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ikinci olarak etkili bir Ingilizce dgretimi iinitesinin bilesenleri ve son olarak da materyal
Bagvuru  18.11.2018 tasarimini etkileyen bazi temel yaklasimlar ile ilgili perspektif ve deneyimlerini bir anket
Kabul 30.04.2020 ve yar1 yapilandirilmis goriisme uygulayarak arastirmayr amaglamustir. Sonuglar,
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degerlendirme, uyarlama ve olusturma ile ilgili deneyimlerinin, aldiklar1 6gretmen
egitimine, uygulama okul tiirlerine, uygulama okullarindaki danisman 6gretmenlering,
ogrencilere ve okul politikalarina gore sekillendigini rapor etmislerdir. Katilimcilar,
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advocated the current approach with multi-syllabus and communicative approach and
questioned the traditional approach in materials design. In parallel with their perspectives
about the approaches, they reported that an effective ELT unit should involve mostly
warm-up sessions, integration of four skills, communicative activities, vocabulary, and
pronunciation parts.
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1. INTRODUCTION

In the literature, there appear a handful of books related to materials development which

have been published in the last twenty-five years (Byrd, 1995; Cunningsworth, 1995; Dubin &
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Olshtain, 1986; Harwood, 2010; Hidalgo, Hall & Jacobs, 1995; McDonough & Shaw, 1993;
McGrath, 2002; Mishan & Chambers, 2010; Sheldon, 1987; Tomlinson, 2011; Tomlinson &
Masuhara, 2010). On the other hand, as mentioned by Tomlinson and Masuhara (2011),
exploring the issue as a research topic, particularly as an empirical study pertaining to the effects
of materials on language acquisition, requires longitudinal research involving investments of
money and time besides the difficulties in controlling variables. Thus, the issue of materials
development has been handled by giving the most attention to procedures for evaluating
materials and to the development of criteria to evaluate EFL coursebooks to meet the demands
of the producers (i.e. materials writers and publishers) who desire to create global materials.
However, the results of such research conducted by publishers are generally kept confidential
and rarely published (ibid). Since the 1960s, the issue of materials evaluation has received much
attention from both language experts and researchers to be able to obtain the best coursebook
(Tomlinson, 2003).

Considered key components of most language programs, coursebooks bring the
necessary input into the classroom with their many functions. For example, they are a source
for material presentation, various activities for learners to practice and communicative
interaction, stimulation and ideas for classroom activities, a great timesaver for teachers due to
their attractive, motivational, colourful and diverse content, and a reference source for learners
on grammar, vocabulary, reading, and pronunciation (Clandfield, 2010; Cunningsworth, 1995;
Richards, 2001). As suggested by Isik (2011), providing teachers with well-designed
coursebooks is crucial to optimize language education, and not to employ Path Dependence
Theory, which refers to the effects of the past on shaping the present. In parallel with this
purpose, it is essential that both graduate and undergraduate teachers increase their knowledge
and skills in materials development and design. Richards (2001) asserts that as the agents of
materials evaluation, any person from outside can observe how effectively teachers use books,
one teacher or groups of teachers may write reviews or reports and discuss their experience
with certain specialists in group meetings, and students might comment on their experience
with the coursebook as well. In addition to the opinions and comments of the students
(McGrath, 2002; Kim, 2015), certain factors such as program goals and objectives, theory of
language, theory of learning, learners' needs, political climate, traditional beliefs, and cultural
values of the local context should be taken into account (Cunningsworth, 1995; Dweikat, 2013;
Kanu, 2005; McLaughlin, 1996; O'Donoghue, 1994; Tomlinson, 1999, 2003; Zajda, 2004)

when selecting, adapting and designing the material.
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However, meeting the needs of both teachers and learners for local materials goes far
beyond the evaluation of EFL coursebooks, because the perfect textbook does not exist due to
shortcomings such as including inauthentic language for learners, involving distorted content,
and ignoring students' needs or deskilling teachers (Richards, 2001). On the other hand, Grant
(1987, p.8) highlighted that "the best book available for teachers and their learners does exist".
To clarify, the best book can be defined as a book which is designed by taking a particular
teaching context into account to meet the needs, interests, and abilities of both the learners and
the teacher. As stressed by Isik (2011), because global coursebooks are not adequate to offer
variety, undergraduate teachers who are responsible for implementing novelties and reflecting
innovations to foreign language materials need to be trained through a carefully designed
materials development course to support language education and to meet the needs of the
students who love variety. Only through adaptation is it possible to bridge the gap between the
producers and the users of materials. Thus, increasing the awareness of teacher trainees through
gathering their perspectives on the materials development and design serves a very important
purpose to reveal the aspects that need to be enhanced directly to make improvement in the
content of Language Teaching Materials Adaptation and Development (LTMAD) course and
indirectly to enable the teacher trainees to meet the needs of their future students who need

variety in terms of language learning materials.
1.1. Using Coursebooks Effectively

Meeting the needs of students is not something so easy particularly in this 21% century
in which the newly emerged technological innovations revolutionize the development of
teaching materials (Aghazadeh, & Ajideh, 2014; Kayapinar, 2009; Kirkgoz, 2009; Tekir &
Arikan, 2007; Tok, 2010). Thus, one of the central issues that has been a matter of concern
among teachers for a long time is how to prepare and adapt teaching materials in language
classes (Brown, 2001; Daloglu, 2004).

A good number of experts and educators (Ahmadi & Derakhshan, 2016; Grant, 1987;
Hedge, 2000; McDonough & Shaw, 1993; McGrath, 2002; Nunan, 1998; Richards, 1993; Tice,
1991) have urged the necessity of supplementing the coursebooks, the main components of
materials development, with suitable materials to satisfy the needs of the particular learners. As
suggested by Graves (2000), bearing the aims of the lesson in mind, teachers need to evaluate
the coursebook critically through examining the table of contents, the units in terms of the topics
and structures to perceive how these components are constructed and why. Upon this process,

teachers are expected to sort out those units that seem relevant and interesting to their students,
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and they can use them without changing or adapting, or they can reject materials that are
considered boring, irrelevant, and not suitable for the age or cultural background of their
students. The next step that teachers should consider is materials adaptation which means
altering the materials to increase the effectiveness of teaching and to better meet students' needs.
After setting clear objectives for each lesson, teachers should make teaching-related decisions
about what to adapt (e.g., topics, visuals, exercises, and activities), and how to adapt through
some techniques (e.g., omitting, adding, reordering, modifying, extending, reducing) to make
materials, activities and learning environments more conducive to learners' participation (Eksi,
2012; McDonough & Shaw, 1993). Furthermore, the following useful adaptation principles
could be taken into account to increase the quality of material adaptation (McGrath, 2002, p.74):

e Localization: adapting the material to restrict within the country.

e Personalization: modifying the material to meet our students' needs and interests.

e Individualization: adapting the material in such a way that it addresses our students'

learning styles individually.

e Modernization: bringing up to date material into the class.

e Simplification: making the texts or the tasks easier for the students to do or to

understand.

In addition to building knowledge about some adaptation techniques and principles,
teachers need to gain insights about the components of an effective ELT coursebook unit to
better evaluate materials used in their particular teaching contexts, which might help them to
adapt materials and activities more efficiently. As stressed by Woodward (2001), a syllabus
involves various combinations which are comprised of smaller components and explained what
can go into a lesson by underlying that a topic or a theme should involve variety of target aims
such as vocabulary, language patterns, skills, functions, social skills, and pronunciation to
enable every student to meet something novel which they desire to learn. Similarly, in their
guidelines for designing effective ELT materials, Howard and Major (2004) explained the
importance of contextualization, authenticity, attractiveness, flexibility, integration of skills,
different forms of interaction and opportunities to explore new linguistic items by focusing not
only forms but also functions, enabling students to develop learning skills and strategies, and

well-connected materials to have cohesion among skills, understandings, and language items.

Duarte and Escobar (2008) revealed that through materials adaptation, gaining success
became easier, students’ motivation and interest increased, students were involved cognitively

and emotionally by being exposed to more familiar and common situations. However, teachers

561



Sule Celik Korkmaz and Sedat Korkmaz / Uludag Universitesi Egitim Fakiiltesi Dergisi, 2020, 33(2), 558-586

play an important role in the successful design of suitable materials (Bhanegaonkar &
Mahfoodh, 2013). Besides, learning about teaching requires meaningful relationships between
schools, universities and teacher trainees (Korthagen, Loughran, & Russell, 2006). Although
materials evaluation/selection is not a one-dimensional issue of teacher education programs, it
is crucial for teachers to be competent in making the textbooks learner-centred by being a guide
to the learners, which requires teachers to be knowledgeable about the method and approaches
of presenting the content (Rahmawati, 2016). Ultimately, as highlighted by Bahumaid (2008),
providing adequate training for teachers in materials production is the best possible way to

enable teachers to prepare effective lessons and exercises to supplement their classes.

Although there appear many studies evaluating ELT materials by obtaining the views
of English teachers and learners, there is a dearth of research handling the issue from the point
of ELT teacher trainees. Thus, the study first aims to reveal ELT teacher trainees' perspectives
on the role of teaching materials including various aspects such as evaluation, adaptation and
creation, the components of an effective unit in an ELT coursebook, and some basic approaches
to materials design by not only taking into account the related literature but also their knowledge
constructed through LTMAD course offered during the fourth year of English Language
Teacher Training Program (ELTTP) in Turkey. Second, the study aims to investigate what they
experienced regarding the issue during their practicum practices in the realms of the classrooms
to be able to discuss the relationships between their perspectives and actual classroom

applications. To that end, this study aimed to answer the following research questions:

1. What are ELT teacher trainees' perspectives about and experiences in evaluating,

adapting, and creating ELT materials?

2. What are ELT teacher trainees' perspectives about the components of an effective unit

in an ELT coursebook?

3. What are ELT teacher trainees' perspectives about and experiences in some basic

approaches affecting ELT materials design?
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2. METHOD
2.1. Research Design

The study mainly adopted a quantitative survey method with the administration of a
questionnaire to answer the research questions. In addition, qualitative data were collected via

a semi-structured interview clarify the results emerging from the quantitative data analysis.
2.2. Setting

This study was conducted in Bursa Uludag University Faculty of Education ELT
Department during the academic year 2014-15. In the seventh semester of ELTTP, there is a
three-credit compulsory LTMAD course in the fall term. Moreover, in the same semester, there
is the "School Experience” course through which teacher trainees have the opportunity to
observe and teach to primary or secondary school learners, which enables the participants to
analyze and experience what they have learnt theoretically with regard to evaluating, adapting,
and creating ELT materials. In addition, there is the "Teaching Practice™ course in the following

spring semester, during which the participants plan lessons to teach to high school students.
2.3. Participants

Participation in the study was on a voluntary basis. From, 165 4™ year ELT teacher
trainees, those who responded in the questionnaire consisted of 120. 70 were female (58%),
and 50 were male (42 %). Moreover, 15 volunteers teacher trainees were administered a semi-

structured interview to triangulate the results obtained from the questionnaire.
2.4. Data Collection Instruments

In this study, a questionnaire with a five-point Likert scale ranging from 1 (Strongly
disagree) to 5 (Strongly agree) was prepared by the researchers in accordance with the related
literature, particularly the books followed in the LTMAD course which were compatible with
what is suggested as the course content proposed by the Council of Higher Education. The
questionnaire consisted of three sections with a total of 26 items: the first section (eight items)
was about their perspectives about the evaluation, adaptation, and creation of ELT materials;
the second section (nine items) was about their views about the components of an effective unit
inan ELT coursebook; and the third section (nine items) was about their perspectives regarding

basic approaches affecting materials design.

Furthermore, the research questions were addressed as the interview questions to

elaborate the teacher trainees' perspectives and experiences related to the issue. Following
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iterative study design (Shanmugam, 2019), although the research questions were asked mainly
during the course of the interviews, the researchers asked sub-questions based on the participant

responses:
1. What are your ideas about materials evaluation, adaptation, and creation?

2. How can you define an effective unit in an ELT course-book by considering some

components of a language?

3. How can you evaluate ELT approaches that affect materials in terms of evaluation,

adaptation, and creation?
2.5. Data Collection Procedure

The questionnaire was administered to 120 ELT teacher trainees in person. In addition,
15 interviewees were chosen among the volunteers by considering their teaching experiences
during their school experiences in different primary (N= 10) and secondary schools (N=5), and
during their teaching practices in various high schools (the same 15 interviewees). The
interview which was conducted in English was initially audio-recorded and later transcribed for
analysis. The total length of time taken to complete the first phase of the face-to-face interviews
(total 15 interviewees immediately after they finished their school experiences at the end of the
fall term) was 3 hours and 31 minutes. The length of the interviews ranged from was 9.5 to 21
minutes. As with the second phase of the interviews (with the same 15 interviewees in the 1%
phase immediately after they finished their practicum at the end of the spring term), the total
length of time was 3 hours and 19 minutes, with interviews ranging from was nine to 20

minutes.
2.6. Data Analysis

The data obtained from the questionnaire were analyzed via the SPSS program by using
descriptive statistics to answer the research questions of the current study. Moreover, the

inductive content analysis technique was used to analyze the interview results.
2.7. Validity and Reliability

As suggested by Picardi and Masick (2013), three subject matter experts with MA and
PhD degree in ELT who taught this course in the previous years were asked to decide whether
the items in the questionnaire were adequate to examine the construct of interest to ensure the
content validity of the questionnaire. In addition to the experts, 5 teacher trainees who were not

involved in the actual study were asked to evaluate the questionnaire in terms of its usability to
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understand the clarity and comprehension of each questionnaire item to obtain face validity of
the instrument. Based on their views, no item was deleted or added but many items were
modified via paraphrasing to increase the validity of the instrument. The modified questionnaire

revealed a Cronbach's alpha score of o = .82 over 26 items.

Regarding the inductive content analysis of the interview extracts, the researchers first
reviewed and coded the same interview extracts independently and then compared their codes
to calculate inter-rater reliability, which revealed 88.2 % agreement. As suggested by Hanvey

(2018), the two coders discussed the codes to reach consensus and agreed on 15 codes in total.

3. FINDINGS

The results are examined by taking the research questions into account respectively.
First, the quantitative results are presented following the related table. Then, the qualitative

results are given to elaborate the quantitative findings.

RQL. What are ELT teacher trainees' perspectives about and experiences in evaluating,
adapting, and creating materials?

Table 1 presents the quantitative results concerning the teacher trainees' views about the
evaluation and adaptation of ELT materials, whereas the following quotations display the

results of the interview extracts.
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Table 1
Results of the teacher trainees' perspectives about the evaluation and adaptation of ELT
materials
o
P 3\: SEE-)
(%) [)) [«b] [«b] a5 [o))
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8. "Materials Evaluation” is a very crucial 95 92 142 417 325 3.92

point to better plan the lessons.

9. | can evaluate the teaching materials
confidently by taking the criteria
(external/internal) into consideration
according to the target learners.

8 33 158 55 25 4

10. Materials must be adapted to meet our

students' needs. 0 2.5 1.7 258 70 4.63

11. I am aware of different adaptation
principles  (modernizing. personalizing. 4.2 1.7 58 55 333 411
individualizing. etc.) to adapt materials.

12. | am aware of different adaptation

techniques (editing. deleting. modifying. etc.) 3.3 25 6.7 46.7 40.8 4.19
to adapt materials.

13. | can adapt materials to better suit my

- 8 5 11.7 55 275 4.03
learners confidently.

14. | can create my own materials if the
material 1 use doesn't meet my contextual 8 2.5 10 46.7 40 4.22
needs.

15. I am aware of the principles of materials

3.3 25 167 558 21.7 3.90
development.

As seen clearly in Table 1, the participants reported the most positive remarks about
materials adaptation (M= 4.63). An overwhelming majority of them (95.8%) unequivocally
stated that materials must be adapted in a way to meet their students' needs; whereas the result
in their perspectives about materials evaluation is not as high as materials adaptation. In relation
to that, 74.2 percent of them agreed that materials evaluation was a very crucial point to better
plan the lessons. Pertaining to their self-evaluation about their theoretical knowledge, they
reported that they were aware of different adaptation principles (88.3%) and techniques (87.5

%) besides the principles of materials development (77.5%).

566



Sule Celik Korkmaz and Sedat Korkmaz / Uludag Universitesi Egitim Fakiiltesi Dergisi, 2020, 33(2), 558-586

Based on their teaching experiences, they reported that they could create their own
materials if the materials used did not meet their contextual needs (86.7%); they could adapt
materials to better suit their learners confidently (82.5%), and they could evaluate the teaching
materials confidently by taking the external/internal criteria into consideration according to the

target learners (80%).

With regard to the content analysis of the interview extracts pertaining to materials
evaluation, adaptation, and creation, 6 codes emerged such as LTMAD course, types of schools,
mentor teachers, learners, coursebooks, and school policy. Nearly all of the interviewees
(N=13) were in favour of following the target course-books as a starting point, either through
evaluation or adaptation. Their perspectives about the roles of coursebooks in the use of
materials were different based on school types (primary, secondary, and high schools).

The following extracts display the effects of coursebooks, mentor teachers, and the
learners on the interviewees' perspectives and experiences as to materials evaluation,

adaptation, and creation in primary school contexts:

I think it is not necessary to have a course-book in primary schools. Having the
syllabus would be better to know the content including the target words and chunks.
Teachers could be free and more creative to prepare their own materials and
activities. Our mentor teacher followed only the course-book, which made most of
the lessons boring both for the students and me. I developed my own materials and
activities during my school experience practice to make my lessons more fun and

productive [I1]

We prepared lesson plans for the second-grade state primary school learners. Our
mentor teacher followed only the course-book. The teacher explained that the
parents wanted to know why there were empty pages in the students' books. That's
why the teacher followed the book page by page. However, we prepared our lessons
by adapting the book. For example, when we evaluated the listening texts in the
book, we thought that they were very artificial. Thus, we brought different authentic
and fun videos including interesting characters to make the lesson more child-

appropriate and fun [15]

We taught to third graders in a state primary school. When we evaluated their
course-book, we noticed that there were similar types of activities such as listen, cut

and stick. At the beginning of each unit, there were the target words and chunks but
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not enough speaking activities. Therefore, we only learned the target topic, words
and chunks to create our own materials and activities. | think the students became
more motivated to be involved in our activities and had more fun. We focused on

developing different skills rather than vocabulary and grammar [18]

The extracts below indicate the effects of coursebooks and mentor teachers on the

interviewees' materials design in secondary school contexts:

In a secondary school context, our mentor teacher taught English mostly through
grammar-based approach. When | evaluated course-books, I noticed that units
usually started directly with activities. Hence, |1 added warm-up activities and
focused on pronunciation. | also paid attention to the layout of the activities to
change the order it was necessary. There was nothing to delete but to add to make
the lesson more fun. Unfortunately, the students perceived learning English

similar to learning mathematics [16]

The course-book was not given to me during my school experience practice. I think
this was wrong as | had difficulty in planning most of my lessons. | made an effort
and fortunately | was able to plan effective lessons thanks to the teacher education
| took. It was difficult to get knowledge about learners as we taught to a different
group every week. The activities we planned sometimes were too difficult or too
easy for the learners as we had to develop our own materials and activities before
doing evaluation and adaption. Our mentor teachers always expected us to bring
extra activities; thus, we could not experience materials evaluation and

adaptation but overly materials creation during my school experience [113]

I would rather follow a course-book as a concrete item than creating my own
material. Of course, | can add and/or extend the exercises and activities to enrich
a course-book. However, it is better for me to have a guide showing the flow of
the activities [110]

The following extracts indicate the experiences of the interviewees in various high
school contexts by taking into account the coursebooks, the mentor teachers, the students, and

the school policy:

In an Anatolian high school context, course-books were satisfactory enough to
teach a foreign language; thus, instead of developing our own materials, we

adapted the course-book more [12]
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As for high school contexts, | believe that having a course-book can make it easy
to teach a language. In fact, the book seemed to be adequate, but our mentor
teacher gave importance to grammar-based activities more. However, she
allowed us to plan our lessons freely; thus, we added mostly communicative

activities [11]

I think teaching in real classroom situations as a teacher trainee was really
difficult as we needed to meet the expectations of both the teachers and the school
administrations. For instance, | firstly developed communicative activities and the
required materials based on my own beliefs, but it did not work. Later, | prepared
and taught my lessons traditionally; my lessons were successful. | was shocked,
but the students were very happy, and they hugged me. I think both the teachers
and the students in high school contexts were expected to do exercises, not
communicative tasks. They were used to doing exercises. | was really so sorry, but

it was the reality because of the school policy [17]

Our practicum school adopted the communicative approach. We were expected
to prepare lessons by ignoring isolated grammar exercises and focusing on
developing the students' speaking and communication skills. Thus, we did as

expected [14]

As understood by the extracts above, teacher trainees' views and experiences about
evaluating, adapting and designing materials showed variety based on their particular teaching

contexts.

Regarding the LTMAD course, all of the interviewees (N=15) made positive comments
by stating that the course helped them prepare good lesson plans and develop fruitful materials.
The following extracts show how the LTMAD course cultivated their capability of creating and
adapting materials in addition to the suggestion given to increase the effectiveness of their

teacher training program:

... could adapt and supplement the main coursebook we used at practice schools easily.
When | needed to use extra materials, | was able to create my own materials alone

successfully... [13]

There should also be an additional course in which we can share what we have

experienced remarkably in the practice schools with our friends and teachers to get
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feedback. In this course, we can deal with different cases that our classmates have come

across [115]

RQ2. What are ELT teacher trainees' perspectives about the components of an effective

unit in an ELT course-book?

The results of the questionnaire reporting the teacher trainees' perspectives about the

components of an effective unit in an ELT course-book are displayed in Table 2.
Table 2

Results of the teacher trainees' perspectives about the components of an effective unit

in an ELT course-book

e

2 5 ¢ 3 3 =5

5 5SS g 85 58 §8

= s.2 2% = < s o

» 0 a) 5 n <

18. I_ am aware of the components of 3 5 175 525 9249 304
a unit.
19. A_unlt should involve vocabulary 0 25 58 167 45 434
exercises and tasks.
20. A unit should involve warm-up
stage to take students' attention. 0 8 L7 250 725 4.69
21. A unit should involve exercises
and tasks about all four skills. 0 8 3.3 242 111 4.66
22. A unit should involve grammar 3 33 117 433 408 4.20

exercises and tasks.

23. A unit should involve parts to
teach some language learning 1.7 4.2 8.3 43.3 425 4.20
strategies.

24. A unit should involve parts to
teach learn how to learn (useful tips

: : 8 1.7 7.5 49.2  40.8 4.27
section for learning a language /
strategy learning boxes).
25. A unit should involve 17 142 367 475 430
pronunciation activities.
26. A unit should involve 3 0 33 233 725 466

communicative activities.

In relation to the components of an effective unitin an ELT course-book, the participants
(97.5%) agreed that an effective ELT unit should involve mostly a warm-up stage to take

students' attention (M= 4.69). As for the second and third high-frequency components, the
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participants agreed that communicative activities should be involved in an effective ELT unit

(95.8%) following exercises and tasks about all four skills (95.9%).

Moreover, in line with the positive results related to designing a course-book by
following a 'multi-syllabus’, the participants agreed that an effective ELT course-book unit
should involve every component of a unit more or less. The frequency of components revealed
as follows: vocabulary exercises and tasks (91.7 %); ‘learn how to learn’ (90 %); learning
strategies (85.8%); pronunciation activities (84.2%); grammar exercises and tasks (84.1%).
most of the participants (76.7%) reported that they were aware of the components of a unit.
However, concerning their self-evaluation as to their awareness of the components of a unit,

the result is not as high as their perspectives about every component.

The qualitative part of the study revealed six codes concerning the components of an
effective ELT unit such as warm-up, four skills, vocabulary, pronunciation, strategy, and
grammar parts. The interview results (N= 5) provided details in the participants' reasons for
involving the warm-up stage as the first high-frequency component of a unit in the

questionnaire:

As warm-up stage provokes the flow of information among language learners,
they can share their novel thoughts with each other and this result in an

exchange of ideas together [116]

Warm-up stage is very important to motivate students to the lesson. Since
students start to learn new things in every new unit, their attention should be
drawn at first. They need to be curious about what they will learn and do in a
new unit [111]

The following interview extract might elaborate the reasons for involving

communicative and skills-based activities in an effective ELT unit:

During our school experience period, besides the main course-book, our
mentor teacher followed a supplementary book involving mechanical exercises
such as matching and fill-in the blanks. The students got bored during the
lesson; thus, the teacher expected us to prepare a lesson plan including games,
songs, and videos which can make the lessons more enjoyable and
communicative. It was interesting that the teacher expected us to do enjoyable
things although she never used. That's why communicative and skills-based
activities should be incorporated effectively in a unit [110]
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Concerning vocabulary exercises and tasks, more than half of the interviewees (N=8)
addressed the importance of engaging students with words to prepare students for the main

activities as seen in the following extract:

Vocabulary activities are very important to support the following parts within
a unit. For example: if they know the required words, it becomes very easy for
students to do speaking, listening, reading, and writing activities. Of course,
teachers can prepare and integrate vocabulary activities, but | believe that it
would be better if vocabulary activities are placed just before every skill-based

activity as a pre-activity in the course-books ... [14]

Furthermore, some of the interviewees (N=6) also put the emphasis more on

pronunciation as it can be seen in the following extract:

Pronunciation should be in the forefront within every unit. If students cannot
pronounce correctly, they lose their confidence. They think that learning a
foreign language is very difficult. Thus, they get further away from learning
English as they think that they cannot speak English. They become very happy
when they pronounce correctly. There should be enough pronunciation
exercises within an effective unit particularly in primary education context
[113]

Meanwhile, the interviewees (N=2) mentioned the effectiveness of strategies on

learning a language, as explained by the following interviewee:

Students could develop strategies for understanding a language if they are
taught how to use strategies via placing a part within every unit. If there are
tips within a course-book, students can practice the language more easily and

consciously [12]

Finally, with regard to grammar parts which revealed as the lowest frequency level in
the questionnaire, most of the interviewees (N=13) thought that primary school course-books
should be designed without integrating isolated grammar parts, whereas some of them (N= 7)
believed that high school course-books might involve isolated grammar parts on condition that

the rules are supported by contextual tasks and activities as seen in the following extracts:

It might change from school to school, but in our practicum school, lessons
were given by taking the exams into account. Students participated in the lesson

if the target subjects would be asked in the exam. Otherwise, they did not want
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to join in the activities. Actually, they were exercises, not activities. Teachers
usually focused on grammar by believing that students could understand in
some way by means of their cognitive level. | think effective grammar exercises

and tasks could be integrated within a high school coursebook unit [13]

RQ3. What are ELT teacher trainees’ perspectives about and experiences in some basic

approaches affecting materials design?

The results related to the participants’ perspectives about some basic approaches and
theoretical background taught in the LTMAD course were displayed in Table 3.
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Table 3

Results of the teacher trainees' perspectives about some basic approaches affecting
materials design

X X o
@ 29 o 0B S =3
S c 2 S 38 S8y
= £§ 8§ 27 2 &3
3 @ o < o<
1. I am aware of the contextual factors in
education (learners & setting& syllabus 3 95 9.2 45 425 495

types) that affect learning a foreign
language

2. Knowing a foreign language means

knowing the structure of that language 125 292 200 275 108 2.95

3. Knowing a language means being able

. . 4.2 6.7 6.7 39.2 433 4.10
to communicate in the target language

4. 1 am aware of the implications of the
Communicative Approach for teachinga 2.5 5 175 542 208 3.85
foreign language.

5. Teaching a foreign language requires

the teacher to use multi-syllabus. 8 8 133 358 492 43l

6. Teaching a foreign language by simply
presenting grammatical structures in rules 20 30.8 24.2 20 5 2.59
is useful.

7. If 1 mainly focus on communication in
the classroom. students might not
understand the structures emphasized in
the unit.

108 250 308 267 6.7 2093

16. 1 know the techniques about how to

0.8 0.8 175 60.8 20 3.98
teach words.

17. 1 know the techniques about how to

3.3 .8 150 65.0 158 3.89
teach structures.

Based on the mean scores in Table 3, it is obvious that the participants were in favour
of the current approach with multi-syllabus design the most (M= 4.31) by agreeing that teaching
a foreign language required the teacher to use multi-syllabus (85%). Similarly, a large number
of participants approved the usefulness of the communicative approach in designing and
adapting materials in foreign language teaching by believing that knowing a language means
being able to communicate in the target language (82.5%).
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Moreover, related to their self-evaluation of their theoretical knowledge, they agreed
that they were aware of the contextual factors in education (learners & setting & syllabus types)
that affect learning a foreign language (87.5%) and the implications of the Communicative
Approach for teaching a foreign language (75%). In addition, they reported that they knew the

techniques about how to teach words (80.8%) and how to teach structures (80.8%).

As to the traditional approach, although half of the participants disagreed (50.8%), 25
percent of them agreed, and 24.2 percent of them were hesitant that teaching a foreign language
by simply presenting grammatical structures in rules is useful. In that vein, the participants were
not so sure about the usefulness of applying traditional approach. To elaborate, 38.3 percent of
them agreed, and 20 percent of them were undecided that knowing a foreign language meant
knowing the structure of that language. Similarly, 33.4 % of them agreed, and 30.8 % of them
were undecided that if they mainly focused on communication in the classroom, students might

not understand the structures emphasized in the unit.

The interview extracts revealed 3 codes such as traditional, communicative, and current
approaches to materials design. In harmony with the questionnaire result, most of the
interviewees (12) mentioned the use of current approach with multi-syllabus design in high

school contexts rather than in primary school contexts as presented in the following extract:

High school ELT coursebooks should follow a multi syllabus rather than a
structural or notional-functional syllabus. Teachers tend to focus on grammar
more although students become more involved when the activities are
communicative. That's why | agree on a multi-syllabus design. Coursebooks can
meet the needs of both. If we are expected to present grammar, we should integrate
it into four skills. Thus, they have the opportunity to practice what is given as a
rule [113]

In line with the questionnaire result, most of the interviewees (N=9) were in favour of
the communicative approach believing that it brings many new innovations in L2 education as

displayed in the following expression:

Thanks to communicative approach, we, teacher trainees, can select learning
activities considering how well they engage our students in meaningful and
authentic language use rather than engaging in merely the mechanical practice

of language patterns [14]
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With regard to the traditional approach, the interview results revealed controversial
situations as well. Some of the interviewees (N=6) mentioned about how they considered

grammar as seen in the expressions below:

If we concentrate more on appropriateness and fluency of language via the
Communicative Approach, we cannot focus on form at all. Thus, we totally

neglect accuracy [18]

I can never leave grammar aside. | do not know why? Maybe it is because | myself

learn English through traditional way [110]

You really cannot ignore grammar. When we ask our mentor teacher what to do
in the following lesson to be able to prepare our lesson plan during our practicum,
she never mentions about developing speaking or writing skills. She always
mentions about grammatical subjects such as simple past tense etc. and expects

us to plan our lessons accordingly [17]

4. DISCUSSION AND CONCLUSION

Teaching materials develop teachers' professional knowledge and play a significant role
in EFL teaching and learning. Thus, the careful selection of coursebooks and the appropriate
and flexible use of them are important to reflect the aims, methods, and values of the teaching
program (Al Harbi, 2017; Cunningsworth, 1995). This study clarified the use of coursebooks
in EFL classrooms and reported that coursebooks should never be regarded as the only source
to be followed page by page in every class. Instead, teachers are expected to evaluate and adapt

the coursebook to use it more effectively.

As mentioned by many researchers, for instance, Cunningsworth (1995), McLaughlin
(1996), and Tomlinson (1999, 2003), the theoretical background is one of the key criteria to be
considered when selecting, adapting and designing the material. Accordingly, in order to adapt
and design materials, the participants of the study were mostly in favour of the current approach
with multi-syllabus design, then the communicative approach focusing on the use of language,
and finally traditional approach. As a matter of fact, the participants reflected changeable views
regarding approaches depending on the school types in their interview extracts. They showed
tendency mostly to the use of communicative approach and ignored grammar exercises in

primary school contexts in which they usually adapted the coursebook activities or created their
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own communicative materials and activities to enable children to practice the target language

unconsciously and in a fun way (Moon, 2000; Read, 2007).

On the other hand, they did not entirely ignore the use of grammar in high school
contexts. However, they did not consider grammar as an entire component of a language as
mentioned by the traditional approach which suggests the use of exercises to practice the
language, but as one of the components of a language as mentioned by multi-syllabus design.
As understood by the interview extracts, the participants took a firm stand on grammar in high
school contexts but modified it by integrating grammar into four skills through

contextualization.

Both School Experience and Teaching Practice courses were effective for the teacher
trainees to cultivate their beliefs, knowledge and skills for materials evaluation, adaptation and
creation. Accordingly, the interview results with regard to these issues remarked that what the
teacher trainees did in the realms of the classrooms were shaped by different teaching contexts,
different methodology of mentor teachers, learners, and school policies as also emphasized by
many researchers (for further see, Cunningsworth, 1995; Dweikat, 2013; Kanu, 2005;
McLaughlin, 1996; O'Donoghue, 1994; Tomlinson, 1999, 2003; Zajda, 2004). To clarify, as
reported by the interviewees, they created materials and activities in primary school contexts
more than in high school contexts in a way that the learners could communicate and use
language besides having fun. They did so without feeling the necessity to evaluate the activities
in the book but by taking the content and the characteristics of young learners into account.
Furthermore, in line with Karatepe and Yilmaz (2018), the participants of the study were able
to create materials and activities successfully for different primary school learners through
personalizing and localizing the language to be able to create a child-appropriate context to

meet the needs of the learners.

On the other hand, the situation was controversial in high school contexts in which they
tended to follow course-books by adapting some of the activities rather than creating materials
and activities to feel more confident and secure. In line with Duarte and Escobar (2008), the
participants in this study reported that students' involvement, motivation, and interests into the
activities increased and they had much more fun when the materials were adapted for a

particular class rather than using them as they were.

With regard to components of an effective ELT unit, in line with the ideas of Miranda
Garcia, Calle Martin and Moreno Olallas (2004), Hasan & Akhand (2013), and Zhu (2010), the
participants of the study considered warm-up stage as the most important component of an
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effective ELT unit to increase students' motivation, curiosity and attention regarding what they
will learn and do throughout the lesson and to reveal their background knowledge. As also
suggested by Howard and Major (2004), the participants thought that an effective ELT unit
should include communicative activities through integration of four skills to make the lessons
more enjoyable and communicative, as well as sections to develop learning skills and strategies
besides vocabulary and grammar exercises. Additionally, as emphasized by Morley (1991) and
Woodward (2001), the study revealed that pronunciation part can never be ignored and should
be placed in an effective ELT unit, particularly in primary school contexts to develop self-

confidence in students who need to achieve fluency in foreign language learning.

Both theory and practice have their own important respective roles in constructing
knowledge and competency related to material evaluation, adaptation, and creation. Based on
the interviewees' responses, it can be conceded that if teachers value both practical knowledge
and formal theories in teaching, this might enhance the quality of the process of materials
evaluation, adaptation, and creation. Thus, as stated by Schelfhout, Dochy, Janssens, Struyven,
Gielen and Sierens (2006), who suggested that teacher trainees support a culture of professional
cooperation in schools via skills and knowledge, teacher trainees need to deepen their
competencies by building a bridge between their theoretical knowledge and practical
experiences they gain in the realms of the classrooms when planning lessons through
evaluating, adapting and creating learner-based materials and activities. In line with the ideas
of Korthagen, Loughran and Russell (2006), who suggested meaningful relationships among
schools, universities and teacher trainees to achieve meaningful learning about teaching, the
current study stressed that teacher trainees need to be supported by both schools and universities
to be able to design more effective materials and activities, or to better adapt available ones.

5. IMPLICATIONS

Although the participants asserted that they could evaluate materials confidently, they
underlined that they need to be given opportunities to evaluate a variety of materials. To this
end, teacher trainees should be given more opportunities to evaluate the appropriateness of
materials both by teacher educators and mentor teachers. The former could give a variety of
ELT materials as a task to be evaluated by teacher trainees based on the criteria taught in the
theoretical lesson, and the latter could share their coursebooks to pave the way for the use of
effective materials during practicum. Indeed, instead of expecting teacher trainees to plan a
lesson via creating their own materials and activities, mentor teachers should give them a
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chance to teach a lesson via evaluating and adapting coursebooks to enable them to experience
the process of materials evaluation, adaptation and creation respectively and to gain more

confidence in materials design and use.

As for EFL teacher education departments, teacher educators should be good models at
first in terms of the use of contemporary approaches and materials in their lessons, rather than
just transmitting knowledge, to enable teacher trainees to gain better insight into the teaching
approaches, principles and techniques affecting materials design, and to discover how to
implement their theoretical knowledge in practice. In this sense, it is also vital for teacher
educators to be aware of available ELT materials used in practice schools and keep up with the
changes in the curriculum. Furthermore, as expected by the participants of the study, teacher
trainees who complete their practicum in a variety of teaching contexts could be offered a course
in which they can share their experiences in the practice schools with his/her friends and

supervisors/instructors.
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GENIS OZET

Yabanci dil 6gretiminde materyal gelistirme ile ilgili alan yazin incelendiginde, yapilan
caligmalarin biiyiik oranda en iyi ders kitabina sahip olabilmek i¢in materyal degerlendirme ya
da yabanct dil ders kitaplarinin incelenmesi i¢in kriterler olusturma ile ilgili oldugu
goriilmektedir. Ogretmenlere ¢ok iyi tasarlanmis ders kitaplar saglamak, dil egitiminin en iyi
sekilde verilebilmesi i¢in olduk¢a 6nemlidir. Lakin bu hususla ilgili alanda ¢ok tartigilan bir
konu da miikkemmel bir ders kitabinin var olup olmadigidir. Bu baglamdaki tartismalarin
sonucunda en iyi kitap, belli bir 6grenme ortaminda hem 6gretmenin hem de 6grencilerin
ilgileri, ihtiyaglar1 ve yetenekleri dogrultusunda kullanilan kitap olarak tanimlanmistir. Bir
baska ifadeyle, materyal iireticileri ve kullanicilar arasindaki a¢ig1 doldurmanin tek yolu, ders
kitaplarinin O0gretmenler tarafindan uyarlanarak kullanilmasidir. Bir materyalin secimi,
adaptasyonu ve tasarlanmasi programin hedefleri, dil ve 6grenme teorileri, 6grenci ihtiyaclart,
politik ortam, geleneksel inanglar ve kiiltiirel degerler gibi birgok unsurdan etkilenmektedir. Bu
ylizden, bu calisma 6gretmen adaylarinin materyal gelistirme ve tasarlama konusunda
goriiglerini aragtirmak suretiyle dogrudan 6gretmen adaylarinin farkindaliklarini arttirmayz,
onlarin goriisleri ve tecriibeleri dogrultusunda Ingiliz Dili Egitimi programinin 7. yarryilindaki
Dil Ogretim Materyal Uyarlama ve Gelistirme dersinin igeriginin zenginlestirilmesi igin
oneriler sunmay1, dolayli olarak da 6gretmen adaylarinin gelecekteki 6grencilerine daha kaliteli
materyal tiirleriyle dil 6gretimi yapabilmelerine yardimci olmaktir.

Bu hedefler dogrultusunda bu ¢alisma, Bursa Uludag Universitesi Egitim Fakiiltesinde
Ingiliz Dili Egitimi Anabilim Dalinda dgrenim géren 120 dérdiincii sinif 6gretmen adaymin,
ilk olarak materyal degerlendirme, uyarlama ve olusturma; daha sonra etkili bir Ingilizce
Ogretimi Unitesinin bilesenleri ve son olarak da materyal tasarimimi etkileyen bazi temel

yaklagimlari ile ilgili perspektif ve deneyimlerini arastirmayir amaglamistir. Karma desenin
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kullanildig1 bu ¢alismada, veri toplama araglari olarak bir anket ve yar1 yapilandirilmig gériisme
kullanilmistir. Anket sonuglar1 yiizde ve ortalama gibi betimsel istatistik kullanilarak yari

yapilandirilmis gériigme sonuglari da tlimevarimsal igerik analizi kullanilarak analiz edilmistir.

Anket sonuglarina gore, Katilimcilarin materyal degerlendirme ve olusturmadan daha
¢ok materyal uyarlamaya dnem verdikleri goriilmistiir. Bu konudaki teorik bilgi ve becerilerini
degerlendirmeleriyle ilgili olarak sonuglar katilimecilarin biiyiik oranda kendilerini yeterli
gordiiklerini gostermistir. Miilakat sonuglarina gore ise katilimcilar materyal degerlendirme,
uyarlama ve olusturma ile ilgili deneyimlerinin, aldiklar1 6gretmen egitimine, staja gittikleri
okul tiirlerine, staj okullarindaki danisman 6gretmenlere ve 6grencilere ve okul politikalarina
gore sekillendigini rapor etmislerdir. Giiz doneminde staja gittikleri ilkokul ve ortaokullarda
daha ¢ok kendi olusturduklart materyallerle ders anlattiklarini, bahar doneminde staja gittikleri
liselerde ise daha ¢ok kitabi uyarlayarak kullandiklarini belirtmislerdir.

Etkili bir Ingilizce ogretimi {initesinin bilesenleriyle ilgili anket gériisleri
incelendiginde, katilimcilarin yabanci dil 6gretimi ders kitaplarinin bir iinitesinde en g¢ok
sirastyla 1sinma boliimlerinin, dort beceri bilesenlerinin, iletisimsel aktivitelerin, kelime ve
telaffuz kisimlarinin olmast gerektigini bildirmislerdir. Miilakat sonuglar1 da katilimcilarin
etkili bir iinitede olmas1 gereken bilesenlerde en ¢ok 1sinma, dort-dil becerisi, kelime, ilkokulda
daha ¢ok telaffuz, strateji 6gretimi gibi kisimlarin olmasi gerektigini gostermistir. Ek olarak,

lise ders kitaplarinda dil bilgisi kisimlarinin da eklenmesi gerektigini belirtmislerdir.

Materyal tasarimini etkileyen yaklasimlarla ilgili olarak katilimcilar ¢ok izlenceli giincel
yaklagimi ve iletisimsel yaklasimi desteklemis ve geleneksel yaklasimi sorgulamiglardir. Anket
sonuglarina paralel olarak miilakat sonuglar1 da katilimcilarin bir kisminin iletisimsel
yaklagimin kullanildig1 bir dil 6grenme ortaminda 6grencilerin dil bilgisi kurallarini tam olarak
ogrenemeyeceklerini diisindiiklerini gostermistir. Bu goriisleri staja gittikleri okul tiirlerine

gore farklilik gdstermektedir.

Bu ¢alisma, Ingiliz dili 6gretmen yetistirme programinda yer alan, dil 6gretiminde
materyal gelistirme ve uyarlama, okul deneyimi ve ogretmenlik uygulamasi derslerinin
Ogretmen adaylarinin materyal degerlendirme, uyarlama ve olusturma konusundaki inanglari,
bilgileri ve becerileri iizerinde oldukg¢a etkili oldugunu gdstermistir. Hem teori hem de
uygulama dil 6gretiminde kullanilan materyallerin degerlendirilmesi, uyarlanmasi ve de
olusturulmas: siireglerinin kalitesini ve etkililigini arttirmak i¢in gerekli bilgi ve yeterlik
olusturmak da olduk¢a 6nemlidir. Bu yiizden, uygulama yapilan okullarda yasanan tecriibeler,
tiniversitelerde edinilen bilgiler ve 6gretmen adaylar1 arasinda anlamli bir iligkinin olmasi

585



Sule Celik Korkmaz and Sedat Korkmaz / Uludag Universitesi Egitim Fakiiltesi Dergisi, 2020, 33(2), 558-586

olduk¢a oOnemlidir. Gelecek nesillere daha yiiksek kalitede materyallerle yabanci dil
ogretebilmek i¢in 6gretmen adaylarinin okullar ve iiniversite tarafindan desteklenmesi ve en iyi

sekilde yetistirilmesi gerekmektedir.

Bu amagla, tiniversitede Ogretmen egiticileri tarafindan 6gretmen adaylarina farklh
amaclar ve farkli hedef kitlelere uygun ¢ok sayida materyal destegi saglanarak onlarin bu
materyalleri belli kriterler dogrultusunda degerlendirmeleri istenmeli ve boylece 6gretmen
adaylarinin teorik bilgileri pekistirilmelidir. Uygulama okullarindaki danisman &gretmenler,
aday Ogretmenlerden sadece kendi olusturduklari materyallerle ve aktivitelerle ders
anlatmalarin1 degil okulda kullanilan ders kitaplarinin incelenip uyarlanmasiyla hazirlanan

dersleri planlamalar1 ve anlatmalar1 konusunda da firsat vermelidirler.

Ogretmen egiticileri de materyal tasarimim etkileyen yaklasimlar, ilkeler ve teknikler
konusunda 6gretmen adaylarinin edindikleri bilgileri i¢sellestirmelerine yardimci olmak igin
kullandiklar1 materyalleri ve yaklasimlar1 da giincelleyerek iyi bir 6rnek teskil etmelidirler.
Ogretmen egiticiler de okullarda kullanilan materyaller hakkinda giincel bilgilere sahip olmali

ve derslerinin miifredatlarini bu dogrultuda uyarlamalidirlar.
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