Advanced level courses, compared with children who pass their secondary school
examination or intermediate exams in government schools or ordinary English medium
schools. The same situation is prevailing in all provinces of Pakistan (Mansoor, 1993).

Moreover, different teachers of English language use different mother tongues in
different provinces in Pakistan with different approaches; some give importance to rules

and others to examples. A mismatch sometimes therefore occurs between the learning
attitude of an individual in the English classroom and the teacher’s attitude, affects on the
learning of the students (Lawrence, 2003).

Students at elementary and secondary level are mostly shy and afraid of committing
mistakes when they speak English, while students at primary level enjoy speaking
English words and simple sentences (Al-Kindi, 2005). Therefore, a teacher has to make a
number of efforts to motivate students at secondary as well as higher secondary or
intermediate level to speak English, while language is always learnt by listening and
speaking.

The teaching of listening and speaking skills, however, must be organized in a very
systematic way from primary stages onwards and teachers should be trained in such a
way that they cannot only teach the target language but also make valid and reliable
evaluation of these skills and focus on students’ needs. Masood (2002) has given a very
clear picture of the scenario; inevitably what is taught to children is not a communicative
knowledge of English language but knowledge of English language and how the syntactic
and lexical rules of English operate. This grammar based approach means that the level
of spoken language skills is weak and that learners are disadvantaged.

2.5.2 The Upcoming of English Language
The scope and significance of English language today are such as to make it rational to
ask whether we cannot endeavor an intellectual gossip as to the credible, position, which

it will inhabit in the future. It is admittedly perilous to forecast the future of nations; there
are individuals who doubt even the stability of our present civilization (Austin, 2008).

2.6

The Role of English in Pakistan

The most common language of the world is English. It is easiest as well as difficult
language in comprehension. The non-English people face this problem on a continuous
basis all over the world yet the sub-continent is affected by this problem threateningly.
English has been rated to be high in terms of its use and proficiency in Pakistan. In the
past, it was delighted as a unavoidable subject in English standard schools and gradually
more used as a standard of teaching. The private schools propose English as a subject
from Nursery classes. On the other hand, students of public schools begin learning
English at the age of 11 years whereas the students of English in private educational
providers at the age of 4 years. Teaching of English is significant because of the
following reasons:

v. English is the means of comprehension of the international education;
vi. Education at higher level is in English;
vii. English is necessary for scientific and technical progress;
viii.

It is the source for international trade and communication (Richards, 1991)

Keeping in observation the reputation of English, the Government of Pakistan has taken a
verdict for launching English as a obligatory subject from the first level (NEP,1998-

2010) . The points discussed below further illustrate the status and importance of English
in Pakistan.

2.6.1

Language for Commerce

Existing facts illustrate that there are 350 million native speakers of English, scattering
into least 100 regions (Block & Cameron, 2002). English has become the focal language
of UK, Australia, the USA and South Africa. And even in those countries where English
is not the bureaucrat language, it has become the approved first language of the
governments, education and international communities. Therefore it is clear from the
above fact that English is not only imperative for commerce and one’s livelihood – it is
necessary. And this is particularly true for those wanting to contribute in worldwide
business.

2.6.2

Language of Socio-cultural Status (VIP)

In Pakistan, acquaintance with and exercise of English are signs of high social class and
the possession of an educated family milieu. Hence their use denotes more than just the
medium of coaching through which a person has studies in school or in an institution of
higher education. (Colman, 2011)

2.6.3

Language for Education

In term of physical provision, the preponderance of learners study English sitting in lines
in large classes. The customary length of the English program is 48 hours or one semester
during the first year of their study program. Thus prospects for learning English to the

high levels of expertise mandatory both for higher education and professional work are
somewhat inadequate. It is not amazing, then that there is a wide-ranging sense of
disgruntlement with the current altitude of English proficiency of graduates of public
universities.

2.6.4

Language for Higher Education
Jalal (2004:24), a farmer education minister, said:

“When we pledge to the experts’ vision that the monetary upcoming of Pakistan is allied
with the development of information technology, it means that we are identifying the
necessity for making the conception and use of English as prevalent as feasible. This is
now a crucial public requirement, and the government acquires it as its obligation to
accomplish this formality.”

This visualization has resulted in the English for All policy, where once again the
government has initiated all public sector schools to start teaching English from class I
with functioning out the practicability of this policy resolution and capital mandatory for
its thriving execution. In dissimilarity, the Higher Education Commission’s English
Language Teaching Reform Project aims to perk up the teaching-learning of English in
higher education institutions in Pakistan (Ashraf,2006).

2.6.5

Language for Professional Life

The importance of English in professional life is immense. This is illustrated by the fact
that now that most of the books of Engineering and medicine or law are in English. The

basic version of Microsoft Windows is in English. Of late, there have been attempts to
introduce regional languages into global professions. China has learnt from its past
experience of giving lesser importance to English and has now endeavored with full vigor
to make Chinese technocrats enthusiastic about teaching English language. So a
professional with even a limited degree of English competence can get job anywhere in
the world, as English is more or less implicit irrespective of social group, dogma or
religion.

2.6.6

Language for Communication

Present the business community of the world considers English not a foreign language –
but the global means of communication: the language of communication wherever a
treaty is being done internationally. (Block & Cameron, 2002).

2.7

Importance of English Language in Education

2.7.1 English Language Teaching (ELT) in the World
The United Kingdom, the United States, and Australia are the representatives of inner
sphere, where English is signified as a Native Language (ENL). These countries have
long and rich experiences of teaching English to nonnative speakers – immigrants within
the countries and the learners of English overseas. They have developed and offered to
the world a great deal English Language Teaching (ELT) theories, teaching methods,
teaching materials, and teachers. Their English Language Teaching (ELT) used to mean
to assimilate learners into the English-speaking societies and cultures, but now it has

turned towards multi-lingua culturalism by trying to preserve learners’ mother languages
and cultures as their assets (Carter & Nunan, 2001)

a. The United Kingdom
It is true that many people in the United Kingdom speak English as their first and only
language. So the issue of language in the UK is somewhat different as compared with
other countries.

Throughout the 20th century, the schools of primary and secondary education were
dependent on a local education authority until the late 1980s. The national government
was powerless in matters of school curriculum. The 1988 Education Reform Act gave
each child an entitlement to general compulsory education including English and modern
foreign languages. The national curriculum embodied a national policy of languages. In
1970s and 80s, the importance of English language and English language education was
recognized. The notion that all children must be able to speak and write Standard English
spread at that time (Austin, 2008).

b. The United States
In the United States more emphasis was given on English in the No Child Left Behind
Act (NCLB) which replaced the Bilingual Education Act (BEA). At the jeopardy of
oversimplifying the dispute, these opinions plunge into three basic camps.

iv. The supporters of bilingual education squabble that English Language
Learners (ELL) students are debilitated when schools forfeit substance
acquaintance on the altar of the easiest possible attainment of English.
v. On the other side, the detractors of bilingual education deem that this
approach has worked to ambush students in culturally and linguistically
secluded settings, thus looming their ability to enter the American majority.
vi. A third encampment, situated wherever in between the other two, is probable
to sustain moreover ESL or intermediary bilingual education programs,
depending on circumstances. Here, the use of the students’ first language is
seen principally as an instructional tool, not necessarily as a chief instructional
goal. The initial promising acquirement of English proficiency remains the
primary spotlight, suchlike the instructional method (Celce-Murcia, 2001).

c. Australia
After the end of World War-II, Australia abandoned the ‘White Australian Policy,’
accepted immigrants from Asia and promoted politico-economic ties with Asia-Pacific
countries for defense of this vast country and for economic growth. Today 25% of
Australians were born in non-English speaking countries. Today Australia is a multiethnic, multi-cultural, and multi-lingual country (Brogger, 2002).

From 1987, they started giving free public English language education to adult
immigrants as a part of technical and vocational training so that can live, work, and join
the main stream of Australian society. Australia has the national system of developing

and maintaining English language teachers’ high standard by qualifying examinations,
periodical inspection of teaching, and re-training programs (Brogger, 2002).

d. India
India has roughly three kinds of school boards which regulate curriculum, syllabi, and
examination in each system. At most schools in the latter two teach children almost all
subjects in English. On the contrary, English as a school subject which put a heavy
emphasis on literature and written examinations does not contribute largely to the
production of English-speaking Indians (Brown & Rodger, 2002).

Better teachers are recruited by private schools since salaries are good. This is the main
reason why Indian families like to send their children to private schools. Money and
English plays important and differentiating roles in Indian education system. In other
words, the wealthy families let their children pick up English, a language of power and
opportunities which gives children good education and good jobs (Crystal, 2007).

e. Malaysia
Bahasa Malaysia is considered as the language of national integration, and English as a
working language for international contribution. In accordance with Vision 2020,
Malaysia’s national project to develop the country as an advanced ICT base by the year
2020, English language teaching (ELT) is further emphasized as the key to success
(Graddol,2007).

f. Singapore
Singapore is a multi-racial, multi-cultural and multi-lingual country, but English is
considered the first language. From the strat of Singaporean independence, the
government implemented bilingual education system, which comprises of English and
one other official language. By making English its first language, on the whole, the
Singapore government has been very successful in using language as a means to develop
and promote an identity as Singaporeans (Graddol, 2007) .

g. China
The history of English language teaching (ELT) in China has veteran ups and downs
since the establishment of the People’s Republic of China in 1949. Obligatory English
teaching starts from the third grade and continues up to universities. ELT in China has
been implemented with the strong leadership of the national government, local
governments and schools are allowed to make discretionary adjustment (Mckay, 2002).
h. Korea
The Republic of Korea achieved steady economic development after Korean War and
was ranked the 15th in the world by nominal GDP in 2009. Rapid industrial development
by diligent people is often called the “Miracle on the Han River. Most” of the Korean
people are convinced that education is one of the ways getting out of poverty and is
considered as valuable investment for their children. English is believed to be one of the
most important subjects of the regular subjects taught in schools. In global society,
Korean society has been looking for active people with high English proficiency. Almost

all the Korean people have a common perception that English is an international
language. And that has become a strong incentive to learn English (Stevens, 2008).

j Japan
Since the introduction of communicative language teaching into English language
classrooms in Japan, translation has generally been thought of as an obstacle to the
smooth progress of the students’ language learning and proper functioning of classrooms.
It has sometimes even been looked on as a villain who has to be driven out of the
classroom by all possible means but is persistently staying there or keeps coming back.
Moreover, the traditional Japanese method of teaching English through traditional
methods combined with parsing and construing, quite often translated combined with
‘grammar-translation’ and thereby confused with the Western Grammar-Translation
Method, has been a target of international criticism in the academic field of English
language teaching (Tomlinson et al, 2001).

2.7.2 English Language Teaching (ELT) in Pakistan
We have, above, looked at some of the varieties of ELT in different countries around the
world. We now need to discuss the phenomenon more clearly in relation to our
immediate study’s concerns. It is extensively documented that the prime task of teaching
of English in schools in Pakistan is to get the pupils ready for examinations. Education in
English opens new horizons for the learners in Higher Education and job sectors. English
is a foremost obstruction to entry to white collar jobs. English is very significant for

societal mobility and doorway to eminence education. Accordingly there is apartheid in
education because of language teaching and patchy occasions and assets in ELT.

Frequently we are told that English is indispensable for ticket to government services.
But sarcastically there is no argument of the language or languages which having become
a government officer, one might need in order to communicate with and serve the public.
It emerges that in daily life for greater part of the people –particularly outside the key
cities-English truly has no handy worth. The population of the Saraiki-speaking vicinity
of southern Punjab yet Urdu is a ‘foreign’ language. As for English, Ahmed claimed,
“these offspring will never in their lives require to speak English. They will never read a
book in English (Ahmed-Khurram, 2009)”. Another claimant from Islamabad, thought,
“The general citizens don’t exercise English (Shamim F., 2008)”.

2.8

The Role of Textbooks

English language has many imperative gears but the fundamental one for both teachers
and students in the classroom is the textbook. This is also the most important focus of this
research project, and as such we need to discuss the role of textbooks in ELT pedagogy in
Pakistan in some considerable depth. Teachers consider that it is very intricate for them
to instruct scientifically devoid of a workbook. In fact, the course book plays an
important task in providing a foundation of assets for both teachers and learners. Sheldon
(1988) advocates that course books do not only present the manifest compassion of any
course but also proffer generous reimbursements for both students and the teacher when
they are being used in the classroom.

Further to this, Hutchinson and Torres (1994, p.232) discover four ways in which
textbooks can help in times of educational changes: first as a vehicle for teacher and
learner training; second because they grant support and liberation from the load of
looking for materials; third by providing as absolute a portrait as likely of what the
amend will look like; and fourth during the psychological sustain they bestow to teachers.

2.8.1 Textbook Theory
Textbooks are the curriculum end-product. From the development phase, through design,
to evaluation and then implementation, finally, the curriculum is approved and turned
into marketable product-textbooks. Textbooks are a foremost part of the teaching and
learning situation. Students are provided with this material while teachers have it as a
way of following guidelines, often determined by the local or central authorities.

Textbooks provide guidance for teachers and students. They present an attempt to distill
and interpret the knowledge and scholarship of a given discipline. Additionally,
textbooks give students information so that they may begin to understand individual
concepts and general ideas. According to Briton, Woodward, and Binkley (1993),
textbooks represent what is known about a discipline, modifying their styles according to
the needs, knowledge, and maturity of the anticipated audiences. Britton, Woodward and
Binkley (1993) further state that, “Textbooks, then are a standard resource, reference, and
instructional tool, and so, it is not surprising that it is from those institutional materials
that teachers teach and students learn” (p.115)
Keith (2006) states that,

“The bang of course books on eminence of educational upshots cannot be miscalculated.
Repeatedly, the classroom transcript is the only reserve on a specified topic to which
students will be uncovered in their whole education livelihood. Furthermore, textbooks
profile and straight the content and methods of presentation used by many teachers” (p.
24).

Textbooks are the primary resource for learners and for teachers as well. Textbooks may
be represented in two facets: ideological and pedagogical. They represent, on the other
hand, the wider community, or social context, and reflect its beliefs. Textbooks are also
pedagogical as they serve as guidance for teachers in their role. Textbooks represent the
primary source for students as well as for teachers. The influence of the textbook is
predominantly obvious when we apprehend that almost 75% of the students’ whole
classroom time is depleted while busy with instructional materials (Ornstein & Hunkins,
2002).

Herlihy (1992) also considers that the recipients of all of the decisions that have
contributed to a text’s construction are the students as they are ultimate consumers of
textbooks. Britton, Woodward & Binkley (1993) emphasize, “Textbooks are the result of
a complex marketplace that includes numerous consumers, including those who seek to
influence what is consumed, and a small group of publishers who attempt to respond to
market demands” (p.116).

Some textbooks, nevertheless, fail to cope with school or community needs. As a result,
some schools are compelled to supplement the teaching-learning activities with their own
supplementary materials. Britton, Woodward, and Binkley (1993) further contend,
“Unfortunately, there is little research on students “feelings” about textbooks”. Finally,
Nitsche (2002) points out that, “If textbooks are properly designed they will fill the needs
of the curricula, the teacher, and the student.”
With this idea in mind, one can conclude that the current textbooks should be easy to use
for the teachers as well as for the students. A good textbook for students should be well
designed, clear and attractive. Concerning teachers, the teachers’ manual should contain
methodological guidance that will help the teachers operate effectively in the classroom.

2.8.2 Principles behind Selection of Textbooks
It is a fact that every textbook will have some kind of shortcoming, “no course book or
set of materials is probable to be ideal”. (McDonough and Shaw, 1993; p.65) Yet
administrators and teachers have to make the best choice keeping in view both learners’
needs and contextual constraints.

Cunningsworth (1984) offers the following set of guidelines which can form the basis of
formulating a personalized criteria checklist having local relevance:
v. The selected materials should be related to the teaching objectives.
vi. The material should utilize activities which are interesting, involving, and
intellectually stimulating for the learners.

vii. The students should be able to relate personally to the subject matter used in
the materials.
viii.

The materials should present and practice English in a systematic and

comprehensive way.

In the same way, Rubdy (2003) has provided a framework in the form of criteria
questions for selection of coursebooks. She has also discussed the rationale behind the
framework. According to her, the coursebook is meant to facilitate the process of learning
in students, who are its main users. Consequently, the target learners’ needs should form
the basis of any selection criteria. A key question in choosing a textbook would be, how
does the book relate to the needs of the learners? The need to communicate lies at the
heart of all language learning. Since this involves not just communicating within the
classroom but ultimately, in the real world outside, the materials must also take into
account students’ longer-term goals.” (Rubdy, 2003; p.47)

In addition, Rubdy assumes that teachers and textbooks have a give and take relationship,
“a course book by itself has diminutive operational worth until the teacher colonized it
with his/her personal thoughts and familiarity and brings it to life. Yet the potential for
materials to influence the way teachers activate is great. This is because course books
exemplify a entire lot of theoretical situations and doctrines. (2003:49)

Rubdy’s detailed criteria checklist is divided into three sections, each section having a
different priority area. The first section deals with various aspects related to the learners

(like their needs and motivation), the second section focuses on factors concerning the
teachers (like the teaching styles), and the last section considers features pertaining to the
coursebook itself (like methodology and layout).

If the checklist is too extensive, it encompasses all the defining aspects relevant to an
effective language textbook, yet these details make the list too unwieldy and therefore
impractical. In fact, it will be difficult for school administrators, teachers and other
coursebook selectors to utilize the list efficiently as it will require considerable time and
effort.

2.9

The Textbook Development Process

Textbooks are vital tools within the realm of education and textbook adaptation is an
essential part of the process. The issue with textbooks is that they quickly become
outdated as standards and content continually change. To offset this many countries adopt
textbooks in a five year cycle rotating amongst the core subject. Most of the countries
prepare education policy and on the bases of education policy curriculum is developed
and in relation to this last point textbooks are developed while keeping a view on the
expected development in curricula.
2.9.1 Discussion of Relevant Terms
2.9.1.1

Policy

We have mentioned a number of important ideas above that relate to the process of
textbook development, therefore these are discussed in a little more depth in the
following segments of text. Firstly, a policy is a standard or etiquette to direct decisions

and attains cogent conclusions. A policy a declaration of target, and is employed as a
process or etiquette. The expression may pertain to government, private segment
institutes and set and persons. Presidential director order, mutual confidentiality policies,
and parliamentary convention of array are all examples of policy (Jalal, 2004).

2.9.1.2

Education

Education policies are ethics and government policy-making in educational sphere, as
well as the set of laws and rules that administer the maneuver of education systems.
Education policy study is the studious study of education policy. It inquires about to
answer questions about the rationale of edification, the objectives that it is deliberated to
accomplish, the methods for achieving them and the tools for measuring their triumph or
malfunction (Huchan, 2005).

2.9.1.3

Language

Countries designed policies to support or daunt the use of a scrupulous language. But
most of the nations have used language policies mainly frequently to sponsor one
certified language at the disbursement of others; many countries now have policies
premeditated to guard and endorse local and cultural languages whose practicality is
exposed. Language Policy is what a government does whichever legitimately through
legislation, court decisions or policy to resolve how languages are used, nurture language
skills required to meet national precedence or to launch the rights of individuals or groups
to employ and prolong languages (Huchan, 2005).

2.9.1.4 Curriculum
In official edification, a curriculum is the anticipated interface of trainees with
instructional content, resources, assets, and procedures for appraising the realization of
educational objectives designed by the government or institutions. Curriculum reflects
the education policy of a government or of the institution (Hilda, 1962).

2.9.1.5 Textbooks
A textbook is an instruction manual of tutoring in any division of study. Textbooks are
produced according to the curriculum developed by the ministry of education of any
country (Keith, 2006).

2.10

Role of Curriculum in Language Teaching

Language maturity is fundamental to students’ academic, societal and poignant
development, and must be seen as a main ingredient of the curriculum. When students
study to apply language in the elementary grades, they carry out more than master the
indispensable skills. (Kelly, 2009)

Students require language competency in order to realize ideas and information, to
intermingle collectively, to inquire into parts of interests and study, and communicate
themselves evidently and reveal their learning. Learning to communicate with lucidity
and accuracy, vocally, in writing, and through a diversity of media, will facilitate students
to flourish in the world afar school.

2.10.1 Principles Underlying the Language Curriculum
The language curriculum is planned to present students with the awareness and
proficiency that they require to accomplish the objective. Krippendof (2004) believes that
it intends to facilitate students become booming language learners, who contribute to the
subsequent uniqueness.
Flourishing language learners:
vii. recognize that language education is a obligatory, and, thoughtful procedure;
viii.

will be able to communicate successfully through listening, speaking,

reading, and writing
ix. will be able to understand the text written in the target language;
x. imagine significantly;
xi. comprehend that all texts go forward a fastidious point of scrutiny that must
be recognized, questioned, assessed, and evaluated;
xii. appropriate the culture force and artistic authority of texts;

2.11

Language Curriculum

As textbooks are the reflections of the education policy and curriculum, including within
EFL pedagogy, it is necessary to discuss and differentiate some related terms to aid
conceptual understanding in the study at hand.

2.11.1 Definition of Language Curriculum and Syllabus
A language curriculum can be defined as the identification of general principles, goals
and objectives regarding language learning. In contrast, a syllabus is more specific,

focusing on classroom behavior, detailed objectives and topics to be covered. (Xiaotang,
2011)

2.11.2 Curriculum Models
The selection of criteria for curriculum evaluation can be based on an examination of the
various existing models of curriculum and in this respect the available literature on
curriculum is illuminated.

2.11.2.1

The Content Model

The main emphasis of this model is the content that has to be taught to the students. In
the context of language teaching the main aim is to impart the knowledge of the language
structure including grammar rules and vocabulary. (Finney, 2002, p.71) finds this model
“too simplistic” since it treats language as “a relatively fixed concept and it largely
ignores factors such as context, ‘appropriacy’ of use, modes of discourse or individual
learner needs.”

2.11.2.2

The Product Model

A curriculum which has been influenced by broad goals related to attainment places
stress on product dimension, where ‘product’ implies expected objectives of the course or
the behavior to be performed (Dubin and Olshtain, 1986; Finney, 2002). Those objectives
which aim at accuracy and utilize discrete elements of grammar can be classified as
‘knowledge based objectives’. On the other hand, the objectives focusing on the actual
use of language are referred to as ‘skills based objectives’.

The product model also has a number of shortcomings. First of all, the curriculum is
presented as a pre-existing plan which has no contributions by the teachers and learners.
Moreover, this model requires behavior appraisal; yet it is not possible to assess all kinds
of behavior. Furthermore, this process of measurement involves breaking each item into
smaller elements in “long lists of competencies” (Smith, 2000: webpage). Nevertheless,
as Finney (2002) pointed out, the functional approach of the ‘product model’ is based on
the communicative approach that changed the whole concept of language teaching, and
thus has had a constructive role in the language teaching history.

2.11.2.3

The Process Model

This flexible model is based on language learning theories, with an emphasis on student
needs and interests; it centers on tasks and activities. However, the model is not deemed
as very practical and so is largely bypassed for the objectives model in national
curriculum development projects. (Smith 2000; Finney, 2002; Rabbini, 2002)

2.12

The Role of Curricular Documents and Textbooks

Directions given in the given in the curricular documents are followed, while developing
content/material of a textbook, therefore the information below is related to its
importance.

2.12.1 Curricular Requirement
When discussing curricular requirements, it can be useful to distinguish between the
terms curriculum and syllabus. Although we have discussed this distinction it is worth

restating that the latter is often used to refer to the aims and the content of a particular
subject whilst, the term curriculum most often refers to the wider educational context of
the different subjects (Newby, 2000). With reference to Level 9 to 7, this means that the
section that describes the teaching of English is the syllabus, while the document as a
whole is the curriculum that presents the more general educational aims. Thus, when
looking for curricular guidelines and requirements related to questions of context, there
seems to be reason to investigate the subject syllabus and curriculum, as well as the
degree of agreement between two.

According to Newby (2000), foreign language syllabuses have three main functions. First
of all, they clarify objectives, content and methods in an educational program. Secondly,
they regularize and thus ensure a certain uniformity of content and expected outcomes.
Thirdly, they can guide the process of teaching and learning. Widdowson (1990) has
pointed out how clear principles seem to be the most important prerequisite for teachers
and learners to be able to act upon a syllabus in a constructive way.

When it comes to questions of context in a foreign language syllabus, then, the first issue
that needs to be addressed is whether or not clear principles are presented for the
students’ work with such questions. Obviously, in order for this happen, explicit
statements need to be made in goal formations and or in the syllabus’ descriptions of
content and methods.

However, since most teaching programs will be designed so that they meet the evaluation
requirements, the section in a syllabus that deals with assessment is also of great
importance. Simensen (2001) claims that the evaluation system can, in fact, have a
greater impact on daily work in the classroom than the goal formations in the syllabus do.
Although it may be difficult, and not even desirable, to assess students’ attitudes towards
cultures, other parts of the students’ work with questions of context and culture can
certainly be evaluated. Thus, in order for a syllabus to clarify and to define the role that
questions of context and culture are to play in students’ work with the foreign language, it
seems important that these issues are reflected in the descriptions of the ways in which
learners are to be assessed (Simensen, 2001).

2.12.2 The Role of Textbooks in Foreign Language Teaching
To my knowledge, no thorough investigation has been made of the amount of time spent
on textbook-related work in classroom. Sigurgeirsson (1992) looked into the use of
published materials in Icelandic classrooms and found that, in the English lessons, 96
percent of time was spent working directly with the material, as compared to 75 percent
of the time in mathematics and social studies. The material was, he writes, generally
reviewed page by page. There is reason to believe that the situation regarding the use of
textbooks in English is not much different in Norway (Heyerhahl-Larsen, 2000).

One recent study shows that, in the implementation of the implementation of the 1997
Norwegian National Curriculum, teachers use the curriculum as a point of reference
when they make plans for the year or the semester. In the choice of topics and materials

in day-to-day work, however, the textbook plays the most crucial role (Hopmann, Afsar
& Bachmann, 2004). The most common situation in the teaching of English seems to be
to let all students have one copy each of the same textbook, and to rely heavily on the
textbook for the provision of teaching materials and procedures (Johnson, 1989).

Textbooks and teachers’ dependence on textbooks have been criticized for a number of
reasons. In the case of English, one area of dispute has been the idea that it is possible to
produce textbooks for a global market, with the understanding that ‘one-size-fits all’
(Harmer, 2001). Language learning is such a complex undertaking that it does not seem
feasible to expect a textbook to guide and cater for the whole process. No textbook author
can ever anticipate all teachers’ or learners’ needs (Mckay, 2002).

Textbooks have also been criticized on the grounds that they present a set of already
made decisions, often with some stamp of authority on them. A textbook that provides a
self-contained teaching program can be seen as an obstacle for the teacher who is trained
and motivated to use creative and independent approaches in classroom. Cortazzi & Jin
(1999) refer to this role of the textbook as a possible ‘de-skiller’ of the teacher. Many
warnings have been issued that the textbook may represent a limitation of the types of
work that can take place in a learning situation, and some critics even refer to the
textbook as a strait-jacket (Harmer, 2001).

2.12.3 The Role of Textbooks and National Standards

The National Education Commission of Pakistan (1952) had reported that the curriculum
was “tapered, pedantic and conjectural” with congested syllabus and incongruous course
books. It had recommended that the curriculum should not be alienated into a number of
impervious subjects, but that all subjects should be interconnected and should comprise
pertinent and momentous substance so that it could pat the lives of students.

The following Education Commission (1964) sustained to highlight the meager feature of
school teaching and remarked on the squat value of textbooks, remaining to the be short
of research connected to their homework and making and be deficient in inquisitiveness
of pinnacle ranking intellectuals in this field. It called for national principles and
suggested federal textbooks making to match to those, preliminary at the national level
and also sustaining founding an institution at provincial stage. In retrospection, we can
perceive that challenging function of the textbook abiding from colonial education
structure, which has unsaid an untouchable arrangement in school and classroom,
marginalizing the task of curriculum and syllabus, was additionally fortified from the
probability that the nationwide shaped textbook would distant and accurately signifying
nationalized values in Pakistan.

2.13

English Language Textbooks

On the basis of designed curriculum content/material is compiled in the shape of a
textbook, therefore it is essential to discuss some information, which could answer some
of the questions that one might encounter concerning textbooks.

2.13.1 Meaning, Aims and Objectives of English Language Textbooks
The Oxford Advanced Learner’s Dictionary (2000) defines a ‘textbook’ as:
It is book that instructs a meticulous matter and that is emploed particularly in
schools and colleges…….. (2000:1343)
A ‘coursebook’ is the British synonym for textbook (Concise Oxford English Dictionary,
2004); MSN Encarta Dictionary, 2009; Macmillan Dictionary, 2009-2011, Longman
Dictionary of Contemporary English, 2011). Published materials that facilitate English
learning are considered under the general category of ‘English language textbooks’.

In the earlier years of TESOL, there was a serious dearth of comprehensive books/articles
on materials development and evaluation; essentially this area was treated as part of
methodology (Tomlinson, 2003; Canniveng and Martinez, 2003). As such, materials
development received a belated recognition among applied linguists as an independent
field, “while much has been written on Second Language Acquisition (SLA) and on a
huge number of topics relevant to language teaching and to applied linguistics, there have
been fewer books on material design. General introductory books on language teaching
devote little space to materials development and evaluation, general and more specific
books on syllabus design and curriculum offer at least one unit or chapter with some

comments on the subject. It is since the 1990s, however, that material development has
shown real value” (Canniveng and Martinez, 2003; p.479).

Cunningsworth (1984), with his views on coursebooks laid the foundations of this
emerging field. Succeeding linguists (McDonough and Shaw, 1993; Richards, 1998;
Garbrielators, 2000; Garinger, 2001; McGrath, 2002; Tomlinson, 1998, 2003, 2008
among others) have built on what previously have been proposed, and some have even
broken new grounds with additional interest in learning materials preparation.

Opinions about coursebooks vary greatly and are in fact disparate. McGrath (2002) has
suggested a continuum of attitudes related to textbooks. He implies that educators may
reify textbooks, think of them as facilitators, view them as one of the available choices, or
regard them as restraining. This is well reflected in the following contrasting attitudes of
two experienced teachers (quoted in Tickoo, 2003). “The textbook often acts as a
constraint; it goes against my attempt to respond fully to the pupils’ needs. Its use also
goes against learner creativity (Tickoo, 2003; p.256).”

2.13.2 Principles behind Material Development
Developments in the field of language learning have led different linguists to suggest
their own frame works for preparing language learning materials. In many cases this also
involves highlighting the shortcomings in existing commercially produced textbooks. For
instance, in Pakistan the coursebooks remain conventional and stereotyped in spite of
their stated assertions of adopting the ‘communicative approach. This implies that these

books consistently continue to emphasis the language analysis approach while
disregarding the need for learners’ personal engagement with the provided materials. The
coursebooks materials are focusing more and more narrowly on the encoding and
decoding of language rather than opening up rich opportunity for experience, engagement
and effect (Tomlinson, 2003).

In addition Mares (2003) terms the speaking activities being used in most textbooks as
contextualized functional drills which are often highly controlled. Moreover, there is
more emphasis on activities that require learners to produce language rather than on
receptive comprehension-based tasks which research has shown to facilitate language
learning (Mars, 2003).

Tomlinson (2008) goes on to elaborate on the weakness inherent in materials which
hinder language acquisition. First of all, the presented language is not authentic; instead it
is amplified and de-contextualized denying the learners opportunities to encounter real
language. Moreover, generally the practice tasks are too controlled and mechanical
requiring understanding procedures (like substitution and transformation) aiming towards
accurate outputs rather than successful outcomes. Furthermore, these activities are neither
cognitive nor affective. Finally, the textbooks utilize bland, safe, and harmonized texts.

Moving beyond criticism, various proposals for preparing effective materials have been
presented. Tomlinson (1998, 2003, & 2008) has provided the most comprehensive list of
general theoretical principles. He proposes that the materials should have appealing

content, attractive presentation, novelty and provide a variety of texts and activities so
that they have an impact on target learners. Then the content of the textbooks while being
relevant to the students’ lives should make them conscious of and responsive to the
represented culture. In addition, the learners should be engaged in contextualized tasks
which reflect real-life language use and involve meaningful communication; they should
also be exposed to authentic text (Tomlinson, 2003). In fact, only inspiring and thoughtprovoking texts based on significant topics can help to develop listening and reading
skills. In the same way, the best of acquiring production skills is to create opportunities
which motivate the learners, “to say what they think is worth saying” (Tomlinson, 2003;
p.440). Importantly, they should be encouraged to indulge in extensive listening and
reading of relevant, motivating and engaging texts ensuring interaction with authentic
language.

Tomlinson goes on to propose that the textbooks should have a personal voice and ensure
personal participation of learners in a relaxed environment by engaging them in valuable
and affective activities. Moreover, they should not overburden the students with
knowledge, but instead should incorporate inspiring environment though attainable tasks
so that the students are encouraged to gain confidence. Furthermore, the coursebooks
should promote creative, analytical and higher order skills (like, connecting, predicting,
interpreting and evaluating) from the beginning, and should be learner-centered and
discovery-based (Tomlinson, 2003). The students should perceive the materials as being
relevant and useful. Finally the tasks should lead towards effective outputs of language
(Tomlinson, 1998, 2003 & 2008).

Likewise, discussing his theoretical framework, Richards (2002) also asserts that
coursebooks should present authentic language and the activities should be
contextualized, realistic, meaningful and purposeful. For this reason he suggests that
language teaching materials should incorporate video dramas which have the added
advantage of introducing the essential audio visual element thus creating “a knowledge
setting that is loaded in linguistic and enlightening knowledge about aimed language”
(Richard, 2002; p.85). However, such a component will increase the price of the
textbooks, and moreover, will be useless in teaching situations which lack audio visual
facilities.

A framework for textbook preparation presented by Mars (2003) is based on the premises
of Lewis (1993) and Nunan (1999), who highlighted the basic human tendency “to learn
partially many different things rather than systematically gain control over building
blocks that lead to an organized fluency” (Mars, 2003; p.134). Thus the materials should
include a variety of texts and genuinely communicative activities which provide
opportunities for reflection. He goes on to criticize the tendency of coursebooks to be
prescriptive about what should be learnt when it has been shown that language learning is
and “unpredictable and non-incremental process” (Mars, 2003; p.137). Finally, he
maintains that the focus should be more on respective skills, and the ‘ObserveHypothesized-Experiment’ cycle (instead of conventional ‘Presentation-PracticeProduction’ approach) should be adopted.

In the end, it is important to touch upon Bolitho’s (2003) proposal that the textbooks
should incorporate activities which provide varied input of authentic language and
require the learners to exploit the data using cognitive processes like analyzing (referred
to as ‘language awareness activities’). Such tasks will make the students think critically
“about how language is used for different purposes” (Bolitho’s, 2003 p.425) and provide
a “real context to their struggles with language systems” (Bolitho’s, 2003 p.425).
Some of the beliefs presented above are supported by the researcher and so helped to
determine the relevant evaluation framework for the present research. These assumptions
are presented in the figures below:

Significant Principles of Materials Development-I

Be prescriptive

Primarily focus
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Figure 2.3
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Significant Principles of Materials Development-II
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2.13.3 Standards for a Language Textbook

2.13.3.1

Layout and Design

Layout and design of course books has an immense sway on education of the
fundamental knowledge in the manuscript. Teaching supplies with lucid outline and
organization have an obvious upshot on learning. Students’ inquisitiveness and
concentration are fascinated when the matter is visually eye-catching and fine ordered.

Further, students experience added relieve with text with plenty of white spaces and
gorgeous colors.
McDonough and Shaw (2003, p.71) argue that “a few course books are explored and
printed but are so clustered with knowledge on each page that teachers/learners find them
virtually unfeasible”. Moreover, “there has been a propensity to utilize lustrous colors in
a few resources to endeavor and compose the book emerge further eye-catching”
(McDonough and Shaw 2003, p.71). Graphics must be an essential component of the
course book, and must harmonize the manuscript and craft a factual input to learning
upshots. There are two fundamental sorts of graphics. Firstly, contour sketches – which
can also be in paint or plain in black only. Secondly, snaps – which once more can be in
black and white or in full colors.

2.13.3.2

Objectives

The most important feature in the textbooks is the presence of objectives in it and their
quality and appropriateness to the students’ mentalities as well as knowledge levels.

Moreover, Hyland (2007, p.76) argues that objectives are vital to guarantee that suitable
learning is accomplished. Presently as syllabus objectives indicate the information and
proficiency learners will attain at the end of a lessons, lesson and unit objectives describe
the evident behaviors learners will exhibit at the end of the unit.

2.13.3.3

Instructions

Tomlinson (1998, p.95) says that piece of academic understanding of matter is proficient
and effectual writing of directives. Meager teaching may squander a lot of students’
precious time.

2.13.3.4

Activities and Tasks

Superior course books should be supplied with a variety of activities and tasks that
employ students in the exercise of proficiency and method related to definite language
teaching objectives. Also, they should embrace a range of drills that grant students
openings to perform and broaden their language skills. Tomlinson (1998, p.9) relates
tasks with learners’ confidence. He attaches that learners build up self-confidence
through multiplicity of activities which attempt to thrust pupils somewhat beyond their
accessible expertise by employing them in tasks which are motivating and tricky but
which are attainable also. Richards (2001, p.266) detailed that the tasks in the course
books should be lithe and attractive to different techniques and tactics, and should not
errand one type of learner over another.

2.13.3.5

Balance of Skills

Language is incorporated of different skills such as listening, speaking, reading, and
writing. Suitable course books should work for a sense of balance of skills. In many
gears, the learning conditions involve use of many diverse skills at the similar time.
McDonough and Shaw (2003, p.175) mark that materials should assist the students to
distinguish how the four skills materials are expected to engage students in reliable and

pragmatic tasks, their enthusiasm stage will raise as they identify a clear validation
following what they are being posed to do.

2.13.3.6

Language Context

Swan (1985, p.85) declares that “Scripted matter is functional for presenting particular
language matter cheaply and successfully: the course makers has full power over the
contribution, and can offer immediately the linguistic fundamentals and related back-up
he or she desires, on the other hand, confers learners a zest of ‘original’ language in
exercise, and grant them with applicable linguistic statistics for their cataleptic attainment
procedure to work on”.

2.13.3.6.1

Language of Literature

Nowadays, we realize that a literary text cannot be seen only as the canon. In our schools,
besides studying authors who have been recognized during centuries, we also work with
texts from contemporary authors who have gain relevance in society. Additionally, we
work with communicative complex texts, whose structure can be used in other discourses
and typologies.

However, we recognize there are techniques used and ways of writing that are not
isolated characteristics of literary texts. Pedagogically, we need to consider that it is
important to teach a literary text in conjunction with other types of writing. With this
exercise, students are aware of the difference between texts and their communicative
intention.

Paul Simpson, in Language Through Literature (1997), argues that a literary text is
different from a non-literary text, not only due to its stylistics and the language used but
also to its communicative purpose. The author says that literary language is neither
permanent nor fixed. So, a text is literary due to what it does and not just to what it is,
bearing in mind that the cannon has gone through several changes during the last years.

So forth, we are not talking about denying a literary text; we are assuming that there are
stylistic characteristics mainly present in literary text. Paul Simpson thus states that a
literary text is effective as we explore its linguistic repertoire, being aware that there is
not a fixed code, or better yet, that there is no code.

It is the text that will give its reader the context and from this point onwards teachers lead
students in paving the language, in content and form. In this analysis, the starting point is
the teacher, who is responsible for the contact students have with language. In another
perspective, we have to consider that the teacher comes with a personal context, selfawareness and a subjective reading of the text students are working with.

There is a preconceived idea that a literary analysis comes from an objective view of the
text. This vision neglects that we have to accept that this analysis is subjective, as there
are different contexts working at the same time and there are several variations and
restraints that limit the work done: the selection made, the intuitions on the text and
linguistic choices. Besides, there is not a unique and correct reading and interpretation of
a text, even though we cannot extrapolate the meaning of the text. As this author says,

“the analyst is present in stylistic: he or she chooses a text for study, has intuitions about
the meaning of this text and selects language models which are thought appropriate to the
task hand. There is moreover, no single correct interpretation of the text.

The author affirms that the work of literary analysis in the classroom should be founded
on the linguistic study and on the role that form gives to the meanings of the text, because
this study is important to help understand the text, as well as its communicative intentions
and its underlying meanings. Here follows a list of the arguments we can present to
support this statement:

iv. “stylistics can assist critical readings by highlighting and explaining linguistic
patterns in literary texts”.
v. “stylistics allows different readers to come to an interpretative ‘consensus’
about a text. This is stylistic inter-subjective role. It is an empowering tool,
because it helps, explains the multiple and varied responses to linguistic
patterning which different readers experience when reading texts”.
vi. “stylistic facilitates the comparison of different genres of language”.
(Simpson, 1997, p.14)

Thus, form is part of the analysis of a literary text and it leads students not only to
understand how the language works, but also to learn that writers can apply different
forms in their speech. Another aspect is that writers have their own way of writing and
we find, when working with the same author, that there are features in his/her work that

come out. This is a helpful tool when working form, because it leads students to know
how that author’s writing works and comprehend its underlying meaning. This aspect can
make students feel they are actively engaging with the work of the author and are able to
comprehend and interpret the significant recurrence of the strategies found.

2.13.3.6.2

Language and Culture

Traditionally, the notion of culture has been understood in different ways in foreign
language education, and culture questions have been included for different reasons.
Broadly speaking, one can say that three main objectives have been linked to work with
cultural questions in the foreign language classroom (Risager, 2009). One has to do with
the students’ cognitive development, and focus has been on providing students with
information about the country or countries where the language is spoken. Another
objective has to do with the development of the students’ foreign language skills. Here,
the main concern has been to provide learners with insight into the ‘foreign culture’
(again though, we may fall into a trap here of viewing ‘culture’ as an unchanging and
consistent ‘object’ that all people in a language community adhere to) so that they will be
able to communicate in an appropriate way in new cultural contexts. A third objective for
work with cultural issues in foreign language education has been to develop the students’
attitudes towards other countries and cultures (Risager, 2009).

Information about a foreign country could, of course, be seen to constitute a part of the
‘cultural context’ of language that was mentioned in the previous sections, and thus
contribute to the students’ understanding of language in context. However, traditionally,

the information provided has been quite limited and has aimed, first and foremost, to
expose students to elitist manifestations of culture, i.e. ‘legitimatized’ expressions of how
certain people in a country want to represent their country to be to outsiders, and to
contribute to general education (Risager, 2007; Nelson, 1995). Focus has been on aspects
of country’s high culture i.e. its intellectual and artistic achievements, its institutions and
history. High culture is also often referred to as culture with a capital C (Tomalin &
Stempleski, 1993; Sercu, 2002), and is arguably a limited view of culture (viewing it as it
does as a product).

Cultural topics have also, of course, been introduced as carrier content, i.e. the content
which is needed for language to be used at all (Dudley-Evans & St. John, 2008).
However, with the increased focus on the students’ practical language skills in the 1960s
and 1970s, topics were often selected in order to exemplify vocabulary and structures that
would be particularly useful for students. In this tradition, the carrier content may not
have provided much insight into foreign culture, as the topics were chosen, first and
foremost, in order to link up with the students’ own experience and interest (Risager,
2007).

Traditionally, culture has been understood – and taught – as having to do with a particular
country and its population. There are several reasons why view is being contested
(Tornberg, 2000) First of all, there has been an increased understanding of the manyfaceted nature of the nation state. Within its borders, a nation holds not only people of
many different nationalities and cultural and linguistic backgrounds. There are also

innumerable subcultures, which may identify themselves to varying degrees with the
dominant culture (Mclaren, 2005; Bauman, 2009). Related to English language use, the
diversity o cultures, both within nation states and internationally, is particularly striking.

Secondly, there seems to be a movement away from the view that culture is something
static, with clear boundaries between us and them, between insider and outsider (Said,
2008; Bauman, 2009). Rather, culture is seen as something that changes continually and
constantly re-negotiated in meetings between people, it is something in flux, rather than a
hermetically sealed object. Thus, it can be asserted that, in situations of communication
between people from different cultures, a third culture is being built (Casmir, 2009).

Casmir relates chaos theory to communication studies and describes third culturebuilding as a mutually beneficial, dialogic communication process which allows for
ambiguity and the creation of meaning under chaotic circumstance. A similar line of
thought can be seen in Tornberg (2000), who talks about culture as an encounter in an
open landscape in a space which she claims is shared by everyone, but owned by no-one.

It has been argued that some of the difficulties in designing quality instruction in cultural
aspects of foreign language education can be related to the fact that the area of what
constitutes culture is poorly defined (Stern, 2001). While Stern makes a valid point, it
could also be argued that the main problem has been the different, and often unclear,
objectives that have been attached to the culture material. In future, the main challenge
seems to lie in defining the purpose of the culture are stated explicitly and

unambiguously, this will certainly be a good starting point in order to define what culture
means and which links one should make between language and culture in foreign
language course (Brogger, 2002)

2.13.3.6.3

Language of Communication

First it is remarkable to point out that a good student at listening and understanding is not
necessarily a fluent speaker. That is, he or she has to be trained in the productive skill of
speech as well.

Although we have discussed the fact that the use of a language, English for example, can
be very fluid and very diverse, there still needs to be basic standard of expression that
must be reached by students in order to use a language properly. Some pedagogues argue
that the speech produced by the student should be tightly controlled firstly by the teacher.
First, incorrect efforts and attempt must be gently but firmly replaced by correct
pronunciation, use of words and grammar and correct sounds and forms and sentence
patterns are practiced over and over in order to develop correct language reactions and
establish correct speech and correct communication.

For the purpose of the material in the textbooks, we must consider introducing each new
piece of language to the learners in such a manner that it can be engrossed efficiently into
the corpus of language already mastered. The material must be connected to the activity
which the learners are to perform. We know learners are expected to understand, speak,
write and read. To know a language means:

iii. The ability to produce sentences.
iv. To know how sentences are used to communicate effectively.
(Stevens, 2008)

2.13.3.6.4

Language of Commerce

The overall purpose of education is to become independent, which means ceasing to
entirely depend on others (as people do when they are younger) and to become useful
citizens by supporting others. After finishing education students enter into their practical
lives, where they have to perform jobs in the world of business. If they have a command
of the standard of English required in the business world then they could become active
members of their organizations. Written message is particularly imperative at
employment. Commerce lettering frequently tags along explicit prospects. There are
ample assortments of set expressions that are anticipated in commerce English that are
not normally used in daily English. (Kenneth, 2010) It means the textbooks writers need
to include such material in the textbooks which could fulfill this need.

2.13.3.7 Subject and Content
Course books have to be bona fide, exciting and grab the student’s curiosity. If course
books fall short to transmit these features, neither tutors nor will learners have adequate
vigor or power to toil with those course books.

Celce-Murcia (2001, p.417) says that course books are for learners. To convene their
requirements, the course books must have not just the English language or statement

skills content stipulates by the syllabus, but they ought to also robust the requirements of
pupils as students of English.

2.13.3.8

Humanistic Pedagogy

Humanistic matter refers to regarding pupils as human beings and facilitates to utilize
their competence for learning through momentous practice. Moreover, language
instruction is not just about coaching language, it is about serving learners to extend
themselves as a community (Harmer, 1991, p.35).

Tomlinson (1998) says that in order to attain effectual and sturdy language knowledge,
students require to be stress-free, feel at relieve, build up self-confidence and self esteem,
increase optimistic feelings towards the learning knowledge and become occupied
rationally, aesthetically and expressively in the learning process.

2.13.3.9

Teachers’ Needs

Teachers’ desires and requirements should be deemed to a superior extent than they
beforehand have been. Teachers act as intermediaries between the course book and
student, and teachers’ beliefs of the textbook are consequently awfully significant to
admit (McGrath, 2001, p.20).

If a teacher discovers the course book unexciting, those stances will unavoidably
influence the learners. It is impracticable to craft the learners like something that you do
not suppose in yourself. This is incredible that McGrath an also force when he quotes

Grant’s declares that the finest book in the world will not be useful in a classroom if the
teacher has good reasons for disliking it (Frederickson and Olsson, 2006, p.26).

Furthermore, the course book should offer suitable supervision for the tutors of English
who does not possess native-like power over all phases of English; they should not be left
in any uncertainty regarding the dealings planned by the course book. If not, he or she
may, for example, teach only the meanings of negligible pair ‘live/leave’, entirely
overlooking the writer’s target that these items should be used for pronunciation perform.
Textbooks can give teachers a sense of security and confidence as they steer their way
through the innovation (Mustapha, 2008).

2.14

English Language Textbooks’ Evaluation

We have discussed, so far, a number of relevant and important themes as to the practice
of English language pedagogy, and to the use of English in varied contexts around the
world. We have looked at the main approaches to teaching and analyzed the relationship
between language and culture. Now we need to look at the very specific context of this
research thesis – the objectives and processes behind the evaluation of ELT textbooks. In
particular, and in direct relation with aims and objectives of this research, we will discuss
the views of Bartlett and Morgan (1991) in relation to textbooks evaluation.

As we have discussed, the literature has defined evaluation as a process which involves
examining and forming subjective judgments. It is undertaken for different reasons
(Brown & Rodgers, 2002). Evaluation is the procedure of seeking to launch the worth of

incredible for some rationale – and this is gleaned also by the syllabus of the word itself.
According to Nunan (1992, p.185), evaluation “engages not only collecting in sequence
but deduce that knowledge- making worth judgment”. Material evaluation is a course of
action that entails assessing the worth of one or more textbooks (Tomlinson, 2003). To
construct the mainly effectual use of course books, yet, teachers must choose which
course books are apposite for their requirements. A tutor desires to conclude the degree to
which a course book spotlight on, and is associated with, a logical set of momentous, ageappropriate student learning goals; they must therefore be trained by the school or district
in textbook evaluation (Kulm et al, 1999).

2.14.1 Importance of Evaluation
Textbooks have been assigned a prominent role in English language teaching context as
asserted by MacGrath (2002). They influence what teachers teach and, to some extent,
how students learn. Moreover, these days the market is flooded by a wide range of
English Language textbooks, so the decision to select one is extremely difficult (Johnson
et al, 2008).

Yet one needs to select the most effective book. A systematic procedure of appraisal
helps one to realize the weaknesses and strengths of the textbook/s in question and arrive
at a more informed judgment. Thus a comprehensive textbook evaluation is of paramount
importance. (Cunninsworth, 1984), favors informed and appropriate choices when
selecting textbooks. He is supported by Garinger (2001) who recommends to those
involved in textbook selection to assess the book according to a criteria checklist which

has been either adapted or self-prepared in order to ascertain that all essential aspects
have been examined. He goes on to advocate that the teachers should be properly
instructed about relevant skills needed to evaluate learning materials so that the learners
are able to reap the most benefits from the best possible textbook. Tomlinson (2003)
upholds thorough, rigorous, systematic and principled evaluation in order to enable
writers, publishers, teachers, educational institutions and ministries to prepare and select
effective materials which can in turn benefit learners. He asserts that textbook evaluation
plays a significant role in understanding language learning. While (Bartlett & Morgan,
1991) have stressed the importance of textbook evaluation, they have mainly focused on
utilizing evaluation for selecting textbooks. Comprehensive evaluation can also be used
to highlight strengths and weaknesses prevalent in existing textbooks thus providing the
basis for formulating fresh textbook policies and developing new materials as in the
present research.

2.14.2 Guidelines for Evaluation
Linguists have provided a whole range of suggestions for assessing language textbooks.
Thus, Cunningsworth (1984) recommends formulating some suitable criteria for
evaluating textbooks. He favors a personally devised criteria list since different criteria
will apply in different circumstances. Criticizing evaluation practices, Sheldon (1988)
assets that textbook evaluation is stamped by the evaluator’s personal bias and
consequently no one can come up with a clear-cut standard.

One of the traditions to build up assessment checklists is through a qualitative method.
The technique permits the makers to expand a profound thoughtful of the build under
investigation. To offer an example of central importance to this thesis, in the United
States Bartlett and Morgan (1991) prepared their ‘textbook choice checklist’ supported
by their interviews with 50 contributors. In this way, they were capable to recognize a
real depiction of the learning-teaching circumstance at hand. The selected people for
study were used in an interactive conference that concerned a number of experts who
were practiced tutors, coaching English as a second language as well as well-known with
study context. The motive for using a focus group study was that it could supply a
realistic technique to authenticate an instrument in the progression of its development
before it was used. Experts’ views on the construct and phrasing of the matter would
facilitate the researchers to grasp definite decisive matters that had been abandoned in the
improvement of the checklist, and the particular strength of focus groups is that they
allow a wider variety of opinion to be voiced and hence a consensus to be reached as
regards a subject. The checklist developed by Bartlett and Morgan is considered
comprehensive, therefore it is used and appreciated by a large, and wider variety of
scholars and researchers because of the following reasons:
v. It was developed to evaluate textbooks used to teach English as a
second/foreign language.
vi. A qualitative approach, based in a consensus founded in expert focus groups
was used to develop the checklist.
vii. Their study was a pioneer piece of research in the case of evaluation of
textbooks used for learning English as a second/foreign language (although

this isn’t necessarily a positive point in itself; it just means that they got there
first!).
viii.

People who worked in the area of textbook evaluation later followed and

developed checklists for the evaluation of textbooks by using standards fixed
by the Bartlett and Morgan; thus demonstrating the efficacy and validity of
their overall standards.

In addition, however, MacDonough and Shaw (1993) contend that textbook evaluation
cannot involve a universal touchstone, implying that the factors which are relevant in one
educational situation may not apply in another context. They further state that assessment
is a dynamic and on-going activity, and that the degree of effectiveness of a textbook can
only be assessed when it is put to actual use in the classroom “with real learners”.

Moreover, Rea-Dickins and Germaine (1992) proposed that the evaluator should examine
the ways in which the learning and teaching materials show a relationship with the
language learning process, the aims and content of the language teaching program and the
learning techniques used in particular pedagogies.

Furthermore, linguists (Bartlett & Morgan, 1991 Masuhara, 1998 and McGrath, 2002)
have asserted that the teachers have an important role in any textbook evaluation since
they decode the textbooks and in a way function as the bridge between the learners and
the books. The fact that teachers are the mediators between published material and
learners, and can choose to work with the intentions of a textbook or undermine them, is

a good reason for not only listening to what they have to say but actively researching
their views; moreover students opinions need to be taken seriously. Similarly, Cook
(2001) proposes that the subject matter should co-relate with the students’ interests.

In the end, it is pertinent to discuss, Tomlinson’s (1998, 2003) detailed suggestions about
textbook evaluation. He criticizes the usual informal and disorganized practice of
textbook assessment. Materials are often evaluated in an ad hoc, generalized way, which
tends to favor materials which have face validity and which are visually appealing.

In order to make the evaluation process more comprehensive, methodical and impartial
Tomlinson (2003) recommends that attention should be paid to the effects of materials
use, like the users’ impressions and the long-term learning achievements. Moreover, the
evaluation process should involve more than one evaluator. Each evaluator should
construe the criteria in the similar manner, but at the same time each one should respond
independently. Most importantly the needs and wants of learners, teachers, administrators
and publishers should be taken into account. After all, especially the students will not
make effective use of the materials if they do not relate to their interests and lives at the
time of using them. Lastly, evaluation methods and criteria should be adaptable, rather
than constraining and rigid.

Being systematic and focusing on the needs of the relevant parties is the common concern
underlining all the above discussion assertions and form the basis of the evaluation
incorporated into the present research. On the basis of Bartlett and Morgan’s (1991)

views about limitations of textbook evaluation the planned evaluation framework for the
present research has been designed to be as reliable and objective as possible.

2.14.3 Context-based Evaluation
Writing on applied linguistics from Cunningsworth (1979) to McGrath (2002) have
reiterated that evaluation needs to be learner-and context-related. Rubdy (2003) also
maintains that textbook criteria are emphatically local. Thus evaluation should involve
the examination of the particular situations in which the books are to be used. This can be
undertaken in two stages, micro-level and macro-level assessment. Micro-level
examination involves focusing on the user of the textbooks (teachers and students) and
institutions where these books are utilized. Macro-level examination of the context
involves investigating the socio-political environment where the targeted institution/s
is/are located. MaGrath (2002) has provided an extensive list of factors, incorporating
both micro and macro points of view, adopted from various sources including Daoud and
Celce-Murcia (1979), Mathews (1991), Harmer (1991), Bartlett and Morgan (1991),
McDonough and Shaw (1995). These factors can be used to determine the evaluation
criteria. Some of the most significant aspects, especially related to the present study,
include the language and educational backgrounds and interests of the learners; the
beliefs of the teacher; the medium, syllabus, and the type of the school; and the
educational goals, language policy, and roles of the target language prevalent in Pakistan.

2.14.4 Material Evaluation
Harmer (2001; p.301) views a peculiarity between evaluation and assessment. He
affirmed that “the assessment of a course book is an out-of-class decree as to how well a
new book will execute in class. Course book evaluation, on the other hand, is a decision
on how well a book has performed in detail”.
As for materials evaluation as a field of study, Carter and Nunan (2001) describes it as,
the procedure of computing the worth of learning matters. This can be analytical pre-use
evaluation, continuing whilst-in-use evaluation or showing station use evaluation.

2.14.5 Content Evaluation
(Bartlett & Morgan, 1991 and Neuman, 1994) define content evaluation as the procedure
for grouping and scrutinizing the content of a text. The text is anything written, visual, or
spoken that provides as a standard for communication.
Additionally, Fraenkel & Wallen (2000) define content evaluation as a method that
assists researchers to study human behavior in a tortuous way through an investigation of
their communications. It is just as its name entails: the evaluation of generally but not
necessarily, written content of communication. Course tbooks, essays, newspapers,
novels, magazine articles, songs, political speeches, advertisements, pictures- in fact the
content of practically any type of communication may be analyzed. A individual or
group’s mindful and insensible thinking, feelings, standards and thoughts frequently are
uncovered in their relations.

Fraenkel & Wallen (2000) add that the evaluation of such communications can enlighten
us an immense arrangement about how human beings exist. To analyze these messages, a
researcher needs to organize a huge amount of material by developing appropriate
categories, ratings, or scores that the researcher can use for subsequent comparison in
order to illuminate what he or she is investigating.

With content evaluation it is possible to compare content across many texts and analyze
it. Francis (2005) also defines content evaluation in a general view as any procedure for
making presumptions by objectively and scientifically recognizing precise traits of
communication.

According to Krippendorff (2008), content analysis may be conducted either for
qualitative data or for quantitative data and can be replicable. In addition to the design,
the execution is another important activity in content evaluation. It includes sampling,
classifying, and analyzing.

Textbooks can be the objects of content evaluation to determine how their organization
relates to the course design (goals, objectives, content, and their structures). A textbook
whose organization complies with the learners’ needs results in suitable materials.

2.14.6 Focus on Different Aspects of Language

2.14.6.1

Listening Activities

Listening is the most important skill. First of all, in a single day, “listening is applied
nearly twofold as greatly as speaking and four to five times as much as reading and
writing” (Bartlett and Morgan, 1991). Importantly, this skill is stated to be very
significant for communication at work. Listening is a very demanding process and so
requires special training. First of all, listening tasks should teach listening rather than
testing memory and learners should be given a reason for listening (Duzer, 2009). In
addition, an interest in what the students are going to hear and familiarity with the topic
on which the spoken message is based also aids in ensuring efficient listening, because
learners listen with intention and listen to those things that concern them, thus according
to the goal and experiences of the learners an interesting and relevant topic will keep
motivation and attention high. (Duzer, 2009: webpage)

In fact, involving learners affectively (i.e. emotionally) whether by relating the subject
matter to their lives or asking for an emotional response to the situation/views is an
effective way of developing the learners’ listening comprehension abilities (Hill and
Tomlinson, 2003). For instance, one has to follow a lecture or instructions carefully word
by word, while watching a television program requires casual listening. Hill and
Tomlinson (2003) provide a list of varied listening texts which can be of future use to the
students ranging from a teacher’s lecture and small-talk with friends to airport
announcements, weather forecasts and advertisements. Finally, the learners should be

taught to develop critical listening skills. “We live in a world where powerful media are
increasingly at work to make people believe. This makes it important to learn how to
separate the truth of what one hears, from deliberately false claims. Training in critical
listening has therefore become a basic need of our time.”(Tickoo, 2003; p.138)

2.14.6.2

Speaking Activities

Linguists like Bartlett & Morgan (1991) Bygate (1987) and Dat (2003) have highlighted
some observations regarding speaking which can have bearing on the development of
speaking activities. For example, native speakers often speak in casually linked phrases,
instead of complete and accurate sentences. Another relevant fact is that a conversation
involves more than one individual and so the speaker’s vocabulary and meaning will
depend upon the listeners, “the business of making sure that the conversation works is
shared by both participants: there are at two addressees and two decision-makers”.
(Bygate, 1987; p.8)

Equally important, effective conversation skills require the participants to be flexible,
“we take turns at speaking: it forces us and enables us to adjust to what the other person
knows; it forces us to take notice of new mutual knowledge during conversation; it
involves varying our degree of formality according to the individual we are speaking to;
and it enables us or obliges us to choose or develop topic of conversation which are likely
to be of some interest to the other party”. (Bygate, 1987; p.13) Finally, at times oral
communication takes place because there is some sort of information gap between the
participants.

Based on these reflections, speaking tasks are assumed to follow some basic principles.
To start with, ideally the students should not be exposed to oral materials in which all or
most of the relevant language is provided (like model dialogues, pattern practice and oral
drill tables), “if all his/her (student’s) language fabrication is controlled from remote,
he/she will scarcely be capable to manage his/her own language fabrication. He/she will
not be capable to relocate his knowledge from a language- learning condition to a
language-using.one” (Wilkins, 1975; p.76 cited by Bygate, 1987; p.6)

In addition, speaking materials should train the target learners to anticipate and adapt as
they are required to do during actual conversations. Thus the students should be provided
with activities which require making choices involved in real life conversations that
involve turn-taking, preferably, “under pressure of time and by making do with limited
vocabulary” (Dat, 2003; p.387). Importantly the learners should be shown the power of
ellipses in spoken utterances.

Moreover, the topic should be familiar to the relevant students, but at the same time
should not be so well-known that there is really no exchange of new facts (Dat, 2003).
Importantly, the speaking material should not undermine the students’ identity, like for
example adults being made to interact about immature subjects. Equally significant,
speaking activities should make the learners “feel emotionally involved and enjoy what is
going on” (Dat, 2003; 386).

2.14.6.3

Reading Activities

According to the examined literature, choosing appropriate reading texts and preparing
reading skill activities require careful planning. Reading tasks should try to motivate the
learners by activating their schemas and relating it to their lives. Furthermore, the
learners should be trained to use a variety of strategies and sub-skills, like predicating and
skimming, and they should be exposed to a wide range of texts. (Dubin & Olshtain, 1986;
Bartlett & Morgan, 1991 Kawabata, 2007 & Iwai, 2012)

Though Dubin and Olshtain (1986) have recommended narratives for lower levels of
learners, Iwai (2010) believes that expository texts are also essential at these levels since
this experience facilitates the development of skills required for comprehending difficult
texts. In addition, it is also important to expose the learners to authentic texts as soon as
possible, rather than exclusively depending on abridged or simplified texts (Iwai, 2007).

Importantly, the questions on the reading texts should facilitate the learners’ interaction
with the texts. In fact, the specific questions should be determined by the texts
themselves, not imposed upon them (Dubin and Olshtain, 1986); “an attempt to match
reading task type to reading text type is an attempt to measure normal reading
comprehension” (Alderson, 2000; p.250).

Literature has suggested a number of principles which can help textbooks authors to
prepare better reading skill materials for L2 students. These principles include selecting
texts purely because these are “useful, interesting, engaging, involving, important and

relevant” (Masuhara, 2003;p315) to the students, rather than choosing the texts that cater
to different teaching priorities like vocabulary, syntax and so on. Importantly, the learners
should be given a chance to deal with a text holistically and relate the presented new
information to their prior experiences (Masuhara, 2003). Finally, Alderson, while
discussing reading assessment, suggests that reading activities should involve responses
similar to real life reading tasks as far as possible, “the challenge for the person
constructing reading tests is how to vary the reader’s purpose by creating testing methods
that might be more realistic than cloze tests and multiple choice techniques." (2000; 249)

2.14.6.4

Writing Tasks

Different approaches to second language writing have been promoted since the last
century. These models are still being followed in varied degrees. (Silva, 1990) Among
the first of these formal approaches was termed “controlled composition” supported by
linguists like Pincas (1962). It focused on accuracy and habit formation, and adopted
strict structural procedure, “the approach favored practice with previously learned distinct
units to speak of real thoughts, association, the method, and its methodology occupied the
replication and exploitation of replica passages watchfully build and ranked for
vocabulary and sentences outline.” (Silva, 1990; p.12)

The “current-traditional rhetoric” model, which was based on Kaplan’s theory of
contrastive rhetoric (1967), moved beyond language at the syntactic level and focused on
paragraph organization. However, its procedures remained inflexible and prescriptive.

The 1980s showed the development of the “process approaches” endorsed by Raimes
(1983) and Zamel (1983). In contrast to the previous two approaches, this model
advocates that ideas and the communicative purposes should determine form. It presumes
that “learning to write down involves rising and efficient and effective compiling
procedure” (Silva, 1990; p.16).

Through “process writing” practices is widely accepted, literature has provided diverse
views about this approach. On one end of the continuum are linguists who have found the
model inadequate in different respects. For instance, Horowitz (1986) held the premises
proposed by the model have proved to be deficient in many academic contexts (Silva,
1990). These perceptions led to the development of an alternative approach termed as
“English for academic purposes” which specifies procedures and formats for composing
acceptable academic texts.
Other linguists like Matsuda (2003) assumed that process writing exclusively views
composing as an individualized cognitive process.
The latest model of second language writing, the “post-process approach”, developed in
response to these criticisms. Nevertheless, it is acknowledged not as a negation but rather
as an extension of the process movement since it aims to additionally address issues not
handled through process movement, since it aims to additionally address issues not
handled through process writing. (Bartlett & Morgan, 1991 Atkinson, 2003)

At the same time, many linguists have commended the procedures and assumptions of the
process approach. Thus (Bartlett & Morgan, 1991 and Atkinson 2003) assert that the

usefulness and power of process writing has been revealed time and again. Furthermore,
Roa(2007) and Wyse (2009) affirm that effective teaching of writing specifically
involves focusing on process writing.

Notwithstanding the multiplicity of opinions regarding the second language writing
process, common beliefs about the nature of writing have emerged. Second language
writing is seen by linguists as “focused and contextualized communicative interface,
which involves both the construction and transmission of knowledge” (Silva, 1990; p.18).
“Therefore, writing tasks should not basic and stressed strict exactness and separate
features of language, but be positioned in meaningful contexts with real functions”
(Hyland, 1996; p.27). “Writing in real life is usually commenced in response to a
requirement of some kind, in every case there is real audience to whom a message must
be communicated. While, writing in the classroom can become imaginary if it is only
produced for one reader, the teacher, and if its rationale is limited to facilitate the teacher
to assess the accuracy of the language used” (Hedge, 2005; p.20).

Based on this premise, Hedge (2005) has proposed a detailed framework for assessing
writing tasks. Here it is not possible to provide all the specifics; instead the salient
features which formed part of the textbook evaluation criteria relevant for the present
study are given below:
viii.

Is the form of the written work relevant and motivated for the learners?

ix. Does the activity focus on process?

x. Are the students given opportunities to use their own ideas or their own language
resources in creating texts?
xi. Does the material involve the learners?
xii. How does the content and methodology of the activity motivate the students?
xiii.

Has the context and audience of the writing been made clear?

xiv.

Is the degree of guidance given (if any) appropriate?
(Adapted from Hedge, 2005;16)

2.14.6.5

Grammar-based Activities

With the rising popularity of the communicative approach the main focus of language
teaching shifted to language skills. Yet teaching of grammar still appears to be the basis
of language programs to varying degrees though not always to the extent of an obsession
as claimed by Stranks (2003). Thus the assumptions about effective grammar based
materials need to be reconsidered.

Various linguists (Widdowson, 1990; Thornbury, 2000; Stranks, 2003) have highlighted
the weaknesses prevalent in the existing textbooks language practice sections – “single
sentence practice… transformation exercises” (Stranks, 2003; p.329).
Literature on applied linguistics has suggested innovative procedures to improve the
teaching of grammar. Importantly, grammar is not one dimensional, rather it incorporates
three dimensions namely ‘form’, ‘meaning’, and ‘use’, and teaching of grammar should
address all these aspects (Bartlett & Morgan, 1991 Larsen-Freeman, 1997; Tomlinson,
2008; Flores, 2008). Thus grammar should be presented at the ‘suprasentential’ or

discourse level if one wants the learners to understand the rationale behind the use of its
different elements (like the indefinite article and verbs tenses). In fact, grammar and
context should “interact” since language structure and real communication “support”
each other (Zhen, 2008; p.36).

Moreover, evidence suggests that just knowing the rules of a language does not imply
that the learner will be capable to utilize the language efficiently. In general, grammar is
best learnt when it grows from language in use rather than when it gets taught as a system
of rules which are not yet anchored in the pupils’ own use of language (Tickoo, 2003)

There is a wide range of texts in English which illustrates “language items in natural
exchanges” (Tickoo, 20033; p.185), and these can be used to provide a framework for
presenting grammatical items.

Stranks (2003) supports this view of presenting grammar as a ‘receptive skill’ – which
implies drawing attention of the learners towards the different grammatical features in the
input and asking them to draw their own conclusions. However, this input should consist
of a realistic representation of language, and the practice and production activities should
provide genuine contexts to elicit realistic responses from the students. For the purposes
of the above, exercises should be included in the textbooks or a separate grammar book
should be introduced.

Furthermore, teaching of grammar should involve provision of “meaningful contribution
through related illustrations, pictures, and transcripts” and “an opportunity to put
grammar to use”, and to ensure, where possible, that one relates grammar instruction to
real life situations (Pekoz, 2008)

Finally, Ur (2006, 2008) has recommended a practical approach towards grammar
teaching that involves balancing both the traditional and communicative dimensions.
Importantly, if grammar is handled in diverse ways in the classroom it can act “as a
contributor to successful communication” (Zhen, 2008; p.39).

2.14.6.6

Vocabulary Development

Vocabulary acquisition is a complex and long drawn-out process, “knowing a word
engaged a lot more than knowing its meaning or what it stands for. It is similar to know a
human being. In both cases it takes a lot of time to know his or its habitual behavior and,
importantly, to become fully aware of the company that he or she habitually keeps.”
(Tickoo, 2003; p.190)

Other educationists have elaborated the above mentioned assumptions as follows, “to
know a word, students need to come across it in context and see how its meaning
recounted to the words around it, and how it relates to the other words that might have
been used in its place. In addition they need to understand how the meaning of words
shifts and change as they are used in different contexts.” (Taxes Education Agency, 2002;
p.8)

Vocabulary acquisition is further rendered complicated and unpredictable because there
is no one acceptable effective vocabulary teaching technique – the educationists have
given diverse views about the efficiency of the different teaching strategies. Bartlett &
Morgan (1991) and Tickoo (2003) believes that extensive reading, contextualized
presentation of words, and inference can lead to more effective vocabulary learning than
procedures predominantly relying on dictionary usage and translation. However, Gu
(2003) presents support from second language learning research highlighting that
dictionaries (even bilingual ones) and intentional learning of words are valuable tools. On
the other hand, Mehta (2009) and Iwai (2010) have promoted contextualized vocabulary
learning. If English language students learn vocabulary in the situation where the word is
most expected to be utilized, and if they can bond that situation to their actual life
experience, genuine learning happens. (Iwai, 2010)

Moreover, all these techniques, especially if not utilized properly, can have pitfalls. Thus
conventional ways of using dictionaries only results in shallow learning (Taxes Education
Agency, 2002; p.7). Consequently, learners need to be trained to utilize a dictionary
efficiently; in order to for instance, look up the difficult word, carefully reflect, and select
the most relevant meaning in accordance with the specific context (Lehr, Osborn, and
Hiebert, 2010). Contextual teaching of vocabulary is also accompanied by drawbacks: its
advantages are mainly “long-term” since the likelihood of acquiring the meaning of a
word from just a single exposure within the context is a remote possibility (Taxes
Education Agency, 2002).

In conclusion, it is best to assume that instead of reliance on a few procedures for lexical
development, diverse tools should be utilized to ensure adequate vocabulary acquisition
(Lehr et al., 2010; Mehta, 2009)

2.14.6.7

Accuracy and Fluency

Theoretically ‘accuracy’ and ‘fluency’ are presented as opposite concepts – ‘accuracy’, in
the context of language teaching, implies “grammatical and lexical correctness” (Davies
and Pearse, 2000; p.205), while ‘fluency’ is the ability to produce language “both
appropriately and spontaneously and with good speed” (Tickoo, 2003; p.425).

In the first half of the twentieth century, the main focus of language learning was
accuracy; making students handle inflexible activities effectively. However, with the
advent of the communicative approach (in the 1980s), the main focus shifted towards
fluency. In the post-methodology era, the exclusive status being assigned to fluency has
started diminishing with the realization that an incorrect utterance may not be able to
communicate the intended meaning and language acquisition also involves knowledge
about grammatical accuracy and fluency. (Ur, 2006, 2008)

2.14.6.8

Teachability

A course book is containing of a set of units which teachers must edify and learners must
discover. The course book in query is no exclusion. What is in question and what is a
feature in the appraisal of the textbook, is the degree to which it helps teachers to
minimize their groundwork time. Teachers, regardless of their educational environment

and their specialized practice, are vault by a certified curriculum which they must satisfy
in order to organize students for thriving testing and assessment. Tomlinson et al (2001)
says that even though mainly of them (courses) believe the understandable require to
assist tutors to diminish their homework time, very few offer aid regulate the global
course to exact condition, or cater for different teaching approaches or individualities or
construct labors to make the course attractive for the teachers. Given the importance of
the role of the textbook in facilitating the process of teaching, it was necessary to evaluate
the textbook from this meticulous viewpoint.

2.14.6.9

Flexibility

It is significant evoking that Sheldon (1988), Bartlett & Morgan (1991) Tomlinson et al
(2000) and many other intellectuals in the field emphasize the significance of calculating
the flexibility of a course book. Sheldon (1988), for example, declares the significance of
assessing whether a textbook can be “subjugated or customized as mandatory by confined
conditions or [if] it is too stiff in arrangement, arrangement and approach” (p.245).

2.14.6.10

Design and Illustration

It an imperative as is the exterior of the course book, the studied text launches design and
illustration as even more so. Bartlett & Morgan (1991) and McGrath (2002) consider the
clear layout and appearance as one of the features that must be taken into careful
reflection when evaluating a textbook.
Tomlinson et al (2001) highlight the significance of having “adequate white space to
offer assistance and lucidity” (p.89). If the textbook’s communication is not obvious, this

means that teachers cannot use it to successfully educate their students and those learners
will tackle incredible obscurity as they try to use it for their own studies and homework.
Clarity and appropriate design and design are essential to lucidity and hence, to
successful leaning and teaching.

2.15

Language Policy in Pakistan

2.15.1 Historical Background
We now need to discuss, in greater specificity, the immediate policies of language
teaching and learning in Pakistan, as this will give the following analysis of data a clearer
focus. English was introduced by the British when came to subcontinent. In 1837,
English made the language of the court. In 1844, English was made compulsory from top
to bottom for all government jobs. And with this, all struggle toward learning the English
language are finished.

The Muslims realized their indifference to education, particularly the English language,
and began to educate their children as well as establish their own institutions. As a result
they produced some very important people of international fame, capable of pleading the
cause of Indian Muslims. The ability to use English permitted the Indian educational
leaders to examine the world beyond the sub-continent. The formation of the Indian
Muslim League was primarily a creation of an educated and motivated Muslim
leadership. Human and material sacrifices apart, it was their knowledge of the English
language that, ironically, awakened the dormant energies of Indian Muslims and enabled

them to demand and ultimately establish a separate Muslim state in the sub-continent
(Crystal, 1995).

Upon separation, and the establishment of Pakistan, Urdu was declared to be the official
language for the new nation by Quaid-e-Azam; but he never recommended that we
should discard English as the means of education. But soon after the death of the father of
nation, some of our leaders began to undermine the importance of English by using
various catchy slogans, such as that using a foreign language was a sign of ‘slavish
mentality’ and was ‘a vestige of imperialism’ and so on. But we closed our eyes to the
naked reality that for us English was as much a foreign language as it was for the people
of Great Britain; and in a free Pakistan, English can play a far greater role and serve as a
pillar of our strength and unity (Crystal, 1995).

Let us follow Quaid’s advice that Urdu be the official language of Pakistan, but let us
also retain English as the standard of coaching and teach English as the second language
of Pakistan. We must be bold enough to accept the reality that English is a universal
language (Crystal, 1995). Hence, it is very important for a emergent country like
Pakistan. English is not going to undermine our national identity or our national
character. Rather, by virtue of our mastery of the English language, we shall further
enhance the image of Pakistan in the community of nations.

The government of Pakistan is pursuing a dual policy in regard to the English language.
Various commissions have been appointed and educational policies have been formulated

since 1958. It is clearly mentioned in the National Education Policy 1972-80 that Urdu
will be the medium of instruction up to class 10, all public schools (including Aitcheson
College, Lahore) that are wholly or substantially financed by the government will be
taken over and converted into schools for gifted children; one uniform will be prescribed
for schools throughout the country; education should not be an abstract endeavor, but on
the contrary must be closely related to employment opportunity. Unfortunately, not a
single aim has been achieved. Private schools still impart instructions in English language
and create their own uniforms, and there is no sign of their conversion into schools for
the gifted. In this manner, we are deliberately depriving the majority of our school-going
population from the benefit of the English language. In our teaching of English, we are
following Macaulay’s policy of concentrating on the few rather than the many (Fatima,
1984)

To think of a language in terms of its national or foreign origin is always the attitude of a
subject, or previously colonized, people, language thus has strong connotation of power
and of thus rulers and the ruled. Understandably, but unfortunately it is this outlook that
has motivated our language policy since independence. If we are to achieve any
substantial improvement in our educational system or in any other sphere of national
endeavor, we must change our outlook towards the English language.

2.15.2 National Language
Urdu is the national language of Pakistan and helps in uniting the general public
linguistically in a country whose people speak different regional languages; in fact it
functions as a kind of local Lingua Franca in Pakistan (Shamim, 2011). There is some
confusion regarding the official language even in the official circles; some refer to Urdu
as the official language, while others assign English to this position. English was believed
to keep on as the authorized language of Pakistan till such time that the national language
swaps it. However, this date approach and set off by as many other dates before it and
English is as decisively ingrained in the spheres of power in Pakistan as it was in 1947
(Rahman, 2004).

2.15.3 English Language in Pakistan
The above discussion has shown the complexity of linguistic diversity in Pakistan.
English is very important in the country though and recognized as the second language as
well as one of the two certified languages in Pakistan. However, it is used by a very small
percentage of the population in Pakistan. Yet English is one of the main languages which
are being utilized in the major spheres of power, like bureaucracy, judiciary, commerce,
education, research and so on. Rahman (2004) is of the view that the elite classes of
Pakistan have been responsible for maintaining the privileged position of English in the
country for their vested interests; namely that of reinforcing their own superior status.
Whatever the reason for being assigned so much prominence, English has come to be
accepted in the country especially by the younger generation.

In the coming years the influence of English will continue to spread; globalization will
amplify the supremacy of English because it will unlock more employments for those
who know it (Rahman, 2004, p.7). Notwithstanding Rahman’s misgivings about English
as the language of the nation’s powerful elite, other Pakistani linguists affirm that the
language is playing a significant role in the country – as a Lingua Franca and a
“necessity” (Warsi, 2004; Akram and Mahmood, 2007). Moreover, even the general
populace believes that knowing English is an asset. In fact, the growth of English
medium schools even in remote areas highlights the great demand of the language among
Pakistanis (Ashraf, 2006).

Furthermore, after years of debate as to which language (Urdu/English) should be utilized
as the means of education there has been official recognition of the importance of English
as a language in Pakistan. This change in government attitude is reflected in the
following assertions made by Aly (2007) while reviewing the national education policy
during the stint of the previous government (2002-2007):

Thus we can see that the importance of English is now related to the reality that it is a
global language, not merely a medium of exclusion and power for the ruling classes of
the country. As was discussed earlier, it is for this reason that attitudes towards English
language – and its uses and purpose – need to change in Pakistan. Further to the above,
the new government which took office in 2008 has continued to recognize the importance
of English and the draft of the new education policy (2008, p30) supports this view:

Thus according to the latest education policy, English will be taught from Grade I
onwards a compulsory subject and there will be a gradual shift towards English medium
all over the country.

Masood (2006) goes on to commend this policy since higher education, research and
admittance to better-paying jobs need a degree of expertise in English that pupils from
Urdu-medium schools tends not to have and asserts that teaching English from the
commencement of formal schooling will definitely make a difference to the lives of
many. This once again highlights that English is generally believed to play a vital role in
Pakistani society even though a very small percentage of the population use the language
in their daily discourse.

Here it is important to emphasize that various linguists have just mentioned the different
roles of English in general terms and no one has really tried to probe into the actual
situation and illustrate the specifics. For instance, Masood (2006) and the educational
policy (2008) refer to the value of knowing English in the job market in vague terms like
having access to better-paying jobs and the best jobs, while no attempt is made to
elaborate upon or elucidate which particular job sectors and levels require English.
However, Hasan (2009) has presented a relatively comprehensive list of areas where
English is used in Pakistan:

2.16

Curriculum Development Process in Pakistan

After the independence of Pakistan, the first educational conference was convened in
Karachi in 1947 to restructure and reshape the whole process of education including the
process of curriculum in order to formulate curriculum effective and approachable to the
needs of the country. But, the fruitful results could not be achieved. Therefore, in 1959
the national commission on education was set up to appraise the whole education system
of the country. Although, it was time consuming task, it produced an explicit framework
for promoting education in Pakistan aiming at restructuring the education system. The
objectives of education were elaborated and emphasis was laid on the overall
development of an individual through education process so that he/she could become
effective member of the society. But due to several reasons, our education system was not
to fully achieve the desired objectives (Jalal, 2004).

In late 1960s, it was realized that there was a need to formulate new education policy in
order to bring about changes in education in Pakistan as a whole. This policy also focused
on the quality of education provision and character building of the young generation that
appeared to be marvelous on paper, but more difficult when putting these ideas into
practice through curriculum. After a few years a new government took over and
announced another educational policy in 1972 for a period of 8 years which provided a
comprehensive list of objectives of education including the promotion of ideology of
Pakistan, building national solidity by promoting social and cultural concord among the
people, and mobilizing youth for leadership roles. It was proposed that these objectives
could be achieved through the translation of curriculum into classroom practices.

Before 1972, there was no permanent institution responsible for curriculum development
in Pakistan, Saeed (1977) noted that before this time, curriculum development was not
visualized as a distinct, separate and specialized function. The entire curricular activity
was carried out through committees which were created for a specific purpose at a
specific time and were dissolved as soon as the task was over. To fulfill the gigantic task
of curriculum revision and further development, the National Bureau of Curriculum in
Islamabad was recognized and strengthened in 1972. A primary feature which
distinguished the education system in general and curriculum in particular, however, in
all four provinces of Pakistan, were the parallel Bureaux of Curriculum, and Extension
Wings were established in 1972 independently aimed at revising the school curriculum in
close collaboration with the Central Bureau of Curriculum and Textbooks, Islamabad, but
the role of Provincial Bureaux of Curriculum and Extension Centre was somewhat
limited (Memon, 1989).

The present processes of curriculum development are based on the center-periphery
approach which emphasizes achieving the desired objective with formulation of aims and
goals by the bureaucrats at the central level under the directives of the education policy.
The goals grant a platform for the development of curriculum and textbooks. The
provincial curriculum committees consist of concerned teachers, heads of schools,
teacher educators, subject experts and curriculum experts who work on the proposals.
After prolonged deliberation, the provincial committees formulate and try out the draft
and arrange the test edition of textbooks and training of teachers. After necessary
amendment, the modified provincial draft is placed before the national curriculum

committee under control of central government for formulating a uniform draft for the
whole country. It may be noted that central government is the only guiding and
controlling authority in this matter, and final approval is therefore, only sought from the
central government. Therefore, the textbooks and relevant instructional material are
published in collaboration with the provincial Bureaux of Curriculum and Extension
Wings. In reality, the renewal of the curricula is either based on ‘arm chair research’ or
imported innovation from western countries in particular. In some cases, donor-driven
innovations are also introduced and their impact on the improvement of education as a
whole has to be examined (Jalal, 2004).

Under the current situation, schools in Pakistan are effectively discouraged from devising
and using their own curriculum. Teachers are legally bound to use the printed books
which are approved by the relevant provincial Textbook Boards which act as
‘gatekeepers’ to make sure that prescribed books are in use in the schools. One of the
Textbook Boards, in its circular, mentioned that all the heads of schools, teachers, parents
and students are requested to see that textbooks prepared and published under the
authority of Sindh Textbook Board alone are purchased, and no book other than these is
to be used in the classroom (Sindh Textbook Board, 1987). This indicates that the
teachers’ authority is restricted to use of the prescribed books in order to avoid running
any risk that students will not be specially prepared for relevant examinations, which are
all based on the official syllabus.

2.16.1 The Role of the Ministry of Education, and Curriculum Wing
In case of change needed in the curriculum, the Curriculum Wing sends a proposal to the
Provincial Curriculum Bureaus; they frame a curriculum in the direction of structure
given by the Curriculum Wing. The revision of curriculum is the responsibility of a
committee present in the Provincial Curriculum Wing. This committee consists on
subject specialists and teachers having high instructive abilities. The proposed draft is
sent the National Curriculum Wing, where it is finalized. The official curriculum is given
to the Provincial Textbook Boards for making of textbooks (Farooq, 2005).

2.16.2

Functions

The curriculum development process is shown as under:
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2.16.3 National English Language Curriculum (2006)
National English Language Curriculum (2006) is the latest curriculum in Pakistan. The
following Competencies, Standards and Benchmarks for Grade XI and XII are mentioned
in the National Curriculum (2006)

2.16.3.1

Competency 1: Reading and Thinking Skills

Standard 1: All students will search for, discover and understand a variety of text types
through tasks which require multiple reading and thinking strategies for
comprehension, fluency and enjoyment.
BM 1 Evaluate patterns of text organization, function of various devices used
within and beyond a paragraph in a text.
BM 2 Analyze, synthesize and evaluate events, issues and view points, applying
reading comprehension and thinking strategies.
BM 3 Analyze and synthesize information from a visual cue or graphic organizer
to summarize, highlighting the key areas and main trends.
BM 4 Gather, analyze, evaluate and synthesize information to use for a variety
of purposes including a research project using various aids and study skills.

Standard 2: All students will read and analyze literary text to seek information, ideas,
enjoyment; and to relate their own experiences to those of common
humanity as depicted in literature.

BM 1 Analyze and evaluate short stories, poems and essays and one-act plays;
relate how texts affects their lives and connect the texts to contemporary /
historical ideas and issues across cultures.

2.16.3.2

Competency 2: Writing Skills

Standard 1: All students will produce with developing fluency and accuracy,
academic, transactional and creative writing, which is focused, purposeful
and shows an insight into writing process.
BM 1 Analyze and evaluate a variety of written discourse to use in their own
compositions, techniques for effective text organization, development and
author’s techniques that influence the reader.
BM 2 Write expository, persuasive, analytical essays, research reports and
extended narratives for multiple purposes and audiences.
BM 3 Write a variety of interpersonal and transactional texts, e.g. business letters,
applications on advertisements, resume, forms for a range of purposes in
real life situations using vocabulary, tone, style of expression, conventions
appropriate to the communicative purpose and context.
BM 4 Plan, draft, revise, edit their own texts in areas such as, cohesion and
coherence, effectiveness or arguments/opinions, sufficient supporting
details, creativity, appropriate punctuation and vocabulary.

2.16.3.3

Competency 3: Oral Communication Skills

Standard 1: All students will use appropriate social and academic conventions of spoken
discourse for effective oral communication with individual and groups, in
both informal and formal settings.
BM 1 Use a variety of linguistic exponents to communicate appropriately for
various functions and co-functions of inquiries, persuasions, arguments,
comparisons, evaluations in a wide range of contexts.
BM 2 Demonstrate through formal talks, individual oral presentations and job
interviews, the social and academic conventions and dynamics to
communicate information / ideas.

2.16.3.4

Competency 4: Formal and Lexical Aspects of Language

Standard 1: Pronunciation: All students will understand and articulate widely
acceptable pronunciation, stress and intonation patterns of English
language for improved communication.
BM 1 Pronounce (acceptably) new lexical terms, and use appropriate stress and
intonation pattern in sustained speech to communicate effectively.

Standard 2: Vocabulary: All students will enhance vocabulary for effective
communication.
BM 1 Evaluate different kinds of texts to understand how lexical items change
meaning and style, use lexical items to show finer shades of meaning and
style in their own speech and writing.

Standard 3: Grammar and Structure: All students will understand grammatical
functions and use the principles of grammar, punctuation, and syntax for
developing accuracy in their spoken and written communication.
BM 1 Apply grammatical functions and concepts of tense and aspect, transitional
devices and model verbs in their speech and writing.
BM 2 Recognize and use punctuation to evaluate complex texts of style and
changes in meaning and to use in writing of bibliographies and reference
lists.
BM 3 Analyze sentences types and structure, recognize and apply the concepts
and function of coordination and subordination in extended writing tasks
for increased effectiveness in communication.

2.16.3.5

Competency 5: Appropriate Ethical and Social Development

Standard 1: All students will develop ethical and social attributes and values relevant in
a multicultural civilized society.
BM 1 Recognize and practice values and attributes such as tolerance, humanism,
patience, equity, justice, honesty, empathy, etc., relevant for peaceful
coexistence between individuals, groups and nations.
BM 2 Develop and portray through actions, a sense of importance of individual
worth simultaneously valuing diversity and equality among people.
BM 3 Understand and evaluate contemporary social, economic and scientific
developments/issues so as to participate in the global society as aware and
thinking individuals

2.16.3.6

Themes and Topics

The following topics are recommended in the National Curriculum (2006) for Classes XI
& XII:
u. Character Building
v. Austerity
w. Tolerance, humanism, equity between groups and nations
x. Handling sharing responsibilities
y. Conflict resolution
z. Understanding international cultural diversity
aa. The world
bb. Rise of nations through national pride
cc. Appreciation and preservation of nature
dd. Gender inequality detrimental to society
ee. Population growth and its implications
ff. Tourism, its impact on society
gg. Technology and society of future
hh. Choosing careers / occupations
ii. Respect for all professions. (Valuing disparity and equality among
professions)
jj. Media skills and communication
kk. Role of youth in crises management
ll. Public behavior
mm.

Sense of individual and public responsibility

nn. Prevention from crime

2.17

Textbooks’ Development Process in Pakistan

National curriculum is followed in Pakistan. The developed curriculum is sent to the
Provincial Textbook and textbook development process is as under:

Current practices for textbook development and approval in private sector

The MoECW prepares the curriculum document
Private publishers collect a copy of the curriculum
Publishers request an individual or a group of authors to develop a textbook
or a complete series on a subject
The publishers forward the book to the MoECW for approval




The MoECW calls a 3-days NCRC meeting.
The committee comprises experts, member of CW a person from the
publishing company.
During the meeting the person (in most of the case subject specialist)
from the publishing company advocates the book/the manuscript

The NCRC selects/rejects the book or suggests further additions/deletions in it




If the book is far behind the objectives of the National Curriculum,
the representative of the publishing company is asked to develop a
new book again, but
If it needs minor changes a conditional NOC is issued and the
representative assured the NCRC that the changes would surely be
incorporated

Figure 2.6

Current practices for textbook development and approval in government

sector

The MoECW prepares the curriculum
document
The copy of curriculum is forwarded to each textbook board
Textbook Board asks its registered authors for writing the entire textbook or a part of it.
A team of referees [including the subject specialists (SS) of the TB] does blind review
The referees’ team selects the best 10 (or more) authors’ works and the SS of the TB
compile these in the form of 3 book manuscripts
The 3 manuscripts are forwarded to the MoECW for approval




The MoECW calls a 3-days NCRC meeting.
The committee comprises one expert from each Textbook Board of Pakistan,
member of MoECW and the SS of the TB.
During the meeting the SS of the TB advocates the manuscript

The NCRC selects the best of the 3 manuscripts or compiles a new one out of the three and
suggests further additions/deletions/substitutions in the selected or newly compiled manuscript
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If the selected or newly compiled manuscript is far behind the objectives of the
national curriculum, the SS is asked to get it prepared again, but
If it needs minor changes a conditional NOC is issued and the SS assures the
NCRC that the changes would surely be incorporated

Preliminary Survey of Textbooks in Pakistan

2.18.1 General Textbooks’ Scenario
The textbook situation in Pakistan has been dismal and marred by inefficiency and
inadequacy as even recognized by the research conducted by the Federal Ministry of
Education itself.

The textbooks prescribed for public sector overburden the students with innumerable
facts most of which are not clearly explained. Moreover, there is no emphasis on
application of knowledge and this encourages rote learning.

This recognition of weaknesses in the system has lead to the revision of the National
Textbook Policy. Previously by and large the provincial government’ publishing houses
(Provincial Textbook Boards) provided the textbooks to the public schools. In 2001 the
Federal Government decided to deregulate the publishing of textbooks. The objective of
this policy is to promote the private sector to get involved in the development of school
books.
As a result of implementation of this policy, even public schools would have been able to
prefer from an ample range of better quality textbooks. However, the process was stalled
by misgivings and reservations and by the time the previous government (in 2008) was
voted out this deregulation textbook policy had still not been instigated. Nevertheless, the
present government (2008-) has managed to resolve the main issues and consequently,
course books are being sanctioned for public schools under the new policy.

2.18.2 English Language Textbooks’ Scenario
The discipline of English language materials development is not being assigned any
significance in Pakistan and few educationists and applied linguists have ventured into
this area. Consequently, there is hardly any illuminating literature on the English
Language textbook situation in the country – a situation that this thesis aims, partly, to
redress. A few of the comments that touch on this subject are discussed below.

Warsi (2004), while analyzing the prevailing educational environment in Pakistan with
reference to instruction of English as a second language, contends that the course books
are being prescribed without taking into account the linguistic or developmental level of
the learners:
“Course books in Pakistan are not device towards polishing on the linguistic requirements
of the students, captivating into description whether or not the student is at the suitable
developmental phase to obtain the aimed language formations.”
He goes on to assert that providing appropriate English language textbooks to students
would help in improving the standard of English:

A Pakistani research report ‘the Subtle Subversion’ has examined the weakness inherent
in the curriculum of Pakistan. The report looks at the content of the course books, and not
at the activities, texts or language used in these books. However, a few shortcomings of
the English teaching materials pertinent to the proposed study are illustrated. For
instance, it is asserted that the English language textbooks produced in Pakistan are failed
to interest students or develop their intellectual curiosity. In addition, it is maintained that
the course books are poorly written as far as the language and design is concerned.
Finally, it is highlighted that the local textbooks use an outdated methodology and their
focus is limited to fulfilling the examination requirement:
…there are plentiful instructive troubles in school textbook, the results of which
on students are gigantic. In many books, the major thoughts are undecided, arguments be
short of reason, clarification are missing, and stress is no learning by heart and visor

respect to the power of the teacher and the textbook and the demands of examinations.
There are all strapping discouragement to interested and questioning minds who hunt for
perception and reality through objective truth, rational influence, and discuss. (Nayyar
and Salim ed., 2007)

In conclusion, most of the above mentioned assertions show that there is a considerable
awareness about the weaknesses prevalent in the local course books. Nevertheless, no one
is willing to delve deep into this issue. For example, Warsi (2004) merely mentions a few
basic

2.19

Summary

We have, in this literature review, discussed a variety of relevant and important themes in
relation to the study at hand. A language is the creature faculty for obtaining and using
multipart structures of statement and English is one of the most common languages of the
world. It is considered a global language for business communication, and higher
education, moreover English holds the status of official language along with Urdu in
Pakistan. The education structure in Pakistan is usually separated into five stages and
intermediate or the HSSC level is considered most important level of education in some
one’s life because it decides the future of someone (Mansoor, 1993). English is taught as
a compulsory subject from lower level to graduation level. Teaching of English at
intermediate/HSSC level holds a very important position along with other subjects
because after this level most of the learners enter in the world of professional education
and English language plays a very important role in selection of best, and a suitable

profession with market value as per choice of the individual. It is a fact that every
textbook will have some kind of shortcoming, “no course book is probable to be ideal”.
(McDonough and Shaw, 1993; p.65)

Pakistan is country where a sole textbook approach is adopted and the teachers do not use
the course of study designed for their direction. Literacy learning is a communal project
and teaching of literacy skills is entrenched diagonally the curriculum; however, it is the
language curriculum that is devoted to education in the areas of knowledge and skills –
listening, speaking, reading, writing, viewing and representing – on which literacy is
based (Bolitho, 2003). The above statement indicates the importance of curriculum in
language teaching, therefore language curriculum is planned to offer learners with facts
and proficiency that they require to attain this objective. On the basis of set objectives in
the curriculum textbooks are designed and published. Evaluation of developed
curriculum is suggested by a number of scholars; Ralph Tyler (2001) suggests that
evaluation is a procedure vital to the curriculum growth. The rationale of evaluation
confirmed by him is to determine to which extends the curriculum has achieved the set
goals. As textbooks are determinants of curriculum, a number of scholars have suggested
that evaluation of the textbooks is of upmost importance in curriculum development. The
most important example, to this thesis, is the one from the United States where Bartlett
and Morgan (1991) prepared their ‘textbook choice checklist’ supported with their
interviews with 50 participants; the checklist was the result of qualitative research. It is
used and appreciated by a large numbers and wider variety of scholars and researchers,
moreover it was developed for evaluation of textbooks for college students learning

English as a second language, and therefore, it is selected for present research. The areas
which are given importance in their checklist are as follow:
vi. Suitability of activities for ELT methodologies.
vii. Compatibility to the age, needs, and interest of the learners.
viii.

Physical and functional attributes i.e. layout, use of visual, durability and

cost-effectiveness.
ix. Are the tasks given in the textbook interesting, move from simple to complex,
cultural sensitive, real and natural?
x. Due consideration given to essential language learning competencies i.e. listening,
speaking, reading and writing.
The checklist developed by Bartlett and Morgan was changed into a questionnaire with
sight amendment; questions related to Pakistani scenario were added.
The points/areas mentioned by Bartlett and Morgan will be analyzed in depth in the next
chapter of research methodology.

CHAPTER THREE

RESEARCH METHODOLOGY
The research methodology is discussed in this thesis. The population, the sampling,
means and way to collect and analyze the data are also explained. This chapter sets
basically the direction of the forthcoming chapters.

This study aimed at the evaluation of the English language textbooks prescribed by the
Sindh Textbooks Board for 12th Grade (HSSC/Intermediate) used by public/private
intermediate colleges and Higher Secondary Schools in Sindh. Textbook content
evaluation is an functional linguistic activity during which teachers, supervisors,
administrators and resources makers can “make verdicts about the consequence of the
resources on the group exercising them” (Tomlinson, B. et al, p.15). It is furthermore of
an significant worth for the development and administration of language-learning
strategy” (McGrath, 2001, p.1).

One of the foremost foundation for materials evaluation according to Cunningsworth
(1995) is “to discover meticulous vigors and flaws in the coursebooks already employ, so
that finest use can be made of their well-built points, whilst their flaws can be fortified
through adaption or by alternate materials from other textbooks” (p.14).

Before selecting the appropriate research methodology for any study, it is important to
examine the various designs that have been accepted for research in the Social Sciences.

As such the approaches and tools below can be taken as the resource bank from which
relevant principles and techniques were selected for the present study.

3.1

Research Models

The literature on research methodology resolves around two approaches – qualitative and
quantitative methods. The qualitative method is centered around an open-ended,
subjective, exploratory and inductive approach focusing on abundant data; it is
descriptive and naturalistic. On the other hand, quantitative research underlines an
objective, inferential, deductive approach which deals with hard numerical data and
utilizes standardized assessment techniques. (Nunan, 1992)

Dornyei (2007) has elaborated upon the distinctions between the methods. Most research
involves gathering information from the world and this information has to be categorized
or coded in order to be interpreted. However, the nature of the codes and categorization
process is very different in both approaches. According to Dornyie, quantitative research
involves identifying the variables in advance and allocates a scale of values which can be
specified as numbers. Qualitative research, on the other hand, uses verbalized categories
and these categories are not determined beforehand. Moreover, the quantitative
researcher is interested in generalizing the results obtained, while the qualitative
researcher values individual cases.
Dornyei (2007) goes on to emphasize that both methods have their advantages and
disadvantages. The quantitative approach tends to be methodical, precise, focused, and
provides a good return for time and money. However, the quantitative mode of inquiry

disregards individual differences; in addition, it does not elucidate reasons that underline
observations. (Dornyei, 2007) On the other hand, qualitative research can be considered
to be “an effectual method of investigating fresh, unexplored spots” (2007, p.39).
Qualitative data also reflect the complexity of the phenomenon under study. Furthermore,
it broadens the researcher’s perspective and the flexibility of the approach ensures
meaningful use of modifications. Finally, it is particularly useful for longitudinal
research. Conversely, qualitative research is subjective and may be underlined by the
researcher’s bias. Above all its flexibility means that it does not utilize standardized
procedures and can produce poor quality analysis or generate narrow theories. Above all,
it is “time consuming” and “labor-intensive”.

Creswell (1994) has discussed the combined qualitative and quantitative approaches in
terms of three models. According to the first model, termed ‘two-phase design’ the
researcher undertakes two separate stages, one following an exploratory qualitative
format and the other following quantitative approach. In the second model called
‘dominant/less-dominant design, there is a one principal approach with a undersized
element of the largely study drawn from the substitutive standard. The third model,
referred to as ‘mixed-methodology design’, involves blending features of both paradigms
at different phases of the research and thus entails making the best of both approaches.
While focusing on qualitative and quantitative approaches independently, Oliver (1997)
has commended the practice of integrating both approaches. He says, it is often a sensible
approach to try to integrate both tactics into a research design, using what are sometimes

called manifold methods, which can often assist to grant a more thorough portrait of the
research topic than would otherwise be the case.

Dornyei (2007) is also in favor of adopting a mixed approach and terms it mixed methods
research. He defines this research practice as “collection and analysis of both quantitative
and qualitative data in a single study with some endeavors to incorporate the two
approaches at one or more phases of the research process” (2007:163). The approach has
its strengths. For instance, both forms of inquiry can contribute and supplement each
other effectively in a single study. “Words can be used to insert meaning to statistics and
numbers can be used to add exactness to words” (Dornyei, 2007; p.45). However, the
selection and combination of the techniques should be undertaken in a principled and
systematic manner (Dorntei, 2007).

There is no general agreement upon the criteria by which textbooks should be evaluated,
as (Johnson, 1993) pointed out, but it is up to the individual researchers to select and
combine/mix the methods and approaches that best suit their purposes. As the present
study is conducted to evaluate prescribed English language textbooks for Higher
Secondary School/Inter College students in Sindh, it composes use of both qualitative
and quantitative methods. Some researchers define content analysis (CA) as a qualitative
approach; it is a research procedure for objective, systematic and quantitative explanation
of the evident content of communication (Biggam, 2008). Denzin and Lincoln (1994)
claimed that CA is a quantitative leaning technique by which standardized measurements
are applied to rhythmically defined units and these are used to characterized and evaluate

documents. Other researchers have claimed that CA can be approached in a qualitative,
rather than quantitative way. Murray (2008) defines it as a form of qualitative analysis
because of the grouping and explanation of data in order to determine outline, themes,
forms, exemplars and qualities found in the field notes, interview records, open-ended
questionnaires, journals, credentials, case studies and other texts. Indeed, many
researchers agree that the best content analysis studies should adopt both qualitative and
quantitative approaches to the text (Krippendof, 2004). In this context, Hinkel (1993)
states that in the area of textbook research, it is typical to treat these two approaches as
opposites, however, as we have just discussed it is often more fruitful to see them as
complimentary and both useful for a research goal.

Therefore, English language textbooks’ content was critically analyzed and compared
with the latest National Education Policy(NEP), English Language Curriculum(ELC),
National Textbook and Learning Materials Policy and Plan of Action(NT & LMP & PA),
moreover, a survey was performed in this study to extract the visions of representatives
of the administration responsible for curriculum development, the authors responsible to
develop/compile material for textbooks, the reviewers responsible to review the
complied/developed material/contents for the textbooks and the English language
teachers teaching English at 12th grade (HSSC/Intermediate). The collected data and the
derived results were emploied to respond the research questions. (See 1.11)

3.2

STRATEGY

The approach of research implemented in this study was content analysis as well as
survey to get the point of view of the language curriculum developers, textbook writers
and reviewers and the teachers teaching English in public and private intermediate
colleges/higher secondary schools in Sindh. The study is qualitative as well as
quantitative because data was collected through distribution of a questionnaire however
some facts were also collected during semi-structured discussion with the
authorities/experts, and researcher. All data/information so collected was support of
results used in discussions in the last chapter.

3.3

POPULATION

The population of the study was comprised the people involved in the English language
curriculum development, collection/compilation of content materials for the textbooks,
publication of material/books, and the teachers teaching English at HSSC level in Sindh.

Sindh is the second largest province of Pakistan. For administrative purposes it is divided
into eight districts. Karachi is the district with the largest heterogeneous population
among all other districts of Sindh (Appendix-G). People belonging to all walks of life,
religions, sects, cultures of Pakistan and regions of Sindh are residing in Karachi;
therefore it was considered to be the most representative district of the wider Sindh
province and was selected for the present research study.
For the present study English language textbooks used for HSSC/Intermediate students
are focused to measure the effect of English language textbooks on the English language

skills of the students, alongwith the people responsible for designing language
curriculum, collecting/writing the textbook material/content as per objectives of the
curriculum, and the teachers using the textbooks.
3.3.1

Experts

The term ‘expert’ represents those people who are responsible for the development of the
English language curriculum, and also to those who transfer the vision given in
curriculum documents into a reality by developing or compiling textbooks. The people
responsible for curriculum development are:
i. Members of Textbook Boards
ii. Committee members responsible to develop curriculum at Provincial level
iii. The authors responsible for writing/collecting material for books or for parts
of the book.
iv. Team of referees for blind review of textbooks
The experts were further divided into two groups as per their tasks

Experts

Writers

Figure 3.1(Experts)

Reviewers

3.3.2

Users

Karachi is the most populated district with a population of 13,215,631 with a density of
2,795 people per kilometer. Wendell Cox (2012) has ranked Karachi at number 19 in the
world’s most populous cities. According to him Karachi’s population is 14,198,000 and
the density is 18, 300 people per square kilometer. Karachi is the most populous city of
Pakistan and according to Baloch (2010), it is a microcosm of Pakistan, a jungle of
concrete, consisting of different people from all over Pakistan from diverse ethnic & rich
social / cultural / religious backgrounds.

3.4

SAMPLING

The sample for the present study consists of members of the Textbooks Board,
Curriculum developers at the provincial level, the authors of the textbooks, textbooks’
reviewers and teachers teaching English at intermediate/HSS level in Sindh. The
population was divided into two basic groups; intermediate colleges and Higher
Secondary Schools. In determining the sample size, various approaches were considered:
i. Unaided judgment
ii. All-you-can-afford
iii. Traditional statistical model
iv. A Bayesian statistical model
v. Average size samples for similar studies

The first and second approach is found to be defective because of the lack of accuracy in
yield results, third and fourth approach is considered to be too much time consuming and
costly, therefore were abounded. The fifth approach suggested by Sudman was adopted
because it was found to adequate as well as convenient. He recommends that a sample
should be large enough so that there are 100 or more units in each of the critical or most
important cells and 20 to 50 in the less important cells (Sudman, 1976). The unit is meant
target area or individual or population, while the cell means category and the subcategory in the target population. This presented graphically in the figure 3.2, below.

Users/Teachers

Higher
Secondary
Schools

Intermediate
College

Public

Males

Private

Females

Figure 3.2 (Users)

Public

Private

The detail of the institutions is as under (Appendix-B):
No

Category

Sub-category

65

Female

67

Intermediate

Co-Education

2

Colleges

Male

90

Female

18

Co-Education

2

Male

13

Female

13

Secondary

Co-Education

2

Schools

Male

31

Female

12

Private

Higher
2.

Strength

Male
Public
1.

Gender

Public

Private

Grand Total
Table 3.1 (The Detail of Institutions)

Total

G Total

134

244
110

28

71
43
315

3.4.1 Composition of Sample
The composition of the sample is being described as follows:
Institute

Type

Sub-Type

Intermediate Colleges

Public
Higher

Intermediate Colleges

Higher
Schools

Percentage

Males

65

20.63

Females

67

21.26

Co-education

02

0.63

Males

13

4.13

13

4.13

Co-education

02

0.63

Total

162

Secondary Females

Schools

Private

Frequency

Males

90

28.57

Females

18

5.71

Co-education

02

0.63

Males

31

9.84

12

3.80

Co-education

00

00

Total

153

Secondary Females

Grand Total
Table 3.2 (Composition of Sample)

162+153=315

The composition of public and private institutes in Karachi:
Institute

Frequency

Percentage

Public

162

51.42

Private

153

48.57

Total

315
Table 3.3

Public and Private Institutes
Frequency
162

153

Public
Private

Graph 3.1

The composition of males and females in Karachi’s Schools:
Type of Institute

Males

Females

Co-education

Public Inter Colleges

65

67

2

Public H S Schools

13

13

2

Private Inter Colleges

90

18

2

Private HS Schools

31

12

0

110

6

Total 199

199+110+6=315

Grand Total
Table 3.4

Composition on Gender Basis
199

110

6

Males

Females

Graph 3.2

Co-education

The composition of the sample as per Inter Colleges and Higher Secondary Schools:
Institute

Public

Private

Total

Inter College

134

110

244

Higher Secondary School

28

43

71
Grand Total

315

Table 3.5

Composition of Innter Colleges and Higher Secondary
Schools

Frequency

250
200
150
100
50
0
Series1

Inter College
244

Higher Secondary
School
71

Graph 3.3

3.5

SAMPLE SIZE

3.5.1

Experts

Four (4) experts were taken from the field of education by using a stratified random
sample procedure. The following criteria were espoused to select these experts.
i. Textbooks publishing administrative authority (01)

ii. Penal Consultants or Writers of the Textbooks (01)
iii. Senior Subject Teachers (02)

3.5.2

Teachers/Users

One or more available teachers from each intermediate college and higher secondary
school including males and females were included in the sample.

3.6

RESEARCH INSTRUMENT

Surveys are generally accomplished by via interviews or questionnaires or together. In
the present study questionnaire was used to evaualte the English language textbooks used
to teach English to the students of intermediate/HSSC/A’ Level in Sindh. This is one of
the general paraphernalia used carry out a research study. It can effortlessly be directed
and can collect adequate information required, if it is appropriately assembled. Interviews
are completed in a face-to-face arrangement. Questionnaires on the other hand, are
directed in texting to persons or elements of cluster. Interviews are typically finished up
of open-ended questions while questionnaires are chiefly made of closed-response items
such as Likert scales, multiple-choice, yes-no, and ranking questions (brown & Rogers,
2002).

In the present research study, semi-structured interviews as well as questionnaire were
used as research instruments (See Appendix A & B). The questionnaire was adopted from
the checklist developed by Bartlett and Morgan (1991) to evaluate English language
textbooks compiled for college students learning English as a second/foreign language;

moreover necessary changes were done as per the information present in the literature,
further, 15 experts/experienced teachers/language experts were asked to go through the
research instrument and give comments on, if, in their opinion, any items related to the
process of textbook evaluation were missing. On the basis of the comments of the experts
the contents of the questionnaire were amended. The questionnaire for teachers was
divided into two sections; section-I had a set of demographic questions, followed by
section-II consists of questions about the books being at this level of education in Karachi
Sindh and there were 45 closed-ended questions. In this latter section the information
required including Bartlett and Morgan was grouped together under following headings:
A) General Attribution, B) Methodology, C) Suitability to learners, D) Physical and
functional attributes, E) Teaching and learning content, F) Listening, G) Speaking, H)
Reading, J) Writing, K) Vocabulary, L) Grammar, M) Pronunciation, N) Exercises
(attach with Bartlett and Morgan Standards)

3.6.1

Reliability and Validity of the Research Instrument

Everitt (2002) describes validity as the precision to which a gauging gadget is measuring
what was anticipated. Key (1997) explains validity of the research instrument as a
analysis to establish whether the questionnaire measures what it is thought to measure.
Mason and Bramble (as cited by Key, 1997) shows that there are three basic approach to
the validity of the tests and these are content validity, construct validity and criterionrelated validity. For the present study, content validity was employed since it seemed to
be the approach that require less resources and effort compared to others.

Following this idea of good practice, the questionnaire used in this study, which was
espoused from Bartlett and Morgan’s study, was amended as the areas related to the
textbook evaluation and then was given to ten English language teachers with language
teaching experience for the last five years or more to measure its validity. Some items
were customized and others were erased according to the jurors’ suggestion until the
researcher came up with a final draft of 66 items that pleased all of them (Appendix-A).

McGrath (2002) delineates reliability as the correctness and regularity of the
measurement ensuing from an assessment. It is “the level to which the same
measurements of individuals acquired under different conditions yield similar results.
Four methods can be used to judge the reliability of a device: and these are retest method,
alternative form method, split-halves method and internal consistency method (Key,
1997). In the present research study internal consistency method was used to check the
reliability of the research instrument.

3.7

PROCEDURE

The analyses were done in two stages, in the first stage, a questionnaire adopted from the
checklist developed by Bartlett and Morgan for evaluation of English textbooks was used
to get the point of view of teachers teaching at this HSSC level (Appendix-A). As the
checklist was modified and improved, and in order to maintain validity, the items of the
questionnaire were drawn from the pertinent content field in discussion with 10 subject
experts including five males and five females, review of literature and the judgments of
the researcher were also included in the questionnaire. A preliminary test, or pilot

procedure, of the questionnaire used in the present study was piloted in four
colleges/institutes, one from each system working in Karachi.
The objectives of the pilot study were:
i. To see if the questionnaires are useable as constructed.
ii. To see if the protocols as written were not appropriate or not.
iii. To check the wording, meaningfulness, and order of the question items.

This method guarantees the content validity of the questionnaire. After the pilot run the
questionnaire was modified and some were dealted/changed. Moreover, the reliability of
the questionnaires was also checked by using formula:

𝑟=

𝑁 ∑ 𝑥𝑦 − (∑ 𝑥)(∑ 𝑦)
√[𝑁 ∑ 𝑥 2 − (∑ 𝑥)2 ][𝑁 ∑ 𝑦 2 − (∑ 𝑦)2 ]

𝑟 = 0.98

(Whereas in the formula, N=number of items, ∑ = sum, x & y respondent males &
females and r = reliability co-efficient) The Reliability calculation procedure is attached
as the Appendix-E.

The questionnaires were personally administered to the respondents and most of the
questionnaires were filled in by the researcher just by asking questions from the
respondents. Even though this method is time taking, but it gives in a lofty rate of return
and offers openings to answer questions of the respondents regarding questionnaires.

Later on, the experts including curriculum developers, textbooks publishing authorities,
authors of textbooks and the reviewers were interviewed to add qualitative depth to the
data collection. The questions asked during interview were drawn from the literature
reviewed and the National Curriculum. The textbooks and curriculum objectives were
critically analyzed and compared by the researchers, to find the coherence between the
objectives and the material developed in the textbooks.

3.8

PLAN OF DATA ANALYSIS

This was completed upon the acquiring of data through questionnaire attached at
Appendix-A. In the questionnaire filled by the respondents, the blank responses or items
marked incorrectly were not included in the analyses, whereas duplicate responses were
considered lowest. Chi Square one-tailed formula was used for quantitative analysis:

∑

(𝐹𝑜 − 𝐹𝑒 )
𝐹𝑒

One of the mainly functional of the non-parametric statistics is chi-square. We use it
when our data consists of people dispersed athwart groups, and we want to know whether
that division is diverse from what we would imagine by prospect. We don’t have scores,
we don’t have means. We just have numbers, or frequencies. In other words, we have
nominal data.
Whereas ∑ is sum, 𝐹𝑜 is observed frequency and Fe is the expected frequency and the
SPSS version 16.0 was used for all necessary statistical calculations and hypotheses
tests.) give some explanation.

While for qualitative analysis a phenomenological research method was adopted. A
diversity of techniques can be used in phenomenological-based research, counting
interviews, conversations, participant observation, action research, focused meetings and
analysis of individual manuscripts. If there is a general principle involved it is that of
minimum structure and maximum depth, in experience forced by time and openings to
beat a equilibrium between keeping a center on the research questions and avoiding
undue influence by the researcher. The organization of a good level of relationship and
compassion is significant to gaining depth information, chiefly where scrutinizing issues
and where the participant has a strong personal stake. Interview methods and issues are
discussed in Gorden (1969), Measor (1995), Oakley (2001), Plummer (2005) and
Spradley (2007) among others.

3.9

Summary

Both quantitative and qualitative approaches were used for data collection and analysis.
For quantitative data gathering a questionnaire based on Bartlett and Morgan standards
with slight amendments was developed and for qualitative approach semi-structured
interviews were conducted and textbook contents were compared and analyzed with the
standards fixed in the National English language curriculum. The sample of the study was
textbooks editors, reviewers, and teachers teaching English school level in Sindh at
intermediate or higher secondary level.

CHAPTER FOUR

DATA ANALYSIS
In the prior chapters, the dilemma of the research study was introduced, the review of
literature was carried out, and methodology of the study was sketched. In the present
chapter the conclusions of the research study will be set forth.

The findings of the study will be offered in two sections: section-1 will describe the
quantitative approach, while section-2 will describe the qualitative approach through
content analysis. Further, section-1 will deal with the composition of the sample, item
analysis of the data and the remaining part of this section will be devoted for testing of
hypotheses (clarity and in ch-2/3)). For the qualitative discussion section-2 will describe
content analysis of National Education Policy, English language policy, English language
curriculum, National Textbooks and Learning Material Policy and English language
textbooks prescribed by Sindh Textbook Board for the students of intermediate/Higher
Secondary level in Sindh.

4.1

Quantitative Data Analysis

4.1.1

Composition of Sample

4.1.1.1

Frequency of Public and Private Institutes

In the sample there were 162 public and 153 private intermediate colleges and higher
secondary schools. Due to issues availability or posting or as teachers were working on
deputation in other institutes the researcher was successful in getting data only from 128

teachers out of 162 public institutes. While on the other hand more teachers were
available or appointed in the privately managed institutes therefore from 153 private
institutes 163 teachers participated in the present research. The detail is shown in table
4.1 and illustrated in graph 4.1 below.

S No.

Type of Institute

No of Institutes

App. No. of Teachers

Participated

1.

Public

162

150

128

2.

Private

153

200

163

Table 4.1

Type of Institutions

Frequency

200
150
100
50
0
Series1

Govt
163

Private
128

Graph 4.1

4.1.1.2 Frequency of Higher Secondary Schools and Intermediate Colleges
In the sample there were 71 higher secondary schools and 224 intermediate colleges.
From the sample, 68 teachers of HSS and 223 teachers of IC participated in the present
research. The details are shown in table 4.2 and graph 4.2

S No.

Type

Institute

App. No of Teachers

Participated

1.

Higher Secondary Schools

71

100

68

2.

Intermediate Colleges

224

250

223

Graph 4.2

Category of Institutes

250

FRequency

200
150
100
50
0
Series1

HSS
68

IC
223

Graph 4.2

4.1.1.3

Frequency of the Respondents as per Age

The ages of the respondents in the present research was between 20 to 70 years. The
given age was grouped into equal intervals; the majority of respondents were of the age
group between 36-40 years while there was no one of the age group between 61-65 years.
2.41% respondents also consciously or unconsciously did not mention their age. The
collected data is shown in table 4.3 and illustrated in graph 4.3 below.

S No.

Age Group

Frequency

Percentage

1.

20-25

17

5.84%

2.

26-30

62

21.30%

3.

31-35

73

25.08%

4.

36-40

77

26.46%

5.

41-45

29

9.96%

6.

46-50

15

5.15%

7.

51-55

5

1.72%

8.

56-60

5

1.72%

9.

61-65

0

0%

10.

66-70

1

0.34%

11.

Not mentioned

7

2.41%

Table 4.3

Frequency

The Respondents' Age
80
70
60
50
40
30
20
10
0

Frequency

61-65 66-70 51-55 56-60

0

1

5

5

Not 46-50 20-25 41-45 26-30 31-35 36-40
Mensi
oned
7
15
17
29
62
73
77

Graph 4.3

4.1.1.4

Frequency of Respondents as per Education

As per education, 98.96% of respondents had a master’s degree in English but only
1.03% had attained M. Phil degree (and these respondents also held master’s degrees in
English). The data revealed that 100% of teachers teaching at HSS or IC in possession of
an MA in English language/literature. The details are below in table 4.4 and Graph 4.4
below.

S No.

Education

1.

M.A.

2.

M. Phil

Frequency
288

98.96%

3

1.03%

Graph 4.4

Academic Qualification

300

Frequency

250
200
150
100
50
0
Frequency

M.A.
288

M. Phil
3
Graph 4.4

Percentage

4.1.1.5

Frequency of Respondents as per Professional Qualification

The respondents who participated in the present study were performing the duties of a
teacher but 52.92% of these teachers were without any teacher training course or
certificate or diploma or degree. Although 26.80% were in possession of a B.Ed. degree,
12.03% with TESL, 4.12% with M. Ed, 3.78% with B.Ed. as well as M. Ed degree while
only 0.34% were holding TESL. The details are shown in Table 4.5 and Graph 4.5.

S. No

Professional Qualification

Frequency

Percentage

1.

TESL

1

0.34%

2.

B.Ed. & M. Ed.

11

3.78%

3.

M. Ed.

12

4.12%

4.

TESL

35

12.03%

5.

B. Ed.

78

26.80%

6.

Without Professional Education

154

52.92%

Graph 4.5

Professional Qualification
160
140

Frequency

120
100
80
60
40
20
0

TESL & BED &
BED
MED
Frequency
1
11

MED

TESL

BED

NO

12

35

78

154

Graph 4.5

4.1.1.6

Frequency of Respondents as per Teaching Experience

The contributors, who took part in the present research study, were experienced teachers.
Their teaching experience was divided into equal intervals of 5 years. The teaching
experience of the majority of participants was between 5-10 years, but teachers with less
than one year’s experience were 10.99%, 18.21% with 15 years’ experience, 6.18% for
20 years’ experience, while only 1.71% were having more than 20 year experience. The
detail is present in table 4.6 and graph 4.6.
S No.

Experience in Years

Frequency

Percentage

1.

Less than 5 year

32

10.99%

2.

5 year

92

31.61%

3.

10 year

91

31.27%

4.

15 year

53

18.21%

5.

20 year

18

6.18%

6.

More than 20 year

5

1.71%

Table 4.6

Frequency

Teaching Experience
100
80
60
40
20
0

Less
than
5
year
Series1 32

5
10yea 15
year
r
year

92

91

53

20
year

18

More
than
20
year
5

Graph 4.6

4.1.1.7

The Respondents’ Attendance Textbooks Evaluation Workshops

In response to the question that asked whether they had ever attended a workshop about
English language textbooks evaluation. 90.03% respondents said no, while only 9.97%
responded yes. The data is shown in table 4.7 and graph 4.7 below:

S No.

Textbooks Evaluation Workshop Attended

1.

Yes

29

9.97%

2.

No

262

90.03%

Table 4.7

Frequency

Percentage

Frequency

Attended Textbooks Evaluation Workshop
300
250
200
150
100
50
0

Yes
22

Series1

No
269
Graph 4.7

4.1.1.8

Frequency of Respondents with Experience of Textbooks’ Evaluation

The respondents were asked about textbooks’ evaluation experience and 92.44% did not
have experience of textbooks’ evaluation, while only 7.56% were experienced in
evaluation of English textbooks. The data is shown in table 4.8 and graph 4.8 below.

S No.

Textbooks Evaluation Experience

Frequency

1.

Yes

22

7.56%

2.

No

269

92.44%

Table4.8

Percentage

Textbooks' Evaluation Experience

300

Experience

250
200
150
100
50
0
Series1

Yes
22

No
269
Graph 4.8

4.1.1.9

Frequency of Respondents Using English Grammar

In response to the question about the teaching of grammar, the respondents elicited
different perspectives, 63.23% respondents said that they neither use nor they recommend
any grammar book to the students for the teaching and learning of grammar. Different
respondents pointed out the different books used or recommended by them. With 17.52%
respondents of using Wren and Martin’s grammar book with exercises – the most popular
of all books being used. The responses of others are shown in the table and graph 4.9
below.

S No.

Specification

Frequency

Percentage

1.

High School English Grammar

1

0.34%

2.

L. E. Structure

1

0.34%

3.

Practical English Grammar

1

0.34%

4.

Living English

2

0.69%

5.

Simple English Grammar

5

1.72%

6.

Grammar & Composition

6

2.06%

7.

Own Experience

13

4.47%

8.

Oxford English Grammar

27

9.28%

9.

Wren and Martin Grammar

51

17.52%

10.

None

184

63.23%

Table 4.9

Frequency

Teaching of English Grammar
200
180
160
140
120
100
80
60
40
20
0

H.
S.
E.
G.
Frequency 1

L.
E.
S.

P.
E.
G.

L.
E.

S.
E.

G. Exp Oxf W. No
&
&
C.
M.

1

1

2

5

6

Graph 4.9

13

27

51 184

4.1.2 Analysis of Items
In the distributed questionnaire the participants were asked to rank the items from ‘0’ to
‘4’ as per quality of the textbooks used at intermediate or higher secondary school level
in Karachi, Sindh. The response sets the ranking system was as follow:
‘0’ means; not at all
‘1’ means; less
‘2’ means; fairly
‘3’ means; much
‘4’ means; very much

Item wise analysis of the responses was done for a better and clearer understanding of
characteristics or qualities present in the prescribed textbooks of Sindh Textbook Board
for students of intermediate level in Karachi, Sindh.

4.1.2.1

Awareness about National English Language Curriculum

To get firsthand knowledge about English language teachers’ awareness about the
National English Language Curriculum, the respondents were asked:

“Have you read objectives given in English language curriculum?” They
were given options of Yes/No.
Cumulative
Specification
Frequency
Valid

Percent

Valid Percent

Percent

Yes

103

35.4

35.4

35.4

No

188

64.6

64.6

100.0

Total

291

100.0

100.0

Table 4.10

The data in the table 4.10 reveals that 64.6% respondents declared that they had not read
National English curriculum or the objectives or standards or competencies mentioned in
it. Only 35.4% could have read and could be having awareness about objectives of
teaching of English at intermediate or higher secondary level in Pakistan. The results are
also shown in graph 4.10 below.

Teachers' Awareness about National English
Language Curriculum

Frequency

200
150
100
50
0
Frequency

Yes
103
Graph 4.10

No
188

4.1.2.2

Textbooks Content and Curriculum

In response to the question related to similarity between curriculum instructional
objectives and the content material of the textbooks, the asked question and the
respondents’ responses are as under:

Does the material of the textbook match to the specification of the curriculum
instructional objectives?
Cumulative
Frequency
Valid

Percent

Valid Percent

Percent

Not Read

188

64.6

64.6

64.6

Not at all

11

3.8

3.8

68.4

Less

13

4.5

4.5

72.9

Fairly

57

19.6

19.6

92.4

Much

21

7.2

7.2

99.7

1

.3

.3

100.0

291

100.0

100.0

Very much
Total

Table 4.11

The data reveals that among those who have read the curriculum 19.6% of participants
favor the idea that the content of the textbooks fairly match with the specific curriculum
objectives given in the National English Curriculum for intermediate students. While
only 0.3% of participants opined that the content of the textbooks fulfill the requirement
of curriculum objectives. 3.8% respondents indicated that there is no relation between

content and curriculum but 4.5% also opined that there was a lesser relation. The
responses are shown in the graph 4.11 below.

Frequency

Curriculum and Textbooks Content
200
180
160
140
120
100
80
60
40
20
0
Series1

Not
Read
188

Not at
all
11

Less

Fairly

Much

13

57

21

Very
much
1

Graph 4.11

4.1.2.3

Consideration about Needs and Interest of Learners in Curriculum

In response to the question about consideration for the needs and interests of the second
language learner the data in table 4.12 reveals that 15.1% (that is, the majority among
those who had actually read curriculum), of the participants pointed out that needs and
interests of the learners are much considered in the NELC. The detail is also shown
visually in graph 4.12 below.

Are those objectives related to the learners’ needs and interests?
Cumulative
Frequency

Valid Percent

Percent

Not Read

188

64.6

64.6

64.6

Not at all

2

.7

.7

65.3

Less

26

8.9

8.9

74.2

Fairly

31

10.7

10.7

84.9

Much

44

15.1

15.1

100.0

Total

291

100.0

100.0

Table 4.12

Consideration for Needs and Interest of the Learners

Frequency

Valid

Percent

200
180
160
140
120
100
80
60
40
20
0
Series1

Not
Read
188

Not at
all
2

Less

Fairly

Much

26

31

44

Graph 4.12

Very
much
1

4.1.2.4

Clarity of Curriculum Objectives

To the question related to the clarity of the objectives the opinions of the participants are
shown in the table 4.13 below:

Are objectives clear and specific?
Frequency
Valid

Percent

Valid Percent

Cumulative Percent

Not Read

188

64.6

64.6

64.6

Not at all

12

4.1

4.1

68.7

Less

15

5.2

5.2

73.9

Fairly

37

12.7

12.7

86.6

Much

33

11.3

11.3

97.9

6

2.1

2.1

100.0

291

100.0

100.0

Very much
Total

Table 4.13

The data in the above table then reveals that a majority of participant have not read or
seen the curriculum, but among those who have read it 12.7% favored the idea that
objectives are fairly clear, while 4.1% also indicated that objectives are not clear at all.
The responses of other participants are illustrated in graph 4.13 below.

Specified and Clear Objectives
200

Frequency

150
100
50
0
Series1

Not
Read
188

Not at
all
12

Less

Fairly

Much

15

37

33

Very
much
6

Graph 4.13

4.1.2.5

Curriculum Objectives and Developments around the World

In response to the question asked about NELC objectives and developments or trends
going around the world, the respondents’ opinions are given in table 4.14 below:
Are those objectives corresponding with the developments around the world?
Cumulative
Frequency
Valid

Percent

Valid Percent

Percent

Not Read

188

64.6

64.6

64.6

Not at all

28

9.6

9.6

74.2

Less

40

13.7

13.7

88.0

Fairly

21

7.2

7.2

95.2

Much

12

4.1

4.1

99.3

2

.7

.7

100.0

291

100.0

100.0

Very much
Total

Table 4.14

Among those who had read the curriculum 13.7% pointed out that the present curriculum
is having less relevance to changes going on around the world about language teaching
for second language learners, while 9.6% also opined that curriculum objectives are not
corresponding to the developments going around the world. The opinions of other
participants are shown in graph 4.14 below.

Curriculum and Developments around the World

Frequency

200
150
100
50
0
Series1

Not
Read
188

Not at
all
28

Less

Fairly

Much

40

21

12

Very
much
2

Graph 4.14

4.1.2.6

Curriculum Objectives and Local Culture

In response to the question related to the consideration given to local culture in the
curriculum, the respondents’ views are shown in table 4.15.

Are those objectives related to the local culture?
Frequency
Valid

Percent

Valid Percent

Cumulative Percent

Not Read

188

64.6

64.6

64.6

Not at all

21

7.2

7.2

71.8

Less

33

11.3

11.3

83.2

Fairly

34

11.7

11.7

94.8

Much

12

4.1

4.1

99.0

3

1.0

1.0

100.0

291

100.0

100.0

Very much
Total

Table 4.15

Frequency

Curriculum Objectives and Local Culture
200
180
160
140
120
100
80
60
40
20
0
Series1

Not
Read
188

Not at
all
21

Less

Fairly

Much

33

34

12

Very
much
3

Graph 4.15

Table 4.15 and graph 4.15 reveals that 11.7% of participants were of the opinion that fair
consideration is given to the local culture while 11.3% were of the opinion that less

consideration is given to the local culture in NELC objectives. But as 64.6% respondents
were without knowledge of curriculum, they have, therefore, not offered opinion.

4.1.2.7

Curriculum Objectives and Individual Differences among Learners

In response to the question related to the consideration given to individual differences in
the curriculum the majority of participants opined that less or fair (13.4% & 13.1%
respectively) consideration is given to the individual differences of students in the
curriculum objectives. The collected data is shown in table 4.16 and illustrated in graph
4.16 below:
Are those objectives meeting the individual differences among students?
Cumulative
Frequency
Valid

Percent

Valid Percent

Percent

Not Read

188

64.6

64.6

64.6

Not at all

13

4.5

4.5

69.1

Less

39

13.4

13.4

82.5

Fairly

38

13.1

13.1

95.5

Much

12

4.1

4.1

99.7

1

.3

.3

100.0

291

100.0

100.0

Very much
Total

Table 4.16

Consieration given to Individual Differences in the
Curriculum
200

Frequency

150
100
50
0
Series1

Not
Read
188

Not at
all
13

Less

Fairly

Much

39

38

12

Very
much
1

Graph 4.16

4.1.2.8

Curriculum Objectives and Balance in Four Basic Language

Learning Skills

In response to the question related to curriculum and due consideration given to all basic
four language education proficiencies i.e. listening, speaking, reading and writing, the
respondents who had read the curriculum opined that either no balance at all or a lesser
balance is present between these four skills (10.0% & 11.7% respectively), while the
opinions of others are shown in table 4.17 and graph 4.17.

Are those objectives making a balance between the four main skills (Listening,
speaking, reading and writing)?
Cumulative
Frequency

Valid Percent

Percent

Not Read

188

64.6

64.6

64.6

Not at all

29

10.0

10.0

74.6

Less

34

11.7

11.7

86.3

Fairly

23

7.9

7.9

94.2

Much

9

3.1

3.1

97.3

Very much

8

2.7

2.7

100.0

291

100.0

100.0

Total

Table 4.17

Considerations for Four language Learning Skills

Frequency

Valid

Percent

200
180
160
140
120
100
80
60
40
20
0
Series1

Not
Read
188

Not at
all
29

Less

Fairly

Much

34

23

9

Graph 4.17

Very
much
8

4.1.2.9

Support of Curriculum Objectives in Choice of Teaching Aids and
Methods

In response to the question asked about the right choice of method and teaching aids for
the achievement of a set of particular objectives in the NEL curriculum, the responses of
the participants are listed in the table below:

Are those objectives helping the teachers to choose the right aids and
methods?
Cumulative
Frequency
Valid

Percent

Valid Percent

Percent

Not Read

188

64.6

64.6

64.6

Not at all

20

6.9

6.9

71.5

Less

37

12.7

12.7

84.2

Fairly

21

7.2

7.2

91.4

Much

25

8.6

8.6

100.0

Total

291

100.0

100.0

Table 4.18

The data present in table 4.18 reveals that the majority (12.7%) of respondents among
those who had read the curriculum expressed the view that less appropriate method or
training aids were often adopted for achieving a particular objective, while 8.6% also
displayed the opinion that objectives are much more appropriate while choosing the right

method or training aids for achievement of a particular set of objectives. The views of
other respondents are illustrated in graph 4.18 below.

Curriculum Objectives and Choice of Teaching
Method/Training Aids

Frequency

200
150
100
50
0
Series1

Not Read
188

Not at all
20

Less
37

Fairly
21

Much
25

Graph 4.18

4.1.2.10

Activities and ELT Methods

In response to the question about whether activities given in the textbooks can be
subjugated and can be embraced within diverse methods in ELT, the participants’
responses are as in Table 4.19 below.

The activities in the textbooks can be exploited fully and can embrace the
various methodologies in English Language Teaching.
Cumulative

Valid

Frequency

Percent

Valid Percent

Percent

Not at all

41

14.1

14.1

14.1

Less

98

33.7

33.7

47.8

Fairly

121

41.6

41.6

89.3

Much

29

10.0

10.0

99.3

Very much

2

.7

.7

100.0

Total

291

100.0

100.0

Table 4.19

The majority (41.1% & 33.7% respectively) of participants marked fairly or less for the
appropriateness of activities for various ELT methodologies; 14.1% also pointed not at
all as their most favored response. The related responses are illustrated in graph 4.19.

Activities and ELT Methodologies

Frequency

140
120
100
80
60
40
20
0
Series1

Not at all

Less

Fairly

Much

41

98

121

29

Very
much
2

Graph 4.19

4.1.2.11

Activities Work Well with Various ELT Methodologies

In response to the question given under, the majority of the respondents marked ‘less’ for
the appropriateness on working of activities with various ELT methodologies. Other
responses are illustrated in Table 4.20 and Graph 4.20.
Activities in the textbooks can work well with methodologies in English Language
Teaching.

Frequency
Valid

Not at all

Percent

Valid Percent

Cumulative Percent

50

17.2

17.2

17.2

Less

123

42.3

42.3

59.5

Fairly

97

33.3

33.3

92.8

Much

16

5.5

5.5

98.3

5

1.7

1.7

100.0

291

100.0

100.0

Very much
Total

Table 4.20

Working of Various Methodologies with Activities
in the Textbooks

Frequency

150
100
50
0
Series1

Not at
all
50

Less

Fairly

Much

123

97

16

Very
much
5

Graph 4.20

4.1.2.12

Textbooks’ Compatibility to the Age of the Learners

In response to the question related to textbooks’ content compatibility with the age of the
target learners, the majority of the participants selected fairly or less (45.7% or 32.6%) in
relation to compatibility with the age of the learners of intermediate or higher secondary
school level students, while no one marked ‘very much’. The remaining responses are
presented in Table 4.21 and Graph 4.21.
The textbooks are compatible to the age of the learners.
Cumulative
Frequency
Valid

Percent

Valid Percent

Percent

Not at all

33

11.3

11.3

11.3

Less

95

32.6

32.6

44.0

Fairly

133

45.7

45.7

89.7

Much

30

10.3

10.3

100.0

Total

291

100.0

100.0

Table 4.21

Textbooks Campatibility with Age of the Learners

Frequency

140
120
100
80
60
40
20
0
Series1

Not at all
33

Less
95

Fairly
133

Much
30

Graph 4.21

4.1.2.13

Textbooks and Needs of Learners

In response to the question related to the compatibility of textbooks’ content as per the
needs of the learner, the majority of learners marked fairly or less (45.4% & 36.4%
respectively) compatible, moreover 9.3% also pointed out that they felt there was no
compatibility at all. The responses of others can be observed in table 4.22 and graph 4.22
below:
They are compatible to the needs of the learners.
Frequency
Valid

Not at all

Percent

Valid Percent

Cumulative Percent

27

9.3

9.3

9.3

Less

106

36.4

36.4

45.7

Fairly

132

45.4

45.4

91.1

Much

26

8.9

8.9

100.0

Total

291

100.0

100.0

Table 4.22

Textbooks and Learners Needs
140

Frequency

120
100
80
60
40
20
0
Series1

Not at all
27

Less
106

Fairly
132

Much
26

Graph 4.22

The above graph 4.22 shows that only 26 out of 291 participants selected ‘Much’ but,
tellingly, no one used the option of ‘very much’.
4.1.2.14

Textbooks and Interest of the Learner

In response to the question about relation of textbooks contents as per the interest of the
learners, more than fifty percent (50.9%) participants were of the view that textbooks
content is less compatible to the interest of the learner, at same time 23.4% respondents
also thought that the content was not compatible at all. The remaining responses are
shown in table 4.22 & Graph 4.22 below:

They are compatible to the interest of the learners.
Frequency
Valid

Not at all

Percent

Valid Percent Cumulative Percent

68

23.4

23.4

23.4

Less

148

50.9

50.9

74.2

Fairly

52

17.9

17.9

92.1

Much

23

7.9

7.9

100.0

Total

291

100.0

100.0

Table 4.23

Textbooks and Interest of the Learners
160
140

Frequency

120
100
80
60
40
20
0
Series1

Not at all
68

Less
148

Fairly
52

Much
23

Graph 4.23

23 participants out of 291 also marked ‘much compatible’ with the interest of the learners
but not a single one was with opinion of textbooks’ content being very much compatible
with the interests of the learners.

4.1.2.15

Layout of Textbooks and Aesthetic Sense of the Learners

In response to the question related to the layout of the textbooks, most of the participants
used the options ‘less’ or ‘not at all’ (48.5% & 41.6% respectively), their collective
percentage is 90.1%. The data is shown in table 4.23 below:
The layout of the textbooks is attractive.

Cumulative
Frequency

Valid Percent

Percent

Not at all

121

41.6

41.6

41.6

Less

141

48.5

48.5

90.0

Fairly

29

10.0

10.0

100.0

Total

291

100.0

100.0

Table 4.24

Layout of the Textbooks

160
140

Frequency

Valid

Percent

120
100
80
60
40
20
0
Series1

Not at all
121

Less
141
Graph 4.24

Fairly
29

The above graph 4.23 indicates that 29 out 291 participants were also having point view
that layout is fairly attractive but no one used the options of much or very much in this
regard – indicating that the textbooks are overwhelmingly seen to be unattractive to those
using them for pedagogic purposes.

4.1.2.16

Use of Text and Visuals in the Textbooks

In response to this question, 41.6% of participants used the option of ‘less’, while 36.1%
marked the option of ‘not at all’. The responses are shown in Table 4.24 below:
The textbooks indicate efficient use of text and visuals.
Frequency
Valid

Percent

Valid Percent Cumulative Percent

Not at all

105

36.1

36.1

36.1

Less

121

41.6

41.6

77.7

Fairly

40

13.7

13.7

91.4

Much

20

6.9

6.9

98.3

5

1.7

1.7

100.0

291

100.0

100.0

Very much
Total

Table 4.25

Frequency

Use of Text and Visuals in the Textbooks
140
120
100
80
60
40
20
0
Series1

Not at
all
105

Less

Fairly

Much

121

40

20

Very
much
5

Graph 4.25

The above Graph 4.24 also shows that some participants used the options of ‘much’ and
‘very much’ 5 & 20 respectively but they are just 25 out of 291 respondents; again these
results show that the books are seen as unattrative.

4.1.2.17

Durability of the Textbooks

In response to this matter the majority marked ‘fairly’, ‘less’ and ‘not at all’ (35.7%,
28.9% & 20.6% respectively). The other responses are given in Table 4.25

The textbooks are durable.
Frequency
Valid

Percent

Valid Percent Cumulative Percent

Not at all

60

20.6

20.6

20.6

Less

84

28.9

28.9

49.5

Fairly

104

35.7

35.7

85.2

Much

43

14.8

14.8

100.0

Total

291

100.0

100.0

Table 4.26

Durability of Textbooks
120

Frequency

100
80
60
40
20
0
Series1

Not at all
60

Less
84

Fairly
104

Much
43

Graph 4.26

The above Graph 4.25 also shows that 43 participants out of 291 also used the option of
‘much’ in relation to durability but no one marked the option of ‘very much’.

4.1.2.18

Cost-effectiveness of the Textbooks

In response to this particular question, majority of the participants marked the option
‘very much’ and ‘much’ (43.3% & 26.8% respectively). The other responses are given in
the Table 4.26
The textbooks are cost-effective
Frequency

Valid Percent Cumulative Percent

Not at all

29

10.0

10.0

10.0

Less

12

4.1

4.1

14.1

Fairly

46

15.8

15.8

29.9

Much

78

26.8

26.8

56.7

Very much

126

43.3

43.3

100.0

Total

291

100.0

100.0

Table 4.27

Cost-effectiveness of Textbooks
140
120

Frequency

Valid

Percent

100
80
60
40
20
0
Series1

Not at all

Less

Fairly

Much

29

12

46

78

Graph 4.27

Very
much
126

4.1.2.19

Tasks in the Textbooks

In response to the question related to the effectiveness of the tasks given in the textbooks,
the majority of the participants marked the options of ‘less’ and ‘fairly interesting’
(56.7% & 25.4% respectively), which are shown in Table 4.27
Most of the tasks in the textbooks are interesting.
Frequency
Not at all

Valid Percent

Cumulative Percent

47

16.2

16.2

16.2

Less

165

56.7

56.7

72.9

Fairly

74

25.4

25.4

98.3

Much

5

1.7

1.7

100.0

Total

291

100.0

100.0

Table 4.28

Effectiveness of Tasks given in the Textbooks

Frequency

Valid

Percent

180
160
140
120
100
80
60
40
20
0
Series1

Not at all
47

Less
165
Graph 4.28

Fairly
74

Much
5

4.1.2.20

Sequence of the Tasks in the Textbooks

In response to the question about sequence of the tasks in the textbooks, most of the
participants marked the options of ‘fairly’ or ‘less’ (45% & 24.4% respectively) for the
inclusion of an appropriate sequence of tasks in the textbooks for the language learners.
Table 4.28 further shows the responses of the other participants.

Tasks move from simple to complex.
Frequency

Valid Percent

Cumulative Percent

Not at all

20

6.9

6.9

6.9

Less

71

24.4

24.4

31.3

Fairly

131

45.0

45.0

76.3

Much

66

22.7

22.7

99.0

3

1.0

1.0

100.0

291

100.0

100.0

Very much
Total

Table 4.29

Sequence of the Tasks

Frequency

Valid

Percent

140
120
100
80
60
40
20
0

Not at
all
Series1
20

Less

Fairly

Much

71

131

66

Graph 4.29

Very
much
3

The above illustration shows that some participants also used the options of ‘much’ and
‘very much’ (66 & 3 respectively) but their percentage is lesser than those, who were
favoring the idea that tasks move from easy to difficult. This indicates that the
respondents were not very convinced that the textbooks have an appropriate sequence of
tasks, i.e. they don’t have confidence that the tasks go from easy to difficult.

4.1.2.21

Achievability of Tasks’ Objectives

In response to the achievability of objectives, most of the participants used the options of
‘fairly’ or ‘much’ (39.2% & 30.2%). The responses of the other participants are given in
Table 4.30

Tasks’ objectives are achievable.
Frequency
Valid

Percent

Valid Percent Cumulative Percent

Not at all

16

5.5

5.5

5.5

Less

70

24.1

24.1

29.6

Fairly

114

39.2

39.2

68.7

Much

88

30.2

30.2

99.0

3

1.0

1.0

100.0

291

100.0

100.0

Very much
Total

Table 4.30

Tasks' Objectives Achievability

Frequency

120
100
80
60
40
20
0
Series1

Not at
all
16

Less

Fairly

Much

70

114

88

Very
much
3

Graph 4.30

4.1.2.22

Consideration given to Cultural Sensitivities in the Contents of Textbooks

In response to this question most of the participants marked the options of fairly and
‘much’ in relation to the consideration that is given to the cultural sensitivity in the
contents of the textbooks; some of the participants also used the options that
consideration given to this issue is ‘less’ or ‘not at all’ (21.6% & 14.1% respectively).
The collected data is also shown in Table 4.31 and Graph 4.31
Cultural sensitivities have been considered.
Frequency
Valid

Percent

Valid Percent

Cumulative Percent

Not at all

41

14.1

14.1

14.1

Less

63

21.6

21.6

35.7

Fairly

102

35.1

35.1

70.8

Much

80

27.5

27.5

98.3

5

1.7

1.7

100.0

291

100.0

100.0

Very much
Total

Table 4.31

Cultural Sensitivity and Textbooks' Contents

Frequency

120
100
80
60
40
20
0
Series1

Not at
all
41

Less

Fairly

Much

63

102

80

Very
much
5

Graph 4.31

4.1.2.23

Language of the Textbooks

In response to this particular question mixed results are calculated, the participants used
the options as per their perception but comparatively they were more inclined towards the
options of ‘fairly’ or ‘less natural’ in relation to if real or everyday language is used in the
textbooks.
The language in the textbooks is natural and real.
Frequency
Valid

Percent

Valid Percent Cumulative Percent

Not at all

52

17.9

17.9

17.9

Less

82

28.2

28.2

46.0

Fairly

89

30.6

30.6

76.6

Much

54

18.6

18.6

95.2

Very much

14

4.8

4.8

100.0

291

100.0

100.0

Total

Table 4.32

Frequency

Language of the Textbooks
90
80
70
60
50
40
30
20
10
0
Series1

Not at all

Less

Fairly

Much

52

82

89

54

Very
much
14

Graph 4.32

The above table and graph also indicates that perception related to this issue varies from
participant to participant, as few also used the option of ‘very much’.

4.1.2.24

Situations and Dialogues used in the Textbooks

The responses of the participants related to this issue were more inclined towards
‘fairly’ or ‘less’ (43% & 35.4% respectively) but some were also of the opinion of ‘not at
all’. The other responses are shown in the table and graph below:

The situations created in the dialogues sound natural and real.
Frequency
Valid

Not at all

Percent

Valid Percent Cumulative Percent

16

5.5

5.5

5.5

Less

103

35.4

35.4

40.9

Fairly

125

43.0

43.0

83.8

Much

30

10.3

10.3

94.2

Very much

17

5.8

5.8

100.0

291

100.0

100.0

Total

Table 4.33

Dailogues and Situations
140

Frequency

120
100
80
60
40
20
0
Series1

Not at all

Less

Fairly

Much

16

103

125

30

Very
much
17

Graph 4.33

4.1.2.25

Listening Skills Activities

In response to the question related to the presence of the language learning skill of
listening, the majority of the participants (92.8%) marked the given option ‘no’ while
there were only 7.2% indicated their perception about the question or presence of

listening skills in the textbooks by using the option ‘yes’. The detail is also shown in
Table 4.34 and Graph 4.34

Do the textbooks have listening activities?
Frequency
Valid

Percent

Yes/ No

Valid Percent

Cumulative Percent

Yes

21

7.2

7.2

7.2

No

270

92.8

92.8

100.0

Total

291

100.0

100.0

Table 4.34

Presence of Listening Activities in the Textbooks

300

Frequency

250
200
150
100
50
0
Series1

Yes
21

No
270
Graph 4.34

4.1.2.26

Appropriateness of Listening Activities

In response to this question, one of the most overwhelmingly agreed upon, and thus
important questions in the study, most of the respondents (95.5%) used the option ‘not at

all’ in relation to listening activities, while only few marked ‘fairly’ or ‘less’ (2.4% &
2.1%). The data is shown in Table 4.34 and Graph 4.34.

The textbooks have appropriate listening tasks with well defined goals.
Cumulative
Frequency
Not at all

Valid Percent

Percent

278

95.5

95.5

95.5

Less

6

2.1

2.1

97.6

Fairly

7

2.4

2.4

100.0

Total

291

100.0

100.0

Table 4.35

Appropriateness of Listening Activities

300
250

Frequency

Valid

Percent

200
150
100
50
0
Series1

Not at all
278

Less
6
Graph 4.34

Fairly
7

4.1.2.27

Grading of Listening Tasks as per Complexity

These more specific questions in relation to listening activities show that the respondents
judge the appropriateness of listening activities to be poor in a number of areas. In
response to the above question for example, the overwhelmingly majority used the option
of ‘not at all’ but a few also marked the options ‘fairly’, ‘much’ & ‘very much’ (3%,
0.3% & 0.7%) respectively. The data is shown in Table 4.35 & Graph 4.35.

The listening tasks are efficiently graded according to complexity.
Cumulative
Frequency
Valid

Not at all

Percent

Valid Percent

Percent

270

92.8

92.8

92.8

Less

15

5.2

5.2

97.9

Fairly

3

1.0

1.0

99.0

Much

1

.3

.3

99.3

Very much

2

.7

.7

100.0

291

100.0

100.0

Total

Table 4.36

Grading of Listening Tasks as per Complexity
300

Frequency

250
200
150
100
50
0
Series1

Not at
all
270

Less

Fairly

Much

15

3

1

Very
much
2

Graph 4.35

4.1.2.28

Authenticity of Listening Tasks

In response to the particular question we again see a very significant majority, 95.2% of
respondents, marking the option ‘not at all’, while very few used the options ‘less’,
‘fairly’, and ‘much’ (2.1%, 1.7% & 1% respectively) as per their perception about the
question asked or the activities present in the textbooks. The table and the graph (4.36)
below show the response in digits and graphic form.
The listening tasks are authentic or close to real language situation.
Frequency
Valid

Not at all

Percent

Valid Percent

Cumulative Percent

277

95.2

95.2

95.2

Less

6

2.1

2.1

97.3

Fairly

5

1.7

1.7

99.0

Much

3

1.0

1.0

100.0

Total

291

100.0

100.0

Table 4.36

Authenticity of Listening Tasks
300

Frequency

250
200
150
100
50
0
Series1

Not at all
277

Less
6

Fairly
5

Much
3

Graph 4.36

4.1.2.29

Presence of Speaking Tasks in the Textbooks

In response to this question, again we see that a huge majority of respondents 93.8%
responded was no, while only 6.2% marked ‘yes’ as per their understanding. The details
are present in Table 4.37 and Graph 4.37 below.

Do the textbooks have speaking activities?
Frequency
Valid

Percent

Yes/No

Valid Percent

Cumulative Percent

Yes

18

6.2

6.2

6.2

No

273

93.8

93.8

100.0

Total

291

100.0

100.0

Table 4.37

Presence Speaking Tasks in the Textbooks

300

Frequency

250
200
150
100
50
0
Series1

Yes
18

No
273
Graph 4.37

4.1.2.30

Meaningfulness of Speaking Activities

In response to this question, most of the participants (93.1%) marked the option ‘not at
all’ while some (6.9%) used the option ‘less’. But no one marked the other options. The
data for this question again generated a nearly unanimous response shown in the table
and graph (4.38).

The developed activities ensure meaningful communication.
Frequency
Valid

Not at all

Percent

Valid Percent

Cumulative Percent

271

93.1

93.1

93.1

Less

20

6.9

6.9

100.0

Total

291

100.0

100.0

Table 4.38

Meaningfulness of Speaking Tasks

300

Frequency

250
200
150
100
50
0
Series1

Not at all
271

Less
20
Graph 4.38

4.1.2.31

Balanced Listening Activities for Individual and Group Work

In response of this question, 96.2% participants gave the view of ‘not at all’, while very
few used the options ‘less’, ‘fair’ or ‘much’ (1.7%, 0.7% & 1.4% respectively). The
responses are shown in Table 4.39 and Graph 4.39 below:

The activities are balanced between individual, pair work and group work.
Frequency
Valid

Not at all

Percent

Valid Percent

Cumulative Percent

280

96.2

96.2

96.2

Less

5

1.7

1.7

97.9

Fairly

2

.7

.7

98.6

Much

4

1.4

1.4

100.0

Total

291

100.0

100.0

Table 4.40

Balanced Listening Activities for Individual and
Group Work

Frequency

300
250
200
150
100
50
0
Series1

Not at
all
280

Less

Fairly

Much

5

2

4

Graph 4.39

4.1.2.32

Reading Activities and Learners’ Interaction with the Text

In response to the above question, all options were marked by the participants as per their
perception about the question asked or the activities present in the textbooks, but a large
majority of the respondents used the options of ‘fairly’ and ‘less’ (43.3% & 29.9%
respectively). The data is illustrated in Table 4.40 and Graph 4.40.
Do the activities in the textbooks facilitate students’ interaction with the text?
Frequency
Valid

Percent

Valid Percent

Cumulative Percent

Not at all

43

14.8

14.8

14.8

Less

87

29.9

29.9

44.7

Fairly

126

43.3

43.3

88.0

Much

32

11.0

11.0

99.0

3

1.0

1.0

100.0

291

100.0

100.0

Very much
Total

Table 4.41

Reading Activities and Learners' Interaction with the
Text

Frequency

150
100
50
0
Series1

Not at
all
43

Less

Fairly

Much

87

126

32

Very
much
3

Graph 4.40

4.1.2.33

Interest Inherent in the Reading Tasks

In response to this question, all options were marked by the participants as per their
perception but a big majority 44.7% & 34% used the options ‘less’ and ‘fairly’
respectively. The remaining responses are shown below in the table and graph (4.41).
Texts are interesting.
Frequency
Valid

Not at all

Percent

Valid Percent Cumulative Percent

43

14.8

14.8

14.8

Less

130

44.7

44.7

59.5

Fairly

99

34.0

34.0

93.5

Much

16

5.5

5.5

99.0

3

1.0

1.0

100.0

291

100.0

100.0

Very much
Total

Table 4.42

Frequency

Interest Inherent in Reading Tasks
150
100
50
0
Series1

Not at
all
43

Less

Fairly

Much

130

99

16

Very
much
3

Graph 4.41

4.1.2.34

Achievability of Writing Tasks and Capabilities of the Learners

In response to this question, the participants marked the moderate options less, fairly, and
much (32.6%, 33.0% & 27.8% respectively), the percentage of the options used by these
participants were approximately the same, while the opinions with the lowest percentage
were marked ‘not at all’ or ‘very much’ (5.5% & 1% respectively). The data is show in
Table 4.42 & Graph 4.42.
Tasks have achievable goals and are as per learners’ capabilities.
Cumulative
Frequency
Valid

Percent

Valid Percent

Percent

Not at all

16

5.5

5.5

5.5

Less

95

32.6

32.6

38.1

Fairly

96

33.0

33.0

71.1

Much

81

27.8

27.8

99.0

3

1.0

1.0

100.0

291

100.0

100.0

Very much
Total

Table 4.43

Achievement of Writing Tasks and Capabilities of the
Learners

Frequency

100
80
60
40
20
0

Not at all

Less

Fairly

Much

16

95

96

81

Series1

Very
much
3

Graph 4.42

4.1.2.35

Interest in Writing Tasks for the Learners

In response to this question, (43.3%) of the respondents marked the option of ‘less’ in
relation to the interest of learners in the writing tasks. 29.9% of respondents also used the
opinion of ‘fairly’ interesting but few used ‘much’ and ‘not at all’, while no one used the
option of ‘very much’. All responses are given in the table and graph (4.43).
Tasks are interesting.
Cumulative
Frequency
Valid

Not at all

Percent

Valid Percent

Percent

26

8.9

8.9

8.9

Less

126

43.3

43.3

52.2

Fairly

87

29.9

29.9

82.1

Much

52

17.9

17.9

100.0

Total

291

100.0

100.0

Table 4.44

Interest in Wrting Tasks for the Learners

Frequency

140
120
100
80
60
40
20
0
Series1

Not at all
26

Less
126

Fairly
87

Much
52

Graph 4.43

4.1.2.36

New Words in Each Lesson and Level of the Learners

In response to the question related to new vocabulary add in the each lesson and the
learners needs, the participants gave mixed answers; they selected the middle options
‘much’, ‘fairly’ and ‘less’ (34.4%, 32% & 29.2% respectively) while 3.4% marked the
option ‘not at all’ and just 1% marked the option ‘very much’. The data in the Table 4.44
and Graph 4.44 reveals the ratio of the options used.
The new words in each lesson are appropriate to the level of the learners.
Frequency
Valid

Percent

Valid Percent Cumulative Percent

Not at all

10

3.4

3.4

3.4

Less

85

29.2

29.2

32.6

Fairly

93

32.0

32.0

64.6

Much

100

34.4

34.4

99.0

3

1.0

1.0

100.0

291

100.0

100.0

Very much
Total

Table 4.45

Frequency

New Vocabulary and Learners' Needs
100
90
80
70
60
50
40
30
20
10
0
Series1

Not at all

Less

Fairly

Much

10

85

93

100

Very
much
3

Graph 4.44

4.1.2.37

Distribution of Vocabulary across the Whole Textbooks

In response to this question moderate results were obtained, the participants marked the
options as per their perception or understanding. The majority used the options of less,
fairly & much (33.3%, 29.9% & 30.2% respectively), while 5.5% marked ‘not at all’ and
just 1% ‘very much’. The data is shown in Table 4.45 and Graph 4.45 below:

There is a good distribution (simple to complex) of vocabulary load across chapters
and whole textbooks.
Frequency
Valid

Percent

Valid Percent Cumulative Percent

Not at all

16

5.5

5.5

5.5

Less

97

33.3

33.3

38.8

Fairly

87

29.9

29.9

68.7

Much

88

30.2

30.2

99.0

3

1.0

1.0

100.0

291

100.0

100.0

Very much
Total

Table 4.46

Frequency

Distribution of Vocabulary across the Whole Textbook
100
90
80
70
60
50
40
30
20
10
0
Series1

Not at all

Less

Fairly

Much

16

97

87

88

Very
much
3

Graph 4.45

4.1.2.38

Efficient Repetition and Recycling of Words across the Textbooks

In response to this question 44.3% participants marked their responses in relation to the
question of whether repetition and recycling of the words across the textbooks is fair;

29.6% were having an opinion of ‘less’ while some used the options of ‘less’ and ‘much’
(29.6% & 12% respectively). Only 1.4% had the opinion of very much. The data is
illustrated in Table 4.46 and Graph 4.46 below:
Words are efficiently repeated and recycled across the textbooks.
Frequency

Valid Percent

Cumulative Percent

Not at all

37

12.7

12.7

12.7

Less

86

29.6

29.6

42.3

Fairly

129

44.3

44.3

86.6

Much

35

12.0

12.0

98.6

4

1.4

1.4

100.0

291

100.0

100.0

Very much
Total

Table 4.47

Efficient Repetition and Recycling of Words across the
Whole Textbooks

Frequency

Valid

Percent

140
120
100
80
60
40
20
0
Series1

Not at all

Less

Fairly

Much

37

86

129

35

Graph 4.46

Very
much
4

4.1.2.39

Grammar Activities and Use of Realistic Language

In response to this question 39.9% and 32% respondents marked the options ‘less’ and
‘fairly’ respectively, while 13.7% and 14.4% used the options ‘not at all’ and ‘much’ but
no one marked the option ‘very much’. The data is given in the table and graph (4.47)
below:
Do the activities involve the meaningful use of realistic language?
Frequency
Not at all

Valid Percent

Cumulative Percent

40

13.7

13.7

13.7

Less

116

39.9

39.9

53.6

Fairly

93

32.0

32.0

85.6

Much

42

14.4

14.4

100.0

Total

291

100.0

100.0

Table 4.48

Grammar Activities and Use of Realistic Language
120
100

Frequency

Valid

Percent

80
60
40
20
0
Series1

Not at all
40

Less
116

Graph 4.47

Fairly
93

Much
42

4.1.2.40

Achievability of Grammar Contents

In response to this question the majority of the participants marked the options ‘fairly’
and ‘much’ (35.4% & 35.7% respectively) while 22.7% used the option ‘less’. The
opinions of the others respondents are shown in the Table and Graph (4.48).
The contents of grammar are achievable.
Frequency
Not at all

Valid Percent

Cumulative Percent

8

2.7

2.7

2.7

Less

66

22.7

22.7

25.4

Fairly

103

35.4

35.4

60.8

Much

104

35.7

35.7

96.6

10

3.4

3.4

100.0

291

100.0

100.0

Very much
Total

Table 4.48

Achievability of Grammar Contents
120
100

Frequency

Valid

Percent

80
60
40
20
0
Series1

Not at
all
8

Less

Fairly

Much

66

103

104

Graph 4.48

Very
much
10

4.1.2.41

Textbooks and Functional Aspects of Grammatical Items

In response to this question, 39.5% of respondents suggested that fair attention is given to
the functional aspects of grammatical items, while 29.6% used the option of ‘less’. The
responses of other participants are given in table and graph (4.49).
Do the textbooks focus on form, meaning and/or functional aspects of the
grammatical items?
Frequency

Valid Percent

Cumulative Percent

Not at all

32

11.0

11.0

11.0

Less

86

29.6

29.6

40.5

Fairly

115

39.5

39.5

80.1

Much

55

18.9

18.9

99.0

3

1.0

1.0

100.0

291

100.0

100.0

Very much
Total

Table 4.49

Textbooks and Functional Aspects of Grammatical
Items

Frequency

Valid

Percent

120
100
80
60
40
20
0
Series1

Not at
all
32

Less

Fairly

Much

86

115

55

Graph 4.49

Very
much
3

4.1.2.42

Pronunciations and Learners’ Adjustability

In response to this question, the same number of participants marked the options ‘less’
and ‘fairly’ (34.4%), while the other respondents had different opinions which are shown
in the table and graph (4.50) below:
The textbooks are learner-friendly with no complex charts.
Frequency
Not at all

Valid Percent

Cumulative Percent

22

7.6

7.6

7.6

Less

100

34.4

34.4

41.9

Fairly

100

34.4

34.4

76.3

Much

55

18.9

18.9

95.2

Very much

14

4.8

4.8

100.0

291

100.0

100.0

Total

Table 4.50

Pronunciations and Learners Adjustability
100
80

Frequency

Valid

Percent

60
40
20
0
Series1

Not at
all
22

Less

Fairly

Much

100

100

55

Graph 4.50

Very
much
14

Exercises and Learners’ Adjustability

4.1.2.43

In response to this question, 35.4% and 31.3% of respondents marked the options ‘less’
and ‘fairly’ respectively, while the options used by others are shown in the table and
graph (4.51).
These are a learner friendly.
Frequency
Valid

Not at all

Percent

Valid Percent

Cumulative Percent

24

8.2

8.2

8.2

Less

103

35.4

35.4

43.6

Fairly

91

31.3

31.3

74.9

Much

73

25.1

25.1

100.0

Total

291

100.0

100.0

Table 4.51

Exercises and Learners' Adjustability
120

Frequency

100
80
60
40
20
0
Series1

Not at all
24

Less
103
Graph 4.51

Fairly
91

Much
73

4.1.2.44

Exercises Covering all Areas

In response to this question, 37.1% respondents used the option of ‘fairly’ in relation to
their textbooks covering all areas, while 29.6% also marked the option of less. The
responses of other questionnaire completers are shown in the table and graph (4.52).
The material/exercises are adequate.

Frequency

Valid Percent

Cumulative Percent

Not at all

32

11.0

11.0

11.0

Less

86

29.6

29.6

40.5

Fairly

108

37.1

37.1

77.7

Much

65

22.3

22.3

100.0

Total

291

100.0

100.0

Table 4.52

Exercises Covering all Areas
120
100

Frequency

Valid

Percent

80
60
40
20
0
Series1

Not at all
32

Less
86
Graph 4.52

Fairly
108

Much
65

4.1.2.45

Exercises’ Suitability for Under/Over Achievers

In response to this question, a majority (52.2%) of the participants marked the option
‘less’ helpful for both types of learners. The options used by the others are given in the
following table and graph (4.53)
These help students, who are under/over achievers.
Frequency
Not at all

Valid Percent

Cumulative Percent

40

13.7

13.7

13.7

Less

152

52.2

52.2

66.0

Fairly

87

29.9

29.9

95.9

Much

12

4.1

4.1

100.0

Total

291

100.0

100.0

Table 4.53

Suitability for Under/Over Achievers

Frequency

Valid

Percent

160
140
120
100
80
60
40
20
0
Series1

Not at
all
40

Less

Fairly

Much

152

87

12

Graph 4.53

4.1.3 Testing of Hypotheses
In this section each of the fourteen questions raised in first chapter (1.11) of the study are
converted into null hypotheses and tested.

4.1.3.1 Question 1:

Do the teachers get opportunity to study National Curriculum?

Null Hypothesis

(H0)

There will be no significant effect of teachers’ awareness

about National Curriculum Instructional Objectives on teaching and learning of English.

Analysis of the Problem
1.

H0:

F0 = Fe

2.

H1:

F0 ≠ Fe

3.

α = 0.05

(Whereas H0 is null hypothesis, H1 is research hypothesis, F0 is observed frequency, Fe is
the expected frequency, α is the level of significance, and df is the degree of freedom.)
4.

The test statistics is Chi Square one-tailed

𝑋2 = ∑

(𝐹𝑜 − 𝐹𝑒 )
𝐹𝑒

(Whereas ∑ is sum, F0 is observed frequency and Fe is the expected frequency)
5.

Decision Rule
Null Hypothesis will be rejected if computed value ≥ tabulated value

Have you read objectives given in English language curriculum? Yes/ No
Observed N Expected N

Residual

Yes

103

145.5

-42.5

No

188

145.5

42.5

Total

291
Table 4.54

Knowledge of Curriculum Objectives
145.5

Frequency

200
150

103

100
50
0
Yes

Observed N
103

Expected N
145.5

No

188

145.5

Graph 4.54

Test Statistics
Have you read objectives given in English language curriculum? Yes/
No
Chi-square

24.828a

df

1

Asymp. Sig.

.000

a. 0 cells (.0%) have expected frequencies less than 5. The minimum expected cell
frequency is 145.5.
Table 4.55

Tabulated Value

=

2.71

Computed Value

=

24.828

Conclusion: Referring to the table of Chi-Square (One-tailed), we find that the
tabulated value is 2.71 with df = 1 at α = 0.05 is less than the computed value 24.828.
Therefore the null hypothesis is rejected and it is concluded that there is a significant
effect of teachers’ awareness about National Curriculum Instructional Objectives on
teaching and learning process of English.

4.1.3.2

Research Question 2: Do the activities in the textbooks work well with

methodologies in ELT?

Null Hypothesis

(H0)

There is no significant effect of activities given in the

textbooks on English language teaching (ELT) methodologies.

Analysis of the Problem
1.

H0:

F0 = Fe

2.

H1:

F0 ≠ Fe

3.

α = 0.05

(Whereas H0 is null hypothesis, H1 is research hypothesis, F0 is observed frequency, Fe is
the expected frequency, α is the level of significance, and df is the degree of freedom.)
4.

Test Statistics is Chi Square one-tailed

𝑋2 = ∑

(𝐹𝑜 − 𝐹𝑒 )
𝐹𝑒

(Whereas ∑ is sum, F0 is observed frequency and Fe is the expected frequency)
5.

Decision Rule
Null Hypothesis will be rejected if computed value ≥ tabulated value

Activities in the textbooks can work well with methodologies in
English Language Teaching.
Observed N

Expected N

Residual

Not at all

50

58.2

-8.2

Less

123

58.2

64.8

Fairly

97

58.2

38.8

Much

16

58.2

-42.2

Very much

5

58.2

-53.2

Total

291
Table 4.56

Activities and ELT Methodologies
140

Frequency

120
100
80
60
40
20
0

Less

Fairly

Much

Observed N

Not at
all
50

123

97

16

Very
much
5

Expected N

58.2

58.2

58.2

58.2

58.2

Graph 4.55

Test Statistics
Activities in the textbooks can work well with methodologies in
English Language Teaching.
Chi-square

178.399a

df

4

Asymp. Sig.

.000

a. 0 cells (.0%) have expected frequencies less than 5. The minimum expected cell
frequency is 58.2.
Table 4.56

Tabulated Value

=

7.78

Computed Value

=

178.399

Conclusion: Referring to the table of Chi-Square (One-tailed), we find that tabulated
value is 7.78 with df = 4 at α = 0.05 is less than the computed value 178.399. Therefore
the null hypothesis is rejected and it is concluded that there is significant effect of
activities given in the textbooks on English language teaching (ELT) methodologies.

4.1.3.3

Research Question 3:

Are the textbooks compatible to the interests

of learners?

Null Hypothesis

(H0)

There is no significant relation between content of the

textbooks and interest of the learners.

Analysis of the Problem
1.

H0:

F0 = Fe

2.

H1:

F0 ≠ Fe

3.

α = 0.05

(Whereas H0 is null hypothesis, H1 is research hypothesis, F0 is observed frequency, Fe is
the expected frequency, α is the level of significance, and df is the degree of freedom.)
4.

The test statistic is Chi Square one-tailed

𝑋2 = ∑

(𝐹𝑜 − 𝐹𝑒 )
𝐹𝑒

(Whereas ∑ is sum, F0 is observed frequency and Fe is the expected frequency)
5.

Decision Rule
Null Hypothesis will be rejected if computed value ≥ tabulated value

They are compatible to the interest of the learners.
Observed N Expected N

Residual

Not at all

68

72.8

-4.8

Less

148

72.8

75.3

Fairly

52

72.8

-20.8

Much

23

72.8

-49.8

Total

291
Table 4.57

Compatible to the Interest of the Learners

Frequency

160
140
120
100
80
60
40
20
0
Observed N

Not at all
68

Less
148

Fairly
52

Much
23

Expected N

72.8

72.8

72.8

72.8

Graph 4.56

Test Statistics
They are compatible to the interest of the learners.
Chi-square

118.086a

df

3

Asymp. Sig.

.000

a. 0 cells (.0%) have expected frequencies less than 5. The minimum expected
cell frequency is 72.8.
Table 4.58

Tabulated Value

=

6.25

Computed Value

=

118.086

Conclusion: Referring to the table of significance for Chi-Square (One-tailed), we find
that tabulated value is 6.25 with df = 3 at α = 0.05 is less than the computed value
118.086. Therefore the null hypothesis is rejected and it is concluded that there is
significant relationship between content of the textbooks and interest of the learners.

4.1.3.4

Research Question 4:

Null Hypothesis

(H0)

Is the layout of the textbooks attractive?

There is no significant relation between layout of the

textbooks and aesthetic sense of the learners.

Analysis of the Problem
1.

H0:

F0 = Fe

2.

H1:

F0 ≠ Fe

3.

α = 0.05

(Whereas H0 is null hypothesis, H1 is research hypothesis, F0 is observed frequency, Fe is
the expected frequency, α is the level of significance, and df is the degree of freedom.)
4.

The test statistics is Chi Square one-tailed

𝑋2 = ∑

(𝐹𝑜 − 𝐹𝑒 )
𝐹𝑒

(Whereas ∑ is sum, F0 is observed frequency and Fe is the expected frequency)

Decision Rule
Null Hypothesis will be rejected if computed value ≥ tabulated value

The layout of the textbooks is attractive.
Observed N Expected N Residual
Not at all

121

97.0

24.0

Less

141

97.0

44.0

Fairly

29

97.0

-68.0

Total

291
Table 4.59

Attractive Layout of the Textbooks

Frequency

5.

160
140
120
100
80
60
40
20
0
Observed N

Not at all
121

Less
141

Fairly
29

Expected N

97

97

97

Graph 4.57

Test Statistics
The layout of the textbooks is attractive.
Chi-square

73.567a

df

2

Asymp. Sig.

.000

a. 0 cells (.0%) have expected frequencies less than 5. The
minimum expected cell frequency is 97.0.
Table 4.60

Tabulated Value

=

4.60

Computed Value

=

73.567

Conclusion: Referring to the Chi-Square table (One-tailed), we find that the tabulated
value is 4.60 with df = 2 at α = 0.05 which is less than the computed value 73.567.
Therefore the null hypothesis is rejected and it is concluded that there is significant
relationship between layout of the textbooks and aesthetic sense of the learners.

4.1.3.5

Research Question 5:

Are the text and visuals used efficiently in

the textbooks?

Null Hypothesis

(H0)

There is no significant effect of use of text and visuals in

the textbooks on teaching and learning of English.

Analysis of the Problem
1.

H0:

F0 = Fe

2.

H1:

F0 ≠ Fe

3.

α = 0.05

(Whereas H0 is null hypothesis, H1 is research hypothesis, F0 is observed frequency, Fe is
the expected frequency, α is the level of significance, and df is the degree of freedom.)
4.

The test statistics is Chi Square one-tailed
𝑋2 = ∑

(𝐹𝑜 − 𝐹𝑒 )
𝐹𝑒

(Whereas ∑ is sum, F0 is observed frequency and Fe is the expected frequency)
5.

Decision Rule
Null Hypothesis will be rejected if computed value ≥ tabulated value

The textbooks indicate efficient use of text and visuals.
Observed N Expected N

Residual

Not at all

105

58.2

46.8

Less

121

58.2

62.8

Fairly

40

58.2

-18.2

Much

20

58.2

-38.2

Very much

5

58.2

-53.2

Total

291
Table 4.61

Use of Text and Visuals
140
120

Frequency

100
80
60
40
20
0

Less

Fairly

Much

Observed N

Not at
all
105

121

40

20

Very
much
5

Expected N

58.2

58.2

58.2

58.2

58.2

Graph 4.58

Test Statistics
The textbooks indicate efficient use of text and visuals.
Chi-square

184.790a

df

4

Asymp. Sig.

.000

a. 0 cells (.0%) have expected frequencies less than 5. The minimum expected
cell frequency is 58.2.
Table 4.62

Tabulated Value

=

7.78

Computed Value

=

184.790

Conclusion: Referring to the table Chi-Square (One-tailed), we find that tabulated
value is 7.78 with df = 4 at α = 0.05 is less than the computed value 184.790. Therefore
the null hypothesis is rejected and it is concluded that there is significant effect of use of
text and visuals in the textbooks on teaching and learning of English.

4.1.3.6

Research Question 6:

Do the teaching and learning tasks in the

textbooks move from simple to complex?

Null Hypothesis

(H0)

There is no significant effect of sequence (simple to

difficult) of tasks given in the textbooks on teaching and learning of English.

Analysis of the Problem
1.

H0:

F0 = Fe

2.

H1:

F0 ≠ Fe

3.

α = 0.05

(Whereas H0 is null hypothesis, H1 is research hypothesis, F0 is observed frequency, Fe is
the expected frequency, α is the level of significance, and df is the degree of freedom.)
4.

The test statistics is Chi Square one-tailed

𝑋2 = ∑

(𝐹𝑜 − 𝐹𝑒 )
𝐹𝑒

(Whereas ∑ is sum, F0 is observed frequency and Fe is the expected frequency)
5.

Decision Rule
Null Hypothesis will be rejected if computed value ≥ tabulated value

Tasks move from simple to complex.
Observed N Expected N

Residual

Not at all

20

58.2

-38.2

Less

71

58.2

12.8

Fairly

131

58.2

72.8

Much

66

58.2

7.8

Very much

3

58.2

-55.2

Total

291
Table 4.63

Tasks moves from Simple to Complex
140
120

Frequency

100
80
60
40
20
0

Less

Fairly

Much

Observed N

Not at
all
20

71

131

66

Very
much
3

Expected N

58.2

58.2

58.2

58.2

58.2

Graph 4.59

Test Statistics
Tasks move from simple to complex.
Chi-square

172.351a

df

4

Asymp. Sig.

.000

a. 0 cells (.0%) have expected frequencies less than 5. The minimum
expected cell frequency is 58.2.
Table 4.64

Tabulated Value

=

7.78

Computed Value

=

172.351

Conclusion: Referring to the table Chi-Square (One-tailed), we find that tabulated
value is 7.78 with df = 4 at α = 0.05 is less than the computed value 172.351. Therefore
the null hypothesis is rejected and it is concluded that there is significant effect of
sequence (simple to complex) of tasks given in the textbooks on teaching and learning of
English.

4.1.3.7

Research Question 7:

Are the cultural sensitivities being

considered in the content of the textbooks?

Null Hypothesis

(H0)

There is no significant effect of cultural sensitivities

considered in the textbooks on teaching and learning of English.

Analysis of the Problem
1.

H0:

F0 = Fe

2.

H1:

F0 ≠ Fe

3.

α = 0.05

(Whereas H0 is null hypothesis, H1 is research hypothesis, F0 is observed frequency, Fe is
the expected frequency, α is the level of significance, and df is the degree of freedom.)
4.

The test statistics is Chi Square one-tailed

𝑋2 = ∑

(𝐹𝑜 − 𝐹𝑒 )
𝐹𝑒

(Whereas ∑ is sum, F0 is observed frequency and Fe is the expected frequency)
Decision Rule
Null Hypothesis will be rejected if computed value ≥ tabulated value

Cultural sensitivities have been considered.
Observed N Expected N Residual
Not at all

41

58.2

-17.2

Less

63

58.2

4.8

Fairly

102

58.2

43.8

Much

80

58.2

21.8

Very much

5

58.2

-53.2

Total

291
Table 4.65

Role of Cultural Sensitivity
120
100

Frequency

5.

80
60
40
20
0

Less

Fairly

Much

Observed N

Not at
all
41

63

102

80

Very
much
5

Expected N

58.2

58.2

58.2

58.2

58.2

Graph 4.60

Test Statistics
Cultural sensitivities have been considered.
Chi-square

95.237a

df

4

Asymp. Sig.

.000

a. 0 cells (.0%) have expected frequencies less than 5. The
minimum expected cell frequency is 58.2.
Table 4.66

Tabulated Value

=

7.78

Computed Value

=

95.237

Conclusion: Referring to the table Chi-Square (One-tailed), we find that tabulated
value is 7.78 with df = 4 at α = 0.05 is less than the computed value 95.237. Therefore the
null hypothesis is rejected and it is concluded that there is significant effect of cultural
sensitivities considered in the textbooks on teaching and learning of English.

4.1.3.8

Research Question 8:

Do the textbooks have appropriate

listening tasks with well defined goals?

Null Hypothesis

(H0)

There is no significant effect of appropriate listening tasks

in the textbooks with well defined goals on teaching and learning of listening skills.

Analysis of the Problem
1.

H0:

F0 = Fe

2.

H1:

F0 ≠ Fe

3.

α = 0.05

(Whereas H0 is null hypothesis, H1 is research hypothesis, F0 is observed frequency, Fe is
the expected frequency, α is the level of significance, and df is the degree of freedom.)
4.

The test statistics is Chi Square one-tailed

𝑋2 = ∑

(𝐹𝑜 − 𝐹𝑒 )
𝐹𝑒

(Whereas ∑ is sum, F0 is observed frequency and Fe is the expected frequency)
5.

Decision Rule
Null Hypothesis will be rejected if computed value ≥ tabulated value

The textbooks have appropriate listening tasks with
well defined goals.
Observed N Expected N Residual
Not at all

278

97.0

181.0

Less

6

97.0

-91.0

Fairly

7

97.0

-90.0

Total

291
Table 4.67

Appropriateness of Listening Tasks
300
250

Frquency

200
150
100
50
0
Observed N

Not at all
278

Less
6

Fairly
7

Expected N

97

97

97

Graph 4.61

Test Statistics
The textbooks have appropriate listening tasks with well defined goals.
Chi-square

506.619a

df

2

Asymp. Sig.

.000

a. 0 cells (.0%) have expected frequencies less than 5. The minimum expected cell
frequency is 97.0.
Table 4.68

Tabulated Value

=

4.60

Computed Value

=

506.619

Conclusion: Referring to the table Chi-Square (One-tailed), we find that tabulated
value is 4.60 with df = 2 at α = 0.05 is less than the computed value 506.619. Therefore
the null hypothesis is rejected and it is concluded that there is significant effect of
appropriate listening tasks in the textbooks with well defined goals on teaching and
learning of listening skills.

4.1.3.9

Research Question 9:

Do the textbooks contain speaking

activities, which ensure meaningful communication?

Null Hypothesis

(H0)

There is no significant relationship between speaking

activities given in the textbooks and meaningful communication done in daily routine
life.

Analysis of the Problem
1.

H0:

F0 = Fe

2.

H1:

F0 ≠ Fe

3.

α = 0.05

(Whereas H0 is null hypothesis, H1 is research hypothesis, F0 is observed frequency, Fe is
the expected frequency, α is the level of significance, and df is the degree of freedom.)
4.

Test Statistics is Chi Square one-tailed

𝑋2 = ∑

(𝐹𝑜 − 𝐹𝑒 )
𝐹𝑒

(Whereas ∑ is sum, F0 is observed frequency and Fe is the expected frequency)

Decision Rule
Null Hypothesis will be rejected if computed value ≥ tabulated value

The developed activities ensure meaningful communication.
Observed N

Expected N

Residual

Not at all

271

145.5

125.5

Less

20

145.5

-125.5

Total

291
Table 4.69

Speaking Activities in the Textbooks

300
250

Frequency

5.

200
150
100
50
0
Not at all
Less

Observed N
271

Expected N
145.5

20

145.5
Graph 4.61

Test Statistics
The developed activities ensure meaningful communication.
Chi-square

216.498a

df

1

Asymp. Sig.

.000

a. 0 cells (.0%) have expected frequencies less than 5. The minimum expected
cell frequency is 145.5.
Table 4.70

Tabulated Value

=

2.71

Computed Value

=

216.498

Conclusion: Referring to the Chi-Square table (One-tailed), we find that the tabulated
value is 2.71 with df = 1 at α = 0.05 is less than the computed value 216.498. Therefore
the null hypothesis is rejected and it is concluded that there is a significant relationship
between speaking activities given in the textbooks and meaningful communication done
in daily routine life.

4.1.3.10

Research Question 10:

Do the reading activities given in the

textbooks facilitate students’ interaction with the text?

Null Hypothesis

(H0)

There is no significant effect of reading activities given in

the textbooks on students’ interaction with the text.

Analysis of the Problem
1.

H0:

F0 = Fe

2.

H1:

F0 ≠ Fe

3.

α = 0.05

(Whereas H0 is null hypothesis, H1 is research hypothesis, F0 is observed frequency, Fe is
the expected frequency, α is the level of significance, and df is the degree of freedom.)
4.

The test statistics is Chi Square one-tailed

𝑋2 = ∑

(𝐹𝑜 − 𝐹𝑒 )
𝐹𝑒

(Whereas ∑ is sum, F0 is observed frequency and Fe is the expected frequency)
5.

Decision Rule
Null Hypothesis will be rejected if computed value ≥ tabulated value

Do the activities in the textbooks facilitate students’ interaction with text?
Observed N

Expected N

Residual

Not at all

43

58.2

-15.2

Less

87

58.2

28.8

Fairly

126

58.2

67.8

Much

32

58.2

-26.2

Very much

3

58.2

-55.2

Total

291
Table 4.71

Reading Activities and Interaction with the Text
140
120

Frequency

100
80
60
40
20
0

Less

Fairly

Much

Observed N

Not at
all
43

87

126

32

Very
much
3

Expected N

58.2

58.2

58.2

58.2

58.2

Graph 4.62

Test Statistics
Do the activities in the textbooks facilitate students’
interaction with text?
Chi-square

161.354a

df

4

Asymp. Sig.

.000

a. 0 cells (.0%) have expected frequencies less than 5. The minimum
expected cell frequency is 58.2.
Table 4.72

Tabulated Value

=

7.78

Computed Value

=

161.354

Conclusion: Referring to the Chi-Square table (One-tailed), we find that tabulated
value is 7.78 with df = 4 at α = 0.05 is less than the computed value 161.354. Therefore
the null hypothesis is rejected and it is concluded that there is significant effect of reading
activities given in the textbooks on students’ interaction with the text.

4.1.3.11

Research Question 11:

Is

the

vocabulary

in

the

textbooks

distributed (simple to complex) across chapters and the whole textbooks?
Null Hypothesis

(H0)

There is no significant effect of distribution of vocabulary

across the chapters/whole textbooks on teaching and learning of English.
Analysis of the Problem
1.

H0:

F0 = Fe

2.

H1:

F0 ≠ Fe

3.

α = 0.05

(Whereas H0 is null hypothesis, H1 is research hypothesis, F0 is observed frequency, Fe is
the expected frequency, α is the level of significance, and df is the degree of freedom.)
4.

The test statistic is Chi Square one-tailed

𝑋2 = ∑

(𝐹𝑜 − 𝐹𝑒 )
𝐹𝑒

(Whereas ∑ is sum, F0 is observed frequency and Fe is the expected frequency)
5.

Decision Rule
Null Hypothesis will be rejected if computed value ≥ tabulated value

There is a good distribution (simple to complex) of vocabulary load across
chapters and whole textbooks.
Observed N

Expected N

Residual

Not at all

16

58.2

-42.2

Less

97

58.2

38.8

Fairly

87

58.2

28.8

Much

88

58.2

29.8

Very much

3

58.2

-55.2

Total

291
Table 4.73

Frequency

Distribution of Vocabulary across the Chapters
100
90
80
70
60
50
40
30
20
10
0

Less

Fairly

Much

Observed N

Not at
all
16

97

87

88

Very
much
3

Expected N

58.2

58.2

58.2

58.2

58.2

Graph 4.63

Test Statistics
There is a good distribution (simple to complex) of
vocabulary load across chapters and whole textbooks.
Chi-square

138.330a

df

4

Asymp. Sig.

.000

a. 0 cells (.0%) have expected frequencies less than 5. The minimum
expected cell frequency is 58.2.
Table 4.74

Tabulated Value

=

7.78

Computed Value

=

138.330

Conclusion: Referring to the table for Chi-Square (One-tailed), we find that the
tabulated value is 7.78 with df = 4 at α = 0.05 less than the computed value 138.330.
Therefore the null hypothesis is rejected and it is concluded that there is a significance
effect of distribution of vocabulary across the chapter/whole textbooks on teaching and
learning English.

4.1.3.12

Research Question 12:

Are forms, meanings and/or functional

aspects of grammatical items focused in the textbooks?

Null Hypothesis

(H0)

There is no significant effect of forms, meanings or

functional aspects of grammatical items on teaching and learning of English.

Analysis of the Problem
1.

H0:

F0 = Fe

2.

H1:

F0 ≠ Fe

3.

α = 0.05

(Whereas H0 is null hypothesis, H1 is research hypothesis, F0 is observed frequency, Fe is
the expected frequency, α is the level of significance, and df is the degree of freedom.)
4.

The test statistic is Chi Square one-tailed
𝑋2 = ∑

(𝐹𝑜 − 𝐹𝑒 )
𝐹𝑒

(Whereas ∑ is sum, F0 is observed frequency and Fe is the expected frequency)
5.

Decision Rule
Null Hypothesis will be rejected if computed value ≥ tabulated value

Do the textbooks focus on form, meaning and/or functional aspects of
the grammatical items?
Observed N

Expected N

Residual

Not at all

32

58.2

-26.2

Less

86

58.2

27.8

Fairly

115

58.2

56.8

Much

55

58.2

-3.2

Very much

3

58.2

-55.2

Total

291
Table 4.75

Functional Aspects of Grammatical Items
120

Frequency

100
80
60
40
20
0

Less

Fairly

Much

Observed N

Not at
all
32

86

115

55

Very
much
3

Expected N

58.2

58.2

58.2

58.2

58.2

Graph 4.64

Test Statistics
Do the textbooks focus on form, meaning and/or functional
aspects of the grammatical items?
Chi-square

133.038a

df

4

Asymp. Sig.

.000

a. 0 cells (.0%) have expected frequencies less than 5. The minimum expected
cell frequency is 58.2.
Table 4.76

Tabulate Value

=

7.78

Computed Value

=

133.038

Conclusion: Referring to the Chi-Square table (One-tailed), we find that the tabulated
value is 7.78 with df = 4 at α = 0.05, and is less than the computed value 133.038.
Therefore the null hypothesis is rejected and it is concluded that there is a significant of
forms, meanings or functional aspects of grammatical items on teaching and learning of
English.

4.1.3.13

Research Question 13:

Are the pronunciations of the words given in

the textbooks learners’ friendly?

Null Hypothesis

(H0)

There is no significant effect of vocabulary complex charts

given in the textbooks on teaching and learning of English.

Analysis of the Problem
1.

H0:

F0 = Fe

2.

H1:

F0 ≠ Fe

3.

α = 0.05

(Whereas H0 is null hypothesis, H1 is research hypothesis, F0 is observed frequency, Fe is
the expected frequency, α is the level of significance, and df is the degree of freedom.)
4.

Test Statistics is Chi Square one-tailed

𝑋2 = ∑

(𝐹𝑜 − 𝐹𝑒 )
𝐹𝑒

(Whereas ∑ is sum, F0 is observed frequency and Fe is the expected frequency)
5.

Decision Rule

Null Hypothesis will be rejected if computed value ≥ tabulated value

The textbooks are learner-friendly with no complex charts.
Observed N

Expected N

Residual

Not at all

22

58.2

-36.2

Less

100

58.2

41.8

Fairly

100

58.2

41.8

Much

55

58.2

-3.2

Very much

14

58.2

-44.2

Total

291
Table 4.77

Frequency

Vocabulary Complex-Charts
100
90
80
70
60
50
40
30
20
10
0

Less

Fairly

Much

Observed N

Not at
all
22

100

100

55

Very
much
14

Expected N

58.2

58.2

58.2

58.2

58.2

Graph 4.65

Test Statistics
The textbooks are learner-friendly with no complex charts.
Chi-square

116.302a

df

4

Asymp. Sig.

.000

a. 0 cells (.0%) have expected frequencies less than 5. The minimum
expected cell frequency is 58.2.
Table 4.78

Tabulated Value

=

7.78

Computed Value

=

116.302

Conclusion: Referring to the table Chi-Square (One-tailed), we find that tabulated
value is 7.78 with df = 4 at α =0.05 is less than the computed value 116.302. Therefore
the null hypothesis is rejected and it is concluded that there is significant effect of
vocabulary complex charts given in the textbooks on teaching and learning of English.

4.1.3.14

Research Question 14:

Are the exercises given in the textbooks

helpful for both under/over achievers in learning English?

Null Hypothesis

(H0)

There is no significant effect of exercises given in the

textbooks on under and over achievers in teaching and learning of English.

Analysis of the Problem
1.

H0:

F0 = Fe

2.

H1:

F0 ≠ Fe

3.

α = 0.05

(Whereas H0 is null hypothesis, H1 is research hypothesis, F0 is observed frequency, Fe is
the expected frequency, α is the level of significance, and df is the degree of freedom.)
4.

Again our test statistic is Chi Square one-tailed

𝑋2 = ∑

(𝐹𝑜 − 𝐹𝑒 )
𝐹𝑒

(Whereas ∑ is sum, F0 is observed frequency and Fe is the expected frequency)
5.

Decision Rule
Null Hypothesis will be rejected if computed value ≥ tabulated value

These help students, who are under/over achievers.
Observed N

Expected N

Residual

Not at all

40

72.8

-32.8

Less

152

72.8

79.3

Fairly

87

72.8

14.3

Much

12

72.8

-60.8

Total

291
Table 4.79

Exercises are Helpful to Uner or Over Achievers

Frequency

160
140
120
100
80
60
40
20
0
Observed N

Not at all
40

Less
152

Fairly
87

Much
12

Expected N

72.8

72.8

72.8

72.8

Graph 4.66

Test Statistics
These help students, who are under/over achievers.
Chi-square

154.595a

df

3

Asymp. Sig.

.000

a. 0 cells (.0%) have expected frequencies less than 5. The minimum
expected cell frequency is 72.8.
Table 4.80

Tabulated Value

=

6.25

Computed Value

=

154.595

Conclusion: Referring to the table Chi-Square (One-tailed), we find that tabulated
value is 6.25 with df = 3 at α = 0.05 is less than the computed value 154.595. Therefore
the null hypothesis is rejected and it is concluded that there is a significant effect of
exercises given in the textbooks on under and over achievers in teaching and learning of
English.

4.1.4 Overall Most and Least favored B & M Standards that are Considered by
the respondents to be present in the Textbooks

To see the impact of the textbooks in relation to Bartlett and Morgan’s standards, the
marked response “very much” by the participants were placed in descendant order.

Rank

Standard

Very Much

Item No.

1.

The textbooks are cost-effective

43.3%

4.1.2.18

2.

The situations created in the dialogues sound

5.8%

4.1.2.24

natural and real.
3.

The language in the textbooks is natural and real.

4.8%

4.1.2.23

4.

The textbooks are learner-friendly with no

4.8%

4.1.2.42

complex charts (Pronunciation of words).
5.

The contents of grammar are achievable.

3.4%

4.1.2.40

6.

Activities in the textbooks can work well with

1.7%

4.1.2.11

1.7%

4.1.2.16

methodologies in English Language Teaching.
7.

The textbooks indicate efficient use of text and

visuals.
8.

Cultural sensitivities have been considered.

1.7%

4.1.2.22

9.

Words are efficiently repeated and recycled across

1.4%

4.1.2.38

the textbooks.
10.

Tasks move from simple to complex.

1.0%

4.1.2.20

11.

Tasks’ objectives are achievable.

1.0%

4.1.2.21

12.

Do the activities in the textbooks facilitate

1.0%

4.1.2.32

students’ interaction with text?
13.

Reading texts are interesting.

1.0%

4.1.2.33

14.

Writing tasks have achievable goals and are as per

1.0%

4.1.2.34

1.0%

4.1.2.36

1.0%

4.1.2.37

1.0%

4.1.2.41

0.7%

4.1.2.10

0.7%

4.1.2.27

learners’ capabilities.
15.

The new words in each lesson are appropriate to
the level of the learners.

16.

There is a good distribution (simple to complex) of
vocabulary load across chapters and whole
textbooks.

17.

Do the textbooks focus on form, meaning and/or
functional aspects of the grammatical items?

18.

The activities in the textbooks can be exploited
fully and can embrace the various methodologies
in English Language Teaching.

19.

The

listening

tasks

according to complexity.

are

efficiently

graded

20.

Does the material of the textbook match to the

0.3%

4.1.2.2

0%

4.1.2.12

specification of the curriculum instructional
objectives?
21.

The textbooks are compatible to the age of the
learners.

22.

They are compatible to the needs of the learners.

0%

4.1.2.13

23.

They are compatible to the interest of the learners.

0%

4.1.2.14

24.

The layout of the textbooks is attractive.

0%

4.1.2.15

25.

The textbooks are durable.

0%

4.1.2.17

26.

Most of the tasks in the textbooks are interesting.

0%

4.1.2.19

27.

The textbooks have appropriate listening tasks

0%

4.1.2.26

0%

4.1.2.28

ensure

0%

4.1.2.30

The speaking activities are balanced between

0%

4.1.2.31

with well defined goals.
28.

The listening tasks are authentic or close to real
language situation.

29.

The

developed

speaking

activities

meaningful communication.
30.

individual, pair work and group work.
31.

Writing tasks are interesting.

0%

4.1.2.35

32.

Do the grammar activities involve the meaningful

0%

4.1.2.39

use of realistic language?
33.

The exercises are learner friendly.

0%

4.1.2.43

34.

The exercises are adequate.

0%

4.1.2.44

35.

The exercises help students, who are under/over

0%

4.1.2.45

achievers.
Table 4.81

The above results show that only one of the standards is perceived to be strongly present
in the current textbooks and vast majority of Bartlett and Morgan’s (1991) standards are
not present in the view of participants.

4.1.5 Analysis of Senior Teachers’ Interviews

The senior teachers between the ages of 60-75 years were interviewed and the questions
given in Appendix-F were asked. The main themes of their responses are as below:
i. They studied the same textbooks when they were students, which they
have taught throughout their careers and these books are still being
taught by present day teachers.
ii. Their teachers did not discuss many units/texts/poems/textbooks because
of a shortage of time, lack of compatibility with level/age/interest of the
learners i.e. ‘The Prisoner of Zenda’, ‘Silence’, ‘Stanzas from an Elegy
written on Country Churchyard’, ‘By Car Across Europe’, ‘Letter’, ‘The
Miracle of Radio’ etc.
iii. They disclosed that they pursued the same practice like their teachers had
done with them.

iv. They expressed their point of view as per their knowledge and
experience of teaching that the textbooks were neither useful for the
learners of the past nor for the learners of our present era of technology.

4.1.6 Analysis of a Writer and a Reviewer Interviews

Two people (An administrator & a writer/reviewer) from STBBJ were interviewed and
the questions given in Appendix-F were posed. They responded that present textbooks
are not designed as per directions given in the NELC-2006. The process of up-gradation
or changing of textbooks is in progress; tasks are given to different institutes and
hopefully expect that we will launch the new one from the next session. They also
admitted that the textbooks in use are not up to the required standards of our present era
of technology, the pedagogic and learning practices of modern times and contemporary
developments going on around the world.

4.2

Content Analysis

In this section, the actual contents of English textbooks prescribed by the Sindh Textbook
Board for the learners of Intermediate/HSS level were critically analyzed. For this
purpose, textbooks prescribed by the Sindh Textbook Board during the past years were
grouped in equal periods of 20 years i.e. textbooks in the year 2012, in the year 1992, the
year 1972 and in the year 1952. First the contents of the textbooks were compared during
the past years and then the contents of present textbooks were analyzed while keeping in

view, Bartlett & Morgan’s Standards, the National English Language Curriculum as well
as with the checklist given in the National curriculum of English language for grade I &
XII (2006) on p-163 (Appendix-H).

4.2.1

Intermediate English Book One for Class XI

4.2.1.1

Introduction
Intermediate English Book One (Title page, see Appendix-K) was analyzed, the

edition under consideration was published in June, 2012 (Back page see Appendix-L). Its
price is 57 Pakistani rupees. It is approved by the National Review Committee Ministry
of Education Islamabad (Appendix-K). The textbook is adopted from “An Intermediate
English Course for Adult Learners” written by D.H Spencer and A. S. Hornby in 1956.
The book is edited by Abdul Fahim Noonari, under supervision of Abdul Salam
Khowaja, Chairman Sindh Textbook Board Jamshoro. This is the sole textbook
prescribed by the textbook board for Intermediate Examination by the Board of
Intermediate and Secondary Education, Karachi, Hyderabad, Larkana, Mirpurkhas and
Sukkur. This book was prepared under the aegis of the Education Commission’s Reforms
Implementation Unit, Ministry of Education, Government of Pakistan, and Islamabad in
1948. The members of the Panel of writers of the textbook are listed in Appendix-J. The
textbook is divided into 14 reading-texts with comprehension questions, glossary and
rules of punctuation at the end. The textbook has 207 pages. The purpose behind the
arrangement of reading-texts is to practice students in various types of reading skills
(written in the preface of the textbook).

4.2.1.2

The Textbook and B & M Standards

The textbook’s content were critically analyzed, while keeping in view the standards
established by the Bartlett and Morgan to evaluate textbooks used for teaching of English
to college students, who are learning English as second/third/foreign languages as
discussed in chapter two (See 2.22.2), three (See 3.6) and appendix-A.
This textbook has reading-texts with comprehension questions at the end of each text; the
purpose is to improve reading skills of the learning as mentioned in the preface of the
textbook. Numbers of words with the same meaning and, grammatical terms are also
introduced to enhance learners’ vocabulary. Exercises consist of filling in the blanks and
the use of proper verbs are also included at the end of each text, but, as per B & M
standards, the following points are the weak and strong areas of the textbook:
i. Activities in the textbook cannot work well with all methodologies in ELT.
ii. Only a few of the reading-texts i.e. Pakistan Zindabad, Birkenhead Drill, My
Bank Account, and Wolves of Cernogratz etc have attraction for the learners but
most of the texts have outdated information.
iii. The cost of the textbook is very reasonable but at the same time the layout is not
attractive, as it has no visuals.
iv. The reading-texts are in a very good sequence moving from easy to difficult. The
language and situations seem real and natural but have no attraction for the
learners.
v. No listening and speaking activity is included in the textbook.

vi. Writing tasks are given at the end of each reading-text but are not as per the needs
or levels of the learners and, as such are unachievable.
vii. Vocabulary distribution across the chapters is excellent but is not efficiently
recycled.
viii.

Excellent grammar exercises are introduced at the end of each reading-text

and focus is on the functional aspects of grammatical items.
ix. There are no such words, which could be difficult to pronounce.
x. The exercises are adequate.
4.2.1.3

The Textbook and NCEL-2006

The textbooks are curriculum determinant (See 2.13.2) and it is true the textbooks are
very determinant in Pakistan. Therefore the researcher compared the textbook with the
latest National Curriculum (2006), he found following strengths and weaknesses in the
textbook.

4.2.1.3.1

Competencies

The text and activities given in the textbook are helpful for improving vocabulary and for
the reading, thinking and writing skills of the learners but the standards and the
benchmarks fixed in NCEL-2006 for expected SLO (Students Learning Outcomes) are
missing. At the same time no activity is present to achieve the competency of oral
communication skills, Moreover no reading-text has material related to ethical and social
development competency.

4.2.1.3.2

Themes and Sub-themes

The themes and sub-themes are also mentioned in the NCEL-2006 (2.14) which should
be covered in the textbook content. The themes or the sub-themes covered or missing are
as under:
i. The reading-texts related to character building/austerity, respect for
Pakistani values & others, tolerance, humanism, equality between groups
and

nations,

handling/sharing

responsibilities,

conflict

resolution,

understanding international cultural diversity, the world, rise of nations
through national pride, appreciation and preservation of nature, gender
inequality detrimental to society, environment & health, population
growth & its implication, tourism, its impact on society, choosing career,
dignity of labor, media skills and communication, participatory
citizenship, prevention from crimes, youth’s role in prevention of drug
abuse, related diseases (HIV, AIDS, hepatitis) are not included in the
textbook.
ii. The reading-texts related to technology (Miracle of Radio), crises
awareness & management, role of youth in crises management
(Birkenhead Drill), festivals and cultural events (Letters), role models
(Pakistan Zindabad), travel & transport (By car across Europe) and
participatory citizenship (Science & Society and Hostile Witness) are
somehow present but a little out-dated, and not up to required levels of
competencies, standards and benchmarks fixed in the NCEL-2006.

4.2.1.4 Comparison of the Textbook with the Checklist given in NCEL-2006

In NCEL-2006 a checklist is included for writers, reviewers and teachers for evaluation
of textbook material. As per standards fixed to maintain quality the following could be
the weak and strong areas of the textbook:
i. The textbook material’s relation with set goals in the curriculum, teachers’
guide, standards about layout, illustrations, suggestions for further reading,
authentic & up to date content, content related to needs, age & level of
understanding of students, current issues/problems/happenings, variety of
assessment strategies, and sample tests etc are missing.
ii. Consistent

format

of

activities,

glossary/vocabulary

index,

exercises/activities encouraging thinking and being creative are somewhat
present in the textbook.

4.2.2

Intermediate English Book Two for Class XII

4.2.2.1

Introduction
Intermediate English Book Two (Title page, see Appendix-M) also underwent

content analysis. The edition under consideration was published in June, 2012 (Back page
see Appendix-N). Its price is 40.35 Pakistani rupees. It is also approved by the National
Review Committee Ministry of Education Islamabad (Appendix-N). The textbook is
edited under supervision of Prof. Abdul Salam Khowaja, the Chairman of the Sindh
Textbook Board, Jamshoro. The members of the Panel of writers of the textbook are

listed in Appendix-O. This is the sole prescribed textbook for Intermediate Examination
by the Board of Intermediate and Secondary Education, Karachi, Hyderabad, Larkana,
Mirpurkhas and Sukkur. The textbook is divided into 10 reading-texts with
comprehension questions, compositions, vocabulary for study, and sentences for
translation. The textbook has 143 pages.

4.2.2.2

The Textbook and B & M Standards

The textbook’s content was critically analyzed, while keeping in view the standards
established by Bartlett and Morgan to evaluate textbooks used for teaching of English to
college students, and learning English as a second/third/foreign language mentioned in as
discussed chapter two, three and also in the Appendix-A.

This textbook has reading-texts with comprehension questions at the end of each text, the
purpose is not mentioned anywhere in the textbook. Phrasal words are given at the end of
each text to enhance students’ vocabulary. Compositions are included to improve writing
skills, and translation sentences are also present to improve the communication skills of
the students; but as per B & M’s standards the following are the weak and strong areas of
the textbook:
i. The limited activities given in the textbook cannot work well with all
methodologies in ELT.
ii. A few of the reading-texts i.e. Twenty Minutes with Mrs. Oakentubb, Act III of
Silver Box, and The Devoted Friend have some attraction for the learners, while

other reading-texts have philosophical thoughts and students often express boring
feelings in relation to the latter texts.
iii. The cost of the textbook is reasonable.
iv. The layout is not attractive.
v. The text is without visual presentation of ideas.
vi. No sequence (easy to difficult) is followed; easy and difficult reading-texts are
arranged randomly.
vii. The language seems artificial, not the real/natural one.
viii.

No listening or speaking activity is included in the textbook.

ix. Writing tasks are given at the end of the each text and may be needed by the level
but they are higher than the needs of the learners.
x. Vocabulary distribution is good but not recycled.
xi. Instead of grammar exercises translation sentences are added, to improve
language comprehension of the students.
xii. There are no words with difficult pronunciation.
xiii.

4.2.2.3

The exercises are not adequate.

The Textbook and NCEL-2006

The textbooks are curriculum determinant (2.13.2). Therefore textbooks’ contents were
compared and analyzed with NCEL-2006 and following strengths and weakness are
found in the textbooks.

4.2.2.3.1

Competencies

The text and activities given in the textbook are useful for improving vocabulary,
reading, thinking and writing skills of the learners but do not meet standards and the
benchmarks fixed in NCEL-2006 for expected SLO. One of the reading-texts “Devoted
Friend” has material related to ethical and social development competency.

4.2.2.3.2

Themes and Sub-themes

The themes and sub-themes are also mentioned in the NCEL-2006 (2.18.3) which should
be covered in the textbook content. The themes or the sub-themes covered or missing are
as following:
i. The reading-texts relating to: respect for values of other nations,
technology, crises awareness, tolerance, humanism, equality between
groups and nations, handling/sharing responsibilities, role models
festivals and cultural events conflict resolution, understanding
international cultural diversity, travel & transport in the world,
appreciation and preservation of nature, gender inequality detrimental
to society, environment & health, population growth & its implication,
participatory citizenship, tourism, its impact on society, choosing
career, dignity of labor, media skills and communication, participatory
citizenship, prevention from crimes, youth’s role in prevention of drug

abuse, related diseases (HIV, AIDS, hepatitis) are not found in the
textbook.
ii. The reading-texts related to character building (The Devoted Friend),
respect for Pakistani culture and values/rise of nations through national
pride (Reflections on the Re-awakening of the East), are somewhat
present but a little out-dated, and not up to the required levels of
competencies, standards and benchmarks fixed in the NCEL-2006.

4.2.2.4 The Textbook and the Checklist given in NCEL-2006

In NCEL-2006 a checklist (Appendix-H) is included for writers, reviewers and teachers
for the evaluation of textbook material. As per standards fixed to maintain quality, the
following are the weak and strong areas of the textbook:
i. The textbook material’s relation with set goals in curriculum, teachers’
guide, standards about layout, illustrations, suggestions for further
reading, authentic & up to date content, content related to needs, age &
level

of

understanding

of

students,

current

issues/problems/happenings, variety of assessment strategies, and
sample tests etc are missing.
ii. Consistent format of activities, glossary/vocabulary index, use of
phrasal verbs exercises/activities encouraging thinking, translation and
being creative are somewhat present in the textbook.

4.2.3

Selection from English Verse for Classes XI & XII

4.2.3.1

Introduction

Selection from English Verse (Title page, see Appendix-P) was also analyzed. The
edition under consideration was published in May, 2013 (Back page see Appendix-Q)
with approval of the Education Department as the sole Textbook for Classes XI-XII. It is
revised by the National Committee for review of Textbooks. It is edited by D.Y. Morgan
and manuscript was revised by F.D. Douglas, Editor of the National Book Foundation.
The list of members of the committee who prepared this anthology is in Appendix-R.
This is the sole textbook prescribed for Intermediate Examination by the Board of
Intermediate and Secondary Education, Karachi, Hyderabad, Larkana, Mirpurkhas and
Sukkur. The textbook is divided into two parts, each part consists of 11 poems. The
teachers are supposed to teach part-1 in class XI and part-2 in class XII. At the end of
each poem a glossary and information about the poet and notes about the poem are added.
The textbook has 105 pages and its price is 33.75 Pakistani rupees. No objective/purpose
of teaching this text is written on any page of the textbook.

4.2.3.2

The Textbook and B & M’s Standards
i. No activity is given in this textbook.
ii. Poems are of little attraction to the students.
iii. The price is reasonable but is without visual presentation of the text.
iv. The sequence of the poems is logical (easy to difficult).

v. The language is real and natural but more or less old/middle English is
used.
vi. No listening or speaking or writing activity is included in the text.
vii. Vocabulary distribution across the book is good but is not efficiently
recycled.
viii.

No activity is present to teaching functional aspects of grammar

items.

4.2.3.3

The Textbook and NCEL-2006

The textbooks are curriculum determinant (2.13.2) and it is quite true in Pakistan.
Therefore, the researcher compared the textbook with the latest National Curriculum
(2006) and he found following strengths and weaknesses in the textbook.

4.2.3.3.1

Competencies

The poems given in the textbook are helpful for improving vocabulary, reading, thinking
and analyzing skills of the learners but do not meet the standards and benchmarks
mentioned under each competency in NCEL-2006 for expected SLO. Moreover no
activity is including for achieving competencies like oral communication and writing
skills. But a number of poems have material related to ethical and social development
competency.

4.2.3.3.2

Themes and Sub-themes

The themes and sub-themes mentioned in the NCEL-2006 (2.14), which should be
covered in the textbook content to achieve desired SLO. The themes or the sub-themes
covered or missing are as under:
i. The poems related to equality between groups/nations, Pakistani values,
humanism, understanding international cultural diversity, the world,
gender inequality detrimental to society, environment and health,
population growth & its implication, tourism, choosing career, dignity of
labor, media skills and communication, participatory citizenship,
prevention from crimes, youth’s role in prevention of drug abuse, related
diseases (HIV, AIDS, hepatitis), technology, crises awareness &
management, role of youth in crises management, travel and transport are
not incorporated in the textbook.
ii. The poems related to character building (The Character of a Happy Life,
Abou Ben Adhem, The Man of Life Up-right etc), Values/customs of other
(Under the Greenwood Tree, The Abbot of Canterbury, Lines from the
Deserted Village, and Lines from Endymion etc), tolerance (The Toys, I
had reached your Doorsteps), conflict resolution (The Abbott of
Canterbury), rise of nations through national pride (Lines from Samson
Agonists, and Lines from Ulysses), appreciation and preservation of nature
( lines from the Deserted Village, Sonnet Composed upon Westminster

Bridge), festivals and cultural events (Lines from Samson the Agonists,
The Deserted Village), role model (Abou Ben Adhem, The Lost Star), and
participatory citizenship (The Incident of the French Camp) are somewhat
present but not clear and up to the required levels of the stated
competencies, standards and benchmarks fixed in the NCEL-2006.

4.2.3.4 The Textbook and the Checklist given in NCEL-2006

In the NCEL-2006 a checklist (Appendix-H) is included for writers, reviewers and
teachers for evaluation of textbooks’ content and other required material. As per
standards given in the checklist for quality assurance of the textbooks, the following are
the weaknesses and strengths of the textbook:
i. The textbook material’s relation with set goals in curriculum, teachers’
guide, standards about layout, illustrations, suggestions for further reading,
authentic & up to date content, content related to needs, age & level of
understanding of students, current issues/problems/happenings, variety of
assessment strategies, consistent format of activities, and sample tests etc
are missing.
ii. Glossary/vocabulary index and text encouraging imaginative thinking is to
a degree present in the textbook.

4.2.4

Two One Act Plays for Classes XI & XII

4.2.4.1

Introduction

Two One Act Plays for Classes XI & XII (Title page, see Appendix-O) is prescribed as
the sole Textbook for the Intermediate Examination by the Board of Intermediate and
Secondary Education Karachi, Hyderabad, Larkana, Mirpurkhas and Sukkur and is
approved by the National Review Committee, Ministry of Education Islamabad
(Appendix-P). Its price is 23.15 Pakistani rupees. It is edited by D. Y. Morgan.
Permission is taken from the original publishers (Appendix-Q) of the plays for
republishing of these texts for intermediate students; the process of editing, getting
permission and republishing is accomplished under the supervision of Qadir Bux Rind,
Chairman of Sindh Textboard, Jamshoro. The textbook has two one act plays i.e. The
Count’s Revenge and Progress. No objective/purpose of teaching this text is written on
any page of the textbook.

4.2.4.2

The Textbook and B & M Standards
i. There is no activity given in the textbook.
ii. The plays have attraction for the learners because of suspense.
iii. The price is reasonable but without visual presentation of the text.
iv. The language used is real, natural and simple in required sequence and the
vocabulary is recycled efficiently.
v. No listening/speaking/writing activity is included in the textbook.
vi. There is no activity related to functional aspects of grammar items.

4.2.4.3

The Textbook and NCEL-2006

The textbook was compared with the latest National Curriculum (2006) and following
strengths and weaknesses are observed:

4.2.4.3.1

Competencies

The plays can promote/improve vocabulary, reading, thinking and analyzing skills of the
learners but as the exercises and guidelines for teachers are not given, therefore
achievement of fixed standards and benchmarks under competency is not possible.
Moreover there is no activity in the textbook for achievement of competencies like oral
communication and writing skills. But through the text of the plays ethical and social
development competency can be achieved.

4.2.4.3.2

Themes and Sub-themes

The themes and sub-themes mentioned in the NCEL-2006 (2.18.3), which should be
covered in the textbook content to achieve desired SLO. The themes or the sub-themes
covered or missing are as under:
i. The text relate to equality between groups/nations, Pakistani values,
understanding international cultural diversity, the world, gender inequality
detrimental to society, environment and health, population growth and its
implication, tourism, choosing career, dignity of labor, media skills and

communication, participatory citizenship, prevention from crimes, youth’s
role in prevention of drug abuse related diseases (HIV, AIDS, hepatitis
etc), technology, crises awareness & management, role of youth in crises
management, travel and transport, character building, values customs of
other, tolerance (The Count’s Revenge & Progress), conflict resolution
(The Count’s Revenge & Progress), rise of nations through national pride,
appreciation and preservation of nature, festival & cultural events and
participatory citizenship are missing.
ii. The text relates to humanism (Progress), and role models (The Count’s
Revenge) and therefore these themes are partially covered but not clearly
enough and up to the required levels of the competencies, standards and
benchmarks fixed in the NCEL-2006.

4.2.4.4 The Textbook and the Checklist given in NCEL-2006

In the NCEL-2006 a checklist (Appendix-H) is included for writers, reviewers, and
teachers for evaluation of the textbooks’ content and other required material. As per
standards given in the checklist for quality assurance of the textbooks the following
weaknesses and strengths are observed:
i. The textbook material’s relation with set goals in curriculum, teachers’
guide, standards about layout, illustrations, suggestions for further reading,
authentic & up to date content, content related to needs, age & level of
understanding of students, current issues/problems/happenings, variety of

assessment strategies, consistent format of activities, and sample tests etc
are missing.
ii. Glossary/vocabulary index given at the end of plays are quite helpful for
improving vocabulary of the learners.

4.2.5

The Prisoner of Zenda for Classes XI & XII

4.2.5.1

Introduction

The prisoner of Zenda for Classes XI & XII (Title page see Appendix-R) is prescribed as
the sole Textbook for the Intermediate Examination by the Board of Intermediate and
Secondary Education Karachi, Hyderabad, Larkana, Mirpurkhas and Sukkur and is
approved by the National Review Committee, Ministry of Education Islamabad
(Appendix-S). Its price is 43.45 Pakistani rupees. It is edited by D. Y. Morgan and is
supervised by Prof. Abdul Salam Khwaja, chairman of the STBJ (Appendix-T). The
textbook is a novel consisting of 132 pages. The novel is divided into 20 chapters, and all
chapters are having new events. The meaning of the new words or phrases, summaries of
the chapters and detail of the imaginary city (Ruritania) is added at the end of the text. No
objective/purpose of teaching this text is written on any page of the textbook.

4.2.5.2

The Textbook and B & M’s Standards
i. No activity is given in the textbook.
ii. The novel has attraction for the readers because of the suspense in the
story.
iii. The price is reasonable but is without visual presentation of the text.
iv. The language used is real, natural and simple.

4.2.5.3

The Textbook and NCEL-2006

The textbook/novel was compared with the latest National Curriculum (2006) and
following strengths and weaknesses are observed:
4.2.5.3.1

Competencies

The novel can promote/improve vocabulary, reading, thinking and analyzing skills of the
learners but as the exercises and guidelines for teachers are not given, therefore
achievement of fixed standards and benchmarks under competencies is not possible.
Moreover there is no activity in the textbook/novel for achievement of competencies like
ethical & social development, oral communication and writing skills.

4.2.5.3.2 Themes and Sub-themes
i. The text’s relationship to equality between groups/nations, Pakistani
values, understanding international cultural diversity, the world, gender
inequality detrimental to society, environment and health, population
growth and its implication, tourism, choosing career, dignity of labor,
media skills and communication, participatory citizenship, prevention
from crimes, youth’s role in prevention of drug abuse related diseases
(HIV, AIDS, hepatitis etc), technology, crises awareness & management,
role of youth in crises management, travel and transport, character
building, tolerance, conflict resolution, rise of nations through national
pride, appreciation and preservation of nature, festival & cultural events
and participatory citizenship are missing.
ii. The text does relate to values and customs of others in a minor way.

4.2.5.4 The Textbook and the Checklist given in NCEL-2006

i. The textbook material’s relation with set goals in curriculum, teachers’
guide, standards about layout, illustrations, suggestions for further
reading, authentic & up to date content, content related to needs, age &
level

of

understanding

issues/problems/happenings,

variety

of
of

students,

current

assessment

strategies,

consistent format of activities, and sample tests etc are missing.
ii. Glossary/vocabulary index given at the end of the novel are arguably
helpful for improving the vocabulary of the learners.

4.2.6 The Researcher’s Personal Observations/Point of View

The researcher has been attached with the teaching profession for the than twenty years
and is teaching the same prescribed textbooks as discussed above in a privately organized
intermediate college. He has observed the feelings & expressions of the students, and
heard the students and their parents’ comments; that “we read these textbooks, when we
were at school, and now our children are reading them!”, “everything in the world is
changed but the content of the textbooks is still the same”. In my experience of teaching
in Pakistan’s schools and through over 20 years of observing and listening to students it
is clear that the textbooks are have a focus on the reading and writing skills while the
other two basic language learning skills – listening and speaking are totally ignored.

CHAPTER FIVE

SUMMARY, FINDINGS, CONCLUSIONS AND
RECOMMENDATIONS

In the first chapter, the problem of the study was stated. In the second chapter, the
relevant literature in relation to textbook evaluation and specific context of textbooks in
ELT pedagogy was reviewed. In chapter Three, the research methodology of the study
was outlined. In the fourth chapter, the collected data and textbooks contents were
analyzed and the results of the study were set forth. In the present chapter, the summary,
findings, conclusions and recommendations of the study will be presented.

5.1

Summary

The primary purpose of the study was to measure the impact of English language
textbooks at intermediate or Higher secondary level in Sindh by using the B & M (1991)
standards. The sample of the study was comprises of experts and the teachers teaching
English at this level. The respondents, (experts and teachers) were further divided into
sub-categories, the writers and the reviewers, and the teachers teaching in public and
private intermediate colleges/higher secondary schools in eighteen towns of Karachi,
Sindh. The sample consisted of two experts; a writer and a reviewer and 291respondents
in total including publicly, privately employed professionals, males and females;
intermediate colleges and higher secondary schools. Fourteen null hypotheses were

formed. The data was collected through a survey. A questionnaire adopted from a
checklist developed by Bartlett and Morgan (1991) to evaluate English language
textbooks at college level for students learning English as a second/third/foreign language
was carefully constructed. The questionnaire consisted of fourteen areas and forty five
(45) items were used for data collection. The validity and reliability of the questionnaire
was duly assured through the review of literature pilot study and through the adopted
reliability formula (Appendix-E). The specific hypotheses were tested through ChiSquare test of significance. The comments of experts and the researchers personal
observations while teaching and collecting data were considered to draw conclusions and
giving recommendations.

5.2

Findings

5.2.1 Item Wise Findings

For better understanding about considerations given to the B & M Standards in the
English language textbooks for intermediate/HSSC/A’ level students, the items of filled
questionnaire by the teachers was item wise analyzed and as the respondents gave varied
responses as per their perception/understanding/knowledge, therefore simple majority
opinion was focused. The critical analysis and findings are as under:
a. The textbooks are principal repositories of standard knowledge that relates to the
official curriculum. 80 to 90 percent time of teachers and students is squandered
with textbooks and most of the decisions taken by the teachers are also based on

the textbooks (Sadker & Zittleman, 2002). It means the teachers are using
different methods/techniques to teaching, but in the present research 41.1%
respondents marked that the activities in the textbooks can be ‘fairly exploited’
and can embrace the various methodologies in ELT (See 4.1.2.10/11) but as per
the researcher teaching experience, the textbooks contents and activities should be
designed in such a way that various ELT pedagogies can be implied in the
classroom. This type of flexibility present in the contents and activities will
increase the impact of the textbooks and making teaching and learning process
easier.
b. The interest of the learners in the reading texts changes with the age (Cook,
2001), if the contents and activities given in the textbook will be compatible with
the age of the learners, then they will interest and will take part actively in the
classroom activities. But in the present research study 45.7% of respondents
disclosed that the textbooks are ‘fairly compatible’ to the age of the learners (See
4.1.2.12). On the other hand 45.4% of respondents also declared that the
textbooks are ‘fairly compatible’ to the interest of the learners (See 4.1.2.13). The
textbooks recommended for any level of the learners should be designed in such a
way that the content should be according to the psychological need of the learners
(Brown & Roger, 2002).
c. In response to the question related to the relation between content and learners
needs, 50.9% of respondents were of the opinion that the textbooks prescribed by
STBBJ for the students of 12th grade are ‘less compatible’ to the needs of the

learners (See 4.1.2.14). Colorful and attractive matter attracts the attention of the
readers/learners (Canniveng & Martinez, 2003).
d. In response to the question related to the layout of the textbooks, 48.5%
respondents gave their opinion that the layout of the textbooks less attractive or
having no attraction at all (See 4.1.2.15). If we see the textbooks recommended by
STBBJ for 12th grade students, we find them very simple, which for full of text
only with any colorful image or picture.
e. In response to the question related to the visual present in the textbooks, 41.6%
respondents marked that the text and visuals are less effectively used in the
textbooks (See 4.1.2.16). As student highly depend on the textbooks and spend
80-90% of their academic time with textbooks, therefore the durability has prime
concern.
f. In response to the question related to the durability of the textbooks, 35.7%
teachers opined that the textbooks are fairly durable (See 4.1.2.17). While fixing
the price of textbooks, economic condition of learners belonging to different
status should be given due consideration (Colman, 2011).
g. In response to the question related to cost-effectiveness, 43.3% respondents gave
high remarks (very much) about cost-effectiveness of the textbooks (See
4.1.2.18). The responses of the respondents are indicating that prices of the
textbooks are quite reasonable. The task given to the learners should interesting
and should be designed in such a way that the learners get confidence (Carter &
Nunan, 2001).

h. In response to the questions posed in the questionnaire related to the tasks, 56.7%
respondents declared that the tasks in the textbooks are less interesting (See
4.1.2.19), 45.0% respondents gave their opinion that the tasks fairly move from
simple to complex (See 4.1.2.20) and 39.2% respondents pointed out that tasks
objectives are fairly achievable (See 4.1.2.21 & also 2.13.4.4). The researcher as a
teacher of 12th grade has observed that because of the sequence (not moving from
easy to difficult) of the tasks learners interest is affected and sometimes they
come dejected when they find tasks beyond their abilities. The situation results in
lack of interest and confidence. Pakistan is a country where people religious and
cultural sensitivities are at the top. Parents of some typical areas do not allow their
children to attend a school where teachings are contrasted with their cultural
concepts. Learners should be provided the information about other cultures
(Brogger, 2002 & see 2.13.4.6.2).
i. In response to the questions related to the culture, 35.1% respondents marked that
fair consideration is given to the cultural sensitivities (See 4.1.2.22). This
percentage and the chosen option indicate that the contents of the textbooks are
having contradiction with the culture of the learners. But Risager (2009) says that
objectives for work with cultural issues in foreign language education have been
to develop the students’ attitudes towards other countries and cultures. The idea
suggests that while teaching a foreign language culture of others should also be
included because it inculcates tolerance and respect for other cultures. But the
editors or the compilers have to consider and tackle both the ideas at a time.
Artificially created language affects on the interest of the students (Francis, 2005).

j.

In response to the question related to the use of language in the prescribed
textbooks 30.6% respondents were having opinion that the language of the
textbooks is fairly natural and real (See 2.1.2.23). As students in Pakistan are
learning English as a second or third or sometimes as a forth language therefore
the text/contents produced or compiled must have simple and real language, as
real and simple language have positive effects on the learning of the students (Gu,
2003).

k. In response to another question related to the situation created, 43.0% respondents
were having opinion that the situation created in the dialogues sound fairly natural
and real (See 2.1.2.24). This percentage and the chosen option indicate the verse
situation present in the contents in case of use of language and situation created.
This could be the reason behind the learners’ lack of interest in the language
learning programs offered in the situation. A language is learnt by listening,
speaking, reading and writing (Hyland, 1996).
l. In response to the question related to listening skills, a large majority (92.8%) of
the marked no in response to the question related to presence of listening
activities in the textbooks (See 2.1.2.25). While listening skill is considered the
most important skill in learning a language (Cook, 2001).
m. In response to another question related to a further skill, presence of speaking
activities in the textbooks most of the respondents (93.8%) marked no, meaning
there no activity in the textbooks which could be used to improve speaking skills
of the learners (See 2.1.2.29). This indicates the learners do not find such
activities which could them improve their speaking skills. Responses related to

other skills which are important for learning a language, 43.3% respondents gave
their opinion that the reading activities given in the textbooks fairly facilitate
learners’ interaction with the text (See 2.1.2.32), 44.7% respondents opined that
reading-texts are less interesting (See 2.1.2.33).
n. In response to the question related to the writing tasks given in the textbooks
33.0% & 32.6% respondents marked the tasks have fairly or less achievable goals
and vis-a-vis as per capabilities of the learners (See 4.1.2.34). But linguists have
given much importance to these skills for learning a language (see 2.13.4.5). In
response to one more question related to writing tasks 43.3% marked the tasks
less interesting (See 4.1.2.35). Ashraf (2006) has indicated that the students of
12th grade do not have vocabulary of 1500 words and if they know some words
then they are able to use those words in their everyday life.
o. In response to the question related to vocabulary or the new words introduced in
the textbooks, the respondents gave mixed response but the majority marked
‘much’ (See 4.2.1.36).
p. In response to the question related to distribution of new words load across the
chapters 33.3% marked ‘less’ while 30.2% marked ‘much’ (See 4.1.2.37) and
44.3% respondents responded that the words are fairly repeated and recycled
across the textbooks (See 4.1.2.38). The research as teacher has observed in his
career that some texts have very simple vocabulary and some units consists such
difficult words which learners are unable to pronounce. Although grammar
teaching approach is not appreciated during the present era but still it importance
cannot ignored while teaching English as a second/foreign language to the

students of 12th grade in Pakistan. In response to the question related to the
grammar activities, 39.9% respondents opined that the grammar activities involve
the meaningful use of realistic language (See 4.1.2.39).
q. In response to question related to contents of grammar 35.7% & 35.4%
respondents responded that the contents of the grammar are much or fairly
achievable (See 4.1.2.40) and 39.5% respondents marked that forms, meanings or
functional aspects of grammatical items are fairly focused in the textbooks (See
4.1.2.41). The used options and percentage is indicating verse situation in
Pakistan. For clear and comprehendible communication learners need to learn
words with exact pronunciation.
r. But in response to the question related to the words’ pronunciations 34.4%
responded that the textbooks are less/fairly friendly with no complex charts (See
4.1.2.42). 35.4% respondents marked exercises given in the textbooks less
learners’ friendly (See 4.1.2.43), while 37.1% respondents marked exercises given
in the textbooks are fairly adequate for learning of English (See 4.1.2.44),
moreover 52.2% respondents marked exercises given in the textbooks are less
helpful for both types of learners i.e. under achievers and over achievers (See
4.1.2.45).
s. In response to other questions related to the age, academic qualification,
professional qualification, teaching experience, attending workshops on textbooks
evaluation, recommending a grammar book for grammar learning and information
about the National Language Curriculum for English.

t. It is found from the data that the majority of teachers teaching English in the
sample are of the ages between 31-40 years (See 4.1.1.3), academic qualifications
are M.A.s (English, Literature/Language) (See 4.1.1.4), majority of respondents
are working without professional qualifications (See 4.1.1.5), 31.61% and 31.27%
of respondents have 5 or 10 years experience respectively (See 4.1.1.6), 90.03%
of respondents have never attended any workshop about textbooks’ evaluation
(See 4.1.17), a large majority (92.44%) is without experience of textbook’s
evaluation (See 4.1.1.8), most of the teachers (63.23%) are teaching grammar
without any prescribed grammar book (See 4.1.1.9) and 64.6% of teachers have
not seen or read the objectives for teaching English as mentioned in the National
Curriculum (See 4.1.2.1).

5.2.2 Findings from Hypotheses

All the fourteen hypotheses were rejected and it is concluded that almost all areas
included in the questionnaire adopted from the B & M checklist have direct concern with
teaching and learning of English. As per results of the hypotheses, the areas directly
affecting teaching and learning of English are as under:
a. Activities given in the textbooks have direct effects on ELT methodologies (See
4.1.3.2), because teachers need to choose teaching method as per demand of the
activity given in the textbooks.

b. There is a direct relation between content of the textbooks and interest of the
learners (See 4.1.3.3).
c. There is direct relation between layout of the textbooks and aesthetic sense of the
learners (See 4.1.3.4), layout of the book attract people and it has come to
researcher experience that sometimes people purchase books only because of the
attractive layout and pictures present it.
d. The text and visuals given in the textbooks directly affect on the teaching and
learning of English (See 4.1.3.5). Sometimes text present in a book becomes
difficult for the learners but if illustration of the text is present in the textbook
sometimes learners understand the text by themselves with guideline provided by
the teachers.
e. The sequence (easy to complex) of the tasks given in the textbooks directly affect
on teaching and learning of English (See 4.1.3.6). If learners find a text which is
simple related to their previous learning, then they get confidence and accomplish
the tasks given in the textbooks easily but if they find some difficult text in the
beginning then they become dismayed and find all the tasks quite difficult.
f. The cultural sensitivities included in the textbooks have direct effects on teaching
and learning of English (See 4.1.3.7). Cultural sensitivities have direct relation
with teaching and learning process. The researcher has observed in his career that
if any anti-cultural statement or information is present in the textbooks,
sometimes teachers themselves feel awkward or hesitate to discuss with the
students and if the discuss then sometimes learners feel shy while listening.

g.

Presence of appropriate listening tasks in the textbooks with well defined goals
has direct effects on teaching and learning of listening skills (See 4.1.3.8).
Language is always learnt by listening this is the natural way of learning a
language.

h. Speaking activities given in the textbooks have direct effects on meaningful
communication done in daily routine life (See 4.1.3.9). As we see in learning of
mother language we find that a child first learns to listens his/her parents or
family members then starts speaking, this true in case of second language
learning.
i. Reading activities given in the textbooks affect on the interaction of students with
the text (See 4.1.3.10).
j. Improper distribution of vocabulary load across the chapter affects on teaching
and learning of English (See 4.1.3.11).
k. Activities given in the textbooks to forms, meaning or functional aspects of
grammatical items affect on teaching and learning of English (See 4.1.3.12).
l. Words’ pronunciation affects on teaching and learning of English (See 4.1.3.13).
m. Exercises given in the textbooks affect learning of English of under and over
achievers (See 4.1.3.14).
n. Teachers’ awareness about National Curriculum Instructional Objectives has
direct effects on teaching and learning process of English (See 4.1.3.4). Teaching
becomes easy, if a teacher is familiar with the teaching objectives, then surely
teachers will design activities and select teaching method as per requirement of
the instructional objectives.

5.2.3 Emerging Findings from Most and Least Considered B & M Standard in the
Textbooks

When we closely observe the table 4.81, we find that only one B & M standard is marked
‘very much’ by 43.3% respondents and that is
a. The cost of the textbooks, but at same time no ‘very much’ for the textbooks’
durability and layout appeal to the aesthetic sense of the readers/learners.
b. While in other areas B & M Standards are not present to the rank of ‘very much’.

5.2.4 Findings from Senior Teachers’ Point of Views

The results drawn from the responses (See 4.1.5) of senior teachers are as under:
a. The prescribed textbooks are in use for last more than fifty years (Half
century).
b. Were not compatible to the age, interest and needs of the past students.
c. The textbooks or the contents of textbooks are more than the time
available.
d. If we cannot change the textbooks, then at least we need to change/replace
few of the contents given in the textbooks.

5.2.5

Findings from Administrator/Writers/Reviewers’ Point of views

Present prescribed textbooks are not as per the guidelines given in the NELC-2006,
moreover are not as per needs of present time and learners.

5.2.6

Findings from the Contents’ Analysis of the Textbooks

5.2.6.1

Intermediate English Book One
Following are the findings drawn from its content analysis (See 4.2.1)
a. Its source book “An Intermediate English Course for Adult Learners”,
which was published in 1956.
b. The list of members of the panel is same in all previous past editions.
c. As per B & M standards only reading and writing skills are focused, while
other are ignored.
d. Does not meet the competencies, standards or benchmarks given in
NCEL-2006 fixed for expected SLO.
e. Themes or the sub-themes mentioned in NCEL-2006 are partially
discussed in the textbooks.
f. Does meet the standards of checklist given in the NCEL-2006

5.2.6.2

Intermediate English Book Two

Following are the findings drawn from its content analysis (See 4.2.2)

a. The list of members of the panel is same in all previous past editions.
b. As per B & M standards only reading and writing skills are focused,
while other are ignored.
c. Does not meet the competencies, standards or benchmarks given in
NCEL-2006 fixed for expected SLO.
d. Themes or the sub-themes mentioned in NCEL-2006 are partially
discussed in the textbooks.
e. Does meet the standards of checklist given in the NCEL-2006

5.2.6.3

Selection from English Verse for Classes XI & XII

Following are the findings drawn from its content analysis (See 4.2.3):
a.

The list of members of committee who prepare this anthology is
repeated in past and present editions of this textbook.

b. As per B & M standards only reading skills is focused, while other are
ignored.
c. Does not meet the competencies, standards or benchmarks given in
NCEL-2006 fixed for expected SLO.
d. Themes or the sub-themes mentioned in NCEL-2006 are partially
present in the textbooks.
e. Does meet the standards of checklist given in the NCEL-2006

5.2.6.4

Two One Act Plays for Classes XI & XII

Following are the findings drawn from its content analysis (See 4.2.4):
a. The prescribed textbook is edited by D. Y. Morgan.
b. As per B & M standards only reading skills is focused, while other are
ignored.
c. Does not meet the competencies, standards or benchmarks given in
NCEL-2006 fixed for expected SLO.
d. Themes or the sub-themes mentioned in NCEL-2006 are partially
present in the textbook.
e. Does meet the standards of checklist given in the NCEL-2006

5.2.6.5

The Prisoner of Zenda (Novel) for Classes XI & XII

Following are the findings drawn from it content analysis (See 4.2.5)
a. It is edited by D. Y. Morgan.
b. As per B & M standards only reading skills is focused, while other are
ignored.
c. Does not meet the competencies, standards or benchmarks given in
NCEL-2006 fixed for expected SLO.
d. Themes or the sub-themes mentioned in NCEL-2006 are present in the
textbook.
e. Does meet the standards of checklist given in the NCEL-2006

5.2.7 Findings from the Researcher’s Personal Experience/Observations/Point of
View

He has reached the conclusion that areas recommended in B & M Standards and checklist
given in NCEL-2006 are completely missing in the textbooks, while themes/sub-themes
recommended under competencies, standards and benchmarks are somehow present in
the textbooks but not as per required level explained in NCEL-2006.

5.3

Conclusions

The overall purpose of the study was to measure the impact of English language
textbooks prescribed by Sindh textbook Board for the students of intermediate/higher
secondary level in Karachi, Sindh.

Followings are conclusions drawn from the findings of the study:
a. A large majority of teachers are teaching without any professional
qualification i.e. B.Ed./TESL (See 5.2.1-c).
b. 90.03% teachers do not have prior knowledge about textbooks evaluation (See
5.2.1.e).
c. 92.44% have never evaluated a textbook (See 5.2.1-f).
d. Majority of teachers neither use nor recommend any grammar book for
teaching and learning of English (See 5.2.1-g).

e. Most the teachers are teaching English at intermediate or higher secondary
level without studying the National Curriculum objectives for teaching of
English (See 5.2.1-h). While the awareness of National Curriculum objectives
directly affects on teaching and learning process (See 5.2.2-a)
f. The activities given in the textbooks can be fairly exploited and cannot
embrace various methodologies in ELT (See 5.2.1-i). While activities have
direct affect on ELT methodologies (See 5.2.2-b)
g. The textbooks are not fully compatible with the age, interest, and needs of the
learners learning English as a second/foreign language (See 5.2.1-j/k/l). The
content of the textbooks and interest of the learners are directly proportional to
each other (See 5.2.2-c)
h. The layouts of the textbooks are not attractive as they are without any visual
(See 5.2.1-m/n). The layout of the textbook has great affect on interest of the
learners, as well as teaching and learning process (See 5.2.2-d/e)
i. The textbooks are cost-effective but are not durable (See 5.2.1-o/p).
j. The tasks given in the textbooks are not in a logical sequence (easy to
difficult), fairly achievable and having no interest for the readers/learners (See
5.2.1-q/r/s). While sequence of tasks directly affect the teaching and learning
process (See 5.2.2-f).
k. Cultural sensitivities are not considered in the textbooks (See 5.2.1-t). But
these are directly affecting on the teaching and learning of English (5.2.2-g)
l. The language and situations created in the dialogues is fairly real and natural
(See 5.2.1-u/v)

m. The activities related to basic language teaching skills i.e. listening and
speaking are not incorporated in the textbooks (See 5.2.1-w/x). Listening and
speaking activities with well defined goals affects on meaningful
communication (See 5.2.2-h/i).
n. The reading-texts and activities are fairly facilitating learners’ interaction with
the text and are less interesting (See 5.2.1-y/z). While reading activities affects
on learners’ interaction with the text (See 5.2.2-j).
o. The writing tasks are neither interesting and nor achievable (See 5.2.1-aa/bb).
p. The new vocabulary distribution loads is not proper/equal across the chapters
and are not recycled/repeated across the textbooks (See 5.2.1-dd/ee). While
improper distribution of vocabulary greatly affects on teaching and learning of
English (See 5.2.2-k).
q. The forms, meanings or the functional aspects of the language are not
considered in the textbooks (See 5.2.1-hh). While it affects of teaching and
learning of English (See 5.2.2-l).
r. Words pronunciations have direct effects on teaching and learning of English
(See 5.2.2-m)
s. The exercises given the textbooks are not neither friendly nor adequate for
teaching and learning of English (See 5.2.1-jj/kk). While exercises also affect
on under/over achievers (See 5.2.2-n).

5.4

Recommendations

5.4.1 Recommendations from Present Study

The realism of English language unlocks numerous forecasts in the communal and
monetary world. Unfortunately, the way English language is educated leaves hardly any
ground for students to correctly incorporate this language in their every day
communication. The chief basis of learning English in Pakistan is our school/college
classrooms where, sarcastically, teaching amounts to nothing more than boring English
spelling drills, some formal grammatical structures, and precise definitions for an endless
array of words which make the subject emerge depressing.

In such disastrous situation about teaching of English in Pakistan, textbook can play its
role, as Textbook are an important resource for teachers in assisting students to learn
English. It is the foundations of school instructions and the primary source of information
for teachers and students. Materials and textbooks serve as one of the main instruments
for shaping knowledge, attitudes and principles of our young people. In Pakistan
textbooks serve as basis for much of the language input learners receive and language
practice that takes place in the classroom. In above mentioned situation related to
teachers’ scenario, the textbook may function as a supplement to the teachers’ instruction
in the ESL teaching and learning process. For most teachers, textbooks provide the
foundation for the content of lessons, the balance of the skills taught, as well as the kinds
of language practice the learners engage in during class activities. For the ESL learners,

the textbook becomes the major source of contact they have with the language apart from
the input provided by the teacher (Garinger, D. 2002).

While keeping in view the ELT scenario and comment of Garinger above, it is
recommended that the weak areas of textbooks that have emerged from the findings, and
duly vetted by the jury of experts should be incorporated in the English language
textbooks prescribed by STBJ for intermediate/higher secondary school level in Sindh.
The recommendations are as under:
a. Darling-Hammond’s

(2006),

research

specifies

that

teachers’

preparation/knowledge of teaching and learning, subject matter knowledge,
experience, and the joint set of qualifications measured by teacher licensure
are all leading factors in teacher efficiency. The teachers should be with a
professional degree/certificate of teaching i.e. TESL/B.Ed./M.Ed./ADE as
such courses are compulsory for those who want/wish to adopt teaching
profession(See 5.3-a).
b. For designing innovative material for teaching of English, continuous
professional development of teachers should be supported by the authority,
including textbooks’ evaluation because teachers are the actual users of the
textbooks (See 5.2-b/c).
c. A supplementary grammar book must be recommended by the authority for
teachers for teaching grammar (See 5.2-d & 2.14.6.5).
d. The National Curriculum must be available for teachers and it must be made
compulsory for teachers to study it. (See 5.2-e)

e.

Only those activities should be included in the textbooks, which embrace
various ELT methodologies. (See 5.2-f & 2.14.6.8)

f. When developing a textbook’s material the age, interests and needs of the
learners must be considered. (See 5.2-g & 2.14.6.9)
g. To the layout of the textbooks more attractive visuals must be added along
with texts in the textbooks (See 5.2-h & 2.14.6.10)
h. It is recommended that if the price of the textbook is kept cheap to facilitate
the learners then at the same time the authorities or the publishers should also
keep the durability standards. (See 5.2-i)
i. The tasks in the textbooks need to adhere to the sequence of easy to difficult.
(See 5.2-j)
j. The Texts related to local and international cultures must be included in the
textbooks but due consideration must be given to the sensitive areas related to
any culture. (See 5.2-k & 2.17.3.6.2)
k. The language and situations created in the dialogues must be believable real
and natural. (See 5.2-l)
l. The four basic skills for learning a language must be incorporated in the
textbooks but needs/interest/age of the learners must be given due
consideration. (See 5.2-m, 2.13.3.5 & 2.14.6.1/2/3/4)
m. The new vocabulary distribution load must be proper/equal across the
chapters, but such words should be added having learner-friendly
pronunciations (See 5.2-p/r & 2.14.6.6)

n. The textbooks’ material must deal with functional aspects of English
language. (See 5.2-q & 2.13.3.6)
o. The exercises given for practice in the textbooks must be adequate but at the
same time need to be learner-friendly. (See 5.2-s)
p. The language curriculum must be evaluated after a fixed period of time to
judge to what extent it meets the identified needs (2.14)
q. The English language curriculum must be revised periodically to inculcate
changes happening in language teaching. ( See 2.14)
r. There must be a series of textbooks developed by a panel of writers.
s. Textbooks must be periodically evaluated to ascertain whether they are
meeting the required standards or not. (2.14)

5.4.2 Recommendations for Future Research

a. It is recommended the same type of research study may be conducted for other
textbooks being used in Sindh for teaching of English to learners from lower to
higher level.
b. A study may be conducted on examination papers which are used to evaluate
language proficiency of the learners of different levels.
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Appendix-A

Questionnaire for Evaluation of Intermediate English Language Teaching Textbooks
Prescribed by STBJ

Dear Respondents,

I am a PhD research scholar, the aim of present study is to find out what criteria are
important for English language teachers or lectures teaching at Intermediate level. The
questions given under are adopted from checklist developed Bartlett and Morgan for
evaluation of English language textbooks used to teach English to those who are learning
English as a second/foreign language. Please answer, rate and tick/encircle the questions
regarding to your personal or professional background related the textbooks prescribed
by the STBJ.

Demographic Information (Respondents)
1. Name (Optional): ________________________________________________
2.

Department: __________________________

3. College:_______________________________________________________
4. Category:

Public

Private

5. Sub-Category: Intermediate College

Higher Secondary School

6. Sub-Category: Boys

Co-Education

Girls

7. Gender:

Male

Female

8. Age:

__________ Years

9. Level of Education:

MA

M. Phil

PhD

10. Professional Qualification:

TESL

B. Ed

M. Ed

11. Years of Experience: More than 20 Years
10 Years

05 Years

20 Years

Less than 05 Years

15 Years

12. Have you ever participated in any textbooks evaluation
workshop/seminar/course?
Yes

No

Not Applicable

13. If your answer to question 8 is ‘Yes’, then please list the courses or seminars or
workshops you attended.

----------------------------------------------------------------

---------------------------------------------------------------------------------------

14. Have you ever evaluated a textbook?

Yes

No

15. Names of the textbooks using at Intermediate level: -----------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------

16. Name/s of the book/s recommend to teach grammar: -------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------

Textbooks

Note:

In this part, you will find a list of criteria that will be used to

develop a checklist for evaluating English language teaching textbooks at intermediate
level. You are requested to mark (0-4) to indicate the level of importance of each
criterion according to this key:

0: Not at all

1: Less

2: Fairly

3: Much

4: Very much

General Attribution (A)
1

Have you read objectives given in English language curriculum?

2

Does the material of the textbook match to the specification
of the curriculum instructional objectives?
Are those objectives related to the learners’ needs and
interests?
Are objectives clear and specific?

0 1 2 3 4

Are those objectives corresponding with the developments
around the world?
Are those objectives related to the local culture?

0 1 2 3 4

Are those objectives meeting the individual differences
among students?
Are those objectives making a balance between the four
main skills (Listening, speaking, reading and writing)?
Are those objectives helping the teachers to choose the right
aids and methods?
Methodology(B)

0 1 2 3 4

10 The activities in the textbooks can be exploited fully and can
embrace the various methodologies in English Language
Teaching.

0 1 2 3 4

3
4
5
6
7
8
9

Yes/ No

0 1 2 3 4
0 1 2 3 4

0 1 2 3 4

0 1 2 3 4
0 1 2 3 4

11 Activities in the textbooks can work well with
methodologies in English Language Teaching.
Suitability to learners (C)

0 1 2 3 4

12 The textbooks are compatible to the age of the learners.

0 1 2 3 4

13 They are compatible to the needs of the learners.

0 1 2 3 4

14 They are compatible to the interest of the learners.

0 1 2 3 4

Physical and functional attributes (D)
15 The layout of the textbooks is attractive.

0 1 2 3 4

16 The textbooks indicate efficient use of text and visuals.

0 1 2 3 4

17 The textbooks are durable.

0 1 2 3 4

18 The textbooks are cost-effective

0 1 2 3 4

Teaching-Learning content (E)
19 Most of the tasks in the textbooks are interesting.

0 1 2 3 4

20 Tasks move from simple to complex.

0 1 2 3 4

21 Tasks’ objectives are achievable.

0 1 2 3 4

22 Cultural sensitivities have been considered.

0 1 2 3 4

23 The language in the textbooks is natural and real.

0 1 2 3 4

24 The situations created in the dialogues sound natural and
real.
Listening (F)

0 1 2 3 4

25 Do the textbooks have listening activities?

Yes/ No

26 The textbooks have appropriate listening tasks with well
defined goals.
27 The tasks are efficiently graded according to complexity.

0 1 2 3 4

28 The tasks are authentic or close to real language situation.

0 1 2 3 4

0 1 2 3 4

Speaking (G)
29 Do the textbooks have speaking activities?

Yes/No

30 The developed activities ensure meaningful communication.

0 1 2 3 4

31 The activities are balanced between individual, pair work and

0 1 2 3 4

group work.

Reading (H)
32 Do the activities in the textbooks facilitate students’
interaction with text?
33 Texts are interesting.

0 1 2 3 4
0 1 2 3 4

Writing (J)
34 Tasks have achievable goals and are as per learners’
capabilities.
35 Tasks are interesting.

0 1 2 3 4
0 1 2 3 4

Vocabulary (K)
36 The new words in each lesson are appropriate to the level of
the learners.
37 There is a good distribution (simple to complex) of
vocabulary load across chapters and whole textbooks.
38 Words are efficiently repeated and recycled across the
textbooks.
Grammar (L)

0 1 2 3 4

39 Do the activities involve the meaningful use of realistic
language?
40 The contents of grammar are achievable.

0 1 2 3 4

41 Do the textbooks focus on form, meaning and/or functional
aspects of the grammatical items?
Pronunciation (M)

0 1 2 3 4

42 The textbooks are learner-friendly with no complex charts.

0 1 2 3 4

0 1 2 3 4
0 1 2 3 4

0 1 2 3 4

Exercises (N)
43 These are learners friendly.

0 1 2 3 4

44 These are adequate.

0 1 2 3 4

45 These help students, who are under/over achievers.

0 1 2 3 4

Appendix-B

List of Public Institutes Affiliated with Karachi Board of Intermediate Education

No

Town

Institute

Public Intermediate Colleges (Males)
1

Sadar

Adamjee Govt. Science College
OFF: Business Recorder Road, Karachi.

2

Malir

Allama Iqbal Govt. Degree Arts & Commerce College
(Evening)
Sheet No.25, Model Colony, Malir Karachi

3

Malir

Allama Iqbal Govt. Boys Science College-1, Model
Colony
Sheet No.25, Model Colony, Malir Karachi

4

Bin Qasim

D.J. Sindh Govt. Science College
Muhammad Bin Qasim Road, Opp: Burns Garden,

Karachi.
5

Sadar

Fed. Govt. Boys Inter College, Dr.Daud Pota Road
Dr.Daud Pota Road, Karachi Cantt., Karachi

6

Nazimabad

Govt. Boys Degree College Buffer Zone
15 A/4, Buffer Zone, North Nazimabad, Karachi.

7

Liaqatabad

Govt. City College No.2 (Evening), Moosa Colony
Moosa Colony, Behind Ziauddin Hospital, Karachi.

8

Liaqatabad

Govt. City College, No.1, Moosa Colony
Moosa Colony, Behind Ziauddin Hospital

9

Nazimabad

Govt. College for Men, Nazimabad
Nawab Siddiq Ali Khan Rd., Nazimabad, Karachi.

10

Sadar

Govt. College of Commerce & Economics, Polo
Ground
Dr. Ziauddin Ahmed Road, Opp: Polo Ground
,Karachi.

11

Sadar

Govt. College of Commerce & Economics, (Evening)
Dr. Ziauddin Ahmed Road, Opp: Polo Ground,
Karachi.

12

Malir

Govt. Degree College, Malir Cantt.
Malir Cantt.,Karachi.

13

Malir

Govt. Degree Arts & Commerce College (Evening)
Malir Khokhrapar
Saudabad, No.2 Sabir Colony, Malir, Khokharapar,

14

Korangi

Govt. Degree Arts/Commerce College for Men
(Evening), Korangi-6
Korangi No. 6, Karachi.

15

Bin Qasim

Govt. Degree Boys College, Razzakabad
Razzakabad, Bin Qasim, Karachi.

16

Gadap

Govt. Degree Boys College, Manghopir
Mangopir, Gadap Town, Karachi.

17

N Karachi

Govt. Degree Boys College, Surjani Town
Rahim Goath Surjani Town, Karachi.

18

Gadap

Govt. Degree Boys College, Konkar Village
Gabool Stop, Konkar Gadap, Karachi.

19

Gulshan

Govt. Degree Boys College, Gulzar-e-Hijri
Gulzar-e-Hijri, Karachi.

20

Landhi

Govt. Inter Science & Commerce College, 36-B,
Landhi
Landhi 36-B, Karachi.

21

Baldia

Govt. Degree Boys College, Baldia Town
Sector 4-E, Saeedabad, Baldia Town, Karachi.

22

Bin Qasim

Govt. Degree Boys College, Quidabad Jogi More
Quaidabad, Near Jogi Moor, National Highway Road,
Bin Qasim, Karachi.

23

Gadap

Govt. Degree Boys College, Shams Peer, Hawks Bay
Shams Peer Baba Bith, Hawks Bay Road, Near
Panchso Quarters, Karachi

24

Korangi

Govt. Degree Boys College, Sector 42, Korangi-2½
Sector 42, Double Road, Bislmillah Stop, Near KESC
Building Zone Korangi-2½, Karachi.

25

Gulshan

Govt. Degree Boys College, Shaikh Zaid Centre
Adjacent to Shaikh Zaid Islamic Center, University
Road, Karachi.

26

Gulshan

Govt. Degree Boys College(Evening) Shaikh Zaid
Centre
Adjacent to Shaikh Zaid Islamic Center, University
Road, Gulistan-e-Jauhar, Karachi.

27

SITE

Govt. Degree Science & Commerce College, Asifabad
Asifabad, Hasrat Mohani Colony, Pak Colony, Bara
Board, Karachi.

28

N Karachi

Govt. Degree Boys College, 5_L, New Karachi
5-L, New Karachi.

29

N Karachi

Govt. Degree College for Boys, 7-D/2 North Karachi
ST-6, Sector 7-D/2, North Karachi, Karachi.

30

Kemari

Govt. Degree Boys College. Jungle Shah

Jungle Shah, Kemari, Karachi.
31

Gulshan

Govt. Degree Science & Commerce College, Gulshane-Iqbal
ST-12, Block-7, Opp: Safari Park, Gulshan-e-Iqbal,
Karachi.

32

Landhi

Govt. Degree Science & Commerce College, Landhi
Korangi No. 6
Landhi Korangi No. 6, Karachi.

33

Lyari

Govt. Degree Science & Commerce College Lyari
Haji Abbas Khan Road, Near Nabil Gabol Road, Lyari

34

Orangi

Govt. Degree Science & Commerce College, Orangi
Town
Bacha Khan Chowk, S.I.T.E. Town, Karachi.

35

Malir

Govt. Degree Science College Malir Khokhrapar
No.1 Sabir Colony, Malir, Khokharapar, Karacchi

36

Liaqatabad

Govt. Degree Science College,
LiaquatabadQasimabad

37

Gulberg

Govt. Dehli College, Hussainabad Hussainabad, F.B.
Area, Karachi.

38

Orangi

Govt. Inter Science Arts & Commerce College15-C,
Orangi Town,
Plot No. 5, Sector No. 15-C, Orangi Town,

39

Jamshad

Govt. National College (Morning) Shaheed-e-Millat
Road, Karachi-5

40

Shah Faisal

Govt. Superior Commerce College, (Evening), Shah
Faisal Colony
Shah Faisal Colony No.2, Karachi.

41

Shah Faisal

Govt. Superior Science College Shah Faisal Colony,
Karachi.

42

Jamshad

Government National College (Evening) Shaheed-eMillat Road, Karachi

43

Lyari

Haji Abdullah Haroon Govt. College, Khadda , Lyari
Shah Wali Ullah Road, Khadda Market, Lyari,

Karachi.
44

Lyari

Haji Abdullah Haroon Govt. College, (Evening)
Khadda Market, Lyari
Shah Wali Ullah Road, Khadda Market, Lyari,
Karachi.

45

Sadar

Govt. Islamia Arts & Commerce College, (Evening)
M.A Jinnah Road
M.A. Jinnah Road, Karachi.

46

Sadar

Govt. Islamia Arts & Commerce College, (Morning)
M.A Jinnah Road
Jigar Muradabadi Road off M.A. Jinnah Road,
Karachi.

47

Sadar

Govt. Islamia Science College, Jigar Muradabdi Road
Jigar Muradabadi Road off M.A. Jinnah Road,
Karachi.

48

Malir

Jamia Millia Govt. College (Evening) Malir Malir,
Karachi-23.

49

Malir

Jamia Millia Govt. Degree College (Morning) Malir
Prof. Iftikhar Danish Road. Malir, Karachi-23.

50

Nazimabad

Jinnah Govt. College, Nazimzbad 5-C, Nazimabad,
Karachi.

51

Sadar

Nabi Bagh Z.M. Govt. Science College, Preedy Street
Saddar
Preedy Street, Opp: Preedy Police Station, Saddar,
Karachi.

52

Nazimabad

Pakistan Shipowner’s Govt. College, North
Nazimabad
Block-J, North Nazimabad, Karachi.

53

Jamshad

PECHS Education Foundation Govt. Degree Science
College, Kashmir Road 161 - 162-M, Block-3,
PECHS, Opp: Kashmir Road, Karachi-29.

54

Nazimabad

Govt. Premier College (Evening), North Nazimabad
Block-H, ST-7, North Nazimabad, Karachi.

55

Nazimabad

Govt. Premier College (Morning) North Nazimabad
Block-H, ST-7, North Nazimabad,

56

N Karachi

Public School and College, North Karachi
Plot No. ST-2, Sector 11C-2, Sir Syed Town, North
Karachi, Karachi.

57

Sadar

S.M. Govt. Arts & Commerce College No.2 (Evening)
Shahrah-e-Kamal Attaturk, Opp. Burns Garden,
Karachi.

58

Sadar

S.M. Govt. Arts & Commerce College No.1
Shahrah-e-Kamal Attaturk, Opp. Burns Garden,
Karachi.

59

Sadar

S.M. Govt. Science College
Sindh Madrasah Compound, Shahrah-e-Liaquat,
Karachi.

60

Sadar

Sindh Madaresatul Islam Boys College
Aiwan-e-Tijarat Road, Shahrah-e-Liaquat, City P.O.
Box No. 6462, Karachi

61

Liaqatabad

Sirajuddaullah Govt. College (Evening) No.2, FC
Area
Near Al-Azam Square, Federal Capital Area,
Liaquatabad Town , Karachi.

62

Liaqatabad

Sirajuddaullah Govt. College (Morning) No.1, FC
Area
Near Al-Azam Square, Federal Capital Area,
Liaquatabad Town , Karachi Karach.

63

Sadar

Govt. Degree Boys College, Nishter Road K.M.C.
Store, Nishter Road, Karachi.

64

Orangi

Shaheed Zulfiqar Ali Bhutto Govt. Boys Degree
College, Gulshan-e-Behar Orangi Town, Sector 16-E,
Gulshan-e-Bihar, Orangi Town, Karachi.

65

SITE

Govt. Degree Boys College, Metroville, S.I.T.E.
Block-4, Metrovill, SITE, Karachi.

No

Town

Institute

Public Intermediate College (Females)
1

Nazimabad

Abdullah Govt. College for Women, North
Nazimabad
Block-U,North Nazimabad, Karachi.

2

Jamshad

Aisha Bawany Govt. College No.2, Bizertta Lane
(Evening)
Shahrah-e-Faisal Bizertta Lines, Karachi.

3

Jamshad

Aisha Bawany Govt. College No.1, Bizertta Lane
Bizertta Lines, Shahrah-e-Faisal, Karachi.

4

Shah Faisal

Allama Iqbal Govt. Girls Degree College
ST-14, Block-2, Shah Faisal, Karachi.

5

Gulberg

APWA Govt. Degree College for Women,
Karimabad
F.B. Area, Karimabad, Karachi.

6

Jamshad

BAMM PECHS Govt. College for Women, PECHS
Enwer Adil Road, Above Green Nursery Road No.
10, Block-2, PECHS, Karachi.

7

Sadar

Fed. Govt. Girls Inter College, School Road, AskariIII Road
School Road, Askari-III Road, Karachi Cantt.,
Karachi

8

Nazimabad

Govt. College for Women, Nazimabad
Nawab Siddique Ali Khan Road, Nazimabad No.1,
Karachi.

9

N Karachi

Govt. College for Women, 11-F New Karachi
Sector 11-F, New Karachi, Karachi.

10

Sadar

Govt. College for Women, Shahrah-e-Liaquat
Shahrah-e-Liaquat, Karachi.

11

Korangi

Govt. College for Women, Korangi No.6 Korangi-6,
Karachi.

12

Landhi

Govt. Deg. Girls College, Landhi
Industrial Area, Landhi, Near Younis Textile, Kar.

13

Malir

Govt. Degree Girls Arts / Commerce College, Malir
C-1 Area
C-1 Area Malir

14

Sadar

Govt. Degree College for Women, Lines Area
Sector 1-A, Lines Area, Near CDGK Parking Plaza,
Karachi.

15

Malir

Govt. College for Women, Saudabad
Malir Saudabad, Karachi.

16

Jamshaid

Govt. Degree Girls College, PIB Colony
PIB Colony, Karachi.

17

Gulshan

Govt. Degree Girls College, Shaikh Zaid Centre
Shaikh Zaid Bin Sultan Islamic Center, Main
University Road ,Gulshan-e-Iqbal, Karachi.

18

Korangi

Govt. Degree Girls College, Korangi Kreek
Ibrahim Hyderi, Korangi Kreek, Karachi

19

Korangi

Govt. Degree Girls College, Korangi No.2½
Sector-42, Korangi-2 1/2, Karachi.

20

N Karachi

Govt. Degree Girls College, 11-B, North Karachi
ST-8, 11-B, North Karachi, Karachi.

21

N Karachi

Govt. Degree Girls College, 11-I, North Karachi
North Karachi, Sector 11-I, Karachi

22

Nazimabad

Govt. Degree Girls College, Block-K, N.Naziabad
Block-K, North Nazimabad, Karachi.

23

Orangi

Govt. Degree Girls College, Orangi Town 11 ½
Sector-11 ½, Orangi Town, Karachi.

24

Gulshan

Govt. Degree Girls College, Gulistan-e-Jauhar Block13, Gulistan-e-Jauhar,

25

Landhi

Govt. Degree Girls College, Landhi-3½ Landhi No. 3
½, Karachi.

26

SITE

Govt. Degree Girls College, Metrovill Metrovill,
SITE, Karachi.

27

Orangi

Govt. Degree Girls College 7-C, Orangi Town
Sector 7-C, Orangi Town, Near Qatar Hospital,
Karachi.

28

Laiqatabad

Govt. Degree Girls College K.M.C. Park
K.M.C. Park, Sindhi Hotel, Liaquatabad, Qasimabad

29

Jamshad

Govt. Degree Girls College Green Belt,
Mehmoodabad
Green Belt, Mehmoodabad, PECHS, Block-6
Karachi.

30

Baldia

Govt. Girls Degree Science & Arts College,
Saeedabad, Baldia Town
Sector B-3, Saeedabad, Baldia Town, Karachi.

31

Nazimabad

Govt. Degree College for Women, Block-M
Block-M, North Nazimabad, Karachi.

32

Shah Faisal

Govt. Degree Girls Science College, Shah Faisal
Colony
Shah Faisal Colony No.5, Karachi.

33

Gulberg

Govt. Girls Degree College, Al-Noor Al-Noor,
Block-19, F.B. Area, Karachi

34

Sadar

Govt. Girls Degree College, Gizri Gizri, Zamzama
Clifton, Karachi.

36

Lyari

Govt. Girls Inter Science & Arts College, Moosa
Lane Lyari
Moosa Line, Near Baghdadi Police Station, Lyari,

37

Gulberg

Govt. Degree Science & Commerce College for
Women Block-16, F.B. Area, Block-16, F.B. Area,
Karachi.

38

Korangi

Govt. College for Women, Korangi No.4 Karachi.

39

Nazimabad

H.I. Usmania Govt. Girls College, Nazimabad
Osmania Colony, Nazimabad Karachi.

40

Jamshaid

H.R.H. Agha Khan Govt. Degree Girls Arts &
Commerce College, PIB Colony P.I.B. Colony,
Karachi.

41

Sadar

Govt. Islamia College for Women, Linse Area
Sector 1 A, Jacob Line, Lines Area Karachi.

42

Sadar

Govt. Karachi College for Women, Chand BiBi Road
Chand Bibi Road, Karachi.

43

Gulshan

Khatoon-e-Pakistan Govt. Degree College, Stadium
Road
Stadium Road, Karachi.

44

Shah Faisal

Khursheed Govt. Girls College, Shah Faisal Colony
Shah Faisal Colony No. 2, Karachi.

45

Malir

Liaquat Govt. College No.2 (Evening), Malir Kala
Board
Main Begum Khursheed Road, Near Moeen abad
Bus Stop, Malir, Kala Board, Karachi.

46

Malir

Liaquat Govt. Girls College No.1, Malir Kala Board
Main Begum Khursheed Road, Near Moeen abad
Bus Stop, Malir, Kala Board, Karachi.

47

N Karachi

Nishter Govt. Girls College, 11-B, North Karachi
ST-13, 11-B, North Karachi, Karachi.

48

Nazimabad

Govt. Premier College for Girls North Nazimabad
Block-H, ST-7, North Nazimabad, Karachi.

49

Liaqatabad

Quaid-e-Millat Govt. College (Evening), Liaquatabad
Sindhi Hotel, Liaquatabad at Qasimabad, Karachi.

50

Gulshan

Raana Liaquat Ali Khan Govt. College of Home
Economics
Stadium Road, Karachi.

51

Lyari

Raunaq-e-Islam Govt. College for women, Kharadar
Nawab Mohabat Khanjee Road, Kharadar, Karachi.

52

Liaqatabad

Riaz Govt. Girls College, Liaquatabad No. 10,
Karachi.

53

Sadar

S.M.B. Fatima Jinnah Govt. Girls Degree College,
Garden
Nishter Road, Near Zoo, Garden Karachi.

54

Gulberg

Shaheed-e-Millat Govt. Degree College for Women,
Azizabad
Plot No. 2/81, Block-8, F.B.Area, Azizabad, Karachi.

55

Sadar

Sindh Madaresatul Islam Girls College
Aiwan-e-Tijarat Road, Shahrah-e-Liaquat, City P.O.
Box No. 6462, Karachi

56

Nazimabad

Sir Syed Govt. Girls College, 1st Chorangi,
Nazimabad, Karachi.

57

Jamshad

St. Lawrence’s Govt. Girls Degree College, Jigar
Muradabadi Road,
Plot No.JM-337-A, Jamshad Town,Jigar Muradabadi
Road, Karachi.

58

Orangi

Govt. Girls Degree College, Secotor-11, Orangi
Town
Orangi Town, Sector 11, Karachi

59

SITE

Govt. Girls Degree College, Qasba Colony
Sector A-1, Qasba Colony, SITE Town, Karachi.

60

Jamshad

Dukhtar-e-Mashriq Govt. Degree Girls College,
Jamshed Road No.2
Jamshed Road, No.2, Karachi.

61

Jamshad

Shaheed Muhtarma Benazir Bhutto Govt. Degree
Girls College, Manzoor Colony Azam Basti, Near
Manzoor Colony, Karachi.

62

SITE

Govt. Degree Girls College Pak Colony, Asifabad,
Pak Colony, Manghopir Road

63

Gulshan

Govt. Degree Girls College Block-12, Gulistan-eJauhar, Safoora Goath

64

N Karachi

Govt. Degree Girls College, Surjani Town
Sector 5A-2, L 560, North Karachi.

65

N Nazimabad

Govt. Degree Girls College, 15_A4 Sector 1,
Bufferzone

66

Gadap

Jan Muhammad Barohi Govt. Degree Girls College
Gulshan-e-Memar, Karachi

67

No

Lyari

Govt. Degree Girls College, Punjabi Club, Kharadar,
Karachi.
Public Inter Colleges (Co-Education)

Town

Institute

1

Gulshan

Govt. Degree Boys & Girls College, Stadium Road
SRE-III, Stadium Road, Karachi.

2

Gadap

Govt. Degree Boys & Girls Science Arts & Commerce
College, Murad Memon Goath Murad Memon Goth,
Malir, Karachi.P.O Box No.75040

Public Higher Secondar Schools (Males)
No

Town

Institute

1

Gulberg

Allama Iqbal Govt. Boys Higher Secondary School
near Sohrab Goath
Block-16, F.B. Area, Karachi.

2

Gulberg

Dastagir Higher Secondary School, Dastagi Society
Dastagir Society, Block-9, F.B. Area. Karachi

3

Lyari

Ghazi Muhammad Bin Qasim Govt. Boys Higher
Secondary School, Agra Taj Colony, Lyari Shah
Abdul Latif Bhitai Road, Agra Taj Colony, Lyari.

4

Gulberg

Govt. Comprehensive Boys Higher Secondary School
Azizabad
Azizabad, F.B. Area, Block-8, Karachi.

5

Orangi

Govt. Boys Higher Secondary School No. 2, Sectir
11½, Orangi Town
Baba Willayat Ali Shah, Sector 11 1/2, Orangi Town

6

Korangi

Govt. Boys Higher Secondary School No. 2 , K Area
Korangi
‘K’ Area, Korangi-5, Karachi. Ph: 34264750

7

Malir

Govt. Boys Higher Secondary School, Darsano
Channo
Ahmed Dawood Darsano Chano, Malir, Karachi.

8

Korangi

Govt. Comprehensive Higher Secondary School,
Korangi No.3

Main Road, Korangi No. 3, Karachi.
9

Nazimabad

Govt. Comprehensive Higher Secondary School,
North Nazimabad
Block-M, North Nazimabad, Karachi.

10

Gadap

Govt. Higher Secondary School, Kathore
Kamal Khan Jakhio, Kathore, Gadap Town, Karachi

11

Landhi

Mumtaz Govt. Boys Higher Secondary School
(Evening), Landhi
Muzafarabad Colony, Landhi, Karachi 22

12

Sadar

N.J.V. Govt. Boys Higher Secondary School, (S.M),
Saeed Manzil
Old Sindh Assembly Building, Saeed Manzil,
M.A.Jinnah Road, Karachi.

13

Sadar

N.J.V. Govt. Boys Higher Secondary School, (U.M),
Saeed Manzil (Evening) Old Sindh Assembly
Building, Saeed Manzil, M.A. Jinnah Road, Karachi.

Public Higher Secondary Schools (Females)
No

Town

Institute

1

Gulshan

Govt. Girls Higher Secondary School, Gulshan-eIqbal
Block-6, Gulshan-e-Iqbal, Karachi.

2

Jamshad

Govt. Girls Higher Secondary School (S.M) Chanasar
Village Mehmoodabad Liaquat Ashraf Colony, Near
Parsi Gate, Chanesar Village, Mehmoodabad Road,
Karachi.

3

Jamshad

Govt. Girls Higher Secondary School (U.M) Chanasar
Village Mehmoodabad Liaquat Ashraf Colony, Near
Parsi Gate, Chanesar Village, Mehmoodabad Road,
Karachi.

4

Jamshad

Govt. Girls Higher Secondary School, Green Belt
Mehmoodabad
Green Belt, Mehmoodabad, Karachi.

5

Kemari

Govt. Girls Higher Secondary School, Kemari

Jackson Bazar, Near Post Office, Kemari
6

Landhi

Govt. Girls Higher Secondary School, Landhi No-1
C-1 Area, Landhi No. 1, Karachi.

7

Malir

Govt. Girls Higher Secondary School, Murad Memon
Goath
Murad Memon Goth, Malir, Karachi. P.O.Box
No.75040

8

Gadap

Govt. Girls Higher Secondary School, Bhiro Village
Bhiroo Village, Malir, Gadap Town, Karachi.

9

Shah Faisal

Govt. Girls Higher Secondary School, PAF Drigh
Road
P.A.F. Drigh Road Cantt Bazar, Karachi.

10

Nazimabad

Govt. Girls Pilot Higher Secondary School,
Nazimabad No-3
Nazimabad No. 3, Gole Market, Karachi.

11

Sadar

N.J.V. Girls Higher Secondary School (S.M), Saeed
Manzil
Old Sindh Assembly Building M.A. Jinnah Road,
Saeed Manzil Karachi.

12

Liaqatabad

APWA Govt. Girls Higher Secondary School,
Liaquatabad
Liaquatabad, Super Market, Karachi.

13

Jamshad

Govt. Girls Bengali Higher Secondary School,
Lasbella
Gosht Gali Lasbella House Karachi.

Public Higher Secondary Schools (Co-Education)
No

Town

Institute

1

Malir

Govt. Boys & Girls Higher Secondary School Haji
Natho, Malir City
Haji Wali Muhammad Balouch Village, Haji Natho,
Malir City, Karachi.

2

Gadap

Govt. Boys & Girls Higher Secondary School, Konkar
Village
Konkar Village, P.O, New Sabzi Mandhi, Gadap,

District Malir, Karachi.

Appendix-C
List of Private Institutes Affiliated with Karachi Board of Intermediate Education

Private Intermediate Colleges (Males)
No

Town

Institute

1

Gulshan

A.S.F. Intermediate College
B-280, Opposite ASF Head Quarter, Old Area,
Airport, Karachi.

2

Gadap

Al-Beruny Intermediate College Plot No. 1, Phase-1,
Sector 4, Ahsanabad Society, Gadap Town Karachi.

3

Nazimabad

Aleemiyah Institute of Islamic Studies Intermediate
Arts College
Islamic Center, Block-B, North Nazimabad,

Karachi.
4

Jamshad

Al-Hamd College of Professioanl Education
166-E, Block-3, P.E.C.H.S., Off: Khalid Bin Waleed
Road, Karachi.

5

N Karachi

Al-Khair College of Higher Education Plot No. B-5,
Sector 5-M, North Karachi.

6

Malir

Army Public Intermediate College (Morning) Malir
Cantt, Karachi-9.

7

Malir

Army Public Intermediate College (Evening) Malir
Cantt, Karachi-9.

8

Gulshan

Ashrafi Intermediate College C-11, Block-3,
Gulshan-e-Iqbal, Main Rashid Minhas Road,
Karachi.

9

Jamshad

Askari Intermediate College Bahadurabad 399/3,
Bahadurabad, Alamgir Road, Karachi.

10

Kemari

Bahria College, M.T.Khan Road Nore-1, M.T.
Khan Road, Karachi.

11

Gulshan

Bahria College Karsaz, Habib Rehmatuulah Road,
Karsaz,

12

Nazimabad

Bahria Foundation College, Nazimabad 4E, 11/8,
Nazimabad No. IV

13

Gulshan

Bahria Foundation College, Gulshan-e-Iqbal E-115,
118, Main Abul Hasan Isphahani Road, Block-7,
Gulshan-e-Iqbal, Karachi

14

Gadap

Baqai Cadet College (Higher Secondary) MC-213,
Deh Conkar, Gadap Road, Off: Super High Way,
Karachi.

15

Sadar

CAMS College of Accounting & Management
Sciences
109-B, Gulshan-e-Faisal, Bath Island, Clifton

16

Gulshan

Chiniot Islamia College Plot No. ST-13/2-2A,
Block-7, Gulshan-e-Iqbal, Opp: Safari Park,

University Road, Karachi
17

Sadar

COBET Intermediate College Plot No. 280, Corner
Point, Garden West, Near Student Biryani, Karachi

18

Korangi

Creek College
Plot No.84, Korangi Creek Road, Karachi.

19

Jamshad

College of Emerging Technologies
22-D, Block-6, P.E.C.H.S., Shahrah-e-Faisal, Opp:
Jason Trade Centre, Karachi

20

Gulshan

Commecs College ST-9, Block-13, Scheme No. 36,
Gulistan-e-Jauhar, Karachi.

21

Malir

Danish Faraz Intermediate College B-260-261,
Aleemabad, Malir Extension Colony, UC-5, Malir
Town, Karachi

22

Sadar

Defence Authority Degree College
Khayaban-e-Rahat, Phase-VI, Defence Housing
Society, Karachi

23

Sadar

Defence Authority Shaikh Khalifa Bin Zayed
College,
Khayaban-e-Rahat, Phase-VI, D.H.A., Karachi.

24

Gulberg

Dehli Science & Commerce College 21/1, F.B.
Area, Karimabad, Karachi.

25

Gulshan

Dewa College Dewa Complex, Dewa Street No. 9,
Block-3,Gulshan-e-Iqbal, Karachi

26

Gulshan

E-Complex College of Arts & Science
Phase-I, Gulshan-e-Hadeed, Bin Qasim Karachi.

27

Sadar

Fatimiyah College (Boys Campus) Plot No.270,
Britto Road, Opp. Masjid-e-Quba, Near Numaish,
Karachi.

28

Malir

Ghazali Intermediate College
R-440 Ghazi Town Malir City Karachi-23 , Karachi

29

Gulshan

Ghazi Foundation College B-105, Block-3, Gulshane-Iqbal, Karachi.

30

Bin Qasim

Hamdard College of Science & Commerce
Madinat ul Hikmat, Muhammad Bin Qasim Avenue,
Near Bund Murad, Sharah-e-Madinatul Hikmat
Karachi.

31

Baldia

Hope Intermediate College 232, Sector-5, Street
No.1, Block-J, Saeedabad, Baldia Town, Karachi

32

Sadar

IDA RIEU School/College for Blind and Deaf
Near Purani Numaish, Nizami Road, M.A. Jinnah
Road, Karachi.

33

Gulshan

Ideal Degree College St-21/1, Block-6, Gulshan-eIqbal, Adjecent to Sindh Board of Technicla
Education, Karachi

34

Gulshan

Indus College ST-2D, Block-17, Gulshan-e-Iqbal,
Karachi.

35

Jamshad

Institute of Business Education 187-P, 188-N Block2, PECHS, Near PECHS Girls College

36

Nazimabad

Iqra Huffaz Degree College F-108, Block-B, North
Nazimabad, Karachi.

37

Shah Faisal

Iqra Intermediate College L-S, 13/14, Shah Faisal
Colony No 2, Karachi.

38

Jamshad

Jahangir Siddiqui Academy for the Deaf (Higher
Secondary)
106-B, Block-B, Sindhi Muslim Housing Society,
Karachi. Jamshed Town

39

Gulshan

Jauhar College of Information Technology &
Management Science
House No.B-60, Block-6, Gulshan-e-Iqbal, Karachi.

40

Gulshan

Jauhar Degree College C-8, Block-14, Gulistan-eJauhar, Karachi.

41

Gulshan

Karachi Cambridge College Plot No. 610, 5-J, Chani
Chowk, Saeeabad, Baldia Town, Karachi.

42

Nazimabad

M.W. Inter College D-11, Al-Raza Apartment,
Mezzanine Floor, Rizvia Society, Nazimabad,

Karachi.
44

Gulberg

Mehran Degree College C-116, Block-6, F.B.Area,
Karachi.

45

Lyari

Memon Commerce College (Boys) Intermediate
Opp. Machi Miani Market, Kharadar, Karachi

46

Jamshad

Meritorious Science College 71-K, Block-2,
PECHS, Karachi.

47

Sadar

Noor College of Commerce (Intermediate) 192-A,
Emerald Street Near Albella House, Nishter Rod,
Garden East, Karachi.

48

Jamshad

Pakistan Educational Foundation College
(Intermediate level)
12-K, Block-6, PECHS., Karachi.

49

Bin Qasim

Pakistan Steel Cadet College Steel Town, Bin
Qasim, Karachi.

50

Malir

51

Sadar

Kent College of Science & Commerce 19/2, Sheet
No.10, Model Colony, Karachi
St. Patrick's College (Evening) Ahmed Muneer S.J.
Shaheed Road, Saddar, Karachi.

52

N Karachi

Trueman School System (Intermediate) A-965,
Sector 11-A, North Karachi

53

Bin Qasim

Minhaj College Karachi Shah Latif Town ST.No.8,
Block-17-A, Karachi,

54

Lyari

Bahria Model College Karim NCRE
Karim NCRE, Near Navy Flats, Maripur Road Agra
Taj Colony, Lyari, Karachi.

55

Jamshad

Green Flag Intermediate College D-25, Block-1,
K.A.E.C.H.S, Karachi.

56

Jamshad

Escriber College of Advance Studies, PECHS
House # 50-B/1, Block-6, PECHS, Karachi

57

Sadar

Escriber College of Advance Studies,Clifton
Plot No.G-7, Block-9, 5th Floor, The Plaza, KDA

Scheme No.5, Clifton, Karachi
58

SITE

Defence Cambridge College
D/40 Sector-5, Metroville SITE, Karachi

59

Gulshan

The Metropolitan Intermediate College
Block-15, Street-18, Gulistan-e-Jauhar, Karachi

60

Shah Faisal

Ali Intermediate College
C-35, Al-Falah Society, Shah Faisal Colony No.3,
Karachi

61

Gulshan

Pak-Turk International School & College E-21,
Block-7, Gulshan-e-Iqbal, Karachi,

62

Malir

New Fazaia Intermediate College PAF Base, Malir
Cantt., Karachi,

63

SITE

Binoria Intermediate College
Jamia Binoria SITE, Near SITE Police Station,
Karachi

64

Gulberg

Shah Commerce College C-53, Block-13, F.B.Area,
Karachi

65

Korangi

NILT College of Science & Commerce
Plot No.ST-20, Sector 7-A, Korangi Industrial Area
, Karachi

66

SITE

PAF Intermediate College Masroor PAF Base
Masroor, Karachi

67

Baldia

Apex Intermediate College 102 5-G-A-6,
Saeedabad, Main Chandni chowk, Baldia Town,
Karachi

68

Korangi

New Fazaia Intermediate College, Korangi Creek
PAF Base Korangi Creek,Karachi

69

Gulshan

New Fazaia Intermediate College,Base Faisal
PAF Base Faisal, Shahrah-e-Faisal, Karachi

70

Sadar

The American College
D-116, C-155, Block-2, Kehkashan Scheme No.5
Clifton, Karachi

71

Lyari

Saqib Rose Intermediate College
Plot No.51, PA-1755-23/302, Agra Taj Colony,
Lyari, Karachi

72

Lyari

Excellence Intermediate College Survey No.7/7,
Street No.GK2, Saeeda Mension, Gulshan Hussain ,
Kassim Quarters, Kharadar, Karachi

73

Jamshad

Karachi College of Commerce, Arts & Science
M-5 Mezanine Floor Empire Square, Jamluddin
Afghani Road, Bahadurabad, Karachi.

74

Nazimabad

Rangers Public College
Rangers Complex, Block-A, North Nazimabad
Town UC-3

75

Gulshan

College of Banking and Finance
E-10 Block-7, Gulshan-e-Iqbal, Karachi.

76

Shah Faisal

Mustafavi Shariah College
59-60/107, Peoples Town, Shah Faisal Colony No.3,
Karachi

77

Sadar

Army Public College, Saddar 158, Iqbal Shaheed
Road, Saddar, Karachi

78

Jamshad

College of Accounting & Management Sciences
36-Tipu Sultan, Modern Housing Society, Main
Tipu Sultan Road, Karachi

79

Nazimabad

The Paradise College D/12, Block-B, North
Nazimabad, Karachi.

80

Shah Faisal

Tariq Bin Ziad College
3/64, Shah Faisal Colony No.-3, Karachi.

81

Sadar

St. Patrick's College Ahmed Muneer S.J. Shaheed
Road, Saddar, Karachi.

82

Korangi

SSAT Degree College
Plot No.24,Survey-341, Korangi Main Crossing,
Karachi

83

Jamshad

South City College 50 M, Block-6, PECHS,
Karachi.

84

Gulberg

Sir Adamjee Institute ST-11 A, Hussainabad,
Block-2,F.B. Area, Karachi.

85

N Karachi

Shahzaib Intermediate College
LS-51-52, Sector 11-I, U.P. More, North Karachi,

86

Gulshan

Shaheen Public College
St-14, Block-2, Gulistn-e-Jauhar, Karachi.

87

Korangi

Rehan Intermediate College,
253/C, Sector 35/A, Zaman Town, Korangi No.4,
Karachi

88

Jamshad

Recknor’s College
47-A/1, Street No. 48, Block-6, Main Nusery
PECHS, Karachi.

89

Bin Qasim

Pakistan Steel Shah Latif Boys Degree College
Steel Town, Bin Qasim, Karachi.

90

Bin Qasim

Pakistan Steel Mashal Intermediate College
Steel Town, Bin Qasim, Karachi.

Private Intermediate Colleges (Females)
No

Town

Institute

1

Bin Qasim

Allama Iqbal Intermediate Girls College, Steel
Town, Bin Qasim, Karachi.

2

Jamshaid

CAMS Girls College Branch Office at 17, AlHamrah Cooperative Housing, Block-7&8, Main
Scciety Tipu Sultan Road Karachi

3

Korangi

CDSS Intermediate Girls College
52/6, Korangi Township, Lalabad, U.C No.3,
Korangi, Karachi.

4

Sadar

Clifton College for Women ST-11, Block 2,
Kehkashan, Clifton, Karachi

5

Sadar

Defence Authority College for (W) Degree GC-1,
14th Street,Khayaban-e-Ghalib, Phase-VIII,Defence
Housing Authority, Karachi

6

Sadar

Fatimiyah College (Girls Campus) 270, Britto Road,
Near Numaish, Karachi.

7

Gulshan

Hayat-ul-Islam Girls College ST-18, Block-5,
Gulshan-e-Iqbal, Behind Shan Hospital, Near NIPA
Chowrangi, Karachi.

8

Lyari

K.M.A. Girls Degree College Nawab Mohabat
Khanji Road, Near Bantra Memon
Hospital,Mithadar, Kharadar, Karachi.

9

Bin Qasim

Mader-e-Millat Girls College Campus-II
Gulshan-e-Hadeed Phase-II,Near L-5 Market Bin
Qasim Town Karachi

10

Lyari

Memon Girls Degree College
Opp. Machi Miani Market, Kharadar, Karachi.

11

Gulberg

Metropolis Intermediate College for Girls C-42-43,
Block-13, F.B. Area, Karachi.

12

Bin Qasim

Pakistan Steel Madar-e-Millat Degree Girls College
L-25, L-26, Steel Town, Bin Qasim, Karachi.

13

Sadar

St. Joseph's College for Women
Off: Shahrah-e-Iraq, Saddar, Karachi ,Karachi,

14

Gulberg

The Memon Girls College
ST-5, Block-3, Aliyaabad, F.B. Area, Karachi.

15

Gulshan

East Meadow Girls College Plot No. SB-2, Block-1,
Nadeem Blessing, Mezzanine Floor, Gulistan-eJauhar, Karachi.

16

Jamshad

Khushbakht Girls College 31-B, Block-6,
P.E.C.H.S, Shahrah-e-Faisal, Karachi

17

Korangi

Jamiat-ul-Mohsinat Intermediate Girls College
17-A, Sector-B, Bhitai Colony Korangi Crossing,
Karachi.

18

Gulberg

Metropolitan Girls College C-10, Block-20, F.B.
Area, Karachi

Private Intermediate Colleges (Co-education)

No

Town

Institute

1

Gulberg

Al-Noor Intermediate College for Boys & Girls
W.S.A-5, Block-18, F.B. Area, Samnabad, Karachi.

2

SITE

Haroon Bahria Intemediate College for Boys &
Girls
SK Sector-4, Haroon Bahria Co-operative Housing
Society Hub River Road, Naval Colony, Karachi.
Private Higher Secondary School (Male)

No

Town

Institute

1

Lyari

A.S Gatta Memorial Secondary & Higher Secondary
School,
Tayyab Alvi Road, Memon Society, Lyari Quarters,
Karachi.

2

Korangi

Absa Higher Secondary School for the Deaf
26-C, National Highway, Phase-II, Extn., Defence
Housing Authority, Korangi Road, Karachi.

3

Gulberg

Aga Khan Higher Secondary School(Evening Shift)
1-5/B-VII, Karimabad, F.B. Area,Block-7, Karachi.

4

Gulberg

Aga Khan Higher Secondary School, (Morning
Shift)
1-5/B-VII, Karimabad, F.B. Area, Block-7, Karachi.

5

Bin Qasim

Aghosh Special Children Higher Secondary School
H-1/002/0, Gulshan-e-Hadeed Phase-1, Bin Qasim,
Karachi

6

Baldia

All Baldia Memon Higher Secondary School,
1729/97, Gujrat Colony, Baldia Town, Karachi

7

N Karachi

Azeemi Public Higher Secondary School
ST-5, Sector-4C, Near Markazi Murakba Hall,
Surjani Town

8

Baldia

Crescent Public Higher Secondary School
Plot No.228-231,Sector 4-C, Nai Abadi, Saeedabad,
Baldia Town, Karachi.

9

Gulshan

Dewa Secondary & Higher Secondary School
Dewa Complex, Street No. 9, Block-3, Gulshan-eIqbal, Karachi.

10

Orangi

Fountain Higher Secondary School
Plot No. A-12-16, Haryana Colony, Sector N0.10,
Orangi Town,

11

Malir

Green House Grammar Higher Secondary School
46/21, Salman Farsi C.H. Soceity, Malir Halt,
Karachi.

12

Sadar

Guards Public Higher Secondary School
59-Depot Lines, Coast Guard, P.O.Box No. 7352,
Kiyani Shaheed Road, Saddar, Karachi

13

Korangi

Habib Academy Higher Secondary School Plot No.
5,6,7, Sector 51/L, Korangi 5 ½

14

Gulshan

Ideal Grammar Higher Secondary School
A-2, Sector 28, Suparco Road, Near Suparco,
Karachi.

15

Sadar

Iqra Grammar Higher Secondary School
Plot No.625-626, Street No.39, Ahmed Raza Khan
Road, Farid Colony, Saddar, Karachi.

16

Malir

K.B.V. CAA Model Higher Secondary School
Jinnah International Air Port(Old Terminal No.1),
Karachi.

17

Korangi

Kingston English Grammar Higher Secondary
School,
Plot No. 9-10-11, 3-D, ST-3, Sector 48-B, Korangi-2
1/2, Karachi.

18

Landhi

Medico Higher Secondary School
Plot No. SC-1, Majeed Colony, Metrovill, Sector 1,Landhi, Karachi.

19

SITE

A.R Public Academy Higher Secondary School
D-233-234, Block-No.3, Metroville SITE, Karachi,

20

Baldia

The Graceful Higher Secondary School, ST-18, Plot
No.325-331, Sector 4-A, Saeedabad, Baldia Town,

Karachi
21

Jamshad

Gulistan Shah Abdul Latif Boys Higher Seconday
School
Sub Block-A, Block-B, Sindhi Muslim Co-operative
Housing Society, Karachi

22

Lyari

White Rose Grammar Higher Secondary School,
Zeshan Arcade, opp. Lyari Telephone Exchange,
Lyari, Karachi.

23

Kemari

P.M.A Model Higher Secondary School C-1, PMA
Hawksbay Road, Grex Maripur

24

Korangi

Korangi Academy(Higher Secondary)
52/6, Korangi Township, Lalabad, Korangi, Karachi.

25

Sadar

Kamal Grammar Higher Secondary School
Sector -C, Akhter Colony adjecent Phase-I, D.H.A,
Karachi

26

Korangi

Takbeer Higher Secondary School
A-40, Sector 8-A, Bilal Colony, Korangi Industrial
Area, Karachi

27

Malir

S.O.S. Hermann Gmeiner Higher Secondary School
153-Deh. Mehran, Jinnah Avenue, Malir Halt,
Karachi

28

Sadar

Pak-Turk International Higher Seconday School
Street-11, Shirin Jinnah Colony, No.3, Block-1,
Clifton, Karachi.

29

Gadap

S.M.B Quaid-e-Azam Public Higher Secondary
School
SMB-QAPS Camppus(Education City),Darsano
Channo, Link Road Gadap Town, Karachi.

30

Malir

Qamar-e-Bani Hashim Higher Secondary School
Plot No.907, Deh Tando Dawood Goth, Malir City,
Karachi

31

Baldia

Madarsa Talim-ul-Islam Higher Secondary School
Main Hub River Road, Mujahidabad, Muach Goath,
Adjacent to Murshad Hospital, Karachi

Private Higher Secondary School (Females)
No

Town

Institute

1

Gulshan

Fatima Zehra Girls Higher Secondary School
C-43, Sector-13/A, Post office Society, Gulzar-eHijri, Karachi

2

Jamshad

Mariam Higher Secondary School Plot No. 2064,
Street No. 12, Azam Town, Karachi.

3

Orangi

Muslim Public Higher Secondary School 327 & 328,
Faqir Colony, Sector-10, Orangi Town, Karachi.

4

Malir

Shamsi Society Model Girls Higher Secondary
School,
Shamsi Co-operative Housing Society, Wilreless
Gate Malir, Karachi

5

Sadar

Trinity Methodist Girls Higher Secondary School
Fatima Jinnah Road, Saddar, Karachi.

6

Gulshan

Zubair Public Girls Higher Secondary School Street
9-B, Block-4, Gulshan-e-Iqbal, Karachi.

7

Gulberg

Happy Palace Girls Higher Secondary School C266, Block-10, F.B. Area, Karachi

8

Gulberg

Raunaq-e-Islam Girls Higher Secondary School
ST-11/A, Memon Colony, F.B.Area, Karachi

9

Jamshad

Gulistan Shah Abdul Latif Girls Higher Seconday
School
Sub Block-B, Block-A, Ghulam Ali Memon Road
Sindhi Muslim Co-operative Housing Society,
Karachi

10

Jamshaid

Al-Badar Higher Secondary School (Girls)
64-Amil Colony, Jamshed Road, Near Islamia
College, Karachi

11

Orangi

Amina Public Higher Secondary School
Yaqoobabad , Sector 11½, Orangi Town, Karachi

12

Landhi

Seerat-e-Complex (Higher Secondary School)
131/4-A. Road No.7, Cattle Colony, Landhi,

Karachi

Appendix-D
Districts of Sindh

Density (pe

S No. District

Headquarters

Area (km²) Population (2012)

1

Badin

Badin

6,726

1,136,044

169

2

Dadu

Dadu

19,070

1,688,811

89

3

Ghotki

Mirpur Mathel

6,083

970,549

160

4

Hyderabad

Hyderabad

5,519

1,565,000

524

5

Jacobabad

Jacobabad

5,278

1,425,572

270

6

Jamshoro[1]

Jamshoro

7

KARACHI

Karachi

3,527

13,215,631

2,795

ople/km²)

8

Kashmore[1]

Kashmore

2,592

662,462

255

9

Khairpur

Khairpur

15,910

1,546,587

97

10

Larkana

Larkana

7,423

1,927,066

260

11

Matiari

Matiari

1,417

515,331

364

12

Mirpurkhas

Mirpur Khas

2,925

1,569,030

536

13

Nau Firoze

Naushahro Fe

2,945

1,087,571

369

14

Benazirabad

Nawabshah

4,502

1,071,533

238

15

Shahdadkot

Kambar

16

Sanghar

Sanghar

10,728

1,453,028

135

17

Shikarpur

Shikarpur

2,512

880,438

350

18

Sukkur

Sukkur

5,165

908,373

176

19

Tando Alla

Tand Allahyar

2,310

550,000

20

Ta M Khan

Tando M Kh

1,733

447,215

257

21

Tharparkar

Mithi

19,638

914,291

47

22

Thatta

Thatta

17,355

1,113,194

64

23

Umerkot[13]

Umerkot

663,100

(Adopted from: http://en.wikipedia.org/wiki/List_of_districts_of_Pakistan)

Appendix-E

CALCULATION OF RELAIBILITY

X

X

=

358

310

301

310

301

Y

=

203

251

252

251

252

Y

𝑿𝟐

𝒀𝟐

XY

358

203

128164

41209

72674

310

251

96100

63001

77810

301

252

90601

63504

75852

310

251

96100

63001

77810

301

252

90601

63504

75852

∑ 𝑥 =1580

∑ 𝑦 =1209

∑ 𝑥 2 =501566

∑ 𝑦 2 =294219

∑ 𝑥𝑦
= 379998

𝑟=

𝑁 ∑ 𝑥𝑦 − (∑ 𝑥)(∑ 𝑦)
√[𝑁 ∑ 𝑥 2

− (∑ 𝑥)2 ][𝑁 ∑ 𝑦 2 − (∑ 𝑦)2 ]

Appendix-F

QUESTIONS FOR INTERVIEW

Chairman Sindh Textbook Board
1. What are you criteria to select a writer for compilation of textbooks material?

2. Do you think that present textbooks match with the national English language
curriculum set standards?

Panel Consultants/Writers

1. How do you select material for any textbook?
2. Do you think that present textbooks match with the national English language
curriculum set standards?
Reviewers

1. Do you think that the content of the English textbooks prescribed by Sindh
Textbook Board for intermediate students match with English language
curriculum?
2.

How do you review the content of the textbooks?

3. Do you follow the checklist given in NELC-2006 for evaluation of textbooks
contents?

Senior Subject Experts
(Basic Questions Asked)
1. When did you read/see these textbooks in your teaching career/life?
2. Were these textbooks fulfilling the needs of English language learners of past who
were learning English as second/foreign language?

3. Are these textbooks suitable for the learners of present era of technology?

Appendix-G

Division of Karachi

Appendix-H

7.4 Checklist for textbook writers, teachers and reviewers (National
Curriculum for English Language Grades I-XII, 2006 p-163)

The following questions can help in reviewing the quality of textbooks:
1. Is the textbook material related to the goals of the curriculum?
2. Is a teachers’ guide included?
3. Layout
a. Is it attractive, appealing and user friendly?
b. Is it colorful and affordable?
c. Does it have adequate page size, line spacing, font size, title and subtitles?
d. Does it have consistent format throughout in language, content and
activities?
4. Does it have
a. An introduction explaining how to use the textbook?
b. Detailed content page
c. Glossary/vocabulary index/appendices?
5. Do the illustrations (maps, pictures, drawings graphs) help us to understand
the content better?
6. Are there suggestions for
a. Further reading in the area?
b. Websites for further information?
7. Content
a. Is the content accurate, authentic and up-dated?
b. Is the content culturally and contextually relevant?
c. Is the content relevant to the needs, age and level of understanding of
the students?
d. Is the content suitable for skills it is supposed to develop?

e. Is the language readable, understandable, and easy to follow?
Appropriate for the students who will use it?
f. Does the content provide sufficient English language exposure and
practice through
i. Variety of text types / genres?
ii. Variety of spoken and written language forms (both formal and
informal)?
g. Does it include current issues, problems and happenings?
h. Does the textbook present issues from different perspectives?
i. Does it avoid biases? i) religion ii) national origin iii) gender iv)
occupation v) class vi) any other.
8. Methodology
a. Do the activities / exercises encourage students to


Think



Develop their skills



Be creative?

b. Are activities

9.



Suitable for the needs of the learners?



Such that they ensure student participation in real life issues?

Is a variety of assessment strategies suggested e.g. fill in the blank, binary choice,
multiple choice, short answers (all levels), essay type answers, memorized
answers, project work, exhibitions, open-ended and divergent responses, etc?

10.

Do the text, questions and suggested activities stimulate interest that would lead
to further study?

11.

Review and revision
i.

Is there a built-in review system?

ii.

Is the review system sufficient to develop an awareness of what is learnt?

iii.

Are the review activities effective to recall and check previous learning?

iv.

Do the review exercises engage students to develop their creativity and
engage them in higher order thinking?

v.

Is the review system adequate to prepare for terminal tests?

vi.

Are there samples for tests and exams after a few units?

Appendix-J
Members of Penal

Appendix-K

Title Page of Book-One

Appendix-L

Back page of Book-One

Appendix-M
Title page of Book-Two

Appendix-N

Members of Penal

Appendix-O

Back page of Book-Two

Appendix-P
Title page of Poetry Book

Appendix-Q

The list of members prepared this anthology (selections from English verse)

Appendix-R

Back page of Poetry book

Appendix-S

Two One Act Plays (Title Page)

Appendix-T

Two One Act Plays (Back Page)

Appendix-U

Two One Act Plays (page-2)

Appendix-V

The prisoner of Zenda (Title Page)

Appendix-W

Back page of the prisoner of Zenda

