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Abstract 
Textbooks are undoubtedly the most important components of English language classrooms 
and fulfill a range of needs in terms of language acquisition. Considering their pivotal role in 
language learning, their routine evaluation is essential to confirm whether they are 
instrumental in achieving the desired outcomes or not. This study evaluated the secondary 
school grade 11 and 12 English language textbooks, ‘Engage with English’ (EWE), used in 
the Omani public schools using a mixed-methods approach. Sixty-one high school teachers 
evaluated the textbook using the adapted version of Cunningsworth’s (1995) textbook 
evaluation checklist which comprises 38 items with the core areas including alignment with 
the curricular aims, design, organization, content, themes, methodology, and teacher’s book. 
To get deeper insights, semi-structured interviews were also conducted with eight high school 
teachers and two staff members of the Directorate of Curriculum Evaluation, Ministry of 
Education, Oman. The student perceptions (n=100) were gathered using a short survey 
questionnaire. Quantitative data were analyzed using Smart PLS- Structural Equation 
Modeling while qualitative data were categorized and analyzed thematically. The findings 
indicate overall positive results in most of the areas assessed, however, there is scope for 
further improvement in developing writing skills, pronunciation practice, appropriate 
vocabulary, critical thinking skills, and study skills. The study has pedagogical implications 
for curriculum designers, researchers, teachers, and students. 
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Introduction 
 
Textbooks (TBs) have been defined as tools of prominence and vital agents of teaching and 
learning in English Language Teaching (ELT) (Pasaribu, 2022) as they are the main sources 
of classroom learning materials, ideas, and activities (Cabrera,2014; Shahid, Qasim, & Iqbal, 
2021), save instructors’ time and enhance the impact of teaching by providing teachers with 
materials that are professionally created and validated (Lei & Soontornwipast,2020). TBs act 
as guides to the teachers in delivering the curriculum (Ayu & Indrawati, 2019) and “create 
scaffolding upon which teachers can build new communicative situations” (Cabrera, 2014, 
p.267). Cabrera (2014) further emphasizes that the importance of TBs cannot be ignored, 
more precisely, due to the movement to make students the center of language instruction. 
They are an effective resource for self-directed learning for students where they can find 
activities aligned with the curricular goals (Cunnigsworth, 1995). Moreover, they are a vital 
resource for less experienced teachers who are yet to gain confidence. Abdelrahman (2014) 
states that TB is one of the three main elements of classroom teaching, where the other two 
are students and teachers. 
 
The significance of textbook evaluation has been underlined by many researchers and 
educators (for example, Mohammadi & Hashemi, 2022; Riazi & Mosalanejad, 2010; Brown, 
1995; Cunningsworth, 1995; Hutchinson & Torres, 1994). TB evaluation is considered a 
powerful tool of quality assurance that paves way for the improvement of learning 
opportunities (Abdel Wahab, 2013; Kiely, 2009; Antic, Ivic, & Pešikan, 2013). It is a 
dynamic process that examines different aspects of TB to improve its quality which allows 
“ongoing improvement of learning opportunities” (p. 100). It “involves measuring the 
potential value of a set of learning materials by making judgments about the effect of the 
materials on the people using them” (Tomlinson & Masuhara, 2004).  
 
According to Al Mahrooqi, Denman, and Al Mamari (2016), both pre and post-use 
evaluations are beneficial and must be taken whenever it is possible. This will help TB 
developers to avoid the negative effects of using inappropriate TBs which may hinder the 
achievement of curricular goals and learning outcomes. They further mention that students 
and teachers have a better insight into the relevance of tasks and activities in a textbook and 
their suitability to the learners’ cognitive and emotional levels. “In this way, they are also 
often in the best position to judge how curriculum goals and outcomes are addressed by 
textbooks, and what gaps, if any, exist that may threaten curriculum cohesion” (p.3). 
Considering their pivotal role in language learning, evaluation of TBs is necessary to confirm 
whether they are instrumental in achieving the desired outcomes or not (Mohammadi & 
Hashemi, 2022; Mosalanejad, 2010). Despite the significance post-use TB evaluation entails 
(Tomlinson 2003; Tomlinson & Masuhara, 2004), there is a distinct lack of relevant 
empirical studies on post-use evaluation of TBs (Mukundan & Ahour, 2010). Moreover, it is 
noted that most of the studies have relied on teacher evaluation of TBs with very few 
considering student perceptions (such as Pasaribu, 2022; Mohammadi, & Abdi, 2014; Susiati 
& Mufidati, 2020, Rezaee & Hashemi, 2017). Student voice in TB evaluation is equally 
important. “Advocates for student voice in higher education believe students should have the 
right and power to engage in much of the decision-making traditionally dominated by 
instructors or administrators” (Woodward et al., 2014). This study shall consider the voice of 
teachers as well as students in TB evaluation. 
 
 



The remainder of the paper is organized into the following sections: the importance of TB 
Evaluation; theories and frameworks used for TB evaluation, TB evaluation in Oman; 
methodology; main findings; discussion of findings; and conclusion along with study 
limitations and pedagogical implications. 
 
Textbook Evaluation Frameworks 
 
Riazi and Mosalanejad (2010) cited from Ellis (1997) mention the three stages at which the 
evaluation may occur. These are Predictive evaluation – which determines the future 
potential of a TB, In-use evaluation – which examines material that is actively being used in 
institutions, and Retrospective evaluation – evaluating the material after it has been used at a 
particular institution.  
 
In terms of methods of TB evaluation, three basic methods have been found in the literature. 
They are, as McGrath (2002) explains, the impressionistic, the checklist, and the in-depth 
method. The impressionistic method refers to the evaluation of a TB based on a general 
impression. It is also referred to as the implicit or fuzzy model, which is based on impressions 
or teacher insights (Mukundan, 2007). The in-depth method is used when a particular element 
within the textbook, like chapters, units or exercises are carefully examined (Husen, 
Robiasih, & Ghozali, 2020). The impressionistic method is effective if it is conducted by 
expert teachers (Mukundan, 2007). Therefore, the impressionistic method by itself is not 
sufficient “but [it] could be combined with for example the second method, which is … the 
checklist method” (Abdel Wahab, 2013, p. 56), which Mukundan (2007) refers to as the 
explicit method. Most researchers of the TB evaluation have used checklists, “based on 
supposedly generalizable criteria” (Hashemi & Borhani, 2015, p. 48). Mukundan, 
Hajimohammadi, and Nimehchisalem (2011) define evaluation checklists as instruments that 
provide the features of useful and successful teaching materials. Moreover, checklists 
facilitate researchers to record and conduct a comparative analysis of data, as they offer a 
common framework for decision-making (Al Harbi, 2015). 
 
Since the 1970s, there has been a movement to make learners the center of language 
instruction and it is worthwhile to view TBs as resources for achieving the objectives that are 
set according to learner needs. Therefore, every effort should be made to establish and apply 
relevant and contextually appropriate criteria for the evaluation of TBs (Cunningsworth, 
1995). Many useful approaches and checklists for evaluation criteria have been developed 
over the years (such as Daoud & Celce-Murcia,1979; Ellis,1997; McDonough & Shaw, 1998; 
McGrath, 2002; Mukundan et al., 2011; Cunningsworth, 1995; Sheldon, 1988; Tomlinson, 
2003). All of these have their own focused and prioritized areas that provide the criteria for 
in-depth and comprehensive evaluation of TBs used in their contexts. Some researchers (such 
as Laabidi & Nfissi, 2016) developed their research questionnaires using criteria from various 
other checklists. Yulina (2021) conducted the textbook analysis on the basis of second 
language acquisition principles using a slightly modified version of Littlejohn’s (2011) three-
level framework for the analysis and evaluation of language teaching materials. Thus, there 
have been numerous checklists and criteria developed across the globe because teachers 
believe that the evaluative criteria need to be contextualized based on the requirements of the 
learning and teaching situations. However, many of the checklists used were not validated 
(Roberts et al., 2022). According to Mukundan (2007), “The desire for local considerations in 
checklist criteria led to institutions around the world developing their own instruments and 
this in turn led to a proliferation of checklists. Most of these instruments are neither tested for 
this in turn led to a proliferation of checklists. Most of these instruments are neither tested for 



checklist criteria led to institutions around the world developing their own instruments and 
this in turn led to a proliferation of checklists. Most of these instruments are neither tested for 
reliability nor validity” (p.81). This paper shall be employing a systematic checklist method 
using the adapted version of Cunningsworth’s (1995) checklist to obtain teacher perceptions.  
 
Textbook Evaluation in Oman 
 
English language textbooks for public schools are designed by the Textbook Production and 
Education Technologies Centre of the Ministry of Education (MoE), Oman. ‘English for Me’ 
is used for Cycles 1 (grades 1–4) and 2 (grades 5–10), and ‘Engage with English’ (EWE) for 
Cycle 3 (grades 11 and 12). (Al Mahrooqi, Denman, & Al Mamari, 2016). British 
commercial writers were recruited to write the TBs for Cycles one and two while Omani 
authors developed Cycle 3 books (Al-Issa & Al-Balushi, 2012, 154). The pre-use evaluation 
was conducted by Omani officials from the English Language Curriculum Department who 
checked the content of all the TBs before their introduction into the curriculum. As part of the 
post-use evaluation process, regional supervisors and teacher trainers were offered an 
orientation program by the MoE in which they identified teacher weaknesses and 
requirements that should be considered during the TB revision stage (Al-Issa & Al-Balushi, 
2012).  
 
Despite the efforts made by the MoE, the existing evaluation of TBs is rather limited in 
Oman. Al Jardani (2012) discussed curriculum evaluation in Oman but did not focus on TB 
evaluation, in particular. However, he indicated the portending danger of existing textbooks 
being discarded or an obscure curriculum developing with teaching and learning continuing 
to take place in the manner that existed before curriculum reform. He also mentioned the 
establishment of the Department of Curriculum Evaluation in 2005 to address this concern 
(Al Mahrooqi, Denman, & Al Mamari, 2016). 
 
Alimi (2006), Humaidi (2014), and Al Harrasi (2012) evaluated ‘English for Me’ which is 
used from grades one to ten. Alimi (2006), primarily focused on the use of the potential 
practicality of Sheldon’s (1988) evaluation checklist for curriculum evaluation in Oman, and 
Harrasi (2012) explored the use of stories as teaching aids in TBs. Al Mahrooqi, Al Mamari, 
and Denman (2019) used a corpus-based approach to evaluate the representation of 
prepositions in school TBs from Grades 1-4. None of these studies comprised the evaluation 
of EWE.  
 
Al Mahrooqi, Denman, and Al Mamari (2015) evaluated all the English TBs used in public 
schools from grades 1 to 12 using a 15-item checklist comprising themes such as authenticity 
of reading texts, affective and cognitive engagement, level of challenge, the scaffolding of 
higher order thinking skills, use of communicative methodology and physical aids. The TBs 
were evaluated by two English language teaching (ELT) experts from a public university in 
Oman who confirmed that the TBs are positive in terms of visual elements, instructions for 
learners, and topics covered. However, the authenticity of texts and the design of tasks in 
terms of developing higher-order thinking skills and autonomy among learners was 
questionable. Al Mahrooqi, Denman, and Al Mamari (2016) used a sixty-nine-item, fourteen-
category evaluation checklist to evaluate TBs by public school teachers and supervisors. 
Most of the categories such as curriculum coherence, physical attributes, and availability of 
supplementary materials, received positive responses while the design of writing and 
pronunciation tasks received negative responses. The authors recommended the revision of 
existing TBs for improving the quality of English language teaching and learning in Oman. In 



Most of the categories such as curriculum coherence, physical attributes, and availability of 
supplementary materials, received positive responses while the design of writing and 
pronunciation tasks received negative responses. The authors recommended the revision of 
existing TBs for improving the quality of English language teaching and learning in Oman. In 
another study Al Mahrooqi, Al Mamari and Denman (2016) employed a corpus-based 
approach to identify the probable issues around vocabulary teaching, specifically vocabulary 
load and lexical knowledge of students in Omani English TBs.  
 
Although the three studies mentioned in the above paragraph are the only ones that 
considered the evaluation of EWE, these studies evaluated the entire spectrum of English TBs 
used in public schools and thus the focus was fairly broader. Additionally, the gender 
imbalance in Al Mahrooqi, Denman, and Al Mamari’s (2016) study sample, with 98 females 
and only four male participants being a part of the evaluation process, could have affected the 
results. The checklist evaluation conducted in Al Mahrooqi (2015) was performed by only 
two ELT experts and neither of them worked in public schools in Oman, therefore, an 
insider’s perspective was not considered. Besides, their study did not take into account 
student perceptions. Hence, a comprehensive triangulated evaluation of secondary school 
TBs including perspectives of teachers, students, and curriculum designers is the need of the 
hour. Findings from the present study will hopefully play a significant role in terms of 
informing changes and improvements that need to be made to ensure the upskilling of the 
secondary school TBs used in Omani public schools which will eventually result in 
strengthening the English language proficiency of students. 
 
Methodology 
 
A retrospective, post-use evaluation of EWE used in Omani public secondary schools was 
conducted from the teachers’ and students’ lenses using a mixed-method approach. 
Quantitative data were collected using a TB evaluation checklist for teachers and a student 
survey. Qualitative data were collected using teachers’ and curriculum officers’ interviews 
and a student focus group discussion (FGD). 
 
Sample 
 
A convenience sample comprising 63 secondary school teachers from Omani public schools 
evaluated EWE using a checklist.  
 

Gender Qualifications Nationality 
 

Males 44% BA 79.4% Omani 74.6% 

Females 56% MA 17.5% Egyptians 15.9% 

PhD   3.1% Tunisians   6.4% 
Sudanese   1.6% 
Indians   1.6% 

Table 1 Teacher Participants 
 
 
 



As for the student survey, 101 respondents) from four schools (two male schools and two 
female schools), mainly from Muscat and South Al Batinah governorates, responded to the 
survey.  
 

Gender Governorate (Region) Nationality 
 

Males 29% Muscat 63.4% Omani 95% 

Females 71% South Al 
Batinah 

28.7% Egyptians   5% 

Other    7.9% Tunisians 
Lebanese 
Yemenis 

Table 2 Student Participants 
 

Interviews were conducted with secondary school teachers (4 males and 4 females) from 
eight schools in Muscat and South Al Batinah regions and two staff members from the 
Directorate of Curriculum evaluation, MoE. FGD was held with a group of eight secondary 
school female students, however, its results are not included here due to the paucity of space. 
 
Instruments 
 
Checklist 
 
The original version of Cunningsworth’s (1995) TB evaluation checklist, which included 
eight categories comprising a) Aims and approaches, b) Design and organization, c) 
Language content, d) Skills, and e) Topic, f) Methodology, g) Teachers’ book, and h) 
practical considerations, was modified by deleting and adding a few items to get teachers’ 
feedback on the EWE. The final checklist (refer to Appendix A) used in this study comprised 
38 items with the core areas including the following seven categories:  
 

a) Aims- 3 items 
b) Design and organization- 8 items 
c) Language content- 5 items 
d) Skills- 7 items 
e) Topics- 5 items 
f) Methodology- 6 items  
g) Teachers’ book- 4 items 

 
The main categories more or less were the same, as Cunningsworth’s (1995), except for the 
removal of the last category on practical considerations regarding pricing and availability 
since TBs in Omani public schools are supplied by the MoE free of cost. A few other changes 
in sub-items under other categories were also made. A few items were merged, a few were 
revised, and some were deleted. A five-point Likert scale of agreement was used with the 
responses including 1 – Strongly Disagree; 2 - Disagree; 3 - Neutral 4; -Agree; 5 – Strongly 
Agree for the adapted version while the original checklist carried Yes or No as responses. 
 
 
 



During the data analysis stage, the section on the teacher’s book was removed due to the 
inconsistent results generated (validity and reliability issues) while running the data on PLS-
SEM to create the measurement model. However, the feedback on the teacher’s book was 
considered during the interviews. The checklist was uploaded on Google forms and the link 
was shared with prospective participants. 
 
Student survey 
 
The student questionnaire was extracted from a larger survey on factors affecting English 
language proficiency. The items focusing on TB evaluation from the section on learning 
resources are used in this paper. The main themes covered were relevance, usefulness, 
interest, and ability to engage learners through interactive activities. A five-point Likert scale 
of agreement, similar to the teachers' checklist was used. The questionnaire was validated by 
a team of experts and translated into Arabic. It was also statistically validated using PLS-
SEM. The final questionnaire with both English and Arabic versions was uploaded on Google 
forms and the link was shared with the respondents. 
 
Interviews 
 
Semi-structured interviews were conducted with eight secondary school English teachers 
(four males and four females) and two Directorate of Curriculum evaluation staff members 
(one male and one female). The items used in the checklist formed the basis of interview 
questions.  Each interview lasted for approximately 40/50 minutes.  
 
Data analysis and Results 
 
Partial least squares (PLS) analysis was conducted using Smart PLS 3.0 to analyze the 
checklist results. The reason for using PLS-SEM was due to its ability to perform intricate 
analyses and measure complex models.  Two-staged analytical modules were used for 
Structure Equation Modelling (SEM) (Hair et al, 2014). First, the measurement model, which 
measures reliability and validity, was examined, and then the structural model was tested. 
The significance of loadings and path coefficients was investigated via bootstrapping. 
“Bootstrapping is a nonparametric method in which subsamples are generated with randomly 
derived observations from the original sample” (Khalil et al., 2021). For the student survey 
also the measurement model was examined for reliability and validity and then the analysis 
was conducted using simple statistics since only one section of a larger survey is being 
considered here. Qualitative data collected from interviews and FGD were categorized 
thematically and analyzed. 
 
For creating the measurement model to check the validity and reliability of the TB evaluation 
checklist, estimates were generated via the PLS algorithm. The structural model was 
estimated using the bootstrapping option in SmartPLS. The estimated measurement model is 
shown below (see Figure 1). It portrays the approximations of how the construct (the latent 
variable) relates to its indicators. 



 
Figure 1 Measurement Model Results from the Textbook Checklist Survey 

	
Convergent Validity 
 
To evaluate the validity of the construct variable, confirmatory factor analysis (CFA) was 
performed. The convergent validity was measured using Cronbach’s Alpha, Rho_A, 
Composite Reliability (CR), and Average Variance Extracted (AVE). The results are shown 
below.  
 

 Cronbach’s 
Alpha 

Rho_A Composite 
Reliability 

Average Variance 
Extracted (AVE) 

Aims 0.734 0.745 0.848 0.650 
Design and Organization 0.856 0.869 0.889 0.503 

Language Content 0.822 0.833 0.875 0.585 
Methodology 0.830 0.893 0.912 0.634 

Skills 0.850 0.860 0.886 0.527 
Teachers’ Perspectives 0.958 0.961 0.961 0.581 

Topics 0.798 0.801 0.868 0.623 
Table 3 Construct Reliability and Validity 

 
The minimum criteria defined for acceptable convergent validity are that the values of 
Cronbach’s Alpha, Rho_A, and CR must be above 0.7, while the values for AVE must be 
over 0.5. As can be seen from Table 3, the values of these factors for each of the variables 
fulfill the criteria, and therefore the model has acceptable convergent validity.  
 
 
 
 
 
 
 



Discriminant Validity (Fornell-Larcker Criterion) 
 
Discriminant validity verifies how allied (or insignificant) a variable is to itself and the other 
variables in the model. The Fornell-Larcker test measures the discriminant validity of the 
variables in the study. It is determined by the variance, where the indicators should have a 
higher variance with themselves than the others. As seen from the table below, all the 
parameters have relatively higher values of variance with themselves.  
 

 Aims Design and 
Organisation 

Language 
Content 

Methodology Skills Textbook 
Evaluation 

Topic 

Aims 
 

0.806       

Design and 
Organisation 

0.754 0.795      

Language 
Content 

0.687 0.793 0.795     

Methodology 
 

0.607 0.659 0.628 0.796    

Skills 
 

0.721 0.755 0.808 0.777 0.726   

Teachers’ 
Perspectives 

0.811 0.897 0.881 0.849 0.931 0.663  

Topics 
 

0.528 0.665 0.651 0.723 0.744 0.820 0.789 

Table 4 Fornell-Larcker Criterion 
 

Structural Equation Model 
 
This model measures the relationship between different variables used in the study, similar to 
regression analysis which defines the significance of each factor on the topic of interest and 
how the variables relate to each other. The structural model represents each of the variables in 
connection to the other via a beta value that places a value on how the independent variables 
impact the dependent variable. This is further visualized using the arrows, which indicate the 
direction of the impact.  
 
In addition to the beta value, the model also portrays the t- and p-values, which indicate how 
significant the relationship between two variables is upon the overall dataset and outputs. The 
parameters for a relationship to be significant are that the t-value must be greater than ±1.96 
or the p-value should be less than 0.05. The sign in the t-value is indicative of the direction of 
the relationship much like the directional arrows for the beta value. Another value used for 
structure model results is the R-square value, which defines how strong the relationship is 
between two variables. All of the above are useful further when predicting and analyzing 
future trends based on the study data and results. The structure model is shown below.  



 
Figure 2 Structure Model for the Checklist Results 

	
The values for the statistical parameters are presented in Table 5 below.  
 
 Original 

Sample 
Sample 
Mean 

Standard 
Deviation 

T-
value 

P-
value 

Aims à Teachers’ Perspectives 0.125 0.124 0.013 9.999 0.000 
Design and Organization àTeachers’ Perspectives 0.245 0.245 0.022 11.013 0.001 
Language Content àTeachers’ Perspectives 0.181 0.180 0.020 9.046 0.003 
Methodology à Teachers’ Perspectives 0.203 0.203 0.020 10.183 0.002 
Skills à Teachers’ Perspectives 0.245 0.242 0.021 11.573 0.000 
Topics à Teachers’ Perspectives 0.144 0.144 0.016 8.945 0.001 

Table 5 Structure Model Testing Results 
 

The model is based on the impact of six different textbook-related variables on the evaluation 
of EWE by the teachers, i.e., the Teachers’ perspectives variable (independent variable). As 
seen from Table 5 above, all the variables have significant relationships, however, the most 
significant relationships were those between Design and organization and Textbook 
Evaluation and Skills and Textbook Evaluation, based on the t-values (11.013 and 11.573 
respectively) and sample Mean (.245 and .242 respectively). The p-values for both were also 
0. The significance of the remaining parameters in descending order is Methodology (t-
value=10.183), Aims (t-value=9.999), Language Content (t-value=9.046), and Topic (t-
value=8.945). The p- values for all these parameters are <0.05. This indicates that the 
teachers consider the design and organization, and skills development in the TB as very good. 
They are also positive about the methodology propagated by the book (communicative 
approach), the alignment of aims with the curricular goals, language content, and topics 
covered. Thus, overall, the teachers’ feedback through the checklist is positive. However, the 
qualitative results from teacher interviews are not compatible with the checklist findings. 
 
 
 



Student Survey Validation 
 
The student opinions on the textbook were gathered as part of a larger survey, where different 
factors were investigated considering their relation to the English Language Proficiency 
(ELP) of students. One of these factors was TBs. This survey was also analyzed using PLS-
SEM. The measurement model was used to test the validity and reliability of the instrument. 
To establish the reliability and validity of the survey, parameters similar to the teachers’ 
checklist were used. Table 6 below shows the values for the TB variable.  
 

Statistical Parameter Value 
Cronbach’s Alpha 0.828 

Rho_A 0.841 
Composite Reliability (CR) 0.876 

Average Variance Extracted (AVE) 0.544 
Table 6 Validity and Reliability 

 
The conditions for the instrument to be valid and reliable are fulfilled as Cronbach’s Alpha, 
Rho_A and CR are all above 0.7, and the AVE is greater than 0.5. Hence the survey is valid, 
and its results are reliable.  
 
Student survey results 
 
Item Mean Standard 

Deviation 
1. The textbook is relevant in terms of achieving the curricular goals. 3.34 1.060 
2. The textbook is very useful in developing my language proficiency. 3.46 1.081 
3. The textbook is very interesting. 3.28 1.096 
4. The textbook has a lot of interactive and engaging activities. 3.31 1.036 
5. The textbook helps me prepare ONLY for the exams. 2.74 1.016 
6. The teachers can complete the contents of TB within the given period.  3.46 1.153 
7. Other resources are also used by teachers along with textbooks. 3.68 1.103 
8. My feedback is taken for the review of the textbook and other materials  3.14 1.086 

Table 7 Student survey results (Textbook section) 
 
Descriptive statistics (Mean and Standard Deviation) for all items in the section on TB were 
calculated (see Table 7). Considering 3:00 as the mid-point (Neutral), it can be observed from 
the above statistics that overall, the students are slightly positive about the books. Seven out 
of eight analysis items recorded a Mean of above 3.00. However, the role of TB in preparing 
students for exams dropped below 3.00. The maximum Mean is observed for the use of 
additional resources by the teachers (3.68) followed by the role of EWE in developing 
English proficiency and scope of course completion within the given duration (3.46). The 
students are also not very positive about the TB being relevant (3.34) and interesting (3.28). 
The lowest Mean is observed for the role of TBs in preparing students for exams (2.74) 
which was further confirmed by the FGD where students mentioned that the TB contents are 
different from what they are asked in exams. 
 
 
 
 
 



Key Findings from Interviews 
 
The main findings from the teachers’ and curriculum evaluation officers’ interviews are 
summarized below: 
 
Aims  

• The aims are covered in the TB entirely. 
• The aims are aligned with the curriculum/TB content.  

 
Design and Organization  

• The layout is attractive, but there is more room for improvement.  
• The focus should be to group the skills and have a detailed focus on each, one by 

one.  
 

Language Content 
• There is a lot of vocabulary, but not always relevant. For example, there are 

authentic texts on various cultures but the vocabulary there is often not listed in 
the vocabulary development tasks. Moreover, the exams assess a completely 
different set of vocabulary.  

• There are a few grammar rules which are not enough. The teacher has to teach 
more to the students since exams are beyond the content available in the book.  

• Sufficient examples of writing, as required for exams, are not there. The exams 
have different writing genres than the TB.  

• The teachers do not know what they should focus on, or what will come in the 
final exam, so they become lost. 
 

Methodology  
• Yes, the book follows the communicative task-based approach. 
• The book is fine, but we don’t follow it always since exams are different. 

 
Skills  

• The four language skills are covered in the book, but insufficiently.  
• Speaking practice is there but conversational skills are limited. There are a few 

discussions and role-plays.  
• There need to be more lessons to develop writing skills. We have to really work 

hard to develop writing skills. We provide samples and relevant activities 
ourselves. 

• About individual sounds- stress in a word/sentence- nothing is covered. -if a 
student pronounces in a wrong way, we just correct it. 

• Activities to develop critical thinking skills should be there but I do not find 
them. We have class discussions to develop these skills. 

• Study skills are barely covered. Some reading tips are covered in the section 
called ‘Top Tip’. 
 

 



Topics  
• The content is well structured, and the topics are relevant.  
• The book needs to be updated in some areas. For example, the book still has letter 

writing which is outdated now. Some information also needs to be updated. 
 

Teachers’ Book  
• The teachers’ book is helpful in preparing lessons.  
• The teachers’ book needs extra material, it is not enough for all the teachers. 

Some more ideas and extra activities will be useful. We create our own materials. 
  

Other Relevant Findings 
• There is insufficient time in the class to complete all the material and train 

students for different skills. Six lessons (40 minutes each) in the whole week are 
not enough to achieve the desired learning outcomes.  

• The assessments are not entirely aligned with what is being taught in the TB. 
• There is no formal mechanism to take teacher or student feedback on TB. 
• The 10th grade TB is updated and the exercises there are more challenging and 

updated than EWE. There is a huge disparity now between grades 10 and 11. The 
progression is erratic.  
 

Key points from curriculum officers 
• Curriculum is routinely reviewed and compared with other international 

curricula. 
• Our curriculum is based on the tenets of our educational philosophy.  
• We consult experts before authoring or designing the curriculum.  
• There is a specific assessment document that we refer to regarding assessment 

design. 
• We are developing an item bank that will be a reference for teachers as well as 

students. It will be available on the portal. It will have lexical bundles, 
grammatical sentence structures, exam skills, etc.  

• We analyze the exam papers and check where our students need support. For 
example, when we found that 21st-century literacy skills are lacking in our 
students, we prepared a remedial plan and introduced an intervention program. 

• We should have a large project to reform the English language of proficiency of 
Omani students. 

 
Table 8 Key findings from interviews 

 
Discussion of Findings 
 
Looking at the overall results from both qualitative and quantitative tools, the EWE 
moderately fulfills the criteria set for evaluation. The checklist results revealed that the 
teachers are positive about the EWE. The design and organization (t-value-11.013 and 
11.573) and comprehensive coverage of all the language skills received the highest ratings 
through teachers’ checklist analysis followed by methodology, alignment of aims with the 
curricular goals, language contents, and topics. Al Mahrooqi, Denman, and Al Mamari. 
(2016) also reported moderately positive results (Means between 2.50 and 2.82 on a Likert 
scale of 4) in twelve out of fourteen categories except for writing skills and pronunciation 
which need to be revised in EWE according to the teacher participants of this study as well.  



scale of 4) in twelve out of fourteen categories except for writing skills and pronunciation 
which need to be revised in EWE according to the teacher participants of this study as well.  
 
During the interviews, a number of positive aspects as well as the areas for improvement 
were highlighted by the teachers. They mentioned that the aims need to be updated to align 
with the curriculum, more grammatical structures should be added, the exams are completely 
different from what the textbook covers especially regarding writing practice and vocabulary, 
there is hardly any pronunciation practice, conversational and critical thinking skills are very 
limited, and the study skills coverage is very meager. Mahrooqi, Al Mamari, and Denman’s 
(2016) study on the analysis of lexicon in Omani public school TBs also found anomalies in 
vocabulary loading with regard to the introduction of words at appropriate levels. They 
concluded that a reference word list was not utilized during the TB development stage, and 
this can affect the quality of teaching and can lead to anxiety among learners and demotivate 
them. Al Mahrooqi et al. (2015) also recommended the design of tasks to develop higher-
order thinking skills. Activities around the development of conversational skills are of utmost 
importance, especially when the book claims to be based on the principles of the 
communicative task-based approach. “There is far more effective participation in a 
conversation than performing a number of isolated speech acts. A conversation is 
interactional, and the participants work together in its development, mutually defining and 
evaluating each contribution; it is essentially a collaborative process and must be seen as such 
for teaching purposes” (Cunningsworth, 1987, p. 45). 
 
The Means of student ratings of EWE range between 2.74 to 3.68 which reveals that the 
students are largely neutral to slightly positive about EWE. Considering 3 (Neutral) as the 
mid-point, none of the evaluation criteria recorded an overall Mean of 4.00 and above that 
would suggest highly positive evaluations. Looking at the other relevant findings from the 
interviews, the most alarming among them is that the grade 10 TB has been changed and is 
more advanced and challenging than grade 11 and 12 TBs. Al Mahrooqi et al.’s (2015) study 
also reported the previous version of grade 10 TB as the best that could be used as a model. 
Constructive alignment of curricular aims with TB materials and assessments is the most 
pressing issue which is reported by both teachers as well as students who mention that the 
exams are different from what TB covers. Moreover, one 40 minutes lesson per day is not 
enough to complete the course material and improve English language proficiency since the 
other subjects are taught in Arabic. Lastly, there is no formal mechanism in place to take 
teachers’ and students’ feedback on TBs.  
 
The curriculum evaluation officers mentioned a number of efforts made by their directorate 
in terms of curriculum evaluation, review, update, and maintenance of TBs’ currency. They 
mentioned the engagement of experts in curriculum design and evaluation, an intervention 
program for the activities focusing on the development of 21st-century skills, a pilot project 
focusing on phonetics, development of an item bank comprising activities related to language 
skills development which will be made available as an online resource on the MoE portal for 
teachers as well as students. This reveals that efforts in the direction of curriculum review are 
being made but the officers did not clearly indicate if the work on replacement or revision of 
EWE is in the pipeline or not. 
 
 
 
 
 



Conclusion, Limitations, and Pedagogical Implications  
 
Evaluation of TBs is of utmost importance to ensure that they are not only suitable but also 
capable of supporting teachers in achieving the pedagogical aims of the English language 
curriculum. This study sought to evaluate EWE, the TB used in grades eleven and twelve in 
Omani public schools, from the perspectives of teachers and students. The estimates 
generated via the PLS algorithm confirmed the reliability and validity of the measurement 
model thus confirming the fitness of the adapted version of Cunningworth’s (1995) checklist. 
The findings obtained from the quantitative instruments revealed that overall, EWE is 
suitable for grade 11 and 12 students. A moderately positive response was received from the 
study participants. The EWE fulfills most of the criteria mentioned in the teacher evaluation 
checklist, however, a number of potential areas of improvement were highlighted during the 
teacher interviews. The most pressing concern raised by the teachers as well as students is the 
lack of constructive alignment of curricular aims with TB materials and assessments. EWE 
will benefit from a thorough revision in terms of alignment of writing tasks with assessments, 
the inclusion of relevant vocabulary development exercises, more conversational practice, 
pronunciation practice, and exercises focusing on the development of critical thinking and 
study skills. 
 
Although this study has been successful in providing insights into the strengths and 
weaknesses of EWE, there are a few limitations that need to be mentioned. The student 
perspectives were taken using a section of the survey designed for a larger study on factors 
affecting language acquisition. A more comprehensive survey covering more categories and 
items would accrue better results. The results of student FGD and sub-items under various 
categories of teachers’ checklist cannot be added to this paper due to the paucity of space. 
Further research on finding a correlation between the findings generated from the current 
checklist with other checklists might also prove beneficial in arriving at more comprehensive 
results. The author urges the relevant authorities to consider the review report of EWE of this 
study and the studies conducted on similar lines at the earliest to allow for a more logical 
progression of content and materials from lower to higher grades. More importantly, there 
should be a mechanism to take regular feedback from students and teachers on TBs and this 
should form the basis of revision.  
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Appendix A 
 
Textbook Evaluation Checklist 

Aims 
The aims of the textbook correspond closely 
with the aims of the curriculum. 

SD D N A SA 

  
The aims of the textbook correspond closely 
with the needs of the learners. 

     

  

The book is comprehensive and covers all or 
most of what is required for secondary school 
level learners. 

     

  
  

Design and 
organization 

The components make up the total course 
package (students' books, teachers' books, 
workbooks, CD, etc). 

     

  
The content is well-organized (e.g. according 
to structures, functions, topics, skills, etc.). 

     

  

The content is well-sequenced (e.g. on the 
basis of complexity, learnability, usefulness, 
etc.) 

     

  
The grading and progression are suitable for 
the learners. 

     

  There is adequate recycling and revision.      

  
There are reference sections for grammar, 
vocabulary, and study skills development. 

     

  
The layout is clear and the contents are easy to 
find. 

     

  
The textbook is long-lasting and attractive in 
appearance. 

     

  
  

Language 
content 

The textbook covers the main grammar items 
appropriate to each level, taking learners' needs 
into account. 

     

  

The material for vocabulary development is 
adequate in terms of quantity and range of 
vocabulary. 

     

  

The textbook includes material for 
pronunciation work including individual 
sounds, word stress, sentence stress, and 
intonation. 

     

  

The textbook deals with the structuring and 
conventions of language used above sentence 
level, e.g., how to take part in conversations, 
how to structure a piece of extended writing, 
how to identify the main points in a reading 
passage. 

     

 
     



  

The book familiarizes learners with appropriate 
language styles to be used in different contexts 
(e.g., formal and informal or academic and 
non-academic language). 

     

  
  

Skills 

All four language skills (Reading, Writing, 
Listening, and Speaking) are adequately 
covered, bearing in mind the course aims and 
syllabus requirements. 

     

  
The textbook carries material for integrated 
skills work. 

     

  

The reading passages and associated activities 
are suitable for your students' levels, interests, 
etc. 

     

  

There is sufficient reading material with a good 
selection of level appropriate texts on different 
interesting topics. 

     

  

The listening material is well recorded, as 
authentic as possible, accompanied by 
background information, questions, and 
activities which help comprehension. 

     

  

The material for spoken English (dialogues, 
roleplays, etc.) is well-designed to equip 
learners for real-life interactions. 

     

  

The writing activities are suitable in terms of 
the amount of guidance/control, degree of 
accuracy, organization of longer pieces of 
writing (e.g., paragraphing), and use of 
appropriate styles. 

     

  
  

Topics 
There is sufficient material of genuine interest 
to learners. 

     

  There is enough variety and range of topics.      

  
The topics help expand students' awareness and 
enrich their experience. 

     

  
The topics are sophisticated enough in content 
yet within the learners' language level. 

     

  
Learners are able to relate to the social and 
cultural contexts presented in the textbook. 

     

  
  

Methodology 
The textbook accommodates the 
communicative learning approach. 

     

  
The textbook contains exercises that promote 
learners' creativity. 

     

 

 
 
 

     



  
The textbook encourages learners to think 
critically. 

     

  

The textbook develops the spirit of inquiry and 
encourages learners to research on their own to 
complete activities. 

     

  
The material includes activities that develop 
students' study skills and learning strategies. 

     

  

Students are expected to take a degree of 
responsibility for their own learning (e.g. by 
setting their own individual learning targets). 

     

  
  

Teachers' 
book 

There is adequate guidance for the teachers 
who will be using the textbook and its 
supporting materials. 

     

  
The teachers' book is comprehensive and 
supportive. 

     

  

The teachers' book adequately covers teaching 
techniques, language items such as grammar 
rules and culture-specific information. 

     

  Keys to exercises are available and clear.      
Note: Strongly Disagree (SD), Disagree (D), Neutral(N), Agree (A), Strongly Agree (SA) 
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