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ABSTRACT 

This study was designed to investigate procedures used for 

selecting textbooks for curricula with particular reference to 

elementary Social Studies in British Columbia. The investigation 

included analyses and canparisons of procedures for selection as 

described in the literature. In order to proceed with the inves­

tigation a classification scherce was developed. This scheme sorted 

instruments for textbook selection into: checklists, -weighted rating 

scales, annotative questionnaires, canbination types, and aesthetic 

critiques. Criteria for assessing instnments used for textbook 

appraisal also -were selected with reference to the literature. These 

criteria included the instrument's effectiveness in tenns of assess­

ing behavioral objectives, reading level, and oontent of the text. 

Additional criteria ooncemed the depth and .flexibility and the 

degree of subjectivity or objectivity allowed to analysts. Inquiry, a 

major carp:,nent of the new Social Studies, was also examined and con­

sidered in relation to the British Columbia curriculum. Processes 

used by the Ministry of Education for the selection of new texts for 

Social Studies in British Columbia were a:mpared with processes re­

ported in the literature. The oonclusion was that a a::mprehensive 

instrument for selecting textbooks t,,.0uld be useful to the Ministry 
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for future textb::x:>k selecting. As a result, a b,.Q-part rrodel, con­

sisting of a c.11.ecklist for initial sorting, plus an annotative ques­

tionnaire for in-depth analysis was developed for this study . 'Ihe 

prop:)sed instrument, a synthesis of many instruments fran the liter­

ature plus the B.C. Ministry of Education's present process for 

textl:x:::ok selection , required a thirty hour training period for ana­

Iysts who ,-.DUld use it. 'Ihe instrument included sections on reading 

level, social considerations, and aesthetic criticism and should pro­

vide a useful tool for M.inistry or sch:>ol district personnel to use 

in evaluating and selecting textbooks. The instrument's erophasis on 

inquiry learning ""°uld be particularly appropriate for the new 

Social Studies program in British Columbia. 

Examiners: 
Dr. s. M. Allen 

Dr. C.F. Goulson 
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:mIRODUCTION 

CUrrent Practices for Selection of Materials 

The selection of textbooks for curricula has often been a sane-

what haphazard process. As Massialas and Cox (1966) stated: 

The selection of textbooks often takes place on the 
basis of superficial and unsophisticated criteria. 
For example, teachers may reccrrmend a textbook for 
adoption merely on a quantitative basis: "a thick 
bcok" is better than a "thin bcok." Or the rrore 
topics an author has dealt with, the rrore names of 
kings and battles, and the rrore chronological charts 
there are, the rrore desirable the text is considered 
to be. (p. 201) 

Eash and Rasher (1978) also have emphasized the superficiality 

of textbook selection. · They found that teachers may spend as little 

as one hour per year on the selection of textbooks for curriculum 

(p. 4). Moreover, Brodbelt (1972) warned that, "Once a textbook is 

selected, efficient school finances means that teachers are usually 

'stuck' with that choice for the next few years" (p. 487). 

In contrast to the unsophisticated processes above, were t..11.e 

approaches which often required analysts to undertake special 

training before carrnencing assessment of textbooks for curricula. 

These rrore canplex procedures employed checklists, rating scales, 

annotative questionnaires, or a c:cmbination of twD or rrore of these 

approaches to detennine whether specific criteria had been met by 

the textl::x:x:>ks under consideration. 
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Inst:rurnents for the selection of learning materials have been 

prepared by researchers and consultants such as Breiter and Menne 

(1974), Brodbelt (1972), Connell et al. (1967), Eash (1972a) and 

Zenger and Zenger (1976), to name a few. In addition, consortia 

have been fonned for the purposes of researching and preparing 

instruments for selecting materials for curricula. sane of these 

consortia include: The Educational Products Information Exchange 

Institute (EPIE), The Social Science Educational Consortium (SSEC), 

The Far West Laboratory for Educational Research and Developnent 

(Berkeley), and The Centre for Educational Technology, University 

of SUssex (Sussex). 

Purpose of This Study . 

The prrpose of this study was to describe, categorize, analyze, 

and synthesize methods of selecting suitable textbooks for curricula. 

Instruments used for selection, as reported in the literature, were 

a~alyzed a~d evaluated in terms of their appropriateness for selecting 

textl::x:x::)ks i..~ tenns of objectives, reading level, content, and ease of 

irnplanentation as related to the inquiry goals which were stressed in 

t.11e "new" Social Studies curriculum in British Columbia. 

As a result of the analyses of a number of approaches to the 

selection of materials, a rrodel of an instrument for detennining 

suitability of tex+-...books for the Propsed Curriculum Guide Social 

Studies, K-11 (British Columbia, 1980) has been provided. 
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This instrument has been analyzed in the light of goals and objectives 

of the new curriculum. Special emphasis has been placed on the appro­

priateness of the proposed instrument for selecting textbooks relating 

to the inquiry skills of Social Studies at the elementary level. 

The study, by examining instruments of selection and canparing 

their strengths and weaknesses, should provide useful infonnation to 

teachers, consultants, and Ministry personnel who are, or may becane, 

involved in the process of selecting textl::ooks. 

Questions to be Examined 

(1) What selection procedures have been developed for matching 

materials to curricula? 

(2) How effective are these procedures? 

(3) How are instructional resources presently being selected 

for the proposed Social Studies curriculum in British Columbia? 

(4) Which method of selection v-.0uld be rrost useful in deter­

mining the suitability of textl::xx)k materials for teaching the inquiry 

goals in the British Columbia elementary Social Studies curriculum? 

Tenns and Abbreviations Used in the Study 

In the interest of brevity the following shortened fo:rrns and 

abbreviations have been used throughout this study: 

Aoki, Williams, & Wilson. British Columbia Social Studies Assessment, 
1977. -- (Assessrrent) 
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British Columbia Ministry of Education, curriculum Develoµrent Branch. 
- (Curriculum Branch) 

British Columbia Ministry of Education, curriculum Branch. - Proposed 
Curriculum Guide Social Studies, K-11, 1980. - (B.C. Guide) 

Educational Products Information Exchange Institute. - (EPIE) 

Educational Resource Centre, St. Gallen, Switzerland. 'As reported in 
Eraut, Goad, & Smith, 1975. - (Swiss) 

Far West Laboratory for Educational Research and Oeveloi;xnent. 'As re­
ported in Eraut, Goad, & Smith, 1975. - (Berkeley) 

Haussler & Pittman, Kiel, Ge:rm:my. 'As reported in Eraut, Goad, & Smith, 
1975. · (Haussler and Pittman) 

Morrissett, Stevens, & Woodley. Curriculum Materials Analysis System. 
'As presented in D.M. Fraser, 1969. - (01AS) 

National Board of Education, Stockholm, SWeden. 'As reported in Eraut, 
Goad, & Smith, 1975. - (Swedish) 

University of Sussex, Centre for Educational Technology. 'As reported 
in Eraut, Goad, & Smith, 1975. (Sussex) •. 

Research .Methodology 

The research for this study involved analyses of data presented 

in the literature. Analyses have been made of the following: 

(1) Existing methods for selection of materials for curricula 

(2) Present methods of selecting materials for the British 

Columbia Social Studies curriculum. 

(3) Inquiry goals of the British Columbia Social Studies 

curriculum. 

In addition, a synthesis of existing methods of selection has 

been constructed in order to propose a rrodel for selection of textbook 

materials for the Social Studies curriculum (elementary level) in 



British Columbia. The synthesis has been ronstructed on the basis 

of strengths and weaknesses examined during analysis of existing 

approaches to the selection of textbooks. 

5 
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Chapter I 

APPROACHES TO SELECTING RESOURCES: 

A SURVEY OF THE LITERATURE 

Problens in CUrrent Procedures 

Selection of learning materials is an i.rnp:)rtant aspect of the 

successful implementation of curricula. As Eash and Rasher (1978) 

wrote, "Instructional materials represent a major time camu.tment 

for students since 80 percent of a student's classroom hours are 

spent engaging materials" (p. 4). Of these materials, the textbook 

is often the main element around which instruction is presented 

(Massialas & Cox, 1966, p. 201; Wanning & Baber, 1980, p. 684). 

However, once text.l:::x:loks have been selected they must be used for 

years, acoording to Brodbelt (1972, p. 487) and Zenger and Zenger 

(1976, p. v). Alan Tan (1977), in a U.S. Health, Education and 

Welfare publication, reinforced the fact that textbooks must be 

used for sane years after selection when he observed that, 

"Typically once every five years, a a:mnittee is formed to survey 

the available texts in order to reccmnend one of them for adoption" 

(p. 5) • 

Bender and Baker (1979) cautioned against non-systematic, sub­

jective approaches to the selection of textbooks for curricula. They 

advised that, "unstructured, subj ective ccmnents ,:for appraising 

textbooks J will not do" (p. 363 ) . Other educational researchers and 
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joUillal writers have also deplored the weak and inconsistent 

criteria that have been used in textbcx:)k assessrrent. Eash, in his 

1972a study, stated, "I have always thought that judging a rook by 

its cover had limitations - but I am inclined to believe that rrost 

of our assessrrent of instructional materials has not rroved much beyond 

that" (p. 219). "The thtm\b test," reported by Davis and Eckenrod 

(1972), "in which a text is judged by flipping through pages and 

noting the reputation of the author, the questions at the end of the 

chapters, and the quality of the illustrations" (p. 714), was another 

example of how casually textl:ooks have been selected for implementation. 

Four years later, Krause (1976) observed that "a teacher's personal 

preferences" and a readability check were not sufficient for the 

appraisal of textl:ooks (p. 212). As late as 1978 Fetter a:mplained 

that lists of evaluative criteria for the selection of textJ::x:oks 

"have been elementary and inadequate" (p. 55) • 

The literature revealed another problem with the selection of 

textix:x)ks for curricula - the lack of proper training of personnel. 

Eash (1972a) pointed out this sh::>rta::ming when he wrote, "Teachers 

are not used to looking at materials analytically, and in the training 

period I have found that old and cherished instructional packages 

are often seen in a neM light after assessrrent" (p. 219). 

J. Peter Rothe (1980) expressed a similar concern when he stated, 

"Teachers do not have the luxury of time or perhaps the expertise to 

recognize the possible pitfalls in developed materials earmarked for 

future .implementation" (p. 31) . The EPIE Report No. 54 (1973) 
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suggested "training for the selection job" (p. 9). The Re-port also 

mentioned that a training period ¼OUld "do much to point up the in­

accuracy of a number of accepted conventions about selection - for 

instance, that reading the teacher's manual will reveal whether a 

student .....orkbook does the teaching job well" (p. 10) • 

Sane Systematic Approaches to Selection of Materials 

Most of the "systematic" approaches to the selection of the mate­

erials for curricula, as described in the literature, have involved 

the use of some type of form or instrument. These instruments have 

been developed by individual researchers or consultants, by carmittees 

formed for the assessment of textl:x:x:>ks, by groups of teachers, or by 

consortia of university professors and researchers. Such instruments 

have provided specific criteria for use in the appraisal of textbJoks 

being considered for possible adoption. 

The instrurrents usually required a response to a series of 

questions about the textbooks being analyzed. These instruments 

ranged in style and canplexity fran the relatively simple checklist 

fonnat to the canbination type which incorporated checklist, rating 

scale, and annotative canponents. 

Sane of the instruments were published in books or journals. 

Others were supplied to people who took training programs offered 

by institutions or canpanies which produced t.~e instruments. A few 

instruments appeared in unpublished papers or in a condensed form 



in publications dealing with the process of selecting educational 

materials. The Analysis of curriculum Materials (Eraut, Goad, & 

Smith, 1975) provided samples of seven instnlments including the 

OtAS, Eash, Berkeley, SWiss, Haussler and Pittman, ~sh, and 

their own Sussex, schemes. 

Instruments for selecting materials were usually written for 

a particular subject, and sacetimes for a particular grade level 

9 

or age group. However, Eraut et al. (p. 9) claimed that with minor 

rrodifications, rrost instn:nnents could be adapted into a single gen­

eral schane for all subjects and all ages. 

Aoki, Williams, and Wilson, in the Asses~t (Sumrrary Report, 

1977), mentioned a s:ilnple schane for teachers to use in examining 

prescribed textbooks for Social Studies in British Columbia. Four 

specific criteria were prese."1ted, including: student thiP.king, 

student interest, reading level of text, and how the text fits 

the course outline. Teachers -were expected to rate text±x:,oks on a 

scale fran "poor" to "excellent" on each of the above criteria 

(p. 35) • This was the extent of systematization provided by the 

Assessment. A similar very broad, generalized type of appraisal 

appeared in An Approach to Selecting AmJng Social Studies curricula, 

by Alan Tan (1977). Tan explained that teachers wanted textbJoks 

which were at appropriate reading level for students, factually 

accurate with contemporary interpr-etations of events, attractively 

illustrated, and written in a style which w::,uld retain students' 

interest (p. 6). 

In Australia, Connell and his colleagues also looked at broad 
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criteria for examining learning rraterials. They proposed a checklist 

with several sub-questions under the headings: 

(1) Relation to Educational Objectives (course of study) 

(2) Format (appearance and quality of l::x:Jok) 

·(3) Organization (of lea.ming rraterials) 

(4) Content (factual, adequacy of rraterials, challenge to 
students) 

(5) Presentation (level, concepts, interest) 

( 6) Use of Leaming Aids and Reference (maps, graphs, etc.) 

(pp. 294-295) 

Ha.vever, Connell and his group warned that, "It is unlikely that a 

single l::x:Jok will fully meet the needs of a particular class or course 

or will even be oompletely up-to-date" (p. 296). 

Bender and Baker (1979) advocated a strict, objective, tightly 

controlled system for selection based on teacher-developed criteria. 

'As they explained it, "Staterents of criteria for selection of· rrate­

rials must be explicit. These should be developed cooperatively by 

those rrost concerned and involved in the selection of t.riese materials" 

(p. 363) • 

A detailed examination of textl:ooks according to specific crite­

ria was also required by the curriculum Materials Analysis System 

(01.AS). This inst--rurnent, prepared and distributed through the Social 

Science Education Consortium (SSEx:::) at Boulder, Colorado, and devel­

oped by Irving Morrissett and his associates, was described by 

Milburn (1977) as "the rrost £X)pular analytic schema in use in social 

studies materials analysis" (p. 237). In using the Q1AS scheme, the 



evaluators were required to write a detailed analysis in response 

to the following headings: 

(1) Descriptive Characteristics 

(2) Rationale and Objectives 

(3) AnLoeedent Conditions 

(4) Content 

(5) Instructional Theory and Teaching Strategies 

( 6) Overal 1 Judgments 

(MJrrissett, Stevens, & Woodley, 1969, p. 248) 

11 

:Each main heading was further divided into sub-categories to allow 

for depth of analysis. The following excerpt which illustrates the 

01AS scheme was presented in Eraut et al. (1975, pp. 56-57). 

3.0 ANTECEDENT CONDITIONS 
What are the particular conditions for which the rr.aterials are 

designed, or under which they are rrost likely to be successful? 
3.1 Pupil characteristics 

With what kinds of pupils will the materials be rrost useful and 
successful? Urban or rural? White, Negro, or Mexican? Under­
achievers? College-bound? What previous pupil preparations and/or 
aspirations and/or achievements are required? What are min:urn.nn 
initial levels of cognitive, social, and rrotoric skills? 
3.2 Teacher capabilities and reouirements 

What are the teacher prerequisites for successful use? Special 
courses? Specifiable type and length of teaching experience? Unusual 
intelligence or skills? 
3 . 3 Corrmni ty 

Is the carrmunity hostile or open to innovation? Are there ele­
ments in the curriculum that might be particularly attractive or 
offensive to the carmunity? 
3.4 School 

Do the materials and methods require special teac...11.ing facilities 
or circumstances? Large or small roans? Flexible scheduling? Spe­
cial equiµnent? What kind of required library facilities? 
3.5 Articulation 

Do the materials fit well with the existing curriculums that will 
precede and follow them? Do they fit well with materials in other 
subjects studied simultaneously? 



12 

Another in-depth approach to the selection of educational rnate­

erials was provided by EPIE which suggested that prospective analysts 

co-operate in developing suitable criteria for use in analyzing text­

books (EPIE Re;P?rt No. 54, 1973). In this way a "camon language" 

would be established arrong members of the selection camu.ttee. 'As 

the Report stated, "A systematic statement of criteria, co-operatively 

developed, is a remarkably useful tool. The very developnent of the 

statanent helps to make the te.rms for selection explicit to all" 

(p. 10) • 

Breiter and Menne (1974) also stressed the detennination of 

criteria as a first step in the selection process. The second step 

required a rating of the textbooks using these criteria. Brodbel t 

(1972), on the other hand, suggested that an overview of the broad 

instructional goals of the school district needed to be written first. 

Fran this list the teachers or the carrmittee for selecting textbooks 

were expected to develop suitable criteria for the analysis of rnate­

erials (p. 488). The choice of materials v.0t1ld then be closely re­

lated to the instructional program and to the students in the school 

or the system. 

The Sussex scheme, as proposed by Eraut, Goad, and Smith (1975) 

in Great Britain, anployed an anecdotal and descriptive approach to 

the analysis of textbooks for curricula. The Sussex instrument pre­

sented a series of questions under the headings: 

(1) Introduction (facts, rationale, issues and perspectives) 

(2) Description and Analysis of Materials (pupil and teacher 
materials, structure of materials) 
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(3) The Materials in Use (features, modifications, implications 
for implementation) 

(4) Evaluation (for aims, curriculum, materials, suitability) 

(5) Decision Making in a Specific Context (optional) 

(Eraut, Goad, & Smith, p. 79) 

As in the 01AS scheme, sub-categories to the headings -were provided 

to encourage in-depth analysis of materials. The example below ill­

ustrates the approach used by the Sussex scheme. 

PART 4. EVALUATION 

4.1 Other Sources of Evidence 
4.1.1 The develoµnent of the resource 

(i) What evidence of develoµnental testing is available? 
(i.e. testing that is primarily intended to show how 
the resource can be improved) • 

(ii) Is there evidence that improvements resulted from the 
developnental phase? 

4.1.2 (i) What reports are available from the author, publisher 
or independent evaluator? 

(ii) Was the evaluation qualitative or quantitative? 
(iii) What was the evidence of final validation? 

4.1.3 · What infoDT1ation about the users of the resource and their 
experience is available? 
4.1.4 Where has the resource been reviewed and what were the major 
evaluative comments? 
4.1.5 What unintended outcanes or side-effects have been reported? 
4.1.6 Is there any evaluative evidence from canparable and similar 
resources? 
4.1.7 The analyst is invited to carment on the evaluation evidence 
available in tenns of its relevance to users supporting differing 
aims and strategies. 
4.2 Give arguments for and against pursuing the particular aims 
endorsed by the material in this area of the curriculum. Relate 
your arguments to potentially canpeting aims, the patterns of use 
outlined in Part 3 and various fonns of traditional practice. 

(Eraut, Goad, & Smith, 1975, p. 108) 
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The underlying idea of the Sussex scheme was that materials were 

to be analyzed according to the questionnaire provided and the ana­

lyst's response was to be anecdotal. ·The optional section (Part 5) 

was provided for a decision-making camti.ttee to use in selecting 

materials for prrchase. Because the Sussex scheme can require de­

tailed, specific responses to nearly 60 questions, it remains one of 

the m:::,st comprehensive and canplete approaches to the selection of 

materials described in the literature. 

A Gennan approach to the analysis of textl:::ooks for curricula 

has been developed by Haussler and Pittman (1973) at Kiel. This 

approach featured anecdotal questions along with a checklist and a 

rating scale. The Haussler-Pittman scheme was quite canplex because 

of the variety of responses required, as derronstrated by the following 

excerpts. 

(annotative ccmponent) 

4. Effectiveness 
4.1 On what level of specification are the objectives of the cur­
riculum stated? 
4.2 What kind of tests are provided to evaluate the attainment of 
the objectives of the curriculum? 
4.3 What kinds of evaluation studies were carried out during the 
field testing of the curriculum and with what results? 

(checklist canponent) 
The student gains knowledge of specific facts or The student gains 
knowledge of conventions 
0 = no 1 = yes 
The student gains knowledge of scientific technology 
0 = no 1 = yes 

(rating scale component) 
Degree of student direction 
0 = can't detennine 
1 = the student recieves canplete directions on how to perfonn in 

the instructional unit 
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2 == the student has sane opportunity to organise the instru.ctional 
unit in his own way 

3 == the student is autonom::>us: he is a:rnpletely free to organise the 
instructional unit in his own way 

(Eraut, Goad, & Smith, 1975, pp. 75;83;84) 

An entirely different approach to selecting text.b:::loks for cur­

ricula was the "aesthetic rrode" advocated by Eisner (1978, 1979), 

Mann (1969), and Vallance (1976, 1977). The aesthetic approach was 

a rove away from the technical, scientific paradigm of G1AS and sim­

ilar schemes. As Vallance (1976) explained, ooth art and curricula 

"are selective, referring only to the nost salient of the qualities 

which detennine the v.0rk's effect on the writer [analyst] " (p. 20). 

Appraisers were expected to draw up:m their experiences and feelings 

to supply their own subjective criteria from which to consider text­

rook materials. Milburn (1977) explained that, "The language of the 

final· judgement" will ccnvey a "shared understanding" to those who 

read an aesthetic analysis (p. 240). 

Several other instJ::uments for the analysis and selection of 

learning materials have been reported in the literature. Eash (1972a) 

and the Swedish National Board of Education (Swedish, 1974) ooth em­

ployed ccrnbinations of checklists, annotati ons, and rating scales in 

their approaches to selection. Instruments developed by the Far West 

Laboratory for Educational Research and Developnent (Berkeley, 1970) 

and Nichols and Ochoa (1971) in the United States, used an annotative 

design -- as did the St. Gallen schane (Swiss, 1972). Checklist were 

constructed by Fetsko (1978), Fetter (1978), and Massialas and Cox 

(1966); while Ball (1976), Rothe (1980), Wanning and Baber (1980), 
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and Zenger and Zenger (1976) produced rating scale or weighted types 

of instruments. A system of classifying Lristruments for selection 

according to their approaches has been devised for this study and 

is presented in the next section of this chapter. 

Classification of Instruments for Selection of Materials 

and a Survey of Problems 

A survey of the literature revealed few attaTipts to group or 

classify current approaches to the selection of materials. Milburn 

(1977, pp. 237-241) discussed "scientific" and "aesthetic" approaches 

and Eraut et al. (1975, p. 54) presented a chart which listed the 

main features of seven instruments for selectL'1g materials. However, 

neither of these articles, nor others in the literature, presented 

formal classification schemes. For the purp:,ses of this study, a 
. . 

five-point classification bas been developed to include major ap-

proaches to selecting materials for curricula. These five categories 

include: checklists, weighted rating scales, annotative question­

naires, canbination instruments, and aesthetic responses. 

The Checklist Types 

Checklists -were generally characterized by a set of questions 

or criteria to which teachers, carnu.ttee members, or other appraisers 

of textbooks were expected to respond with a checkmark or a simple 

"yes" or "no" answer. Usually the analyst was expected to answer 



only the questions presented - in a strictly objective manner. 

Little, if any, provision was made for annotative carments about 

the materials under analysis. 
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Massialas and Cox (1966) presented a list which included 14 

broad questions broken down into several sub~estions. The ques­

tions -were ¼Orded so that only a yes or no response was required 

(pp. 202-203) • Though not presented as a fonnal instrume..11t, this 

list supplied the nucleus for a textl:x:xJk appraisal fonn. A similar 

checklist which contained several spaces for yes or no answers to 

questions about objectives, fo.nnat, organization, content, presen­

tation, and the use of learning aids, was presented by Connell and 

his .associates (1967, pp. 294-297) 

The "new Social Studies" and its requirements were the main aim 

of William Fetsko's (1978) list of 14 criteria for the selection of 

textlxxJks. This list (p. 52) could easily be adapted into a check­

list fonnat for use in considering the suitability of textlxxJks, 

especially in Social Studies. In cnnparison, Fetter's (1978) basic 

rrooel checklist was ready to use as it provided space for marking 

yes or no answers to a number of questions. The instnmient was de­

signed for the appraisal of various types of instructional materials, 

including textl:x:xJks, and was Fetter's answer to poorly designed fonns 

which he had previously encountered (pp. 55-56). The list provided 

by Bender and Baker (1979, p. 364) posed questions which could easily 

be answered "yes" or "no". However, a few of the questions about the 

producer of the materials and the purpose of the content of the mate­

erials did require a short staterrent. 
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The strengths of the checklist type of instn:rrnent seemed to lie 

in the speed and objectivity with which a busy analyst could appraise 

learning materials. The checklist could also be used for a prelim­

inary selection of a "sr1ort list" of textl::x:xJks for more canprehensi ve 

analysis. 

There were problems with checklists as wel 1. First of all, they 

were usually short and contained only "simplistic" questions which 

rrust be answered by yes or no type responses. Secondly, no clear in­

dication of quality was represented by "yes" or "no" replies toques­

tions. In addition, little opportunity was presented for camnents or 

criticisms of the materials. The EPIE Report No. 54 (1973) explained 

these objections to checklists when it stated: 

When it canes to applying the subtle criteria of content 
and coverage, methodology and rationale - in short the 
instructional design of material - a simple checklist or 
questionnaire is not likely to suffice; the o::mnittee :mem­
bers will want to devise a rrore probing fonn, perhaps a 
rating scale or a questionnaire which allows for qualified 
answers rather than just "yes" or "no." (p. 16) 

The Weighted Rating Scale Types 

Weighted rating scale types of instruments were often rrodified 

checklists which provided for a letter, a m.miber, or a symbol to be 

used to denote the level or quality of a particular topic according 

to specified criteria. The analyst was expected to answer the ques­

tions provided in an objective manner. A profile or summary sheet 

was sanetirnes provided at the end of the instrument to give an over­

all assessment of the textbook being considered. 
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The Assessment (1977), with four questions and five levels of 

response to each question, provided a vecy s.ilrple weighted type of 

instrument for the use of Social Studies teachers in British Columbia. 

An example from the instrurrent used in the Assessment is shown below. 

Challenges students to think 
Is interesting to students 
Fits with course outline 
Has appropriate reading level 

Code: (1) Poor 
(4) Good 

(2) Unsatisfactocy (3) Satisfactocy 
(5) Excellent 

(Assessment, 1977, Vol. 3, Part 2, Table 2-44, p. 55) 

Peter Rothe (1980), whose article referred to locally produced 

programs, suggested a scale which included, "acceptable, needs im­

provement, and unacceptable" (p. 31), for a list of items about the 

objectives, activities, and evaluation procedures presented in 

learning materials. Rothe's list could be adapted for the analysis 

of textbooks as well as for locally produced programs. 

More canplex weighting was used by Brodbelt(1972) in his scheme 

which recarmended the use of mathematical criteria for selecting text-

1:xx)ks for Social Studies. The use of mathematical ratings, Brodbelt 

maintained, required a "forced choice" which produced an objective, 

unbiased scientific approach to the selection of textbooks (p. 488). 

Each item on a list of criteria was rated on a scale fran 1 (low) to 

7 (high). Specific items which received a low or high total rating 

could be easily a::mpared from one textl:ook to another. As B:rodbelt 

explained: 



The mathenatical apportioning of numerical points may 
initially appear tedious, but its value in specifically 
pointing out discrepancies in quality of textbooks out­
weighs the time necessary to calculate specific numer­
ical values. (p. 490) 
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The tw:)-phase process of Breiter and Menne (1974), referred to 

previously, required that each major topic explored by the text be 

subjected to what they termed, "a Social Studies Topics Rating 

Scale" (p. 3). This scale which went fran 1 (inappropriate topics) 

to 5 (important, relevant topics) served as a. type of preliminary 

assessment. Phase tw:) · required that textbooks whicl1 had passed the 

initial screening be rated again using a teacher-constructed "Text 

Analysis W:>rksheet" with a scale of 1 (very poor) to 5 (excellent) 

(p. 5). At the conclusion of this phase, the mean of the scale 

scores was taken for each text. From these means a top textbook 

or~ could be chosen for each grade level. 

Weldon and Sharon Zengers' Handbook for Evaluating and Selecting 

Textbooks provided another form of weighted assessment for textbook 

materials. Their rating scale included: "poor, acceptable, good, 

excellent, not included, and not applicable." A short form (8 pages) 

was supplied as a preliminary tool to eliminate grossly unsuitable 

texts. Then the long form (22 pages) was provided for detailed anal­

ysis of the physical features, objectives, content, and philosophy of 

the remaining textbooks. A profile chart was then constructed to 

provide a means of ccrnparing textJ:.coks. 

Though the fifty-question, three-level chart, included in the 

article by Howard Ball (1976), was less canplicated than any of the 
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last three mentioned, it employed sane corrprehensive criteria for 

the appraisal of textbooks (pp. 209-210). An even simpler, but 

still c-anprehensive instl:ument, was presented by Wanning and Baber 

(1980). This instrument examined four areas, "the text, the author, 

the reader, and the teacher," in a twenty-itan format. The writers 

also suggested that a readability estimate be used with their text­

b::x:>k inventory form (p. 694). A portion of the Wanning and Baber 

instrument is reproduced below. 

1. Appropriate readability level 
2. Author(s) reputable in field 
3. Indicates successful field-testing 

of text and assessment instruments 
4. Published by reputable f inn 
5. Table of contents exhibits logical 

development of subject 
6. Meets course objectives 

(Warming and Baber, 1980, p. 695) 

excellent adequate inadequate 
5 3 1 

An advantage of the weighted rating scale instruments was that 

levels of quality could be indicated by the analyst as he examined 

a textbook according to specific criteria listed in the instnnnent. 

In addition, objectivity (judgement without feeling or bias) could 

be maintained because each analyst responded to the same specific 

questions fran a predetennined, limited scale of a.ns,.;ers. Moreover, 

the profile or surrrnary chart provided an overall rating for the 

car,parison of textbooks with each other. 

One of the rna.jor disadvantages of the weighted types of instru­

ments was the lack of provision for carments about the material. 
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Responses were usually made by letter or number ratings or checking 

of specified columns such as poor, fair, gcx:x:i, or excellent. No in­

dication of the depth of analysis or the time and effort spent by the 

analyst was evident fran the responses to the instrument. A person 

could have rushed through an appraisal, placing checkrnarks in a 

rather superficial fashion, and a selection camri.ttee depending on 

this rating could be misled into adopting a set of text.1:x:x>ks of in­

ferior quality. The danger of using only total scores or means (as 

in Brodbelt's scheme) was referred to in the EPIE ReP?rt No. 54 

which C'Ol'lcluded that a very attractive, though inac~te l::ook, 

might receive the same number of :i;oints as a less attractive, but 

factually accurate l::ook (p. 16). 

The Annotative Types 

Annotative types of instnJments for the analysis of materials 

generally consisted of an extensive list of questions prepared by 

a selection conmittee, a a::mnercial fi:rrn, or an educational con­

sortium. Analysts used their own -r,..ords in reply to the questions, 

although specified tenns were usually agreed upon beforehand in a 

training session. These answers were expected to explain in de­

tail how the materials under examination either did or did not 

meet the criteria outlined in the instrument. One, ~, or three 

levels of questions could be required (see earlier example fran the 

Sussex instrument) in order that i.rnp:)rtant criteria w-Juld be exam­

ined in sufficient depth by analysts. 
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One armotative instrument, the Berkeley scheme (1970), included 

a short series of questions which examined textbooks for goals and 

objectives, content and materials, classrocrn strategy and activities, 

and implementation requirements. Training for use of the Berkeley 

analysis scheme was not mentioned, probably because as Eraut et al. 

stated, "the scheme has hitherto been used only by the laboratory's 

own staff" (p. 34) • 

Another armotative approach, also presented by Eraut and his 

colleagues, was the SWiss plan (1972) which required sanewhat can­

plex responses to its instrument. Sub-questions provided for de­

tailed, in-depth responses to each of the basic questions posed by 

the instrument. The Swiss scheme examined elements, aims, prereq­

uisites, methods, assessment, and special information contained in 

the text.cooks being analyzed (pp. 70-73). 

In contrast to the Swiss plan, an instnunent prepared by Nichols 

and Ochoa (1971) presented only eight broad questions under~ can­

ponents - knowledge and intellectual. The knowledge component 

sought annotative responses to questions on social issues, interdis­

ciplinary conceptual organization, recer1cy, and bias. The intellec­

tual component was subdivided into analytic basis for inquiry, higher 

level questioning, decision-making, and establishing a relationship 

between knowledge presented and the learner's own life. The analyst 

was expected to corrplete a thorough report on the materials examined. 

The examples of analyses completed using the Nichols and Ochoa me­

thod revealed that such appraisals could run to a page and a half or 

rrore of single-spaced, typed material (pp. 293-294;304). 
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The EPIE analysis scheme required extensive responses to a 

lengthy (18 page) list of criteria. Educators were required to 

undergo an intensive training program in order to qualify as EPIE 

analysts. This training provided "a carm:>n language" and a carrm:m 

approach to "applying a systematic, objective analysis to educa­

tional materials" (British Columbia Ministry of Education, EPIE 

Information, 1980, p. 1). The reports prepared under this system 

were collected and used to provide overall ratings of materials on 

local and saretimes national bases. (See various EPIE reports in 

different subject areas.) 

The Ministry of Education in British Columbia was strongly 

carnnitted to the use of instruments "derived fran EPIE" acoording 

to Ian Parker's (1980) article in Horizon. Parker, a consultant in 

the CUrriculum Branch, also mentioned that Alberta and Manitoba have 

used the EPIE approach for selecting materials for curricula. 

Another annotative approach, the British Sussex scheme (Eraut 

et al., 1975) , also required a training period (minimum 30 hours) 

before analysts were allowed to rate materials. The analysis was 

expected to be very comprehensive and could take from a week to a 

rronth, depending on the purpose of the assessment. Eraut and his 

colleagues, who developed the Sussex instrument, presented their 

definition of a curriculum analysis scheme as, "an organised set of 

questions and/or techniques designed for general application to cer­

tain types of curriculum materials with the aim of elucidating and 

evaluating their rrost irnp:)rtant characteristics" (pp. 32-33). 
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'Ibe CMAS (1969) scheme also enployed an annotative type of 

instnmient as it required descriptive and analytic cc:mnents abo~t 

learning materials being examined. Discussion of CMAS and samples 

of questions used in the Q1AS analysis scheme were presented earlier 

in this paper. 

Advantages of the annotative types of analysis included the 

opporbmity for the analyst to qualify his replies to questions and 

to be able to explain why he considered certain features to be 

important or unimp:)rtant facets of the learning resources being 

examined. A degree of objectivity and comron criteria was maintained 

by directed questions, but responses roade in the analyst's own "WOrds 

could reflect sane of his feelings toward the materials. 'Ibe annota­

tive format also forced the analyst to make in-depth examinations of 

resources so that he could respond to the different levels of ques­

tions posed about specific criteria • . 

Sane of the problems with the annotative type of analysis 

stemmed from the time and the cost required for the initial training 

period which could range upward from a week. In addition, the anal­

ysis itself could take from a week to a month if very detailed as­

sessments were desired. Objectivity could be canpranised somewhat 

as analysts responded in their own 'WOrds to the criteria outlined in 

the instrument. Since a lengthy report was produced by the annotative 

method, teachers, administrators, or selection ccmnittees may not have 

the time to read and consider the report carefully before the decision 

to adopt a particular textro)k or resource must be made. 
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Combination Types 

Several of the instruments examined in this study oould be 

classified as canbination types since they included features of the 

checklist, the rating scale, and the armotative schemes of learning 

resource analysis. 

A canbination type of instrum:mt has been developed by Eash 

(1972a). The Eash instrument included a yes - no checklist at the 

beginning of each section; then each section also oontained an anno­

tative question followed by a rating scale (1 to 7). The final sec­

tion required a surrmary statement (annotative) of the weaknesses and 

strengths of the resource being considered, followed by a final rating 

scale which supplied an "overall assessment" of the material (p. 217). 

Another combination instrument was the Swedish scheme developed 

by Nystran (1974), and reported by Eraut, Goad, & Smith (1975, pp. 

76-78). First a five-point scale was provided to assess a number of 

stated criteria. Then an "open ended invitation to list merits and 

demerits" was presented. This was followed by a sort of checklist 

concerning the depth of coverage offered each topic in the textl::x:x)k. 

Specific parts of the instrument were directed to students, teachers, 

and reviewers. 

Haussler and Pittman (1973) have also produced a canbination 

instrument, as reported in Eraut et al. (1975, pp. 74-75; 83-84). 

This instrument used cod.able infonnation that could be adapted to a 

canputer system. Primarily designed for locating materials, the 

system included questions at the l esson-unit levels and supplied a 
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list of numerically coded content v.0rds. Hov1ever, annotative answers 

were required for a series of questions aoout the content, instruc­

tional methods, adaptiveness, effectiveness, and administration of 

materials. (See earlier examples fran Haussler and Pittman.) 

The major strength of the ccrnbination instruments resulted fran 

the use of up to three types of analyses on one text:l:xx)k or other 

resource; thus allowing for the speed and objectivity of checklist 

and rating scales, but also retaining some of the in-depth carments 

of annotative responses. 

A criticism of the a:unbination instruments was that rating 

scales and annotations -were different types of measure:nent and could 

cause confusion in the minds of analysts (Eash 1972a, p. 217). A 

further disadvantage may have arisen when the instruments were used 

to assess different subject area materials because some of the check­

lists and rating scales may give different results when applied to 

such diverse subjects as .Mathanatics, Art, Social Studies, and English. 

A training period was desirable for canbination types of instruments 

because teachers and other appraisers may not have the necessary 

background for canplex analyses (Eash, p. 219; Rothe, p. 31). How­

ever, as in the annotative method, cost and time factors could pose 

a problem when a training period is involved. 

The Aesthetic Method 

In the aesthetic scheme, the analyst or "critic" approached 

curriculum materials in nruch the sane manner that an art critic 

approached a painting. The critic then carmunicated his feelings 



and impressions about the ma.terials in a ccmnentary which should 

help explain to another vie~r of the ma.terials what the critic 

found to be relative and significant. 

28 

Elliot Eisner (1978, 1979) and Elizabeth Vallance (1976, 1977) 

have written several articles advocating an aesthetic method of 

analyzing lea.ming ma.terials. As Vallance (1976) stated, "The 

curriculum critic connects the tradition of critical practice with 

educational expertise; each illuminates the other" (p. 13). 

The advantages of this method lay in the freedan f ram the 

scientific and technical assessrrents so deplored by Eisner (1979, 

p. 11). The analyst could ooncentrate on specific aspects of the 

materials which he felt might affect teachers. and students who 

would use the materials in the classroan. As Vallance (1976) ex­

plained, "And if the tools of art criticism help us to see qual­

ities in a work of art that might have been. overlooked, the tools 

of criticism should similarly help us to rrore clearly see the unique 

qualities of curriculum materials" (p. 10). The aesthetic method 

may be useful as a tool for selecting te.xttx:x:,ks, especially i f it is 

used in conjunction with another type of instrurrent to provide a 

global rating of ma.terials. 

Disadvantages of aesthetic criticism lay in the very selective 

and subjective approach of this method to the analysis of materials. 

The tenn analysis may be a misnomer when applied to this method of 

selection because no aesthetic cri ticism oould provide anywhere 

nearly as much detail as would an annotative inst.Iument such as 

Sussex, or a canbination instrument such as Eash's. Lack of 



consistency between raters could make carparisons difficult, es­

pecially if different critics rated different resources using 

different ·criteria. A sort of "beauty is in the eye of the be­

holder" situation could prevail. 
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Analyses of instrum:nts used in the five approaches for se­

lecting materials will be conducted in Chapter II. Specifically, 

instruments will be analyzed in tenns of specific objectives, read­

ing levels, content, depth and flexibility, .subjectivity and objec­

tivity, and training of analysts for using each instrument. 



Chapter II 

ANALYSIS AND CRITICISM OF lliS'IRUMENI'S 

FOR THE SELEx::TICN OF LEARNING MATERIALS 
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'Twenty-three approaches to assessing learning materials, rrost 

incorporating sane form of instrument, have been examined in this 

study. Each instrument has been analyzed and critiqued in terms of 

its utility in selecting materials. The term "materials" has been 

used in this chapter because some of the instJ:urnents were designed 

for analysis of a wide variety of learning media, not just texts. 

Criteria for analysis included: (a) behavioral objectives 

(b) readability levels (c) presentation of content matter 

(d) depth and flexibility of appraisal (e) degree of objectivity 

and/or subjectivity (f) optimal training period required. Five 

of the inst.rmnents - Berkeley, SWiss, Haussler and Pittman, 

Swedish, and Sussex - were available only in the Eraut, Goad, and 

Smith publication, The Analysis of curriculum. Materials. As a 

consequence, this publication has been used in this study as a 

reference for these five instnnnents. 

The Use of Behavioral Objectives as a Reference Point 

in Assessment of Materials 

Statements in the literature which described the behavior to 

be derronstrated by students after they had canpleted specific learn­

ing tasks were called "behavioral objectives or measurable outcomes" 
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(Mason & Ayers, 1980, p. 2). The proponents of the use of behavioral 

objectives in curriculum design such as Bloem (1971), Gagne (1974), 

Tyler (1950), and others, have advanced many reasons for this method 

of organizing curriculum. However, the behavioral objectives m:x1e 

also has sane detractors such as Eisner (1969), Macdonald (1974), and 

Vallance (1976). Gagne's article explained that behaviorally stated 

objectives served to "ccmnunicate" outcanes arrong curriculum plan­

ners and designers, teachers, students, and the public (1974, p. 223). 

In addition, Gagne presented five categories of learning -- rrotor 

skills, verbal infonnation, intellectual skills, cqgnitive strategies, 

and attitudes - which may be written in the behavioral node to in­

clude: (a) "what the student will have learned £rem the instruction" 

and, (b) "the perfonnance he will then be c!.ble to exhibit" (p. 222). 

Behavioral objectives also provided a visible measure (learning 

outcanes) which sane administrators viewed as tools for evaluating 

teacher perfonnance. As Ebel (1970) pointed out, "Behavior is overt 

and observable, whereas knowledge, ability etc., are hidden inside 

their possessers" (p. 159). Maxine Greene explained accountability 

and its behavioral canponents when she stated, "There is a new con­

sumerism arrong educational publics that rroves them to demand a kind 

of 'quality control' in the schools, precise measurement of 'output' 

and an honest accounting of what has been achieved" (n.d. p. 16). 

CUrriculurn guides may state that teachers are required to use 

behavioral objectives in the classroom. The Proposed Curriculum 

Guide Social Studies, K-11 (British Columbia, 1980) listed "student 
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outcomes" expected (pp. 20-21). Moreover, often the use of measur­

able outcomes was mandated, not explicitly but :implicitly, through 

the "WOrding of goals and aims of the .curriculum. Furthenrore, 

school districts, and indeed administrative officials at particular 

schools, have required that learning units and lessons be written in 

behavioral fonn (Haefle, 1980, p. 352; Wilson, 1977, p. 20~. Hence 

it is not surprising that some instruments for the selection of mate­

erials have included questions concerning the presentation of behav­

ioral objectives in leaming materials. 

The checklist types of instruments of Bender and Baker (1979), 

Fetsko (1978), Fetter (1978), and Massialas and Cox (1966), did not 

contain questions about behavioral objectives per se. However, each 

of these instruments included questions asking whether goals and 

objectives were clearly stated. On the other hand, Connell and his 

colleagues (1967) specifically asked about objectives related to: 

(a) knowledge, skills, and attitudes (b) the teacher and the course 

of study and, (c) the balance between content and activities for 

pupils (p. 294). 

In examining those approaches to selection of materials which 

utilized weighted rating scales, either behavioral objectives were 

not mentioned, or they were alluded to in an :implicit rather than 

explicit manner. No mention of behavioral objectives was apparent 

in the weighted rating scales presented by Brodbelt (1972) or Breiter 

and Menne (1974). However, implicit references to behavioral objec­

tives were contained in rating scales such as the one in the 

Assessment (Vol. 3, Part 2) which included the criteria "Fits with 
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course outline" (p. 57). Wanning and Baber (1980), and Zenger and 

Zenger (1976) also presented questions about meeting course objec­

tives and chapter objectives in their weighted scales. Howard Ball 

(1976, pp. 209-210) questioned student attainment of instructional 

objectives and how assessrrent .fonns and tests were used to measure 

student rnastecy of objectives. 

Rothe's (1980) soort rating scale was clearly oriented toward 

behavioral objectives. The scale included questions related to how 

behavioral objectives specified student behavior, reflected learning 

concepts, skills and activities, and how the evaluation process was 

handled in tenns of objectives or outcanes (p. 31). 

The annotative types of instruments, except for the Q1AS scheme, 

did not require responses specifically related to behavioral objec­

tives. However, because of the annotative nature of responses re­

quired of the analyst, it would be possible for irrplicit or explicit 

behavioral objectives of a textl::x:)ok or other resource to be reported. 

As for the EPIE analysis system, behavioral objectives in materials 

could be analyzed using EPIEfonn A '79 (B.C. Ministry of Education) 

under, "leamer objectives" or "methodology - characteristics" 

(pp. 4; 8) • A similar process could be used in the Berkeley model 

under, "goals and objectives" (Eraut et al., p. 63), in the SWiss 

scheme under, "aims" or "rnetood" (Eraut et al., p. 70), and in the 

Sussex approach under, "materials in use" or "description and anal­

ysis of materials evaluation" (Eraut et al., pp. 105-108) • 

However, the Q1AS scheme used behavioral objectives in a rrore 

explicit manner (Davis & Eckenrod, 1972, p. 716; Eraut et al., p. 38). 
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'!}1e CMAS node! examined learning materials in terms of observable 

behavioral outcomes expected of students. In addition, the evalua­

tion section of Q.1AS asked whether the behavioral objectives could 

be successfully accarplished by using the materials, and h:>w suc­

cess could be measured (Morrissett, Stevens, & Woodley, 1969, p. 247). 

A behavioral ~nent was also evident in the ccmbination in­

strument of Eash (1972a). Fash CC!'CIItented that by using his scheme, 

"choosing instructional materials will be renoved fran the realm of 

vague intuitions ••• (and} will have a degree of predictive validity 

for learning outa::rnes with students" (p. 49). Hence the first sec­

tion of his fonn was devoted to objectives. Questions were either 

couched explicitly in behavioral terms or implied an understanding 

of behavioral objectives as shown in the following example fran the 

Eash instrument. 

I Objectives Yes No 
A. Are there objectives stated for the use of the 

material? 
l. General objectives? 
2. Instructional objectives? 
3. Are the objectives stated in behavioral 

terms? 
4. If stated in behavioral tenns do the 

objectives specify: 
a) type of behavior? 
b) conditions under which it will appear? 
c) level of performance expected? 

5. List examples of objectives 
B. If there are no examples stated for the use of the 

material, are the objectives instead implicit or 
readily obvious? 

1. If yes, please outline below what objectives 
you believe govern the purpose of the material. 

C. What appears to be the source of objectives (l::oth 
stated and implicit objectives)? 

(Eash, 1972a, p. 196) 
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The Haussler and Pittman instrument (as rep:Jrted .by Eraut et al.) 

examined the "behavioral ele.rnents" and ~eir erphasis in curriculum 

materials. Under the heading, "effectiveness" -were questions relat­

ing to the specificity of objectives and tests (p. 74). In contrast 

the Swedish scheme, also rep:Jrted by Eraut et al. (pp. 76-78), made 

no references to behavioral objectives and rrentioned only the "goals 

and guidelines of the curriculum." 

The aesthetic approach of Vallance (1976), because it examined 

materials in the manner of artistic criticism based on the analyst's 

feelings and experiences, did not include measurable outccrnes written 

in the behavioral rrode. Acoording to Huebner (1966, pp. 14-18) aes­

thetic contemplation of learning resources could be ccmpared to a 

consideration of the beauty, wholeness and design, and symoolic 

meaning of a ~rk of art. 

In summary, the literature presented only a ffM instruments 

which contained sections designed specifically for examining behav­

ioral objectives. Rothe's rating scale, the Q1AS annotative scheme, 

and the canbination type instrmnents of Eash and Haussler-Pittman 

appeared to be the best suited for evaluators see1<ing a behavioral 

objectives focus in learning materials. 

Reading Level as a Criterion for Assessment 

The reading o/-'ade level of materials in a textl:::ook is perhaps 

the key to whether or not that textbJok is useful to the majority 

of students in a classrocrn. The same criteria applies to all other 
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learning resources as well. As Rothe stated, "Successful transfer 

of info:nnation fran a social studies program to your students de­

pends to a large extent on whether the materials have been written 

at the appropriate level of linguistic a:n,plexity" (p. 32). More­

over, Jantzen (1979) warned that reading grade levels were steadily 

declining when he wrote: 

Teachers and adoption a:mnittees look for texts whose 
readability is guaranteed by standard reading fo:rnrulas. 
Junior high texts, publishers are finding, are best 
written at elementary grade levels - and senior high 
texts not ITD.lch higher than that. (p. 72) 

These statements p::>inted out the importance of the use of devices to 

assess levels of readability in appraising materials. Instrurrents 

for selection which inoorp::>rated readability measures, or which sug­

gested the use of supplementary fonnulas for readability estimates, 

provided a necessary means for the assessment of materials for cur­

ricula. 

Surprisingly few of the schemes for analyzing resources oon­

tained explicit means for testing readability. For example, Fetsko's 

checklist was designed to detenni.ne whether characteristics of the 

"new social studies" were included in textlx:oks being considered for 

adoption (p. 52). However, no mention of readability level was in­

cluded even though the new program required students to use an inquiry 

approach which inoorp::>rated reading and research activities. Simi­

larly, there was no mention of readability level in the checklists 

of Fetter or Massialas and Cox. Bender and Bakers' checklist only 

alluded to readability when it asked whether vocabulary levels were 

appropriate (p. 364). 
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On the other hand, Connell and his colleagues posed a question 

specifically on readability when they asked: 

Is the readability level of the ·text suited to the grade 
level for which it is prepared? (Consider appropriateness 
of vocabulary, sentence length and carplexity of sentence 
structure.) (p. 295) 

However, Connell et al. did not explain how readability was to be 

determined. Fran the nature of the question, it appeared that 

teachers or developers of curricul1..lltl were to provide readability 

estimates based on their teaching experience. 

Readability was considered in detail in some of the weighted 

scales and virtually ignored in others. Ball did not mention 

readability levels at all, possibly because his fonn was designed 

for all media not just textbcx:)ks. Breiter and Mennes ' instrument 

seemed to be rrore concemed with "topics" in a textbcx:)k rather 

than reading levels. 

The Assessment (Surrmary, p. 35) asked whether the textbcx:)k 

material being considered was at the appropriate reading level as 

the first of its four questions. Brodbelt (p. 489) considered 

sequence, clarity, interest, size of print, and vocabulary as 

parts of his readability questions. However, none of the afore­

mentioned instruments referred to any of the standard readability 

scales such as Fry, Spache, Mugford, and ffi3I1Y others, which are 

recognized in the literature. 

In contrast to the .inprecise approaches to readability .inplied 

in the instruments described,. Peter Rothe suggested that supplement­

ary fonnal scales such as Dal~ll, Flesch, Fry, and Cloze be used 
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in analyzing lea.ming materials (p. 32). These reading scales, and 

several others, were presented in detail by Harrison (1980). However, 

Rothe's rating scale instrument itself did not include a readability 

question. Wanning and Baber discussed Fry's (1977) and Raygor's 

(1977) reading graphs as important adjuncts to their 20 item scale 

which had as its final question, "Appropriate readability level" 

(p. 695). 

The strongest approach to readability by the weighted type of 

instrument appeared in Zenger and Zengers' model. They included one 

major heading which C'Ontained several sub-questions on readability 

levels. In addition, a 10 page appendix was included with the in­

strument. This appendix contained an outline of both the Fry and 

Cloze procedures along with exarrq;,les of how they should be used to 

detennine the readability of textlx:lok materials. Readability was 

again included in the "Textlx:lok Evaluation Profile Chart" (p. 31) 

at the end of the Zenger and Zenger instrument. 

Though annotative approaches to selection required a training 

period and comprehensive in-depth responses to a number of questions, 

none of the instruments examined included a direct question on the 

readability level of textbooks or materials being examined. However, 

because of the annotative nature of the responses, any of the instru­

ments C'Ould elicit individual ccmnents on readability from analysts. 

For example, EPIEform A '79 included questions about characteristics, 

product developnent, and entry ccmpetencies, any of which could in­

clude reading levels if the analyst chose to resp::,nd in that manner. 

However, it appeared that when an annotative type of instrument was 
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used, a separate readability fonnula or graph ~uld need to be used 

along with the instrument to ensure that all analysts examined the 

resource being oonsidered in respect to the important readability 

factor. 

As in the annotative instrum.ents, the ccmbination inst.I:urrents 

did not contain specific references to reading levels. Because the 

annotative portions of rrost canbination instnments canprised a 

fairly small portion of the whole scherre, there was even less of a 

chance that analysts would address readability levels in their re­

plies. A separate readability instrument would be needed with rrost 

ccrnbination types of instruments. 

The i~ighted rating scale instruments - Rothe, Warming and 

Baber, and Zenger and Zenger - provided the m::,st useful approaches 

in tenns of readability levels as criteria for evaluating textbook 

materials. However, Zenger and Zengers • approach was far superior 

to the other~ in that it included several questions on readability 

in the instrument itself, and also included~ standard readability 

measures in the appendix. None of the other approaches or instru­

ments provided questions which adequately assessed the readability 

levels of learning materials. 

Content as a Criterion for Assessment 

Instruments for the selection of materials usually contain one 

or m::,re questions about "content," (i.e. the subject matter or dis­

ciplinary structure presented in the material). For example, ana­

•lysts rnay be asked to examine textl:ooks for Social Studies in terms 
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of adequacy of course coverage, organization of materials, quality 

of materials, bias in materials, and the use of recent source rnate­

erials. Aspects of content in lea.ming resources are examined in a 

variety of ways by different schanes, and the depth of analysis of 

content varies .. anong instruments. 
I 

All checklist instruments addressed the issue of suitability 

of content. Fetsko (p. 52) included questions relating to the 

suitability of materials in tenns of multi-disciplined, cross­

cultural content presented in the inquiry rrode. The instrument 

proposed by Fetter presented tv.o questions requiring a "yes" or "no" 

response related to content: "(a) Is the quality of the material 

sufficient?" and "(b) Is the quantity of the material sufficient?" 

(p. 56). Bender and Baker (p. 364), Connell et al. (p. 295), and 

Massialas and Cox (pp. 202-203) all included a number of questions 

related to content in their approaches. These instruments asked 

about congruence of materials with the course of study, sequence 

of presentation, scope of materials, logic of content, accuracy of 

information, accuracy of materials presented, and treatment of 

minority and cross-cultural groups in textbooks. Massialas and 

Cox also asked whether the inquiry systan was employed by the mate­

erial in the presentation of content (p. 202). 

The weighted rating scales considered in this study also ex­

amined content. The simple instruments presented by the Assessment 

(Vol. 3, Part 2, p. 59) and Peter Rothe (p. 31) suggested general 

approaches to the evaluation of materials for content. For example, 
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resources were to be rated on: student interest, student challenge, 

grade level ai;:propriateness, ·accuracy, and currency of materials. 

Wanning and Baber's appraisal instrument included questions similar 

to the above plus specific questions about bias and definition of 

tenns. The instruments developed by Ball and by Brodbelt added 

questions on cross-cultural studies and multi-disciplinary studies 

to the above lists. 

The rrost carprehensive examination of oontent in the weighted 

scale instruments was the Zenger and Zenger approach. Their 23 

page instrument provided questions related to such values as hon­

esty, respect, responsibility, leaming principles, oontinuity of 

materials, school philosophy, and correct gramnar. All of these 

items were in addition to those previously mentioned for other 

weighted scales. 

Breiter and Menne first identified the major topics presented 

in the texttook being analyzed. Then they rated the content of 

each topic on a scale of 1 (low) to 5 (high) acc:ording to just 

three criteria: clarity, relevance, and appropriateness of level 

(p. 6) • 

Questions about content in annotative-type instruments ranged 

fran fairly general (Berkeley) to quite specific (EPIE). The 

Berkeley scherre, in particular, l acked specificity when it pre­

sented questions such as, "What i s to be learned?" and "How are 

oontent and materials organized? " (Eraut et al. , p. 63) • The Swiss 

instrument, originally developed to evaluate mathematics materials 
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examined prerequisites, linear or spiral organization, and flexi­

bility of teaching methods (Eraut et al., pp. 70-71). 
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'Ihe Sussex scheme required assessors to describe content in 

tenns of topics, themes, or chapter headings, and to indicate 

"emphases" given to different aspects of the subject matter (Eraut 

et al., p. 104). In addition, the form of presentation of the 

materials and the "coverage of the subject matter in tenns of know­

ledge, skills, and attitudes" were to be assessed (pp. 105-106). 

Other sub-questions about the structure of the materials were_ re­

lated to content and required annotative responses. 

'Ihe Q1AS instrument examined content in relation to subject 

area along with a concern for multi-disciplined approaches to 

materials (M:>rrissett, Stevens, & Woodley, p. 250). Another sec­

tion examined cognitive and affective learning as well as the 

learning theory :unplicit or explicit in t.'t-ie materials (p. 252). 

Questions relating to content in terms of behavioral objectives 

also characterized the Q1AS scheme. For example, one question 

asked, "What specific (content related) changes are intended in 

the knowledge, attitudes and behavior of the students?" (p. 253) . 

'Ihe Nichols and Ochoa instrument examined content in respect 

to what they tenned the "knowledge ccmponent" in relation to so­

cial issues, inter-disciplinary presentation of material, and bias 

in the materials (p. 291). This instrument also examined content 

in respect to methods such as inquiry, decision-making, and higher 

level questioning. The final question concerned student interest 
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(p. 292) • 
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The EPIE instrument provided the rrost detailed and specific 

analysis of content of all the annotative types. This instrument 

examined such content-related thanes as: the developer's ration­

ale, the topics covered, the scope and sequence of materials, the 

congruence anong canponents in the materials, the accuracy of mate­

erials, the presence or absence of bias, and the currency of the 

materials. F.ach major question included guidelines for the analyst. 

For example, "Scope: characteristics" included the statement, "You 

should report on: rationale for content selection, range of total 

package, range within sections or units, extent of subject area for 

total package," and similar points (EPIEforrn A '79, p. 6) • 

The canbination types of instruments also contained questions 

related to content. Eash examined scope and sequence, cognitive, 

rrotor, and affective aspects, as well as the rnethocblogical ap­

proach in his instJ:ument for the appraisal of textbooks. He also 

included sub-questions to encourage sane depth of answers, as well 

as a quantitative rating scale for an overall picture of the treat­

ment of content in the textbook {pp. 196-198). 

Content in the Haussler-Pittman scheme was divided into three 

sections: behavioral elements, subject matter elements, and general 

elements. Behavioral elements concerned skills, knowledge, and 

affective behavior encouraged by the content of the material. The 

section on subject matter stressed types of subject matter and de­

gree of emphasis placed on different aspects of subject matter. 



The section on general elements examined inquiry learning, organ­

izing stn.lctures, and the degree of integration of disciplines 

(Eraut et al., p. 74). 

The ~sh schE!te examined the content of learning mate­

rials in te.DTIS of the hane, school, and the v.0rldng v.0rld. The 

instrunEnt also contained a question ab::mt whether the material 
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was suitable for low, average, and high ability students. Students 

were asked to respond to questions a.oout content in relation to 

background knowledge required, level of difficulty, level of inter­

est, and number of exercise examples (mathet1atics) in the materials. 

The Swedish scheme provided the only instrument which allowed direct 

student input into the analysis of learning materials. In addition, 

teachers and reviewers were given "an open ended invitation to list 

merits and demerits" of the content (Eraut et al., p. 77). 

The aesthetic approach prop::,sed by Vallance did not appear to 

be concerned with systematic examination of content. Because of 

the personal, subjective nature of aesthetic criticism, it appeared 

unlikely that rmlch more than style, flow, and appearance of mate­

rials w:::>uld be considered in terms of content. 

Because they provided for depth and flexibility of resp::,nses, 

the annotative and the ccmbination types of approaches to assessing 

the content of resources, especially for Social Studies, appeared to 

be best. Of these instruments, the Q1AS and the EPIE schemes were 

particularly appropriate because they p::,sed questions and sub­

questions which required the analyst to rep::,rt on the content of 
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the materials in great detail~ The Haussler-Pittman canbination 

scheme was also good for assessing content in textbooks in that it 

required detailed annotative responses to questions and sub­

questions about the main rontent elements in the materials. 

Depth and Flexibility of Textbook Analysis 

The tenn "depth" was used in this study to refer to the number 

of questions about specific topics, <XlTip()nents, methods, or char­

acteristics presented in instruments for the appraisal of materials. 

The arrount of detail suggested for each reply was also considered 

to be part of the depth of response. In sane cases only a fEM 

questions, which required a checknlark or a simple indication of 

rating, -were presented. Other instruments provided tw:J or three 

levels of sub-questions to ensure that the analyst examined the 

material in detail. "Flexibility" was the tenn used to ·refer to 

the am::iunt of freedan the analyst was allowed in responding to 

questions on a particular instrnnent. For example, sane instru­

ments limited answers to "yes" or "no" or numerically coded re­

sponses. Sane instnnnents allowed analysts to add additional 

questions, while others enrouraged observations and open, intu­

itive a::mrents about the materials being considered. 

The simple, inflexible analysis has a place in providing a 

quick check in order to eliminate totally unsuitable texts or 

other resources from a large selection. This type of analysis 

may also serve teachers, schcx:>l administn.tors, or comnittees 
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who have only limited time to select textl:ooks and other resources 

for a specific program. However, considering the importance of 

textbooks for curricula, and the finances involved in the purchase 

of a textbook or series, it ~ld seem appropriate to use the rrore 

corrprehensive types of instruments for rrost purposes of textl:ook 

appraisal. 

Neither depth, nor flexibility, was allowed in rrost of the 

checklist follllS studied. For example the question, "IX>es the 

material achieve its stated purpose?" (Bender and Baker, p. 364) 

might elicit a "no" response. However, the material might have 

been useful for another purpose. An in-depth, flexible response 

could have qualified the simplistic answer by r:ointing out the 

potential usefulness of the resource for a specific unit or con­

cept. A limitation of the checklist response was also evident in 

the question, "_ Is factual content of the text accurate? Are 

conclusions logical and interpretations free fran bias?" (Connell 

et al., p. 295). In actuality, three questions have been posed 

but only one response is provided for. A scheme which allowed for 

flexib le responses might have drawn a comnent for each of the 

questions. A question in Fetter's checklist (p. 56) asked, "Is 

the content of this instructional material sufficient in quantity 

to adequately cover the course as provided in the syllabus? Yes ••• 

No " The 'MJrd "cover" in this case i s ambiguous. There might 

not have been enough material to cover the whole course, but enough 

material may have been available on a specific topic or unit to 
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make the resource an excellent supplement. A flexible resF,Onse 

would have allowed the analyst to alert a F,Otential user to the 

strengths of the material as well as the weaknesses pointed out in 

the checklist. 

Weighted rating scales differed greatly in the arrount of depth 

and flexibility of analysis which they provided. The Assessment 

included a scale of 1 to 5 on which four criteria could be rated 

from poor to excellent. The nine items in the Rothe example also 

included little depth or flexibility as only three levels of re­

sponse fran "acceptable" to "unacceptable" were provided (p. 31). 

Brodbel t' s 23 i tan list used a munerical rating system which 

allowed sane depth of analysis by providing a weighted factor for 

each question, thus allowing a canparison between resources or 

between sections in a single resource such as a textbook. However, 

flexibility was minimal because reSF,Onses were limited to the 

numerical codings supplied with the instrument. 

The rating scales of Ball, and Wanning and Baber, were sim­

ilar in fonnat except that the former included 60 questions while 

the latter included just 20 questions. The larger number of ques­

tions allowed sanewhat rrore depth because there were nore responses 

available under each category. Little flexibility was provided by 

either instrument because of the three-level scale employed in each 

case. 

The Breiter and Menne schane provided for same depth of ana­

lysis, according to the topics and sub-topics chosen for examin­

ation. For example, the major topic "Canadian History" could 
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include the sub-topic "British Columbia Histo.ry" which could in­

clude the sub-sub-topic "The Great Depression in British Columbia." 

Then the topics 'M'.)Uld be ·rated on the "Social Studies Topics Rating 

Scale" (SSTRS) which employed a scale of 1 (low) to 5 (high) limit­

ing any further depth or flexibility of response to the material. 

Zenger and Zengers' system presented a number of set questions 

under each main heading. However, space was provided as v.iell for 

the evaluator to add further questions which could increase the depth 

of analysis by encouraging rrore detailed questions on any topic. 

Flexibility of responses was also provided for by the inclusion of 

a "carments" section at the end of each heading (pp. 10 ff). The 

Zenger and Zenger scheme, because of its provisions for depth and 

flexibility, was the best of the v.ieighted types studied. 

Annotative instruments tended to provide varying levels of 

depth of analysis according to how questions were posed, and 

whether sub~estions were included in their schemes. Most of 

these instrmnents were flexible because of the annotative re­

sp:mses which allowed carnnent on the materials. 

Nichols and Ochoa proposed eight broad questions such as, 

"Is the infomation in the textbook objectively presented?" (p. 291). 

Similarly broad questions such as, ,;What is to be learned?" (Eraut 

et al., p. 63) were included in the Berkeley instrument. In this 

respect neither scheme required specific in-depth answers, al­

though some analysts 'M'.)Uld likely provide a great deal of depth 

in their answers to these types of questions. Flexibility was 
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amply provided for by the open-ended annotative responses encouraged 

by these instruments. 

'Ihe Swiss, the Sussex, and the Q1AS schemes all provided for 

in-depth responses by including broad questions accarpani.ed by sub­

questions. 'Ihese instruments also featured the flexibility avail­

able in annotative responses to questions. Examples frcm G1AS and 

Sussex were presented in Chapter I of this paper. 

'Ihe EPIE scheme provided a great deal of scope for in-depth 

analysis. A question such as, "Describe the developer 1 s reasons 

for developing the program" (EPIEfonn A '79, p. 3) was accanpa­

nied by eight items which the analyst might consider in answering 

·the initial question. In addition, flexibility of response was 

available because of the annotative format. 

'Ihe combination instrument of Haussler and Pittrran had a 

fairly large annotative component, including sub-questions, which 

allowed for both depth and flexibility. The Eash and Swedish 

schemes relied rrostly on weighted checklist with only a small an­

notative carq;:onent. Neither much depth, nor much flexibility, was 

provided because of the limited responses allowed by their scales. 

The aesthetic node described by Vallance and Eisner was to­

tally subjective. As a result, no depth of analysis was specified 

in their articles. However, this approach was canpletely flexible 

allowing the analyst freedan to describe the learning resource, or 

any facet of it, in any manner and in as much or as little detail 

as he might choose. 
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The best of the instruments, in te:rrns of flexibility and depth 

of analysis criteria, were the annotative and canbination types. 

The open-ended nature of the questions encouraged the analyst to 

supply flexible, in-depth responses to questions posed in the in­

stnnnents. The EPIE instnnnent was perhaps the rrost canprehensi ve 

of the annotative types, but the CMAS, SUssex, and the Swiss schemes 

also provided adequate depth and flexibility for analyzing learning 

·materials. The Haussler and Pittman ca:nbination instrument simi­

larly provided adequate depth and flexibility for the analysis of 

materials. 

Degree of Subjectivity or Objectivity 

The tenn "subjectivity" as used in this study, referred to the 

personal views and feelings of the analyst toward learning materials 

being examined. In contrast, "objectivity" ·referred to verifiable, 

fixed alternatives, involving no personal views or feelings toward 

the materials being analyzed (Webster's New Collegiate Dictionary, 

1979) • 

Of course, rrost instruments for analyzing learning materials 

were not purely subjective nor purely objective in responses sought. 

Instead, the instnnnents could be arranged on a continuum with the 

proponents of the aesthetic approach such as Vallance representing 

the subjective rrode; while Brodbel t, who required "forced choices" 

(p. 488) , best represented the obj ective approach. 

The subjective nature of aesthetic cri ticism was explained in 
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Vallance's (1977) article when she wrote, "This question roils down 

to the rrore fundamental issue of what the critic sees in the artifact 

(or learning resource material] , how he or she examines it, what 

details are selected to be reported" (p. · 93). 

The Berkeley scheme and the Nichols and Ochoa ·scherne ooth re­

quired annotative answers to a short list of broad questions. Each 

instrument oontained a substantial subjective canponent because the 

analyst was able to respond in the manner he chose without any fur­

ther direction. . 

Sane subjective canponent was also evident in the annotative 

nature of the EPIE, Sussex, and Swiss schemes. However, questions 

were ~rded in such a way that even annotative answers were oon­

trolled or directed to enoourage a large degree of objectivity. As 

the EPIE Rewrt No. 54 stated, "Corcmittee members [require] ••• a 

sense of the necessity for objective infonnation as a rrold and a 

brake on subjective opinion" (p. 10). The ann:>tative canponent of 

Haussler and Pittmans' instrument also allowed a degree of subjec~ 

tivity, but questions and ~estions were quite specific in en­

couraging objective responses. 

Both the Eash and Swedish schemes used objective .rating scales 

as major corrp:ments of their instruments. Eash indicated his ooncern 

for objectivity by alluding to it in several places in his article, 

"Developing an Instrument for Assessing Instructional Materials," in 

which his assessment instrument was presented (1972a). 

The Zenger and Zenger instnment's provision for space for ad­

ditional questions to be added by the analyst, and the carments 
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instrument. The remaining weighted scales and checklists ensured 

a high degree of objectivity by allowing only "yes" or "no" or 

numerically coded answers. 

The m::,st .important approach to examining textb::x:>ks fran a 

subjective point of view was the aesthetic rrode presented by 

Vallance. This approach allowed analysts to write critiques of 

texts or other learning materials based on their own feelings, 

perceptions, and experiences without reference to directed ques­

tions . . The best attempt at a purely objective approach was 

Brodbelt's numerically coded checklist. The EPIE annotative in­

strument, and the Eash combination instrument were also expected 

to result in objective ratings, according to their producers, 

because they required answers to set questions about the texts 

and learning materials being evaluated. However, in actual prac­

tice, many of the instruments introduced l:::oth subjective and ob­

jective canponents because of the types of responses allowed or 

the number of choices allowed the analyst. 

Optimal Training Period 
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Sarne of the simpler schenes surveyed for this study made !.!2 

suggestions at all regarding the training of people who might use 

their assessment instrument. Other schemes irnolied that a training 

period ¼Duld be useful, while sane schenes suggested training peri­

ods before their appraisal fonns were used. Still other schemes 
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required a training period before analysts were "certified" canpetent 

to use their instruments in assessing textbooks. 

'Ihe checklist instruments did not include any suggestions that a 

training period was necessary for their use. Most of the instruments 

of this type were straightforward and simply worded and could be 

filled in by analysts without difficulty. 

Most of the rating scales examined also did not specify a train­

ing period. However, sane instruments such as those of Ball, Brodbelt, 

Rothe, and Warming and Baber, mentioned learning theories, special 

tenns, organization, style, weighting, learning experiences, and other 

criteria. A cornron approach to these topics, such as that supplied by 

a training program, would seem to be implied by the articles accan­

panying these schenes. 

'Ihe Breiter and Menne, and the Zenger and Zenger instruments 

were self-contained in that canplete details and directions for the 

use of the instrurrents was included and the rraterial was presented in 

a step-by-step sequence. Perhaps a short v.0rkshop would be helpful if 

a comni ttee were to use either of these instruments, but a lengthy 

training period appeared unnecessary. 

'Ihe Assessment, directed as it was to large numbers of individ­

ual teachers in the field, did not contain any mention of training 

for its Sll1'1ple four item questionnaire. 

'Ihe EPIE Training Package (British Columbia Ministry of Education 

1980) explained that analysts using their schene must be familiar with 

the EPIE vocabulary. In addition, the training course literature also 
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explained the intents, content, methodology, and means of evaluation 

of learning materials required by EPIE. Trainees were carmitted to 

an intensive three day, tv.o evening course. At the end of the rourse, 

the trainee was expected to c:anplete an analysis which v-A'.)Uld be sent 

to california for evaluation. Trainees who successfully passed the 

test evaluation v-A'.)Uld bea:me certified EPIE analysts. 

An intensive training program was also ronsidered .irop)rtant by 

the designers of the Sussex schane. As Eraut et al. stated: 

We have found 1 week workshops on the analysis of curric­
ulum materials particularly useful •••• In our experience 
it takes at least tv.o weeks to produce an analysis for 
circulation, but 1 week is sufficient time for people to 
get '..J.Sed to the idea of curriculum analysis and to niake a 
relatively penetrating appraisal of sare materials. 

(pp. 28-29) 

An alternative training program for the Sussex scheme involved 

making it a comr;x:ment of a Master• s program in curriculum (p. 109) • 

The CMAS scheme also suggested a training period of about a 

week for potential analysts (Morrissett, Stevens, & vkx)dley, pp. 

(231-232). Like the Sussex scheme, the Q1AS training program has 

been used as part of (graduate and undergraduate) university rourses 

(p. 234) • 

No mention of a training program was made in the Swiss scheme, 

but the annotative fonrat of the instrument used suggested that a 

training period similar to the 01AS or Sussex programs would be 

reasonable. 

Neither the Berkeley, nor the Nichols and Ochoa schemes included 

any mention of a training requirarent for the use of their instruments. 
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However, the Berkeley instrument was designed for use by its own 

staff and the Nicho~s and Och::>a instrument was presented mainly for 

individual teacher use. If these schemes were to be used by can­

mittees in the selection of textl:x:x)ks, sane training procedures 

would likely be advisable to ensure co-ordination of appraisals in 

tenns of the reality of classroom teaching and current research on 

learning (.Morrissett, Hawke, & Superka, 1980, p. 563). 

Eash stated, "For optimum results in using the [Eash] instni­

rnent it is necessary to have a training period" (p. 219). However, 

nowhere in his rep::,rt on studies conducted during constniction and 

field tests of the instrument did he outline how long or in what 

depth the training period should be. There was no mention of a 

training period for either the Haussler and Pittman or the SWedish 

instruments but, since both schemes -were reported in Eraut, Goad, & 

Smith, perhaps some of the preliminary infonnation concerning the 

training of analysts was left out. The largely annotative Haussler 

and Pittman scheme, in particular, would appear to require sane form 

of training period for the same reasons that purely annotative schemes 

did. The SWedish scheme was mainly a rating scale so perhaps a 

training period would not be necessary. 

Though the aesthetic approach did not indicate a fonnal training 

period, Vallance (1977) made it clear that the analyst or critic 

"must be prepared to defend his or her perceptions and selections 

on both aesthetic and educational grounds" (p. 103). The experience 

and training of the teacher or specialist was expected to enter into 

the aesthetic judgements made abJut textbooks. 



Surrroary 

Two of the better checklist instnJI'nents for assessment of 

Social Studies materials were supplied by Connell et al. , and by 

Massialas and Cox. Both checklists presented basic questions 

along with an indication that items could be added or changed to 

suit the purposes of appraisal ccmnittees. 

Neither checklist required objectives to be stated in behav­

ioral fonn. Connell and his colleagues e:rrphasized the factual, 

logical, and student interest aspects of oontent, while Massialas 

and Cox were rcore ooncemed with inquiry and multi-disciplined 

reflective thinking aspects of content. Depth of analysis could 

be accomplished for either list by the addition of questions or 

sub-questions, and by the separation of multiple questions into 

individual parts. A smrt training period v.OUld appear to be 

desirable for both schemes so that a::mnittee members ~uld have a 

cxmron understanding of tenns and approaches to the analysis. 

The checklist format ~uld be suitable for quick, overview 

types of analyses in order to produce short lists of texts or 

other resources for further, rcore carprehensive examination. 

The rrost useful of the weighted scales was the Zenger and 

Zenger scherce. It consisted of ~ parts, a "Short Fo:on" for ini­

tial screening of textbooks and a "long Fenn" for a rcore canpre­

hensive appraisal of textbooks. 
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Questions and objectives were oot stated in behavioral tenns, 

but both general and specific obj ectives were examined in sane 
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detail with space provided for additional questions and comnents. 

Several questions arout reading level were included in the instru­

ment along with an appendix which presented~ procedures for es­

timating the readability of textl:x:x)ks and other resource materials. 

The Zenger and Zenger instrument also provided a number of ques­

tions relating to the quality, quantity, values, philosophy, and the 

educational integrity of leaming material content. Sane depth of 

analysis was provided as well by the inclusion of space for the 

evaluator to fill in additional questions at the end of each section, 

if he so desired. Similarly, a ccmnents section allowed for flexibil­

ity of response by analysts. 

Generally, the Zenger and Zenger instrument was objective, as 

were all the rating scale instl:urrents. However, the provision of 

space for additional questions and carrnents pe.rmitted sc:m3 subjective 

input by analysts. No training period was suggested for the use of 

the instnnnent. The instructions were presented in a clear, step-by­

step sequence which should be easy to follow. However, as with the 

checklist fonnat, a short session to ensure a cetrm:)n approach to the 

analysis of learning materials v.OUld seem to be useful. 

Three of the annotative schares - 01AS, EPIE, and Sussex, -

provided excellent instruments for the appraisal of resources for 

curricula. These instruments all provided for ccrnprehensive in­

depth examination of leaming materials. 

The Q1AS schertE was designed to analyze materials acoording to 

behavioral objectives. On the ot..rier hand, specific behavioral ob­

jectives were not mentioned by either EPIE or Sussex. In addition, 
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the annotative fo:ons lacked questions about readability. sare sup­

. Plernental readability foI:Itl.llas or estimates appear to be needed with 

these annotative analyses. 

content was examined in detail by all three of the instnlments. 

Sub-questions and annotative responses provided for depth of analysis 

in the three instl.i.lm:nts· as well. Flexibility of resp:mse was also 

supp::>rted by the annotative nature of ccmnents which allowed analysts 

to p::,int out features, strengths, and weaknesses in materials. or in 

chapters or sections of textbooks. 

The 01AS, EPIE, and SUssex schem:s provided questions and sub­

questions in order to ensure a high degree of objectivity in the 

responses to their instruments. At the same time, by seeking anno­

tative replies to questions, the instnlments introduced a degree of 

subjectivity into the analysis. The training period of approximately 

one weo.J<, suggested by all three schemes, was designed to ensure a 

cumon language and a C'Cimon approach to resource appraisal by all 

ccmni ttee members. 

The aesthetic approach was not expected to be used alone as an 

instrument for selecting learning materials. Instead it was expected 

to ser-re as a supplementaxy "critique" which could be used in con­

junction with a foIInal inst.Iurnent such as the Zenger and Zenger, 

01AS, EPIE, or the Sussex schemes in order to provide a broadly 

based appraisal. 

The chart which follows outlines how each instrument meets or 

does not meet the criteria listed in this chapter. 
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Name of model type behavioral readability content depth flexibility objective subjective training 
objectives re uired 
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Connell et al. 
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Code: CK - Checklist RS - Rating Scale A - Annotative C - Combination AE - Aesthetic 
Y - Yes, clearly stated or specified N - No, not mentioned or clearly implied 
I - Implied in the model 

N 

N 

N 
N 

N 

N 
I 
N 

I 
I 
I 
N 

I 
y 
y 

I 
y 

I 

y 

I 
N 

N 

Ul 
co 
Ill 

Note: Some models contain significant elements of both objective and subjective approaches so both columns 
have been marked for these models. 



Chapter III 

INQUIRY GOALS IN THE NEW BRITISH COLUMBIA 

scx:IAL S'IUDIES a.JRRICULUM: THE PROBLEM OF 

C'QN'.;RUENCE OF GOALS AND RESOURCES 

59 

The examination of the congruence be"bieen available textl::xx)ks 

and the inquiry goals for Social Studies in British Columbia required 

several steps. First, the literature was examined in order to as­

certain the nost recent findings as to the nature of inquiry leam­

ing. Secondly, the Proposed curriculum Guide, K-11 (1980)for British 

Columbia was analyzed to detennine the type of inquiry leaming pro­

posed by the curriculum developers. This analysis was supplemented 

by an interview with Ian Parker, the Ministry's CUrriculum Consultant 

in Social Studies, and by the examinati0n of. a paper by Parker en­

titled, "Social Studies CUrriculum Revision" (1980, pp. 14-15). 

Finally, teachers' views, as reported in the British Columbia Social 

Studies Assessment (1977), were examined to ascertain their perspec­

tives on the problem of achieving congruence of goals and resources. 

Inquiry Learning: Terms, Definitions, Models 

Educational literature, especially in the field of Social Studies, 

often referred to inquiry teaching and learning processes. However, 

as John Lee (1974) explained, "The range and shades of meaning assoc­

iated with inquiry indicate that inquiry rna.y, quite properly, mean a 

great rrany sanewhat different things to different people" (p. 60). 
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Similar statements have been made by Beyer (1971a, pp. 7-8) and Oliner 

(1976, p. 4). 
-· 

A variation in the tenninology used to describe inqui:ry was 

frequently encountered in the literature on Social Studies. For 

example, Bnmer (1968) used the tenns "discove:ry" and "inqui:ry" 

interchangeably (p. 10) in his article entitled, "The Art of Dis­

covery." Saunders (1969) also mentioned the "discovery or ingui;y 

approach" (p. 139) in his description of one strategy for teaching, 

although he later referred to "pure discovery" and "directed dis­

covery" (p. 140) as being somewhat different fran each other. 

Hilda Taba (1967) used the tenn "problem solving" (p. 31) in 

relation to Dewey's (1933) "reflective thoughts" (p. 106). Lee asked, 

"Are inquiry and problem solving the same thing?" His response was, 

"The answer is probably 'yes'" (pp. 69-70). Maxim (1977) also used 

inquiry and problem-solving synonyrrously when he wrote, "This type 

of learning is often referred to as problem solving or inqui:ry" 

(p. 53). 

Another tel:ltl encountered in the literature was "reflective 

thinking." Dewey (1933) listed five steps to reflective thinking 

(pp. 106-116). These steps have folJ!'ed the basis for inquiry 

rrodels of Beyer (1971a), Fenton (1968), Massialas and Cox (1966), 

Taba. (1967), and others. Crabtree (1967) mentioned reflective 

thinking as being an important part of the "new social studies un­

der the rubric of inquiry" (p. 78). 

Many other tenns have also been used by prop:ments of the 



61 

inquiry method. Jean Fair (1977) listed several of these tenns when 

she wrote: 

Dewey's follI!Ulation has been followed by a host of analyses 
and inquiries which, in tum, have resulted in a proliferation 
of tenns: to reflective thinking have been added problem­
solving, inquiry, critical thinking, Socratic rrethod, disoovery, 
inductive and deductive thinking, intellectual abilities, scien­
tific method, analysis and clarification of issues, oonvergent 
and divergent thinking, values clarification, and decision­
rciaking. (p. 30) 

The definitions for inquiry were sanewhat less diverse than were 

the variety of ways of using the term. Kliebard (1968) defined in­

quiry as: 

Inquiry is an attitude toward learning and a philosophy 
of education. The central values are the open mind and 
the autononous probing of the learner. If the teacher 
,;..ould prarote inquiry, he must provide the child with 
problems to focus upon, give him opportunities to theorize 
and test his theories, and help him with road maps that 
suggest better theories and rrore productive strategies of 
investigation. (p. 57) • 

Lee ccmnented that, "Inquiry is a process, a set of actions 

occurring in sane order11 (p. 60), and "Inquiry involves a set of 

investigative actions undertaken to disoover an answer or answers 

within a mass of evidence" (p. 61). Massialas (1967) defined in­

quiry as the "process by which one explores and validates alter­

natives" (p. 8). In the broadest sense,• these statements by Lee, 

Kliebard, Massialas, and others represented a degree of oonsensus 

anong theorists as to the rreaning of inquiry. 

Though theorists differed on the rrore explicit approaches to 

inquiry in the classrocrn, there ~re similarities arrong their ap­

proaches as w-ell. As Edwin Fenton (1968) explained, "(other nod.els] 

differ in detail fran ours, but the similarities arrong them all 
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widespread agreanent~• (p. 91). 
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Most of the proponents of inquiry teaching and learning ac­

knowledged that Dewey's (1933) five steps to reflective thinking 

served as a basis for their inquiry rrodels. Dewey's steps included: 

(a) suggestion (recognition of a problem) (b) intellectualization 

(analysis of a problem) (c) hypothesizing (and gathering data) 

(d) reasoning (oonsidering oonsequences) (e) testing the hypothesis 

(verification) (pp. 106-116). 

Edwin Fenton's six-step inquiry rrodel demonstrated his debt to 

Dewey. The Fenton inquiry rrodel is presented in brief fonn below: 

1. Recognizing a problem from data 
2. Fonnulating hypotheses 
3. Recognizing the logical implication of hypotheses 
4. Gathering data 
5. Analyzing, Evaluating, and Interpreting the data 
6. Evaluating the hypothesis in light of the data 

(Fenton, 1969, pp. 544-545) 

Massialas and Cox outlined a rrodel similar to Fenton's, but they 

called it "The Reflective Model" (p. 115). 

Dewey's influence was also evident in Bruner's (1968) "hypo­

thetical node" of teaching which required students to: (a) search 

out, organize, and hypothesize about a topic (b) experience intrin­

sic rewards fran ~rking on the problem (c) learn and use the 

problem-solving method of discovery, and (d) internalize the 

resultant learning (pp. 3-13). Suchman's (1968) model saw inquiry 

as a process beginning with a chal l enge to the child's universe 

(a discrepant event), followed by the child's oollecting of data 
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to build and test his theories, and culminating in the discovery of 

a generalization or solution to a problem (p. 56). Beyer, Crabtree, 

Fair, Taba, and others, all proposed inquiry rrodels of teaching and 

leaming which drew frcm Dewey's earlier ~rk. 

Brubaker, Sinon, and Williams (1977) surnr:r¥:d up the rrost camon 

approaches f9und in inquiry mxiels when they wrote, "'Ibat method 

(inquiry) ~uld include sensing a problem, articulating it, hypo­

thesizing a plausible solution, gathering data, testing the hypo­

thesis, and drawing appropriate conclusions" (p. 203) • 

Inquiry Goals in the Proposed British Columbia 

Social Studies CUrriculurn 

Inquiry processes were of considerable importance in the 

Proposed CUrriculum Guide Social Studies, K-11 (British COlumbia, 

1980). Developers of the B.C. Guide appeared to have based their 

approaches to inquiry on the theories of Fenton (1968,1969) which 

in turn were based on Dewey's theory of "reflective thinking." 

The philosophy of the curriculum reinforced inquiry when it 

proposed a balance between content and process learning. The process 

aspect suggested "the develoµnent of concepts through discovery and 

inductive thinking" (pp. 2-3). In addition to this statement of 

philosophy, five areas of curriculum focus were presented: (a) 

'Canada• s cultural and physical heritage" (b) "the cultural and 

physical heritage of the ~rld" (c ) "roles, responsibilities and 

rights of the individual in society" (d)"develoµnent of inquiry, 
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analysis and problem solving skills" (e) "the willingness and capac­

ity to apply knowledge and skills as a manber of society" (p. 2). 

Further explicit references to inquiry processes occurred in the 

amplification of goals (a), (b), and (c) above. Along with each of 

these goals was a statement such as, "M:>re specifically, by the end 

of the canpulsory curriculum, the student, through the exercise of 

critical thinking and problem solving skills will be expected to ..• " 

(pp. 3-4) • In addition, the B.C. Guide mentioned skills which "nru.st 

be taught and leamed as an integral part of the Social Studies pro­

gram" (p. 11). One of these skills, designated as a primary respon­

sibility of the Social Studies, was "inquiry processes" (p. 11). 

Further emphasis on inquiry responsibility was evidenced in the 

"Sequence of Instruction Charts" which required grade one teachers 

to introduce inquiry skills using problem-solving and decision­

making processes (p. 30). Grades "b.o to eleven required teachers 

to further develop inquiry skills in students (pp. 37-122) • A chart 

entitled "Inquiry Processes" further emphasized the use of inquiry­

based teaching and learning in the Social Studies program in British 

Columbia. This chart provided :rrore explicit directives for teaching 

than the "Sequence" chart in that inquiry skilis were to be intro­

duced in grade one, developed in grades~ to eight, and tested, 

retaught, and maintained in grades nine to eleven (pp. 140-141). In 

addition, several other skills relating to the inquiry process 'were 

listed for rrost grades. Sane of these skills included: locating, 

acquiring, organizing, discussing, interpreting, and evaluating 

information (pp. 36-125). 
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The inquiry processes outlined in the B.C. Guide were similar 

to processes presented in the literature on inquiry. For example, 

problem-solving as it appeared in the B.C. Guide bore a definite 

resemblance to Beyer's rrodel and to Fenton's inquiry rrodel described 

earlier in this chapter. The following excerpt f.ran the B.C. Guide 

should illustrate the similarity with the Fenton rrodel in particular. 

1. Define a problem 
2. Establish a tentative answer 
3. Interpret information available 
4. Gather additional infornation 
5. Analyze infornation to re-examine tentative answer 
6. Synthesize information into firmer answer 

(B.C. Guide, 1980, p. 30) 

Decision-making was the second part of the inquiry process out­

lined in the B.C. Guide. The rrodel below £ran the B.C. Guide closely 

resembles the Woodley and Driscoll rrodel which follows it. 

1. Identify problem or issue 
2. Identify p::)ssible alternative solutions 
3. Gather, analyze and ·interpret infomation 
4. Evaluate alternatives and establish priorities 
5. Test priorities and analyze consequences of each 
6. Plan a course of action 
7. Establish group decision 
8. Take sane action on group decision 
9. Evaluate group's decision 

(B.C. Guide, 1980, p. 30) 

For canparison purposes the Woodley and Driscoll decision-rnaking 

rrodel is presented below. 

1. Identifying the occasion for a decision 
2. Recognizing the values implicit in a decision situation 
3. Seeking and finding alternatives 
4. Creating alternatives 
5. Predicting consequences of alternatives 
6. Weighing alternatives and selecting one course of action 
7. Detennining appropriate action to implement the decision 
8. Taking action to implenent the decision 
9. Reflecting on the decision, action and results. 

(Woodley & Driscoll, 1977, p. 238) 
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In surrrna.ry, the B.C. Guide mandated the teaching of inquiry 

skills in Social Studies from grades one to eleven. The m::x:lels of 

Fenton and Beyer appeared . to have been used as a basis for the problem­

solving canponent, while the W::xxiley and Driscoll m:::x:lel appeared to 

have been used as a basis for the decision-making canp::,nent of the 

curriculum design presented in the B.C. Guide. 

Textbook Selection Process for the 

Social Studies CUrriculurn in British Columbia 

Emphasis on inquiry in the B.C. Guide compounded the difficulty 

in selecting textbooks because scme texts vvere not written to enoour­

age explicit iDquiry goals. In addition, as Morrissett, Stevens, and 

WJodley p::,inted out, effective use of sane texts in the inquiry rrode 

required supplementary resources and/or additional teacher training. 

Ian Parker, CUrriculurn Consultant at the British Columbia 

Ministry of Education, in an article entitled "The Social Studies 

Curriculum Revision (1980)" outlined the process for selection of 

textbooks for the new curriculum. According to this outline, three 

types of carmittees were entrusted with the task, namely, (a) Mate­

erials Selection Ccmnittees (b) the Management Camnittee and, 

(c) a K-12 Advisory Carmittee (pp . 14-15) 

The Materials Selection Carmittees, whose members were trained 

in materials evaluation according to the EPIE program adopted by the 

Ministry of Education, were given the initial task of sorting mate­

erials into potentially prescribed, potentially authorized, or 
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unsuitable, categories (p. 14) • In an interview (January, 1981) 

Parker explained that "prescribed" referred to materials basic to 

the curriculum, suitable for rrost students, and which the teacher 

could use to arrive at prescribed outcomes. "Authorized" referred 

to materials which the teacher could use to provide enrichment, 

supplementary infonnation, or remediation. "Not suitable" referred 

to materials which were not written at the appropriate grade levels, 

were not addressed to the topics outlined in the curriculum, or were 

otheIWise unsatisfactory for student use. 

Parker's article, a cc:mbined progress rep:)rt and explanation of 

procedures for revising the curriculum in Social Studies, explained 

that following initial sorting the camli.ttees ~uld examine the mate­

rials in nruch greater detail. He stated: 

The potentially prescribed materials will then be sul:mitted 
to an in-depth analysis. This will consist of a careful 
examination of their instructional design and other con­
siderations including bias, accuracy, currency and physical 
characteristics. The rrodel used in this stage is derived 
from the Educational Products Exchange Instib.lte, a process 
also used in Alberta and Manitoba. (1980, p. 14) 

In addition, the materials were to be examined as to readability 

on at least b-.o standard measures and for concept load as well. Social 

considerations such as: treatment of sex, ethnic background, social · 

class, religion, and age, in the materials were also to be considered 

by the examining camti.ttees. 

After these analyses had been canpleted, the material was to be 

field tested in a "few classrcx::ms" in order to obtain "specific ob­

jective infonnation aoout students ' and teachers' reactions to the 

materials" (pp. 14-15). Fol lowing the field testing, the Materials 
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Ccrmrittees were to gather all the evaluations and develop recanmenda­

tions as to which materials ~uld support the curriculum and what 

types of materials were required, but had not been sul:rnitted for exam­

ination. A similar, but less rigorous, process was to be used for 

authorized rnaterials. 

The Management Ccrmrittee then was to decide (a) whether or not 

to accept the decisions on p::>tentially prescribed or authorized re­

sources sul:mi.tted by the Materials Corrrnittees, and (b)whether to re­

vise the draft curriculum in light of the suggested resources. In 

addition, this ccmnittee was to refer their decisions, revisions, and 

reccmnendations to senior Ministry officials for final approval (p. 15). 

As Parker cannented, "The evaluation of all sul:mi.ssions will require 

at least a full year" (p. 14). 

Once the recarmendations had been sutrni tted to the Ministry, all 

existing ccmnittees would be replaced by the Advisory Carrnittee for 

Social Studies K-12 which would resp:,nd to concerns fran the field 

and "evaluate any newly developed materials which might support the 

curriculum" (p. 15). As Parker mentioned in January 1981, the 

Advisory Ccmnittee would continue to check materials and receive input 

after irnplenentation of the curriculum. Their recarrnendations would 

carry a great deal of weight in detennining changes, suitability in 

the field, required supplementary materials, and other considerations. 

The interview also revealed that the proposed new curriculum was 

designed to serve as a core or frarnev.Drk to be used for several years. 

This would allow for continuous revision which would be less costly 



69 

than throwing everything out and starting over ever:y few years. 

Selection and operation of the camlittees was also explained 

by Parker in the interview. Prospective candiates for the Materials, 

Management, and Advisor:y Ccmnittees ;...;ere naninated by superintendents, 

school boards, and the British Columbia Teachers' Federation. Fran 

the resulting list a :rural/w:ban mix of ccmnittee manbers was selec­

ted to include a variety of experience, subject area expertise, and 

goegraphical locations. 

The training program for members of the Materials Selection 

Cacmittees consisted of a three-day Instructional Design W:Jrkshop 

based on the Educational Products Information Exchange (EPIE) 

training package. The EPIE package was designed to examine rationale, 

objectives, scope, sequence, methodology, and evaluation instruments 

contained in materials being oonsidered for acbption. In addition, 

EPIE required .examiners to detennine "goodness of fit" or congruence 

of materials with the new curriculum (EPIE Training Package, Draft, 

March 1980). 

Readability was assessed using~ standard measures such as 

Fr:y, Dale-<:hall, or Spache depending on the reading level required 

for specific textb:x:,ks. Ccm:rents from reading specialists were added 

to the readability estimates. The a:mcept load, or depth and diffi­

culty of ooncepts presented, was also considered for each grade level 

as part of the readability assessement. Field testing in selected 

schools using the Cloze procedure provided the final t est of reada­

bility before the textb:x:,ks were considered for the prescribed list 

(Parker, 1981). 
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An instrument, developed by the Ministry, and entitled Detailed 

Analysis of Leaming Resources - Social Considerations (1981), was to 

be used by analysts as a guide for examining the following headings: 

"Language Usage, Ethnic References, References to Belief Systems, 

Role Portrayals of the Sexes, References to Violence, Sexual Refer­

ences, Age Portrayals, References to Social Class, and Other Consid­

erations" (pp. 2-3) • 'Ihis <Xlllprehensive thirteen-page instnnnent 

required annotative responses to in-depth questions about social 

factors in the materials under analysis. Questions in the instru­

ment appeared to have been expanded fran Part N of EPIEforrn A '79 

which addressed "Bias of Content" conceming racial, ethnic, sex, 

•age, religious, socioeconc:mic, and language considerations. The 

. irop:)rtance of this aspect of textlx:lok evaluation was underscored by 

Parker who revealed in the January 1981 interview that over the past 

few years the Ministry has experienced a geanetric increase in the 

rate of canplaints and criticisms regarding social biases in mate­

rials. 

The Materials Selection Carmittees 'M)rked for six days during 

the summer, then 'b.D days in each of September, October, and November. 

Each member of a cx:mnittee was expected to canplete an analysis each 

day. Generally, <Xlllpleted reports on each major text:J:::ook - which 

were a synthesis of several individual analyses - included about 30 

pages for EPIE analysis, 20 pages for readability, aT1d 10 to 20 pages 

for social considerations (Parker, 1981). 
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In essence, the committees began with broad criteria in order 

to "sort" the textbooks into prescribed, authorized, or unsuitable 

categories. Then the ccmni ttees refined the criteria and examined 

the textbJoks in nore detail using the EPIE, readability, and social 

considerations instrurnents outlined above. 

In view of the assessment of instruments for analyzing learning 

materials, as reported in Chapter II of this paper, it appeared that 

the Materials Selection Ccmnittees were using suitable devices for 

selection. For example, EPIE analysis was considered to be one of 

the better annotative instruments for examining resource materials. 

Readability estimates on the materials incoq::orating ~ standard 

instruments, plus the use of Cloze procedures in field tests, ade­

quately addressed reading levels of the materials. The addition of 

social considerations, in an instrument which provided a great deal 

of detail, helped to provide for ethnic and human rights concerns 

abcut the materials. Taken together, these instruments required 

menbers of the Materials Selection Camri.ttees to carefully examine 

textl:x::>Oks under consideration and to report in great detail on the 

strengths and weaknesses of such textbooks. 

Sane of the problems of congruence of textbooks with the cur­

riculum occurred in the areas of currency of infonna.tion and sta­

tistics, biases, level of material published, readability, and the 

lack of inquiry oriented material, according to Parker (1981). He 

also advised that a fe!-11 topics, such as the study of a specific 

African nation, had to be changed because of a dear-...h of material 
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on that nation while material on a similar nation was presented in 

one or rrore suitable text:l::ooks. 

At this time it is difficult to gauge how well the Ministry is 

achieving congruence between resources and inqui.ry goals since the 

p:rocess is now simply undei:way. 

Teacher Views on the Congruence of 

the Goals of Social Studies With Prescribed 

and Authorized Resources: Ministry Responses 

The views of teachers in British Columbia regarding the suit­

ability of prescribed textbooks for the Social Studies curriculum 

have been reported in the British Columbia Social Studies Assessment, 

1977. This document explained the irnp:)rtance of teacher input to the 

curriculum in the statement: 

• • • it was thought that infonnation in respect to the appro­
priateness and usefulness of such resources as teachers' 
manuals, picture sets, atlases, teacher reference books and 
books for student use ~uld be highly useful for the purposes 
of the Social Studies Assessment Project. (Vol. 3, Part 2, 
p. 1) 

In order to rate the prescribed textbooks as to goals of the 

curriculum, and congruence with the curriculum, a series of ques­

tionnaires was canpleted by 2,193 elenenta.ry level teachers (grades 

1-7). The specific questionnaire regarding student text:l::ooks contained 

four criteria. The "criteria cluster," as it was designated, and the 

rodes for the criteria were listed below the tables for text:l::ooks for 

grades three to seven (Vol. 3, Part 2, pp. 55-59). 
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These criteria did not direct teachers to resp:md in tenns of 

the handling of inqui.ry by the textl:coks even though the curriculum 

guide then in use (B.C. Guide, 1974) specified the teaching of inquiry 

skills (pp. 3-6). A ccmnent in the Assessment about teacher views on 

curriculum did, b:Jwever, refer to the fact that teachers considered the 

developnent of inqui.ry skills to be important (Vol. 3, Part 1, p. 27) • 

It ~uld appear that teachers were sanewhat restricted in their re­

sponses to textl:coks by the limited nature of the questionnaires 

seeking teacher views on these materials. 

The SUrrmary Table of teacher ratings of student l::ooks for grades 

three to seven is reproduced below. This table revealed that of the 

81 student textl:coks examined by teachers, none was given a "good" 

or "excellent" rating. No l::ooks -were rated "poor" either. The bulk 

of the l::ooks (74) were rated as "satisfactory" and seven l::ooks were 

rated as "unsatisfacto.ry." 

Teacher Rating of Student Books (Year 3-7) 

SUrrmary Table 

Student Books 
Year 3 
Year 4 
Year 5 
Year 6 
Year 7 
Total Books 

Criteria Cluster: 

No. of Books for Each Rating 
5 4 3 2 1 
0 0 15 1 0 
0 0 5 1 0 
0 0 19 2 0 
0 0 23 2 0 
0 0 12 1 0 
0 0 74 7 0 

Challenges students to think. 
Is interesting to students. 
Fits with course outline 
Has appropriate reading level. 

Total 
Books 

16 
6 

21 
25 
13 
81 



Code: 1 - Poor 2 - Unsatisfactory 3 - Satisfactory 
4 - Good 5 - Excellent 

(Assessment, 1977, Vol. 3, Part 2, Table 2-42, p. 54) 

The Assessment questioned the adequacy of student textbooks 

rated only "satisfactory" when it concluded: 

The fact tl'lat year 3-7 teachers rate 74 of 81 student 1:ooks 
(91 percent) in the "satisfactory" category raises the ques­
tion of what indeed this judganent represents. Are 1:ooks 
rated by a professional group simply as "satisfactory" in 
fact of high enough quality to be prescribed for general 
use? If one concludes that social Studies b:Joks should 
be rrore than "satisfactory", then a canprehensive review 
of elementary student 1:ooks is required. In respect to 
those 1:ooks judged as unsatisfactory, immediate review 
is indicated. Particular attention should be given to 
those 1:ooks issued on a per-pupil basis. 

(Vol. 3, Part 2, p. 54) 

However, there is need for caution in interpreting these 

observations. The report by teachers that prescribed texts were 
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only "satisfactory" can be explained in various ways. For exarrple, 

better texts may just not have been available· for the curriculum 

content in question. Moreover, textbooks which were not written in 

the inquiry node may have provided sufficient information for inquiry 

teachj..ng if manuals providing guidance to teachers had been available. 

Specific inquiry processes ·may have been difficult to incorporate into 

texts designed for varied provincial, national, or even international 

markets. Inquiry, as described in the literature, has been considered 

to be a broad, rrn.ilti-resource process requiring supplemental materials 

such as television, films, speakers, magazines, and newspaper stories 

for a variety of vicWpoints. Such variety is difficult to accamodate 

in a single textbook for student use. Finally, teachers may have 
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expected too much of prescribed texts, especially those issued on a 

per-pupil basis. Reliance on one text could hinder the inquiry pro­

cess which is best carried out with diverse inputs of information. 

Sare of the ma.jor reccmnendations of teachers related to the 

congruence of textlx:lOks with curriculum goals were: "(a) curriculum 

materials should be listed with annotated a:::mnents and a clear in­

dication of readability level (b) the Ministry of Education should 

review newly published b::x:)ks and inform teachers of their suitabil­

ity and, (c) b::x:)ks for student use should be field-tested before 

being prescribed" (Vol. 3, Part 1, pp. 31-34) • 

The Ministry's process for selecting textb::x:)ks for the 1980 

curriculum, as described by Parker (1980, 1981) inco:qx:>rated these 

teacher recannendations to a large degree. As the Assessment stated, 

"It v.0uld appear, therefore, that a major review of Social Studies 

curriculum resources and of the rrethods used to select them is neces­

sary in order that the gap between tlnse who 'select' and those who 

are required to 'use' may eventually be closed" (Vol. 3, Part 2, 

p. 111). The process of selecting text.l:xJoks for curriculum, as out­

lined by Parker, appeared to be an atterpt to close this "gap" between 

selectors and users in twJ ways. One way was by using as selectors 

teachers who ....ould later be users of the resources. In addition, the 

use of EPIE analysis, readability estimates, and social considerations 

instruments by a:mn:i.ttees of teachers to determine congruence between 

textl::x:x)ks and goals of the curriculum v.0uld ensure teacher input and 

involvement before the texts bea:rne prescribed .resources for Social 

Studies in the classrooms of British Columbia. 
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Generally, the Assessment and the resulting Proposed CUrriculurn 

Guide Social Studies, K-11 for British Columbia appeared to have rrade 

use of teacher views and recorrmendations. The Advisory Ccrrmi.ttee 

was to provide further teacher input as the textbooks were used in the 

schools of the province. The judganents of teachers who responded to 

the Assessment and teachers who ¼Orked on carmittees to select text­

books for Social Studies will be tested by their peers as the new 

curriculum is irrq;,lernented across the province. 
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In response to ccmrents in the Assessment, requirements out­

lined in the new B.C. Guide (1980), and a review of the relevant 

literature on the selection of learning resources, a tw::,-stage 

process for evaluation of learning materials, especially text­

books, for the new curriculum in British Columbia has been de­

veloped in this paper. The process, explained and analyzed in 

this chapter, should provide analysts with a clear indication of 

the congruency of proposed resources with respect to inqui:ry goals 

of the new B.C. Guide. 

In the first stage, an instrument entitled "Prel.imina:ry Checklist 

for Textbooks in Elanenta:ry Social Studies," was acbpted with minor 

rrodi.fications fran Touchstones for Textbook Selection (Wanning and 

Baber, 1980). This weighted checklist was to sei:ve as an initial 

screening device to select textbooks which might be suitable as 

either prescribed or authorized resources for SOcial Studies in 

British Columbia. The instrument featured a rating-scale system 

to provide canparison scores for textbooks being analyzed. such 

scores could be used to detennine which texts should be rejected 

at the outset as unsuitable, and which texts should be subjected 

to a rrore ccmpreh~ive evaluation. 
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The second instrurnent, "A Proposed Instrument for Detennining 

Suitability of Textl:x:x:>ks for Curriculum in Elementary Social Studies," 

was a synthesis drawn fran many rrodels encountered during the course 

of this study. This canprehe.11Sive instrument required detailed anno­

tative responses to a series of in-depth questions based on criteria 

fran the B.C. Guide (1980), and on published instruments such as those 

of 01AS, SUssex, and others. The proposed instrument is examined in 

detail later in this chapter. 

Preliminary Checklist for Textb:x)ks 

in Elementary SOcial Studies 

This instrument, adapted fran that proposed by Wanning and Baber 

(1980), was chosen to provide a checklist type of evaluation for the 

initial screening of textl::x:x:)ks. Though the focus of this paper was 

on the selection of textl::x:x:)ks for elementary Sqcial Studies, the 

proposed instrument could be used for secondary levels as well. 

Such an instrument v.0uld have proved useful to the Ministry's 

Materials Selection Camuttees inasmuch as all resource rnaterials 

were to be first sorted into potentially prescribed, potentially 

authorized, and unsuitable categories (Parker, 1980, p. 14). 

Parker (1981) further indicated that a great deal of material had 

been received fran publishers following the Ministry's request for 

sul:::missions of learning rnaterials to support the proposed curriculum. 

Thus the preliminary checklist could be used to eliminate texts which 

were entirely unsuitable for the topics and methodology required by 
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the B.C. Guide. In short, a preliminary checklist YA'.)Uld lessen the 

anount of material that v-A:>uld need to be examined in depth so costs 

and workload could both be reduced. 

This particular checklist was chosen because it .contained only 

20 questions so could be <Xlt'q?leted in a relatively short time. The 

questions v.1ere to be checked off according to a rating of 1 - inade­

quate, 3 - adequate, or 5 - excellent. The instrument was useful . in 

that it provided ccmprehensive questions on scope, sequence, course 

objectives, appropriateness of language, content, social aspects, and 

evaluation. In addition the weighted checklist provided ratings on 

individual topics, and overall ratings in rnathanatical form. Choice 

of 1,3,5 instead of 1,2,3 allo'Ned for a m:::>re visible numerical spread 

between ratings when profiles or sumnaries were prepared fran analysts' 

reports. The proposed checklist reads as follows: 

Text title ---------------------------
Author/s ----------------------------
Publisher ---------------------------
Publication date Cost ---------- ------------
Reviewer's nane ------------------------
Date of review -------------------------

1. Appropriate readability level 

2. Author(s) reputable in field 

3. Indicates successful field-testing 
of text and assessment instruments 

excellent adequate inadequate 
5 3 1 



4. Published by reputable finn 

5. Table of rontents exhibits logical 
developnent of subject 

6. Meets rourse objectives 

7. Language appropriate for intended 
students 

8. Presents major roncepts thoroughly 
and accurately 

80 

excellent adequate inadequate 
5 3 1 

9. Defines difficult/imp:)rtant ideas and 
vocabulary in rontext or in a glossary 

10. Contains visual illustrations of key 
concepts 

11. Levels of abstraction appropriate 
for readers 

12. Provides chapter objectives 

13 • Provides chapter surrmaries 

14. Fonnat Lriteresting and material 
well presented 

15. Avoids stereotypes and sexist 
language 

16. Provides for roncrete application 
of abstract roncepts 

17. Re<:arrnends resources and research 
projects 

18. Suggests alternate resources for 
students experiencing difficulty 

19. Provides teacher's guide or manual 

20. Provides for assessment of 
instructional objectives 

Subtotals 

Total srore 

-----
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· Before using the proposed checklist, selection cc:mni ttees should 

co-operatively detennine minimum acceptable standards or scores for 

the learning materials which they plan to evaluate. At this time it 

should also be detennined whether different ",;..,eighting" should be 

assigned to any of the questions in the checklist. This develoµnent 

of standards sh:)uld take place during the training session prior to 

analysis of materials for specific curricula. Such a process is 

ronsistentwith the EPIE Report No. 54 (1973) which stated that, 

"systematic ••• criteria, co-operatively developed" was necessary 

for consistent, thorough evaluation (p. 10). Wanning and Baber also 

indicated that analysts might wish to assign different weights to 

sane questions in their list (p. 695). However, it soould be pointed 

out that in the proposed checklist each question's rating is sanewhat 

subjective in nature because not all analysts, even after a training 

session, 'M)Uld rate materials the same. 

A Pro:e:ised Instrument for Detennining 

Suitability of Textl:xx,ks for curriculum 

in Elementary Social Studies 

After gross discrimination of sul:mitted resources through the 

use of the checklist, analysts ~uld use the "Proposed Instrument 

for Detennining Suitability of Textl:xx,ks for curriculum in Elementary 

Social Studies" to analyze, in detail, the remaining resources. This 

instrument, a blend of existing inst-.l1.lments dealing with readability 

and social considerations, was developed to include detailed questions 
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specific to the requirements of the new British Columbia curriculum 

in Social Studies. However, al though this instrument was designed 

for use in evaluating elementary Social Studies textl::xx>ks, with slight 

rrodification, it could be used to evaluate textl::xx>ks and materials for 

other grades and other subject areas. The study of Eraut, Goad, and 

Smith (1975) also :pointed out that rrost instruments for the analysis 

of leanu.ng materials could easily be adapted for different subjects 

and different grade levels (p. 9). 

The pro:posed instrument was developed as a possible improvement 

of existing instruments used at the Ministly. In the view of this 

observer, one caaprehensive instn:Jment including an aesthetic exam­

ination of textl:ook material is preferable in te:rms of efficiency 

and thoroughness to the three different processes employed by the 

Ministry, i.e. EPIE analysis, and assessments according to criteria 

relating to readability and social considerations. 

Major criteria for selecting questions for the pro:posed instru­

ment vvere based on statements of philosophy, goals, and objectives 

presented in the B.C. Guide (1980). Many of the chosen criteria 

vvere of a general nature canron to rrost instruments used in the 

evaluation of learning materials. They included references to 

levels of readability, degree of bias or stereotyping, congruency of 

content, and goal objectives. The pro:posed instrument, however, also 

stressed criteria-related to the special nature of the new British 

Columbia curriculum in Social Studies. 

For instance, inquiry learning was emphasized as a goal in the 
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B.C. Guide. Inquiry was referred to both explicitly and implicitly 

many times in the first 13 pages of the proposed curriculum with 

further references to inquiry skills appearing throughout the retain­

ing pages of the Guide. Further evidence of the importance of inquiry 

was derronstrated by the ord.er of skills presented in the B.C. Guide. 

"Inquiry processes, "encompassing problem-solving and decision-niaking 

canponents, was listed as the first skill to be developed (p. 30). 

Questions about presentation, accuracy, content, objectives, 

readability, and social issues in the proposed instrument all related 

to inquiry because the nature of inquiry involves selecting, analyzing, 

synthesizing, and evaluating infonnation (Fenton, 1967, p. 2). MJre­

over, the B.C. Guide (pp. 3-5) required that inquiry skills be used by 

students in attaining goals of the outlined program. 

No single rrodel encountered in the literature attanpted to cover 

all the facets of textbook analysis presented in the proposed instru­

ment. For example, description, student rrotivation, content, learner 

goals, teacher rrethodology, student evaluation, and textbook review, 

were considered in sane detail in 01AS, EPIE, and Zenger and Zenger. 

Specific references to readability measures were roost clear in Rothe 

and Zenger and Zenger. MJreover, in-depth consideration of social 

factors was not found in the literature in anywhere near the detail 

of the proposed instrument. Only the Ministry's draft instrument on 

social considerations addressed this aspect of textbook evaluation in 

sane detail. Finally the provision for aesthetic review presented a 

radical departure from published instruments in that both ·an aesthetic 
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critique and directed questions on topics mentioned above were in­

cluded in one instrument. The overall effect of the inclusion of 

all these different factors resulted in the construction of a vecy 

canprehensive instrument providing for rrore broad, detailed analysis 

of textbooks than any single instrument described in the literature. 

M'.:)st of the instrurrents presented L"'l the literature included 

sane questions similar to the questions used in the proposed instru­

ment. H~, rcost of the questions in the proposed instrument 

have been selected and adapted fran the following sources: 

EPIE Trciininq Package (Ministry of Education, British Columbia, 1980~. 

Eraut, Goad, and Smith, 1975. 

Harrison, 1980. 

Morrissett, Stevens, and M:x:x:l.ley, 1969. 

Rothe, 1980. 

Social Considerations (Ministry of :Education, British COlurnbia, 1981). 

Vallance, 1976,1977. 

Wanning and Baber, 1980. 

Zenger and Zenger, 1976. 

Analysis of the Component Parts 

of the Prorosed Instrument 

The proposed instrument was designed to gauge the suitability 

and congruency of . textl:x:x)ks for the new Social Studies curriculum in 

British Columbia as outlined in the B.C. Guide (1980). Congruence 

was addressed by constructing questions on goals and objectives of 
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the new curriculum. Consistency and depth of analysis were enrouraged 

by the specificity of questions, the inclusion of sub~estions, and 

the request for examples or excerpts fran the text to support the 

analyst's responses. Similar approaches were favored by the 01AS, 

EPIE, and Sussex schanes. Each section in the proposed instnment 

also allowed ample provision for flexibility of response by closing 

with an open-ended statement to which the analyst rould add cannents 

pertinent to that section, much like the Zenger and Zenger approach. 

Readability was addressed by the proposed instrument in twO 

important ways. First, the analyst was required to errploy a standard 

fonnula and a graph of readability. Serondly, the vocabulary and ron­

cept load was examined in a series of questions. Harrison ( 1980) re­

inforced the necessity for matching readers with suitable texts by 

using readability formulae. However, he also cautioned that roncept 

load, rontext in which the material is presented, and student inter­

est all entered into the overall readability of texts (pp. 148-151). 

The section on social ronsiderations, b:>rrowed fran the Ministcy's 

excellent cbcurnent on the same topic, examined sane current roncerns 

of the Canadian public as evidenced by recent newspaper and rnagazine 

articles about sex, age, ethnic discrimination, religious cults·, 

violence, class distinction, and other social factors. lt>st instru­

ments in the literature mentioned one or rrore of these topics, but 

none adequately covered the field, especially £.ran a Canadian per­

spective. 
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In addition, the section on aesthetic ronsideration of a text 

presented a unique opportunity for the analyst to respond at a 

"feeling" level. No other c:arprehensive instrument included an 

aesthetic revif?H, thus limiting "subjective" impressions that an 

analyst might report about a text. In conjunction with other rrore 

objective sections, the aesthetic revia,; should help provide a 

balanced analysis of the text. 

In order to examine the proposed instnnrent in terms of cri­

teria suggested in the literature, and criteria outlined in the 

B.C. Guide, a section-by-section discussion of the instrument 

follows. 

Information Sheet 

The first section of the protX)sed instrurrent required a listing 

of the title, author, publisher, ropyright date, and rost of the 

textbook under ronsideration. Other questions concerned the age and 

grade levels of students who might use the text, major themes or 

topics presented, and whether the text was a basic or supplementary 

reference. These latter questions required rrore extensive ronsider­

ation than the first group, but still provided "standard" information 

readily available fran the text, the teacher's manual, or the provin­

cial curriculum guide. A space at the end of the page allowed the 

analyst to make brief ccmnents if desired. The first section of the 

proposed instrume..rit is reproduced below. 



1.0 Textbook Infonnation Sheet 

1.1 Title of textb::x::>k 
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------------------
1. 2 If part of a series, list series title ---------

1.3 Author(s) 

1.4 Grade level(s) 

1.5 Age level(s) of students ______________ _ 

1. 6 Major thanes or areas of study ------------

1. 7 Basic to curriculum or supplementary ----------
1. 8 Publisher ----------------------
1. 9 Copyright date/revisions ---------------
1. l O Number of pages _________________ _ 

1.11 Textl:x)ok cost --------------------
1. l 2 Analyst's name and/or number -------------
1. 13 Date reviewed --------------------
1. 14 Ccmnents ----------------------
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General Description 

In the second section the analyst was expected to describe 

and offer judgem:nts on texts under consideration in tenns of con­

struction, appearance, cost, organization, and appropriateness for 

students at the target grade level. 

Basically this section approached textb:>ok evaluation from 

three i;oints of view: construction and durability, use by students, 

and as a teaching tool. The first o.o sets of questions addressed 

construction of the text in tenns of quality and durability as well 

as cost considerations. The following question considered the stu­

dent's i;oint of view relative to print size, glare, and ease of 

reading the pages. The following four questions examined the use­

fulness of the text as a teaching tool in reference to titles, 

headings, main ideas# surnnaries, and the index and glossary. Also 

considered in these questions was the currency of info.rmation, the 

representations of technology, and societal views. Finally, illus­

trative materials such as maps, charts, tables, and pictures were 

examined in tenns of congruency and currency with textbook content. 

Section 2.0 is reproduced below. 

2.0 General Description of the Textbook 

2.1 Is the cover strong, attractive, and of lasting quality? 
Ibes the binding appear durable enough to withstand sev­
eral years of use? OJ the covers and pages open flat 
for easy student use? 

2.2 Is the paper of good quality, durable, and free £ran glare? 
Is the print sharp and clear, of good contrast, and of a 
size appropriate to grade level? Is the type varied to pro­
vide attractive, easy-to-read pages. 
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2.3 Is the cost of the textbook reasonable in canparison to 
other texts of similar quality? Are additional support 
materials required? If so, what is their cost and avail­
ability? 

2.4 Are suitable titles, headings, and sub-headings included? 
Are the ·main ideas of paragraphs, chapters, and subsections 
clearly stated and suitably expanded? Are surmaries in­
cluded at the ends of each chapter, topic, or unit? Is an 
index, table of contents, and glossary included in the 
text? 

2.5 DJes the text contain up-to-date infonnation and statis­
tics? Is current technology and a true picture of today's 
society presented? 

2.6 Are illustrations and photographs of good quality, inter­
esting to students, relevant to textual material? Are 
illustrations and photographs ccntenp:Jrary, not dated by 
dress, unless their purpose is to portray a certain period 
in history? Are illustrations placed near the textual 
material they refer to? 

2.7 Are tables, graphs, maps, and charts current, appropriate, 
easy to read and decipher, and placed near references in 
the text? Are captions for the tables, maps, and charts 
clearly written and printed in a suitable size type? 

2.8 Additional ccmnents about the general descriptive aspects 
of the textbook. 

The estimated life span and costs of the text referred to in the 

first three sets of questions in section 2.0 -i,.,ould be of prime im­

portance to administrators and schcol boards faced with provincial 

guidelines restricting expenditures for educational purposes. Such 

restrictions have been widely discussed in the newspapers of British 

Columbia. For example, the Salm:::m Ann Observer ("Trustees Preparing," 

1982) and the Victoria T.irnes-COlonist ("cutback Protest," 1982) both 

mentioned severe cutbacks in spending by school jurisdictions in the 

province. 
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Other important considerations raised by questions in this 

section ~re print size, clarity, and attractiveness of pages in the 

text. The effect of these factors on students was discussed at a 

recent (April 1982) librarians' rreeting in Medicine Hat, Alberta 

where it was concluded by the group that small print, glossy hard 

to read pages, and unattractive fo:r:nat often caused books to retain 

unread on the shelves. Harrison concurred with this view when he 

wrote that irrproper type size, clarity, and legibility of print "do 

lower the reader's rrotivation" (pp. 16-18). Since a textbook is 

often used on a daily basis, it soould have attractive pages with 

clear print of a suitable size and style for the target student 

population. 

A textbook, to be suitable for the provincial curriculum with 

its ercphasis on inquiry, ~uld have to be suitable for teaching in­

quizy skills. Several of the questions in section 2.0 ~re indi­

rectly related to the process of inquiry teaching. For example, 

questions about the organization and presentation of materials in 

the textbook according to titles, headings, main ideas, surranaries, 

and the provision of an index and glossary, all concemed inquiry 

because students must be able to understand and utilize info:rma­

tion effectively in their problem-solving and decision-making 

activities. Well organized material could facilitate this process. 

In addition, quality, relevance, and currency of illustrative mate­

rial such as pictures, tables, graphs, maps, and statistical infor­

mation, ~uld also affect the inquiry process. 'As Nichols and 
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Ochoa (1971) explained in their article, format and presentation 

~uld help detennine the usefulness of a text for inqui.ry teaching 

and learning (p. 292). 

The final statement in section 2.0 allowed the analyst to make 

additional ccmnents related to the general description of the text. 

This opportunity for the analyst to carment beyond the specific 

questions posed in each section followed the i."1Strument presented 

by Zenger and Zenger and was also provided in subsequent sections 

of the proposed instrument. Allowance for imnediate a:mnent was 

a definite strength of the instJ:um::>_nt because it allowed flexible 

responses to topics in each section whlle items were fresh in the 

analyst's mind. In canparison, the Eash (1972a) instrument re­

quired the analyst to withold ccmnents until the end of the instru­

ment (p. 200). 

Student Interest and Motivation 

Questions in this section referred to the interest and rrotiva­

tion of students using the .text in tenns of their own life-space, 

language, and special situations. In addition, challenges presented 

to students, and the provision of various ent.ry and exit points in 

the material were considered. Section 3.0 is reproduced below. 

3.0 Student Interest and .Motivation 

3.1 Is the text interesting and acceptable to the target 
students? Coes the text consistently derronstrate the 
relationship between the knowledge presented and the 
learner's own life situation? Is there adequate 
variety in presentation of the material to retai.'1 
student interest? 
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3.2 Are the vocabulary levels, type of language, and topics 
presented appealing to an audience which may vary acoord­
ing to sex, aptitude, ethnic origin, and interests? Is 
the material designed for students at the proper grade 
level? Can the material be used successfully by low, 
average, and high ability students? 

3.3 rx, the activities and exercises presented se.rve to noti­
vate, stimulate curiousity, and present challenges to the 
learner? rx, out of class readings and projects provide 
additional stinn.llation of student interest? 

3.4 Are special competencies necessary for students to use the 
text successfully? If so, are these canpetencies identi­
fied clearly in the text or teacher's manual? Are readi­
ness materials provided where special social or oognitive 
skills are required for entry into a chapter or unit? 
Are alternative sources of readiness materials identified? 
How could the text material have been written to develop 
entry canpetencies as the units progress? 

3.5 Are entry fX)ints indicated so that students can begin or 
tenninate activities at certain places in the text acoord­
ing to interest, ability, or time oonstraints? Are these 
entry points logical so that ooncepts and generalizations 
specified in the curriculum will still be learned? 

3 • 6 . Is . the tirre and activity load of the student taken into 
oonsideration? How nruch time is required prior to study 
of the units or sections for developnent of vocabulary, 
familiarization with ooncepts, and gathering of additional 
materials? Is this time carm.ibnent reasonable for students 
at this age or grade level? 

3. 7 Additional corments on student interest, rrotivation, or 
entry canpetencies as related to the textbook. 

Student interest, perhaps one of the rrost important detenninants 

of the effectiveness of any textbook, was examined in questions 3.1 

and 3 • 2. Relevance of the text for the student may be determined by 

a number of factors including vocabulary used, topics presented, and 

consideration of the student's own life situation, aptitudes and 

abilities. The opportunity for an analyst to examine student interest 
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fp.ctors in the text was presented in section 3.0. In contrast, the 

EPIEfonn A '79 instrument examined student .interest only .incidentally 

as part of questions on affective learning and level of materials. 

Fetter's (1978) checklist deronstrated even less concern for student 

interest when it referred only to "individual differences" (p. 55). 

The examination of notivation, curiosity, and presentation of chal­

lenges to students by the text was also .irrportant .in the area of 

student .interest and was considered .in this section. According to 

Gcodwin Watson (1974) leaming .interest and notivation was enhanced 

by: (a) novel, stimulating tasks (b) tasks not too easy and not too 

hard and, (c) intellectually stimulating tasks which .interest chil­

dren (pp. 150-151). Watson's obse.rvations reinforced the need for 

questions 3.1 and 3.2 in this section of the proposed instrument. 

The next three questions .in section 3.0 examined the text £ran 

a teacher's point of view to detenn.ine if special canpetencies were 

required of students who v.0uld use the text, and if so what .readiness 

materials were available to help develop these canpetencies. Such 

infonnation ~uld help the teacher in planning and locating materials 

thus making teaching with the text easier and rrore efficient. Also 

considered was the provision for entry and exit points i.e. provision 

for a student to begin the study of a specific topic at a certain 

place .in the unit without the necessity of canpleting the whole unit 

fran start to finish. Such a provisi on ~uld help teachers who 

might want to have students inquire into a particular topic in depth 

rather than superficially "covering" the whole unit. For example, 
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one group of students could examine the foods of Woodlands Indians, 

and another group could inquire into the types of housing used by 

these people. F.ach group v.0uld use only a part of the unit, that 

which pertained to their topic. The time and activity load of stu­

dents using the text was also a useful question for teachers woo 

would need this infonnation in order to plan their program in Social 

Studies in relation to l:oth the concepts and generalizations required 

by the curriculum and to time requirements for other subjects on the 

student's timetable. In this respect questions about the clarity, 

conciseness, and level of the material v.0uld help teachers to ensure 

that students ~uld not be unduly burdened by text requirements. 

Content 

This section examined what the textbook actually c:ontained ac­

c:ording to topics or themes, presentation of skills, writing style, 

c:onceptual f~rk, disciplinary bases, generalizations, and c:on~ 

troversial issues. Section 4.0 is reproduced below. 

4.0 Content 

4.1 What are the major topics, themes, or skills covered in 
the text? Are they congruent with the topics or skills 
specified in the curriculum? Are these topics, themes, 
or skills presented at a suitable level for the students 
who are expected to use the text? Is there sufficient 
material in the text to adequately cover the curriculum 
requiranents? 

4.2 Does the text arploy an objective writing style that is 
clear in explanation and arphasis? Coes the text employ 
proper terminology, grarmar, and sentence structure? Are 
historical and chronological facts accurate and reliable 
with reference, whenever i::ossible, to original documents? 
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4.3 IX>es the text use a clear, explicit conceptual frarne'WOrk 
which the student can follow? Is the material presented 
in a rational order and a logical sequence? Is provision 
made for branching out along a particularly interesting 
or relevant path? Is there provision for returning to 
a topic which may be re-examined in light of study in a 
subsequent unit? 

4.4 Are clearly stated, or irrplied, principles or general­
izations developed in the text? Are these ideas related 
to social issues and presented in such a way as to encour­
age inquiry? Are values oriented questions presented 
along with several points of view, but with no "right" or 
"wrong" answers specified? 

4.5 Are controversial issues which are addressed in the text 
of interest to students at the target age/grade level? Is 
enough information available for the topics being studied 
to allow inquiry and decision-making processes to be used 
by students? 

4.6 Are data and points of view fran many disciplines present 
in text material? Are items such as sources of infonna­
tion, conflicting evidence, :possible sources of bias, and 
recent develoµnents, subject to critical analysis in the 
text? 

4.7 IX>es the knowledge presented in the text support an under­
standing of geographical, ecological, historical, and p:>p­
ulation patterns of people? Are ideas and generalizations 
drawn fran the studies of various cultures? Are these 
cultures and their ideas presented in an intelligent, non­
biased, empathetic manner? 

4.8 Can the text be used as a basic reference source for study 
and inquiry? ]):)es the text contain material not readily 
available in other sources? Are the materials presented 
in such a way as to explore new directions and dimensions 
of the topic? 

4.9 Additional canments al:.out the content of the textl:x:x:>k. 

Topics, therres, and skills were addressed first in this section. 

It 'WOuld appear that the initial consideration of the analyst should 

be to determine the congruency of these items with the curriculum. 

For example, the Grade VI program outlined in the B.C. Guide (1980) 
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stated that, "four different peoples or countries to be examined 

should be drawn fran four different continents" (p. 69) • If only 

one or tv.O continents were presented in the text, congruency should 

be questioned imnediately. Congruency should also be questioned if 

inquiry skills have been entirely neglected in the textl:xJok. Simi­

larly, unless prescribed topics were presented in sufficient detail 

and depth, inquiry ,:,.,ould be difficult to .iillplanent and the text 

would not meet the oongruency criterion. 

Question 4.2 related indirectly to inquiry when it addressed 

writing style, tenninology, accuracy and reliability of facts, and 

references to original documents. The Grade N unit which examined 

the entry of various provinces into the Dominion of Canada provided 

an example of a unit which could involve all the items in question 

4.2 (B.C. Guide, p. 60). Experience with fourth grade students has 

shown that a great deal of time and effort on .the teacher's part 

,:,.,ould be required to interpret material on this topic unless it was 

presented by the text in clear writing style and at a suitable level 

with simplified terminology. Facts, and references to documents, 

would also have to include concrete examples and be clearly related 

to the topic. 

The next t,:,.,o questions in section 4.0 roncerned the developnent 

of a conceptual fr~rk arranged in a rational, logical sequence 

to enoourage the development of larger generalizations such as 

"carmunities change over time" in the Grade III program (B.C. Guide, 

p. 42). However, the inclusion of a provision for branching out or 
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returning to a unit or theme was also included to preclude lock-step 

\o.Or:k through concepts by following the text page by page. Such a 

process v.0uld defeat the development of inquiry skills which were 

stressed in the curriculum. As Beyer (1971a, p. 35), Brubaker, 

Sirron, and Williams (1977, p. 203), and Greta and Harold Morine 

(1973, pp. 189-190) have indicated, inquiry proceeds in an ellip­

tical pattern rather than in a linear fashion. 

A :multi-discipline approach with emphasis on geography, history, 

economics, political science, sociology, and other disciplines, was· 

also considered in relation to presentation of material in the text. 

As the B.C. Guide (1980) stated, "the new draft curriculum ••• does 

not attenpt to classify content and student learning (only] in tenns 

of history and geography" (p. 3) • Nichols and Ochoa (1971) rein­

forced the idea that the "new" Social Studies needed a broader base 

than in the past when they wrote: 

Social issues cannot be studied from the perspective of a 
single discipline; the ccmplexity of such issues requires 
the definition of a broad knowledge base that includes the 
natural sciences and the humanities as well as the social 
sciences. (p. 291) 

The examination, in question 4.7, of how the text supported 

an understanding of people with respect to their societal develop­

ment in the context of a physical and cultural envirornnent also 

dealt with the nrulti-disciplined nature of Social Studies. In 

addition, the consideration of whether ideas and generalizations 

were drawn from studies of different cultures was also addressed. 

Both of these factors \o.Ould affect the quality of inquiry en­

couraged by the text and the issue of values presented in the 
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following question of the proposed instrument. 

The questions on values in section 4.0 were particularly rele­

vant to the "new" Social Studies and were posed in relation to social 

issues and whether the text was careful not to present only "right" 

answers. Under the heading "Student Objectives" the B.C. Guide (1980) 

mentioned that the old curriculum anphasized "the process of valuing" 

while in the proposed curriculum "values are implicit in issues but 

are dealt with in suitable context" (pp. 20-21). Also, under the 

heading "Issues" the new curriculum stated "that teachers be sensitive 

to students' maturity and values" and students should not be directed 

to "identify 'correct' solutions" to problems (p. 11). Other sections 

of the elementary curriculum made indirect references to values with 

statements like, "engage in fair play" and "derronstrate willingness to 

include newcaners" (p. 55) • It was interesting to note that the 1981 

Alberta Social Studies CUrriculum was even rrore expiicit in its anpha­

sis on "value objectives" for each major topic studied (p. 4). 

Also examined in this section was the consideration of the text 

as a basic reference source for inquiry learning. There has been a 

great deal of controversy in the literature about whether a single 

text at each level, especially in the elenentary grades, should be 

used for Social Studies. To begin with, the inquiry process does 

not appear to be well served by a single text because that method 

is based on references to several sources of infonnation and varying 

points of view as indicated by Beyer (1971a, p. 35) and many others. 

Massialas and Cox (1966) observed that, "even with greatly improved 
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textbooks in social studies the teacher ~uld not be justified in 

relying on one text" (p. 203). Connell et al. (1967) reinforced the 

same idea when they wrote that, "reliance on a single source of ref­

erence has attendant dangers" (p. 296). Morrissett, SUperk.a, and 

Hawke (1980) also roncurred with these views when they rea:mnended 

that teachers should "use a greater variety of instructional tech­

niques and learning resources" for Social Studies (p. 572). On the 

other hand, teachers in sane jurisdictions have indicated support 

for a single text at each grade level. Jantzen (1979) referred to 

a "super-text" for each grade, likely- to be available about 1985, 

which ~uld incorporate "critical thinking skills and survival and 

coping skills" (p. 72). .Morrissett, Hawke, and Superka indicated 

that "nost teachers generally like to use textb:::oks" because "text-

1:ooks help teachers organize various bodies of knowledge they teach" 

(p. 563). British Columbia's teachers, according to the Assessment 

(Vol. 3, Part 1, p. 32), were "undecided whether or not a single 

comprehensive textbook soould be made avaiable at each grade level." 

Learner Goals and Objectives 

This section was concerned with general goals of the text and 

how these goals served to develop the goals of the curriculum. In 

addition, specific behavioral objectives and learning taxonomies 

were considered. Section 5.0 is reproduced below. 
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5.0 Leamer Goals and Objectives 

5.1 How are general goals stated and developed in the text? 
Are they explicit or implicit in the presentation of 
materials? Are the general goals congruent with the 
goals stated in the curriculum guide? How do problems, 
exercises, readings, and activities directly or indi­
rectly develop the general goals of the curriculum? 

5.2 Does the manual provide the teacher with exarrples for 
writing day-to-day lesson plans in behavioral objective 
fonn? Do such objectives specify behavior or action 
that the student will perfo:an, under what conditions 
the behavior will occur, and the level of perfonnance 
the student must reach? Are suggested behavioral 
objectives congruent with the objectives specified 
in the curriculum guide? 

5.3 What should students be able to do generally in the 
cognitive domain? Are students required to perform 
processes in the cognitive domain which involve the 
Bloan"s taxonany steps of: acquiring knowledge, 
ccrrprehension, application, analysis, synthesis, and 
evaluation? Are these processes balanced without 
undue emphasis on the first tv.O steps? Do these 
cognitive processes fit with the curriculum guide 
recarm:ndations for the rourse? 

5.4 Are exercises included which require students to 
operate in the affective domain? Are students re­
quired to examine value positions? Do the exercises 
encourage the steps in Krat:m,,ohl' s taxoncmy such as: 
awareness of values, response to values, stating 
one's own values, organizing values into a system, 
and inteI:na.lization of values in the student's own 
life? Are the affective components of the text 
congruent with rea:mnendations fran the curriculum 
guide? 

5.5 Additional ccmnents aoout leamer goals and objectives 
presented in the text and the teacher's manual. 

The overall goals of any program determine its direction and 

focus. Most instrurrents for the evaluation of textl::x:,oks, as pre­

sented in the literature, included a question or b.o about general 

goals. The proposed instrum::mt also examined general goals and 
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the .unportant a:msideration of the rongruency of goals in the text 

with goals of the curriculum. Since the four stated general goals 

of the curriculum required the use of inquiry skills (B.C. Guide, 

pp. 3-5), rrost of the material in the text w::)Uld need to be pre­

sented in a manner that w::)Uld facilitate inquiry by students. 

The next group of questions in section 5.0 addressed the 

writing of specific units and lesson plans in teDl'lS of behavioral 

objectives. The tenn "behavioral objectives," referring to an 

end result of learning that must be observable and measurable 

according to predetennined criteria, has been replaced by sane 

researchers by nf:M teI.:mioology. For example, Mason and Ayers 

(1980) explained: 

Originally an objective stated in teDl'lS of behavior to be 
derronstrated was called a behavioral objective. This tenn 
has been replaced by behavioral outcane or learning outcane, 
and rrore recently by measurable outcome. (p. 2) 

The utility of measurable outcanes has been widely reported in the 

literature as: (a) a planning tool for teachers and curriculum 

writers (b) a rreans of measuring student perfo:rrnance and, (c) 

a means of measuring teacher perfo:rrnance for accountability pur­

poses (Orlosky & Smith, 1978, pp. 149-152). The E.C. Guide (1980) 

made references to objectives that students "will be expected to 

know" (pp. 3-6). Though these objectives imply measurable outcanes, 

they are not written in measurable fonn and it 'M:>uld appear that the 

teacher, in conjunction with the text and the teacher's manual, 

'M:>uld be expected to provide the actual measurable outcanes for the 

day-to-day teaching and evaluation of students. 
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Use of Bloom's (1956) and Krathwohl's (1964) taxonanies in the 

cognitive and affective domains were the topics of the next two 

questions in section 5.0. In particular, the sumnary of each tax­

onany in the proposed instrument allowed the analyst to detennine 

whether sufficient errphasis was given by the text to higher levels 

of thinking rather than ·sin,ple recall type exercises. Both tax­

onanies ,;.,ould affect the foDnUlation of measurable outcomes as well 

because, as Davies (1978) has pointed out, all learning objectives 

fall into one of the three taxonanies - cognitive, affective, or 

psychorcotor (pp. 152-156). The nc'W curriculum, with its anphasis on 

inquiry, was directly related to Bloan's taxonany. Muir (1979) 

stated that several auth::>rs in the literature had suggested a defi­

nite relationship between the process of inquiry and the "higher 

cognitive processes" outlined by Bloa:n's taxonany (p. 385). In 

addition, anphasis on valuing and interpersonal skills in the 

curriculum (B.C. Guide, pp. 30-86) would require the application of 

Krathwol-' s taxoncmy as students bea:ine aware of their own values and 

respond to them in socially acceptable ways. congruency with the 

curriculum ~ld require that both taxonanies be errt)loyed as bases 

for exercises and evaluation processes developed in the text and 

teacher' s manual • 

Teacher Preparation and Methodology 

Questions in this section examined the role of the teacher fran 

three main points of view: (a) procedures and approaches pennitted 
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and encouraged by the text and teacher's manual (b) placement and 

preparation of students for -using the text and, (c) preparation, 

background, and attitudes useful for teachers using the text and 

teacher's manual. It should be p::,inted out that sane questions in 

this section were similar to earlier ones, but section 6.0 referred 

to teachers' use of the text and manual while earlier questions were 

directed toward student use of the text. 

6.0 Teacher Preparation and Methodology 

6.1 Examine the ma.terials thoroughly and describe a typical 
lesson. Explain the presentation, activities, exercises, 
and evaluation procedures suggested for tr..is lesson. 

6.2 Are various flexible, adaptive approaches to the text 
such as exp::,sition, games, role-playing, debate, simula­
tion, research, discussion, class presentation, rrodel­
building, note-making, and similar activities encouraged 
by the rnanual or text? Are individual teaching styles 
provided for? 

6. 3 Does the manual provide the teac..'1.er with diagnostic tests 
or suggestions for reviewing students' conceptual and ex­
periential backgrounds? Are any diagnostic tests included 
with the rnanual easy to mark and interpret? Co these tests 
provide enough valid infonnation to be useful to teachers? 

6.4 Does the manual and/or text allow the teacher to provide 
for individual differences and lean'ling styles of students? 
Are adequate remedial or enrichment activities or exercises 
provided? If not, are sources for such ma.terial indicated 
in the manual? Are lists of suggested materials for each 
lesson or unit provided? 

6.5 Is rruch of the content of the text written to facilitate 
teaching by the inquiry method? Does the manual suggest 
inquiry oriented teaching activities and exercises based 
on the text material? If little or no ~uidance is sup­
plied for inquiry teaching, can text materials be easily 
adapted for the inquiry m:xle of teaching required by the 
curriculum guide? 



6.6 IX>es the manual encourage the teacher to use higher 
levels of Bloom's taxonomy for questions and assign­
rrents presented to students? Are decision-making 
activities explained and developed in the manual to 
facilitate the the teaching-lea.ming process? 

6.7 IX>es the manual suggest how teachers may encourage 
student input as the activities in the text are ex­
plored? Is teaching for creative thinking encouraged 
by the manual, or is the student required to supply 
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the "right" answers? Does the manual explain and 
encourage the use of Kratm-.cl's taxonany as the teacher 
directs the student toward examination of values raised 
in the text? 

6.8 Does the manual explain how the teacher may sometimes 
use the text as a vehicle for independent activities or 
study by the student? Are definitions and technical 
terms used in the text explained clearly, and at a level 
which can be understood by a student working independently 
on a topic or unit? Are supplementary run-off sheets or 
masters included in the manual to provide additional guid- . 
ance for students working independently'? 

6. 9 Coes the manual clearly dem:mstrate to the teacher how new 
concepts developed in the text are linked to the average 
student's experiential background or prior knowledge? Are 
activities and knowledge from the course clearly trans­
ferable to events the student may expect to ·face in the 
future? 

6.10 Does the manual state how much teacher time is needed to 
cover each unit? Is this reasonable in view of the time 
allotted for the subject? How much pre-preparation by 
the teacher is required before beginning the teaching of 
each unit? 

6.11 What knowledge, skills, and attitudes are demanded of the 
teacher if the textl::x::>ok is to be adequately used? Are 
these factors clearly spelled out in the manual? What spe­
cial training, if any, is required? vbuld in-service 
training be necessary, or highly desirable, for teachers 
who plan to use this text? If in-service is deemed to be 
desirable, what type of traiiling would be rrost suitable, 
and how much time would be required for the training? 

6.12 Is the teacher provided with a sufficient number of 
exarrples for each new roncept introduced in the text? 
Is the number of concepts introduced in each section 
or unit suitable for the learning capacities of the 
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target students? 'Are conprehensive follow-up activities 
included in the manual to help provide reinforcement of 
concepts and learning from earlier lessons? 

6 .13 D'.:>es t.11.e manual provide a reproduction of each page of 
the student's text along with background infonnation, 
notes, and suggestions for teaching the material in the 
text? 'Are infonnation and sample lessons fran actual 
use by other teachers provided? 

6.14 Additional ccmnents about teacher methodology and prep­
aration. 

The first group of questions in section 6.0 asked the analyst 

to examine the text and teacher's manual thoroughly and to describe 

suggested presentation, activities, exercises, and evaluation pro­

cedures recanmended for a typical lesson. The resulting report by 

the analyst should provide sufficient detail for a prospective 

teacher to make at least a tentative judgement about the suitability 

of the text as a teaching tool for the curriculum specified by the 

Ministry of Education for British Columbia. 

Provision for teaching the text material by a variety of ap­

proaches, and provision for individual teaching styles was considered 

next. This was .i.mIJC)rtant in evaluating a text which could possibly 

be required for province-wide use by a large variety of teachers with 

differing backgrounds, philosophical outlooks, personalities, and 

teaching styles. As the Assessment pointed out, "a variety of 

methods for teaching Social Sb.ldies is the feature which teachers 

agree rrost strongly should be part of the existing Social Sb.ldies 

program" (Vol. 3, Part 1, p. 19) . Articles in the literature such 

as that of Morrissett, Superka, and Hawke (1980), acknowledged that 

"teachers have different instructional styles and strengths" (p. 572). 
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Toaney's (1977) Australian study of teachers and curriculum planning 

also revealed that teachers perceive, plan, and teach differently 

(pp. 121-122) • 

The inclusion of diagnosis and review tests to help the teacher 

to "place" students acoording to their conceptual and experiential 

backgrounds in Social Studies was clearly addressed by the next 

series of questions. Provision of valid and reliable tests in the 

manual 'WOUld allow a teacher to conduct specific examinations of a 

student's Social Studies concepts and background learning. This 

~uld be preferable to multi-subject standardized tests now being 

used for the purpose in sane jurisdictions. 

Individual differences and learning styles of students, and 

provision for remedial or enrichment activities to help teachers 

acccmrodate these differences, were also considered in section 6.0 

. of the proposed instnment. This was an irrportant consideration 

because if the text or teacher's manual were not to provide for 

such differences, the teacher could be required to rewrite parts of. 

the material, supplement it with outside and possibly costly resources,. 

or spend considerable time explaining concepts and guiding activities 

in a class heterogeneous in teJJns of ability grouping. 

The next three questions in this section required the analyst 

to examine whether the text and the teacher's manual were written to 

encourage inquiry teaching with errphasis on the higher levels of 

Bloan's c-ognitive, and Kra~hl's affective, taxonanies. Nichols 

and Ochoa (1971, p. 292) stressed the inportance of these factors when 
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they advocated inquiry teaching to help children examine questions 

such as: (a) ''Why did this happen? (b) Could it happen today? (c) 

What irrplications does this info:rnation have?" They also deplored 

the type of text.rook which emphasized low-level, recall types of 

questions and advocated instead a textbook which -w:,uld cause the 

learner to "explain, inte:rpret, and translate data in ways that are 

meaningful to him." A good textbook was also expected to provide 

students .with decision-1tla.king exercises requiring students "to clar­

ify their values in respect to irnpJrtant social issues" (p. 292) . 

Also examined in section 6.0 was whether the manual explained 

how independent study could be effectively carried out by students 

using the text under consideration. This -w:,uld require that the 

level of the text in tenns of concepts, readability, technical tenns, 

and definitions, be suitable for rrost students in the classrocm so 

that a minimum of teacher input be required. The teacher might have 

a student research a topic independently and then bring the results 

to class for rrore depth of inquiry and discussion. 

The next set of questions examined another item cited by Nichols 

and Ochoa (p. 292) when the analyst was asked whether the manual dem­

onstrated how new concepts developed in the text could be related to 

the student's prior knowledge and life situation. One question, ask­

ing whether activities and knowledge generated by the text 'hQuld be 

transferable to the student's future life, was directly related to a 

carment in the B.C. Guide that students should develop "the willing­

ness to apply these (skills learned in Social Studies) in dealing 

with problems and issues that will confront them in the future" (p. 5) • 
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Another concern of teachers addressed by questions in this . 

section of the proposed instrument was the time required to prepare, 

teach, and evaluate lessons and units fran the textbook. The liter­

ature has recognized that teachers may be required to devote a large 

arrount of tine to certain courses or uni ts of study. For example, 

Beyer (1971b), in reference to the teaching of Social Studies, ex­

plained that, "teaching concepts consumes time voraciously" (p. 91) . 

In addition, recent newspaper reports have indicated that teachers 

consider a reduction in teaching time to be one of the most pressing 

changes required in their 'M'.)rking conditions (Medicine Hat News, 

"Teachers ca11," 1982). Moreover, a recent Alberta Teachers' Asso­

ciation survey indicated that fully 50% of the respondents felt 

that insufficient preparation time was made available to teachers 

in the province (Keeler, 1982, p. 30). Thus, any text requiring a 

heavy time carrmitment on the part of teachers would be unacceptable 

in view of these concerns with instructional and preparation time. 

The training of teachers was next considered by questions in 

section 6.0. These questions asked vmat knowledge, skills, and 

attitudes 'M'.)Uld be demanded of teachers who might use the text 

under examination. Additional questions concerned whether sane 

type of in-service training 'M'.)Uld be needed before teachers could 

use the text effectively. If such training was needed, how rrn.1ch 

time would be required for an adequate training program? Morrissett, 

Hawke, and Superka (1980) were parti cularly critical of the type of 

training Social Studies teachers have received in the past. Their 

criticism was based on research which revealed that most teachers 
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of Social Studies used "lecture" and "discussion/recitation based 

on text:b:Joks" even though many resources were available for inquiry 

based teaching (p. 563) • These researchers went on to recarrmend 

that teachers should be provided with release time or financial 

support for necessary training which "M:JUld allow for hands-on 

experiences with materials and exi:osure to a variety of teaching 

procedures (Morrissett, SUperka, & Hawke, 1980, p. 573). 

Section 6.0 ooncluded with questions about the exarrq_:,les pro­

vided in the teacher's manual for use in introducing new ooncepts 

and for follow-up activities to reinforce ooncepts previously 

introduced in the text:b:Jok. The questions again referred to the 

teacher's time ccmnitment in using the text because · if insufficient 

material were provided, the teacher "M:Juld need to expend time and 

energy in gathering enough materials to supplement the concepts 

presented in the text. Such additional materials oould also add 

to the oost of using the text. 

Evaluation of Students 

Evaluation of students was examined in section 7.0 £ran the 

teacher's point of view as affective, psycharotor, cognitive, and 

combination evaluative formats were considered. In addition, this 

section was concemed with self-evaluation, formative evaluation, 

and measurable outoomes as a:,rrponents in an overall evaluation of 

students. Section 7.0 is reproduced below. 
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7.0 Evaluation of Students 

7.1 Is the main focus of student evaluation in the textbook 
or the teacher's manual affective, psycharotor, cogni­
tive, or a c::anbination? Are there appropriate testi."'lg 
materials to evaluate l:oth process and product leaming? 
Is the validity and reliability of the tests discussed 
in the manual? 

7.2 Are fonnative evaluation processes included to guide 
leaming and instruction? Are there any self-evaluation 
exercises included for student use? 

7.3 How are the main topics covered in the units or sections 
evaluated? Does the evaluation refer to clearly measur­
able outcomes which are congruent with the content, 
methodology, and goals of the text and curriculum? Are 
levels of CCl'l'p:tency specified for rreasurable outcares? 

7.4 Additional camnents arout evaluation of students. 

The analyst examining types of evaluation, appropriateness of 

evaluative material, and validity and reliability of tests presented 

in the teacher's manual and the text, v.Duld be guided to sane degree 

by the new curriculum. For exarrple, the B.C. Guide indicated that 

evaluative processes should provide the student, the teacher, and the 

parent with a canposite picture of the student's progress through, 

and mastery of, what has been taught and learned in class (p. 12). 

The inclusion in section 7.0 of questions at.out self-evaluation 

by students, and fonnative evaluation by l:oth students and teacher, 

indicated that the analyst was to go beyond mere end of unit tests 

and other such grading devices. He was to examine if provision was 

made for feedback to teachers and students so that improved planning 

and hopefully, improved instruction and student performance could 

result frc::rn such evaluations. 



111 

Finally, the questions C'Onsidered whether measurable outcanes 

had been used as a basis for evaluation. Irrportant in this question 

was the C'Onsideration of whether the evaluative instruments presented 

in the teacher's manual were indeed designed to measure what had been 

taught in the classroan. 

There has J:Jee;i rruch written in the literature arout evaluation, 

its funns, and its purposes. The article by Brubaker, Sinon, and 

Williams (1977) perhaps clarified evaluation in the field of Social 

Studies as well as any when it examined evaluation for inquiry, 

discipline, and social issues . (pp. 203_-205), all of which were in­

cluded in the new curriculum, and all of which were addressed by 

one or rrore of the questions presented in section 7.0. 

Evaluation and Testing of TextbJoks 

This section was C'Oncerned with details and results of testing 

by the publisher and by outside agencies. Reports from teachers in 

the field were also considered. Section 8.0 is reproduced below. 

8.0 Evaluation and Testing of the Textl:xJok 

8.1 Has the text been previewed by experts in the field or by 
one of the reputable testing consortia such as EPIE or 
CMAS? Is it possible to obtain results fran a library, 
fran the publisher, or from outside agencies? Are details 
of field-testing included in the teacher's manual and are 
the results of such testing easily verifiable? 

8.2 Are anecdotal results obtainable fran teachers who have 
used the text in the province and/or in other provinces? 
Are statistical results £ran testing by teachers in the 
province and/or other provinces available? What is the 
significance of these results? 

8.3 Additional comnents arout evaluation and testing of the text. 
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The question about tests oonducted on the textbook by outside 

agencies oould cause sane problems for an analyst who might have only 

a day or two to spend examining a textl::x:x:)k. If oopies of reviews by 

reputable agencies such as OlAS or EPIE were not provided along with 

oopies of journal articles, the analyst ~uld likely not have tine to 

search out such infonnation and therefore might have to base his oon­

siderations on only one source such as field-test reports from the 

publisher. The second question which referred to the availability of 

infonnation about tests oonducted on the text should at least alert 

potential purchasers to problems the analyst might have enoountered 

in obtaining such infonnation. The other question in this section 

which referred to results and statistics fran teachers in the field 

oould also be a problem unless such infonnation were gathered prior 

to the analysis of a textl::x:x:)k. 

Reviews in journals and in reports prepared by Q.1AS, EPIE, or 

similar organizations oould provide good descriptive and analytic 

infonnation. The infonnation might be useful for analysts because 

many of the criteria used in the above instruments ~uld be comron 

to the proposed instrument. In addition, sane of the reports re­

present a synthesis of several sul:missions by rne..'11bers of a con­

sortium like EPIE. However, there is a negative side to such a 

synthesis as well since a C'Oillbination of many reports "averaged" 

together could result in a snoothing out of very good or very bad 

features disoovered during an evaluation of a textbook. 

The use of anecdotal and statistical reports fran teachers 
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who have used the text ~uld provide an additional source of infor­

mation to the analyst. However, because of the differences in 

teaching styles, different errphases in different provinces, and the 

subjective nature of anecdotal reports, this source of infoII!lation . 

may not prove to be as reliable as a report :based on specific cri­

teria. At the sane time, it soould be remanbered that teachers' 

anecdotes ~uld be the result of actual classrcan use of the text 

but reports from consortia might reflect analyses c:cmpiled by a 

camlittee whose manbers may not have used the text in a classroan 

situation. 

Readability of a Textbook 

This section examined reading level of textbooks according to: 

(a) a standard fonnula (b) a reading graph and, (c) the appropri­

atenes.s and number of concepts presented in any given unit or 

lesson. Also considered were the number and type of examples used 

to explain concepts, technical and non-technical vocabulary usage, 

sequencing, and the canplexity and style of sentences. Section 

9.0 is reproduced belo.-;. 

9.0 Readability of a Textbook 

9.1 Detennine the appropriate reading grade range using one 
of the standa:"d fonm.ilae supplied with the training pack­
age i.e. Spache or Mugford, plus one other measure such 
as the Fry or Raygor graph supplied wi t.'l the training 
package. 

9.2 Is the concept load of the textual materials appropriate 
for students at the age or grade level in question? 
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Are the number of concepts introduced in each section of 
the text canensurate with the learning capacities of the 
students? MJuld many of the concepts, if used without 
explanation, be familiar to rrost students? 

9.3 Are there sufficient exarrples for the student to be able 
to read the materials and understand the main concepts 
presented with a minimum of teacher aid? Are concrete 
and abstract ~rds used clearly and in context with ex­
amples, definitions, and explanations to add clarity and 
relevance to the text rna.terials? 

9.4 Is the technical and non-technical vocabulary used in the 
text clear and easily understood with the help of context 
clues? Are pronunciations and meanings of difficult ~rds 
supplied? Are technical ¼Ords used in the context of 
essential, supportive, or supplementary nature? 

9.5 Is the developnental sequencing of ideas clear, logical, 
and in small enough steps for students to follow easily? 

9.6 Are sentences in the text of a suitable length and can­
plexity for students at this age/grade level? Are dif­
ferent kinds of sentences used to provide a varied pace 
and interest for students? Is the writing style fonnal 
or conversational? 

9.7 What sumacy statements can be rrade about the readability 
of the textl:x:x)k? Additional ccmnents about the reading 
level of the textbook. 

Harrison (1980) examined readability at length. and concluded 

that no single factor could be measured to predict the success that 

a student might experience in using a text. A checklist for reada­

bility, proposed in an article by Irwin and Davis (1980, pp. 124-

130), incol:JX)rated a variety of CCITitX)nents similar to the questions 

posed in section 9.0 ab:::>ve. 

The questions in this section begin with a request for the 

analyst to detennine the reading grade of the text using a standard 

fonnula. The reason that no single fonnula was included as part of 

the proposed instrument can be explained by Harrison's (p. 115) 
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chart of readability rreasures. This chart showed that sare fo:r::rmllae 

were better suited to prjjnacy level materials, while others were nore 

sui tab~ · for- intennediate levels. · Sane weakening of reliability 

near the upper and lower suggested limits of the fo:r::rmllae was also 

noted by Harrison. The training course for users of the proposed 

instrument was designed to acxruaint analysts with selected reada­

bility fo:r::rmllae and their strengths and limitations. Thus analysts 

~uld choose a suitable fozrnula, fran th::>se supplied with the train­

ing package, for each level of textbook examined. The F:cy and Raygor 

graphs, also supplied with the training package, covered all levels 

and were to serve as additional checks on the reading level of texts 

being analyzed. 

The concept load i.e. number, frequency, and difficulty of con­

cepts presented in a given unit or section of a textbook, also was 

an irrportant part of the readability .assessment in the proposed in­

strument. For example, a text might anploy s:iJnple vocabula:cy but 

present a large number of unfamiliar concepts about a difficult 

topic such as nuclear power. Grade three students could probably 

read the ~rds and sentences but might not understand enough of the 

concepts to get any substantial rreaning out of the text. 

Closely related to concept load was the next question asking 

if the text provided sufficient examples of concepts and whether new 

~rds were used in a context familiar to students. The use of con­

crete, familiar examples to explain unfamiliar concepts ~uld be an 

irrportant de~nninant of the readability level of a textbook, espe­

cially for children at the lower grade levels. IIWin and Davis' 
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weighted checklist on readability incorporated a number of questions. 

about concept load and how concepts were developed and explained in 

a textbook (p. 129). 

The use of technical and non-technical tenns, vocabulary, and 

the pronunciation and meanings of difficult v.0rds was also considered 

in the examination of readability level of texts by the proposed in­

strument. Obviousy, if difficult v.0rds could be deciphered and under­

stood with the help of context clues, explanations, or glossaries, 

readers v.0uld find the material easier to use and understand. Simi­

larly, the develoµrent of new ideas in a clear and logical sequence 

would allow for better understanding of textual materials by students. 

Finally, readability level was addressed in section 9.0 by a 

set of questions which examined such factors as the length and c-an­

plexity of sentences, variety and pace of sentences, and whether 

writing style tended to be fo:r:rnal or conversational. 'As many school 

librarians have observed, books with page after page of long canplex 

sentences in pedantic prose will not be signed out very often. A 

similar lack of interest v.0uld occur if a textbook were written in 

much the sane style. 

Social Considerations 

Section 10.0 was adopted with only minor m:xiifications fran the 

Detailed Analysis of Learning Resources - Social Considerations pre­

pared by the CUrriculum Branch, Ministry of Education, British Coltn'llbia 

(1981). This section required -the analyst to examine both print and 

visual materials in the text very carefully in order to consider the 
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following aspects: language used in the text, references to ethnic 

groups, sexual roles, belief systems, violent events, sexual acts 

and exploitation, age, social class, and other considerations. 

Section 10.0 is reproduced below. 

10.0 Social Considerations 

10.1 Introduction: The social considerations analysis pro­
vides the selectors of learning resources with descriptive 
infonnation relevant to any potential concerns that appear 
in the content or its presentation. The nature of this 
analysis requires that the analyst read the text thor­
oughly and examine the visuals. Such a close reading of 
the entire text may not occur at any other stage of the 
selection process. 

There are certain aspects which are important to consider 
in the analysis of both print and visual components of the 
text. Keep these in mind while corrpleting the analysis: 

10.1.1 Author's tone. The author's attitude toward the mate­
rials and/or audience. These attitudes tend to influ­
ence all features of the text.book. 

10. 1. 2 An error by anission. This may be difficult to ident­
ify because the analyst must carefully examine what is 
included in order to detennine what is absent. It is 
irnp:)rtant to note that the author may identify errors 
by anission and clarify the reasoning for these. 

10.1.3 The extent of the reference. Where a reference re­
ceives little attention in the text the analyst should 
indicate this treatment just as IOC)re extensive refer­
ences should be recorded as such. 

10 .1. 4 The f reguency of occurrence. A potential concern with 
:nultiple references should !)e indicated as such. 

10.1.5 The setting. This influences author's tone and pre­
sentation of the content. The time period when the 
material was written or written ab:)Ut, the social 
situation, and geographical location are features of 
the context that provide insight into potential con­
cerns. For example, it is not valid to impose pre­
sent values on sixteenth century literature. The 
text should reflect the values of the day. 

10.2 Language usage will vary depending on the user and the 
setting in which it is used. It is important to note that 
not only shoµld the usage be suited to the context, but 
also, the usage should be appropriate to the audience. 
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This is particularly true for a student audience who may 
not be mature enough and/or who may lack the experiential 
background necessary to understand and appreciate given 
usage. 

Consider the following for both text and visuals; ccmnent 
fully paying particular attention to the frequency of 
occurrence and extent of the references (quote accurately 
with page references) • 

10.2 .1 
10.2.2 
10.2.3 
10.2.4 
10.2.S 

10.2.6 

10.2.7 
10.2.8 

use of profanity 
use of incorrect gra:rmar 
use of slang or jargon 
use of dialect; fonnal or informal style 
users of above language forms (personality traits, 
emotions, interests, actvities, physical features and 
appearance, age, socio-econcrnic status, family set­
ting) 
setting of given language usage (time period, social 
situation, geographical location, circumstances sur­
rounding the reference, m:xxl, degree of fonnality) 
author I s tone 
error by anission 

10.3 Ethnic groups may be identified by various traits which 
include race, language, national or geographical origin, 
custans, and religion. Ethnic references are manifested 
in the personal traits and circunstances, attitudes, and 
actions of its group members. 

Consider the following for both text and visuals; a::m:nent 
fully paying particular attention to the frequency of 
occurrence and extent of the references (quote accurately 
with page references). 

10.3 .1 

10.3.2 

10.3.3 

10.3.4 
10.3.5 
10.3.6 

manbers (personality, traits, errotions, interests, 
activities, physical features and appearance, age, 
socio-eOJnanic status, family setting) 
relationship with others (ethnic members and other 
members of society) 
setting of the reference (time period, social situ­
ation, geographical location, circumstances surround­
ing the reference, rrood, degree of formality) 
descriptive language used 
author's tone 
error by omission 

10.4 References to sexual roles surface in the portrayals of 
men and ¼Omen. These sexual role portrayals depend on 
the personal traits and circumstances, attitudes, and 
actions of men and v0nen. 
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Consider the following for toth text and visuals; ccrrrnent 
fully paying particular attention to the frequency of 
occurrence and extent of the references (quote accurately 
with page references) • 

10.4.1 
10.4.2 

10.4.3 

10 .4.4 
10.4.5 
10.4.6 
10. 4. 7. 

the roles presented (what are they?) 
setting of the reference (tim: period, social situ­
ation, geographical location, circumstances surround­
ing the reference, m:od, degree of fonnality) 
the role players (personality traits, errotions, in­
terests, activities, physical features and appearance, 
age, socio-economic status, family setting) 
relationship with others (within and between sexes) 
descriptive language used 
author's tone 
error by omission 

10.5 Belief systems are organized sets of doctrines or ideas 
atout some philosophy, being, or phenanenon. CUlts, phi­
losophies, political views, and religions are all exarrples 
of belief systems. References to belief systems emerge in 
the personal traits, circumstances, attitudes, and actions 
of their members. 'Ihe treatment of these members by non­
members provides further insights. 

Consider the following for toth text and visuals; cc:mnent 
fully paying particular attention to the frequency of 
occurrence and extent of the references (quote accurately 
with page references). · 

10.5.1 
10.5.2 

10.5.3 
10.5.4 

10.5.5 
10.5.6 

nature of the system (what characterizes it?) 
group members (personality, traits, errotions, inter­
ests, activities, physical features and appearance, 
age, socio-econanic status, family setting) 
relationship with otb.ers {rrernbers and non-members) 
setting of the reference (time period, social situ­
ation, geographical location, circumstances surround­
ing the reference, m:::xx:i, degree of fonnality) 
author's tone 
error by ani.ssion 

10.6 Violent events can be toth physical and errotional. 'Ihey 
rray take such fonns as hand-to-hand fighting, the use of 
weapons, torture, verbal abuse, accident, horror, etc. 
These forms of violence vary in their degree of social 
acceptability. 'Ihe violence of everyday events may vary 
depending on the setting and the participants. Further, 
their effects range depending on how the author presents 
them. 
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Consider the followin,g . for both text and visuals; canment 
fully paying particular attention to the frequency of 
occurrence and extent of the references (quote accurately 
with page references). 

10.6 .1 
10.6.2 

10.6.3 

10.6.4 
10.6.5 

10.6.6 
10.6.7 

the act of violence itself 
the setting of the violence (time period, social sit­
uation, geographical location, circumstances surround­
ing the reference, m:x:xi, degree of formality) 
participants (personality, traits, errotions, inter­
ests, activities, physical features and appearance, 
age, socio-econanic status, family setting) 
degree of explicitness 
the function of the violence (is it central to a 
major theme or unit found in the oontent?) 
author 1 s tone 
error by anission 

10.7 Sexual references vary depending on the degree to which 
they are either explicit or implicit, the setting in which 
they occur, and their participants. Sexual references in­
clude descriptions of the human body, references to sexual 
activity, sexual exploitation, etc. Further the effect of 
these references varies depending on their role in the 
content and the manner in which they are presented. 

Consider the following for both text and visuals; conment 
fully paying particular attention to the frequency of 
occurrences and extent of the references (-quote accurately 
with page references). 

10.7.1 
10.7.2 

10.7.3 

10.7.4 
10.7.5 
10.7.6 

the sexual reference itself 
the setting of the reference (time period, social 
situation, goegraphical location, circumstances sur­
rounding the reference, m:x:xi, degree of formality) 
?articipants (personality, traits, errotions, inter­
ests, activities, physical features and appearance, 
age, socio-economic status, family setting) 
degree of explicitness 
author's tone 
error by omission 

10.8 Age portrayals deal with the presentation of members of 
different age groups and their t=eatment by other members 
of society. References to the generation gap, the aged, 
parent-child relationships, etc., are to be considered. 

Consider the following for both text and visuals; ccmnent 
fully paying particular attention to the frequency of 
occurrence and extent of the references (quote accurately 
with page references ) 
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l0.8.2 

10.8 .. 3 

10.8.4 
10.8.5 
10.8.6 
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members (personality, arotions, traits, activities, 
physical features and appearance, socio-ea:manic 
status, family setting) 
setting of the portrayal (time period, social sit­
uation, geographical location, circumstances surround­
ing the reference, m:x:x:1, degree of fonnality) 
relationship with others (group members and other 
irernbers of society) 
descriptive language used 
author's tone 
error by anission 

10.9 References to social class tend to separate out groups of 
people fran other members of society. Social class dis­
tinctions are often revealed in the portrayals of class 
members, their circumstances, and treatment by others. 

Consider the following for both text and visuals; ccmrent 
fully paying particular attention to the frequency of 
occurrence and extent of the references (quote accurately 
with page references) 

10.9.1 

10.9.2 

10.9.3 

10.9.4 
10.9.5 
10.9.6 

members (personality, enotions, traits, ·interests, 
activities, physical features and appearance, age, 
socio-ecx:manic status, family setting) 
setting of the reference (time period, social sit­
uation, geographical location, circumstances surround­
ing the reference, rrood, degree of fonnality) 
relationship with others (class mernbers and other 
rranbers of society) 
descriptive language used 
author's tone 
error by omission 

10.10 There may be other considerations in the instructional 
material not covered by the al::ove canments. Carrnent on 
any of the following aspects encountered in the materials. 

10.10.1 

10.10.2 
10.10.3 
10.10.4 

10.10.5 

roral issues (these might include use/abuse of drugs, 
alcohol, the law • • • or such things as gambling, 
slavery, nuclear anns ••• ) 
family structure 
management and lal::or relations 
references to atypical individuals (those who depart 
from the nonn either mental ly, physically, or errotion­
ally) 
any other references which are social issues 
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For the topics above, or any other considerations deemed 
important, quote accurately with page references. Con­
sider the following for both text and visuals; ccmnent 
fully paying particular attention to the frequency of 
occurrence and extent of the references. 

10.10.6 representatives or rnanbers (personality, interests; 
traits, errotions, activities, physical features and 
appearance, socio-economic status, family setting) 

10.10.7 setting of the reference (time period, social sit­
uation, goegraphical location, circumstances sur­
rounding the reference, m::x:xj, degree of fonnali ty) 

10.10.8 descriptive language used 
10.10.9 author's tone 
10.10.10 error by anission 

Canadians have bea:me increasingly aware of references to ethnic 

groups, social classes, vanen, the aged, religious groups, andothers, 

which tend to have pejorative overtones. As Parker (1981) explained, 

corrplaints about social references in educational materials have in­

creased exponentially in the past few years. These concerns were 

instrumental in the Ministry's developnent of a scheme solely for the 

analysis of social considerations in learning resources. Though this 

instrument addressed questions raised by EPIE (B.C. Ministry of Edu­

cation, Draft, 1980) under the heading "Bias of Content," it provided 

additional questions, sub-questions, and detail which required the 

analyst to examine textual and visual material with great care to 

determine the treatment of soci al groups and social issues. 

The instructions, questions, and sub-questions in section 10.0 

of the proPJsed instrument derronstrated that it was very carefully 

constructed to address major social ooncems in the province. For 

exarrple, ethnic problems have surfaced in sane areas as imnigrants 

nove into a region and the residents of that region oppose the 
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newcaners' taking of jobs. 1M:>men' s rroverrents have been active in 

seeking "equal rights" for "M:meI1 in the business, p:>litical and even 

church fields. The aged have formed groups such as the "Gray 

Panthers" to help combat the emphasis on se:rvices, products, and 

employment directed to youth. Youth, in tum, has canplained that 

opp:>rtunities for employment, rises in tuition fees, and other dis­

criminatory acts and laws tend to place them in an inferior p:>sition. 

The concems of religious groups and others have also been addressed 

by the social ronsiderations section of the prop:>sed instrument. 

Further flexibility in the instrument was provided by the in­

clusion of a question on "other considerations" not covered by the 

first nine sets of questions in this section. Conceivably no of­

fensive material should be included in Social Studies texts sel­

ected with the aid of this instrument. However, no instrument, and 

no analyst, could be expected to detect or respond to every roncern 

of every group which might surface during the use of a textbook. 

In fact, too careful screening of a textbook could be counter­

productive because, as Hodgetts and Gallagher (1978) have wamed, 

"textbook authorities insist that school materials shy away fran 

controversy, and in an effort not to offend anyone, they simply 

becane bland" (p. 22). The key to using this section of the 

prop:>sed instrument ~uld involve the use of carrnon sense in 

identifying obvious prejudices and unsuitable references to sex 

and violence for the grade levels which might be required to use 

the texts under consideration. 
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Aesthetic Review 

Section 11.0 was based on the aesthetic approach to textbook 

selection suggested by Eisner (1978,1979) and Vallance (1976,1977). 

This section of the proposed instrurrent allowed the reviewer to 

conduct a subjective examination of the textl:x::xJk. Section 11.0 

is reproduced below. 

11.0 Aesthetic Review of the Text.1::xx:ik 

This section requires a "change of gears" by the analyst. 
Here, the reviewer is asked to respond as subjectively as 
necessary in order to examine the textbook at a "feeling" 
level. The reviewer should state what he or she likes or 
dislikes, finds appealing or unappealing, finds interesting 
or uninteresting. Moreover, the reviewer may examine the 
material in the text from~ aesthetic point of view such 
as the use of color, use of language, flow of language, or 
any other oonsideration he may prefer. This subjective 
view of the text should be written much as an art or 
rrn.1Sic critic writes a review of a display or perfonnance. 

The strength of this section was that it departed from the 

directed question fo.rmat and allowed the analyst freedan to re­

spond in tenn.s of both his experiences in teaching and his sense 

of the aesthetic qualities of a textJ::ook. For example, as Jantzen 

(1979) has pointed out, upper elementary texts need to be written 

at a fairly low reading level, but experience and aesthetic con­

siderations w:,uld likely cause an analyst to reject as unsuitable 

a text which had the appearance of a primary level "little kids'" 

book. In addition, the aesthetic review might direct a teacher 

or selection camti.ttee member toward an interesting or novel 

feature of a text not pointed out in the directed questions. 
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General Critique and Reccmnendations 

The ooncluding section of the proposed instrurcent required the 

analyst to surmarize his findings and to make reccmrvendations regard­

ing possible adoption of the text under consideration. 

12.0 General Critique and RecacrnenJations 

Write a brief overall sunmary and critique of the text ,with 
reccmnendations for or against adoption of the text as a 
prescribed or authorized resource for the age or grade level 
being oonsidered. Reasons should be stated for your assessment. 

Training Program for Use 

of the Prop:,sed Instnmtent 

A cc:arprehensive three to five day training program of approx­

imately 30 hours was a prerequisite for use of the proposed instru­

men1:: :(or analyzing textbooks. The training was essential to ensure 

that analysts would employ a:::mron tellllioology and operate f:ran a 

canrron frame of reference in examining and reporting on textbooks. 

The EPIE system, adopted by the Ministry for analyzing textbooks, 

reinforced the need for systematic evaluation "based on a comron 

language and a a:mron system" (B.C. Ministry of Education, EPIE 

Training Package, 1980, p. 3). Another .important aspect of the 

training was the actual practice in writing evaluations which al­

lowed analysts to refine their evaluative and reporting skills 

under supe.rvision before attempting analyses entirely on their own. 

This ccmpared with the Sussex instrument which required a similar 

30 hour program for the analyst with "rrost of his training time 
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being taken up by guided practice" (Eraut et al., p. 86) EPIE also 

required the canpletion of practice analyses, one of which had to 

be sent to califomia for grading, before certification in the EPIE 

system w:::>uld be granted. 

The training program was also designed to deronstrate that 

though there is bound to be sane overlap in an instrument of this 

nature, the analyst should examine each question in light of the 

section where it appears. For example, a question in one section 

might refer to the learner's time ccrcmitment, while a similar ques­

tion in another section might refer to the teacher's time ccmnitment 

for a unit of work. Where overlapping questions appeared to result 

in redundancy, the analyst was requested to make a brief ccmnent 

noting his earlier response to the question in another section of 

the instrument. 

Congruency·of the Proposed Instrument 

With Inquiry Goals of the Social Studies 

Curriculum in British Colunbia: A Surnnary 

The Proposed Curriculum Guide Social Studies, K-11 (British 

Columbia, 1980) stated that the teaching of inqui.ry skills was a 

"prirna.ry responsibility" of teachers in the Social Studies program 

(p. 11). sane of the skills that students were expected to develop 

included: locating, acquiring, organizing, discussing, interpreting, 

and evaluating infonnation. These skills were required by students 

so that they would be able to conduct problem-solving and decision-
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waking activities as part of the inqui.:r:y process (pp. 30-32). 

However, it was rather unfortunate that the B. C. Guide did not pro­

vide an actual definition of inqui.:r:y ·as a guide for :i;:otential users. 

Moreover, the literature included sane different definitions accord­

ing to the writers and the use they wished to put the inquiry process 

to in teaching- Social Studies. Under the circumstances, it w:)Uld 

seem to be a useful exercise for analysts and their instructors to 

develop a w:)rking definition for inquiry before the proposed instru­

ment is used to examine textbooks. 

The proposed instJ:urnent for evaluating textl:ooks included a 

number of questions relating to the congruency of the text to the 

curriculum in teDnS of the process of inquiry. For example, section 

2.0 of the instrument dealt with headings, clarity of main ideas, 

and surmnaries, in relation to the skills of locating, acquiring, and 

organizing inforrna.tion. More specifically, questions 2. 4 to 2. 6 

dealt with the currency and relevance of infonnation, statistics, 

and visual material, all in'p:>rtant considerations for inquiry 

learning. 

Section 3.0 provided rrore questions which irrplicitly related to 

the inquiry process. Specifically, these questions dealt with oow 

the proposed text provided appeal, rrotivation, stimulation, and 

challenging materials. M:>reover, differing entry and exit points, 

as as specified in question 3.5, could also enhance inquiry because 

a student could pursue an area of interest through inquiry, then 

return to the rrain topic to continue on the central theme of the 

unit. The time and activity load of students referred to in 3.6 
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was also an inportant oonsideration because inquiry-based studies 

could involve a great deal rrore time than the lecture and question 

method (Hodgetts & Gallagher, 1978, pp. 21-23). 

Section 4.0 presented several questions which rrore directly 

referred to inquiry. For exarrple, question 4 .1 asked 'Which major 

skills -were developed in the text. Since inquiry was described as 

an .irnp:)rtant skill by curriculum writers (B.C. Guide, p. 11), it 

should be developed in the text. Further questions in this section 

referred to the sufficiency of material, accuracy of facts, chronol­

og'f, and reference to original documents. All of these items could 

affect the efficiency and depth of the inquiry processes possible in 

using the text. Additional questions asked whether points of view 

fran different disciplines and cultures were presented in the text. 

These questions were particularly pertinent in view of the fact that 

inquiry, by its very nature, involves examination, analysis, synthesis, 

and evaluation of several points of view (B.C. Guide, p. 30). 

Explicit references to inquiry teaching and learning appeared in 

questions 4.6 and 4.7 of the proposed instrument. Question 4.6 asked 

if the text could be used as a basic reference source for inquiry 

study and the following question asked whether principles and gener­

alizations developed in the text were presented in such a way as to 

encourage inquiry into social issues. Both questions related directly 

to congruency between the text and the curriculum which specified 

that inquiry processes be developed i il grades four to seven (B.C. 

Guide, p. 141). 
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Both Bloom's cognitive taxonomy and Krathw:)hi' s affective tax­

onomy fonned part of the inquicy processes of problem-solving and 

decision-making as outlined in the curriculum. Questions 5.3 and 

5.4 concerned the ability of students to apply increasingly higher 

levels of these taxoncmies as they v-A:>rked through units in the text. 

Congruency between the curriculum and the text could exist if these 

higher levels of the taxonomies were indeed developed by the exer­

cises and activities presented in the text. 

Questions in section 6.0 enrouraged the analyst to detennine 

if the text and teacher's manual were written to facilitate inquicy 

teaching methods. Inquicy oriented activities and exercises were 

mentioned as teaching tools to encourage develoµnent of higher level 

thinking processes in students. Bloem and Krathw:)hl were again men­

tioned in this section with respect to the teacher's mastecy of 

these taxonanies to develop inquicy skills in the students in their 

charge. Independent study by students was ronsidered in 6. 8 suggest­

ing that individual research could be assigned by the teacher as a 

part of an inquicy unit. 

The last three questions in section 6.0 dealt with skills, at­

titudes, training, and knowledge required of the teacher who vJOUld 

use the text under consideration if it were prescribed. If the 

text were to be congruent with the curriculum, this question v-A:>uld 

imply that teachers w:)Uld possess, or w:)Uld need to be trained in, 

the use of inquicy methods. 

Section 7.0 on evaluation of students did not contain any 
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direct references to inquiry. However, a question on whether 

provision was made to evaluate process and product leanring was 

implicitly concerned with inquiry wtuch has been described as a 

process rather than a product (Brubaker, Sinon, & Williams, 1977, 

p. 203). CongruenG"{ \\Ould require that the process of inquiry be 
,/ 

sanehow evaluated, perhaps infoIInally using a teacher's checklist 

of the student's activities during the inquiry unit. M::)reover, the 

philosophy of the British Columbia educational system, as outlined 

in the B.C. Guide (pp. 2-3), indicated a necessity for both product 

and process learning. 

Section a.a was concemed with evaluation and testing of the 

textbook and made no reference to inquiry. However, reference was 

made to reputable publications such as EPIE which might review a 

textbook. Reviewing publications often included questions or 

statements about inquiry learning or teaching in their reports and 

evaluation insb:uments (Eraut, Goad, & Smith, 1975, p. 54). Perusal 

of outside reports and reviews about the textbook under consider­

ation could provide infoIInation regarding the congruency of that 

text with the curriculum. 

Upon first examination _readability, as considered in section 

9.0, appeared to have little direct relationship to the 

inquiry process. However, .implicit in inquiry study was the ability 

of the student to be able to read and understand the English language 

at the appropriate grade level in order to gather and apply know­

ledge and facts to activities such as problem-solving and decision­

making (B.C. Guide, -p. 31). Congruency, in this case, \\Ollld be 
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difficult to ascertain. However, materials written at too high a 

level ~uld present a barrier to meaningful inquiry_ so they could 

be considered to be incongruent with the curriculum. 

The whole of section 10.0 on social considerations was closely 

related to the inquiry processes specified in the curriculum. The 

inquiry steps of analyzing, interpreting, evaluating, and examining 

consequences of social action could be affected by the presentation 

of material in the text, especially at the elementary levels. The 

analyst, responding to this section of the proposed rrodel, would 

need to keep the potential student user of the text in mind when 

considering the suitability of material for inquiry into social 

considerations. SUitability of materials ~uld imply sane degree 

of congruency of text materials with the curriculum, while a text 

which was considered unsuitable in this area v.e>uld not be congruent 

with curriculum requirements. An unsuitable text would be of little 

use as a primary reference for inquiry study. 

Thus the proposed instrument for evaluating textbooks for 

elementary Social Studies in British COlumbia was suitable for de­

tennining many areas of congruency between a textl:x:::ok under consid­

eration and the curriculum of the province. If the analyst has 

conducted a careful examination of a text based on the proposed 

instrument, the results smuld indicate whether the text was con­

gruent with the curriculum requirements or not. 
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Reconrnendations for Further Study 

The primacy purpose of the prop::,sed instrument was to provide 

a medium by which analysts could examine a text:J:x:xJk in detail to 

detennine that text's congruency with the new Social Studies pro­

gram in British Columbia. The proposed instn:Irnent seems to have 

met that purpose ve:cy well. However, three topics suggested by 

the research and analyses conducted for this paper appear to re­

quire further study. These topics include: the time allocated 

for analysis of each textb:Jok, the need for intensive training of 

teachers woo would be required to use a newly prescribed text:J:x:xJk, 

and evaluation of the prop::,sed instrument after it has been used 

by analysts in the field. 

Analysts woo examined resources proposed for the new Social 

Studies curriculum in British Columbia spent six days during the 

sunrner plus~ days in each of Septanber, October, and November 

in training and on analysis of materials (Parker, 1981). Perhaps 

a future study could detennine optinrum training periods required 

by analysts woo v0.1ld use the proposed instrument, optimum time 

for the analysis of each text, and the optiim.lrn number of analyses 

required for each text under consideration. This information 

could help the Ministry of Education to ensure valid, efficient, 

ca:nprehensive evaluations at realistic costs. 

In outlining problem areas for Social Studies in the 1980's 

M:>rrissett, Hawke, and Superka (1980) stated that, "While many 

rraterials incorporating varied learning activities have been 
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developed, few preservice or inservice programs have emphasized 

practical ways to use these techniques" (p. 563). It ~uld appear 

that a study to detennine or develop the best, rrost efficient, and 

rrost likely to be used process for training teachers to use newly 

prescribed textbooks ~uld be of value to teachers and administra­

tors, and in some cases Ministry officials. Such a study could 

:[X)int the way for extensive in-service, pre-service, or even ap­

prenticeship training programs which ~uld last as long as necessary 

to enable teachers to gain a great deal of hands-on experience in 

using the new texts. 

A follow-up study to detennine the effectiveness of the pro­

:[X)Sed instrument after many analysts have used it ~uld also appear 

to be useful. This study could evaluate the instrument fran the 

analyst's P?int of view and fran the point of view of administrators 

and Ministry personnel who have selected textbooks based on results 

generated by the questions in the instrument. 'Ihe study could also 

serve as a vehicle for revising the proposed instrurrent as necessary 

in the light of experience gained in its use. 
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Chapter I of this study entailed a search of the litera'blre to 

detennine current practices for the selection of learning materials, 

usually textbooks, for schools. ~ major approaches to the selec­

tion of textbooks -were revealed in the literature. The first ap­

proach involved superficial, highly subjective checks of materials 

by teachers or administrators using vague, often unwritten criteria 

such as how thick a l:ook was, number of illustrations · and number 

of questions included at the ends of chapters. Though this approach 

was deplored by writers in the literature, their research revealed 

that many jurisdictions did indeed select materials using unsophis­

ticated and inconsistent criteria. 

The second approach to the selection of learning naterials 

involved sane type of foil!'lal instrument: which could serve as a 

guide for consistent evaluation of learning resources. Develop­

ment of the rt0re detailed instruments usually required that anal­

ysts undergo a training program in order that ccmron tenns and 

frames of reference be used in writing evaluations. 

Many systanatic approaches to the selection of curriculum 

naterials -were presented in the literature but no clear class­

ification of instJ:uments was presented. As a result, a scheme 

for classifying instruments was developed for this paper. The 

scheme divided instruments into the following categories: check­

lists, weighted rating scales, annotative questionnaires, 
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canbination types, and aesthetic critiques. 

Checklists were lists of objective questions requiring simple 

yes, no, or checkrnark resp:,nses. Weighted rating scales were 

really checklists which required numerical responses to indicate 

the rating of materials according to stated criteria. Annotative 

questionnaires required responses, in the analyst's own ~rds, to 

a series of questions which allowed ccmnents on particular strengths 

and weakness of material. Combination types of instruments were 

usually carposed of an annotative ccmponent plus a checklist or 

-r.,.ieighted scale a:rnp:ment; scmetirres features of all three types 

were included. The aesthetic critique was a supplerrentary approach 

which called on the personal experience, knowledge, and feelings of 

the analyst as he reviewed learning materials in much the same man­

ner as an art or music critic might review a show or perfonnance. 

Chapter II examined criteria to be used in assessing instru­

rrents for the evaluation of learning materials. The first crite­

rion considered whether the instrument in question used behavioral 

objectives, sometimes called measurable outcanes, in assessing 

materials. Another criterion involved the assessment or non­

assessment of reading level in the text or other resource by the 

instnnnent. Questions about oourse content were also expected to 

be included in the instrument with emphases being placed on suita­

bility, congruence with the curriculum, accuracy, currency, and 

treatment of minority groups by the textl:xx:,k. Further criteria 

involved depth of analysis produced by the types of questions in 

the instrument and the flexibility allowed analyst to carunent on 
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the materials. Finally, the degree of objectivity or subjectivity 

of responses generated by each instrument was examined. 

According to the aforementioned criteria, the annotative 

scherres of 01AS, EPIE, and SUssex were considered to be the best 

·of the instruments analyzed. However, sone 'Heaknesses in the area 

of readability were noted in the above instnnnents. 

Chapter III examined inquiry tenns, definitions, and rrodels 

presented iil the literature. Generally, the process of inquiry as 

used in SOcial Studies consisted of several steps such as: stating 

a problem, forming an hypothesis about the problem, gathering addi­

tional information about the problem, synthesizing the information 

into sare possible solution to the problem, and evaluating results. 

Major goals of the new curriculum in Social Studies were rrod­

elled on inquiry processes presented in the literature. The new 

curriculum mandated the teaching of inquicy skills and 1:oth explic­

itly and implicitly anphasized the use of inquiry throughout the 

Social Studies program. 

The process for selection of textbooks for the Social Studies 

curriculurn in British Columbia was also examined in this chapter 

with reference to the training of analysts and the initial sorting 

of sul:mitted texts into prescribed, authorized, and unsuitable 

categories. It was discovered that the Ministry has carried out 

in-depth analyses of existing texts by Materials Selection Comnit­

tees which examined them using the processes of El?IE analysis along 

with instruments dealing with readability and social considerations. 
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Ministry officials -were expected to make the final decisions about 

suitability of texts for the curriculum based on the analysts' 

reports. 

Teacher views, as gathered fn:m the Assessment, revealed that 

they considered inquiry to be :inportant in Social Studies. However, 

in this respect the teachers rated the presently prescribed (1977) 

textl:x::x::>ks to be only "satisfactory." No texts -were rated "good or 

excellent." Teachers suggested that prescribed texts be listed 

with amotative ccmrents and an indication of readability, that 

the Ministry detelJTline suitability of newly published J::x:x:,Je.s, and 

that sb.ldent J::x:x:,ks be field-tested before being prescribed for 

Social Studies instruction. According to reports and interviews 

with a ministry official, it appeared that the main recanmenda­

tions of teachers were incorporated into the procedures employed 

for the selection of textl:x::x::>ks for the new curriculum. 

Chapter N proposed~ instn:nnents for the evaluation of 

textbooks. The first instn:nnent was an objective checklist 1:::or­

rowed fran the literature to be used as a preliminary sorting 

device to el:ilninate unsuitable texts. The second instrument 

proposed was a synthesis of many instrume.r:i.ts presented in the 

literature, plus~ readability estimates, a social considera­

tions instrument produced by the Ministry, and an aesthetic 

critique. This canbination resulted in a unique instrurrent for 

evaluating text:J:ooks for elementary Social Studies in British 

Columbia. 
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An analysis of the proposed instnnnent revealed that it opened 

with a standard infonnation sheet, followed by a general description 

section which examined quality and general suitability of the text. 

Sb.ldent interest, rrotivation, and special canpetencies were next 

c:onsidered followed by an examination of the content of materials 

in the text. Leamer goals and objectives of the text were also 

c:onsidered in relation to the goals presented in the curriculum. 

The preparation and methodology required by teachers to use the 

text acc:ording to the curriculum was also examined as was the pro­

cedure used to evaluate students. Details and results of tests 

c:onducted on the te.xtb:Jok itself -were examined as well in this 

chapter. 

Readability of the text involved the use of standard fo.:r:mulae 

and a reading graph as well as questions about concept load, con­

text of ~rds, and technical vocabulary. Social considerations 

examined the ethnic, sex, age, violence, and social class portrayals 

in the text. The aesthetic review encouraged a subjective examina­

tion of the text based on the analyst's experience and knowledge. 

In addition, a final question asked for a general critique and 

recomnendations regarding the adoption or non-adoption of the 

text. All of the above criteria were reinforced by the literature, 

the B.C. Guide, and the recannendations of the Assessment. 

Congruence of the proposed instrument and the inquiry goals 

of the new Social Studies was irnp::)rtant in view of the heavy 

errphasis on inquiry in the B.C. Guide (1980). Analysis of the 



139 

proposed instrument in :relation to inquiry revealed that m:>st 

sections of the instrument addressed inquiry either explicitly or 

implicitly and that the proposed instrument was indeed congruent 

with the inquiry goals of the B.C. Guide. 

Reccmrendations for further study included the time :required 

for analysis of each text, the need for teacher training in the 

use of new texts, and evaluation of the proposed instnnnent after 

it has been used for sane time. 

In stmnary, the study pointed out the need for a structured 

program for evaluating textbooks for Social Studies curricula. 

such considerations as the type of instrurrent to be used for 

I evaluating texts, . the training program for analysts, and the 

congruencsJ of textbooks with the curriculum -were addressed in 

the study. culmination of the study was the provision of a 

proposed instrument for the analysis of textbooks. This in­

strument should provide a useful tool for teachers, school 

administrators, and Ministry officials in British Columbia as 

they address the difficult task of selecting textbooks for 

elementary Social Studies in British Columbia. 



BIBLicx;RAPHY 

Alberta E.ducation. 1981 Alberta social studies curriculum. 
Edronton: Author, 1981. 

Aoki, T.T., Williams, D.M., & Wilson, D.C. British Columbia 
social studies assessment, SlllTITlaIY reP?rt. Victoria, B.C.: 
Queen's Printer, 1977. 

Aoki, T.T., Williams, D.M., & Wilson, D.C. British Columbia 
social studies assessment, teacher views. Victoria, B.C.: 
Queen's Printer, 1977. 

140 

Ball, H.G. Standards for materials selection. Journal of Reading, 
1976, 20, 208-211. 

Bender, D.R., & Baker, P.D. How to do better what we already know 
how to do. Clearing House, 1979, 52, 362-365. 

Beyer, B.K. Inquiry in the social studies classroc:m: A strategy 
for teaching. Columbus, Ohio: Charles E. Merrill, 1971. (a) 

Beyer, B.K. Teaching ooncepts in the classroom. In B.K. Beyer & 
A.N. Penna (Eds.), Concepts in the social studies. Washington: 
National Council for the Social Studies, 1971. (b) 

Bloan, B.S. Mastery leaming and its implication for curriculum 
developnent. In E. Eisner (Ed.), Confronting curriculum refonn. 
Boston: Little Brown, 1971. 

Bloan, B.S. (Ed.), Taxonany of educational objectives, handbook I: 
Cognitive dcmain. New York: McKay, 1956. 

Breiter, J., & Menne, J. A p:rocedure for textbook evaluation 
illustrated by an analysis of fifth-grade social studies texts. 
1974. (Eric Document Reproduction Service No. ED 132 130) 

British Columbia Ministry of Education. Detailed analysis of 
leaming resources social oonsiderations. Victoria, B.C.: 
CUrriculum Developnent Branch, 1981. 

British Columbia Ministry of E.ducation. EPIE infonnation. 
Victoria, B.C.: CUrricul um Developnent Branch, 1980. 

British Columbia Ministry of E.ducation. EPIEfonn A '79. 
Victoria, B.C.: CUrriculum Develoµnent Branch, 1979. 

British Columbia Ministry of E.ducation. EPIE training package. 
Victoria, B.C.: CUrriculum Develoµnent Branch, 1980 (draft). 



141 

British Columbia Ministry of Education. Proposed curriculum guide 
social studies, K-11. Victoria, B. C. : Queen's Printer, 1980. 

Brodbelt, s. Using mathenatical criteria for selecting social 
studies textl:x::oks. Clearing House, 1972, 46, 487-492. 

Brubaker, D.L., Sinon, L.H., & Williams, J.W. A conceptual 
fr~rk for social studies curriculum and instruction. Social 
Education, 1977, 41, 201-205. 

B:runer, J. The act of disa::>vecy. In R.F. Allen, J.V. Fleckenstein 
& P .M. Lyon (Eds.) , Inquiry in the social studies. Washington: 
National Council for the Social Studies, 1968. 

B:runer, J. Structure in learning. In G. Hass, J. Bondi & J. Wiles 
(Eds.), Cl..L.rriculum planning a neM approach. Boston: Allyn and 
Bacon, 1974. 

Connell, W.F., Andersen, W.E., Debus, R.L., Howie, G., Maclaine, A.G., 
Miller, T.W.G., Neale, M.D., Spearitt, D., Wylie, J.P., Campbell, 
W.J., & Verco, D.J .A. The foundations of education. Sydney, 
Australia: Ian Novak, 1967. 

Crabtree, c. 
J. Fair & 
studies. 
1967. 

supporting reflective thinking in the classroan. In 
F.R. Shaftel (Eds.), Effective thinking in the social 
Washington: National Council for the Social Studies, 

cutback protest billed April 29. Victoria Times-Colonist, April 3, 
1982. 

Davies, I.K. " Taxonomies of objectives. In D.E. Orlosky and B.O. 
Smith (Eds.) , CUrriculum developnent issues and insights. Chicago: 
Rand McNally, 1978. 

Davis, J.E., & Eckenrod, J.S. A process for selecting instructional 
materials. Social Education, 1972, 36, 714-717. 

Dewey, J. How we think. Boston: D.C. Heath, 1933. 

Dicks, s., DeCarie, G., & Collins, J. What content? What under­
standing? Reactions to teaching Canada for the '80s. History 
and Social Science Teacher, 1978, 14, 41-45. 

Dunfee, M., & Sagl, H. Social studies through problem solving: A 
challenge to elementa:ry teachers. New York: Holt, Rinehart and 
Winston, 1966. 



142 

Eash, M.J. Camnents on problems in the developnent of instJ:uments 
for evaluating curricula. In J. Weiss (F.d.), CUrriculum evalua­
tion: Potential and reality. Toronto: Ontario Institute for 
Studies in Education, .1972. (b) 

Eash, M.J. Developing an instrument for assessing instructional 
materials. In J. Weiss (F.d.), CUrriculum evaluation: Potential 
and reality. Toronto: Ontario Institute for Studies in F.duca­
tion, 1972. (a) 

Eash, M.J., & Rasher, S.P. Improving local curriculum adoption 
decision making through the use of criterion referenced eval­
uation: A case study in social studies. Paper presented at 
the AERA annual meeting, Toronto, March, 1978. 

Ebel, R.L. Objectives: A close look. Phi Delta Kappan, 1970, 
52, 171-173. 

Educational Products Information Exchanqe Institute. Improving 
- - . ma:terials . selection procedures; A basic "how to II handbook. 

No. 54. Nav York: Author, 1973. 

Eisner, E.W. Instructional and expressive educational objectives: 
Their fonnulation and use in curriculum. In W.J. Popham, E.W. 
Eisner, H.J. Sullivan, & L. Tyler (Eds.), Instru.ctional objec­
tives. Chicago: Rand McNally, 1969. 

Eisner, E.W. The irap:Jverished mind. Educational Leadership, 
1978, 35, 15-23. 

Eisner, E.W. The use of qualitative fonns of evaluation for 
irrproving educational practice. Educational Evaluation and 
Policy Anal·:fSiS, 1979, 1,(6), 11-19. 

Eraut, M.' Goad, L.' & Smith, G. 
materials. Brighton, England: 

The analyis of curriculum 
University of Sussex, 1975. 

Fair, J. Skills in thinking. In D.G. Kaufman (F.d.), Developing 
decision making skills. Arlington, Virginia: National Council 
for the Social Studies, 1977. 

Fenton, E. The inquiry approach. ExPloration, 1967, 2 (2), 2-3. (a) 

Fenton, E. Inquiry and stru.cture. In R.F. Allen, J.V. Fleckenstein 
& P .M. Lyon (Eds.) , Inqui:ry in the social studies. Washi.'1gton: 
National Council for the Social Studies, 1968. 

Fenton, E. The new social studies. New York: Holt Rinehart and 
Winston, 1967. (b) 

Fetsko, W. Textbooks and the new social studies. The Social 
Studies, 1979, 70(2), 51-55. 



143 

Fetter, W.R. An evaluation instrument for instructional naterials. 
Educational Technology, 1978, 18(10), 55-56. 

Fry, E. Fry's readability graph: Classification, validity, and 
extension to level 17. Journal of Reading, 1977, 20, 242-252. 

Gagne, R.M. Behavioral objecives? Yes! 
J. Wiles (Eds.), curriculum planning: 
Allyn & Bacon, 1974. 

In G. Hass, J. Bondi & 
A new approach. Boston: 

Greene, M. Eeuality/excellence. Unpublished, undated paper dis­
tributed at University of Victoria by J.B. Macdonald, Sumner 1980. 

Haefle, D.L. How to evaluate thee, teacher - let me count the ways. 
Phi Delta Kappan, 1980, 61, 349-352. 

Harrison, C. Readability in the classroom. Cambridge: Cambridge 
University Press, 1980. 

Harty, S. Who produced these teaching naterials? Today's Education, 
1978, 67(4), 62-63. 

Hodgetts, A.B., & Gallagher, P. Teaching Canada for the '80s. 
Toronto: Ontario Institute for Studies in Education, 1978. 

Huebner, D. CUrricular language and classrocm meanings. 
In J.B. Macdonald & R.R. Leeper (Eds.), Language and meaning. 
Washington: Association for Supervision and CUrriculum Develop­
ment, NF.A, 1966. 

Hug, W.E. Are they appropriate? That's the question. Today's 
Education, 1978, .§1(4), 63-64. 

II:Win, J .w., & Davis, C.A. Assessing readability: The checklist 
approach. Journal of Reading, 1980, l!_, 124-130. 

Jantzen, S.L. What textbooks will be like in 1985. Media and 
Methods, 1979, 15(5), 70-72. 

Keeler, B.T. The results are in. ATA Magazine, 1982, 69(3), 30. 

Kliebard, H.M. In search of rrodes of inquiry. In R.F. Allen, 
J.V. Fleckenstein & P.M. Lyon (Eds.), Inqui.ry in the social 
studies. Washington: National Council for the Social Studies, 
1968. 

Krathwohl, D.R., Bloan, B.S., & Masia, B.B. Taxonany of educational 
objectives, handl:cok II: Affective danain. New York, McKay, 
1964. 



144 

Krause, K.C. Do' s and don 'ts in evaluating textbooks. Joumal of 
Reading, 1976, 20, 212-214. 

Lee, J .R. Teaching social studies in the elementary sch(X)l. 
New York: Free Press, 1974. 

Macdonald, J.B. An evaluation of evaluation. Urban Review, 1974, 
1(1)' 3-14. 

Mann, J.S. Curriculum criticism. Teacher's COllege Record, 1969, 
71(1), 27-40). 

Mason, G., & Ayers, J .D. Objectives and measurable outcomes. 
Education reports. Victoria, B.C.: University of Victoria, 
1980. 

Massialas, B.G. The inqui:ry approach to social studies. 
Exploration, 1967, l (2) , 8-10. 

Massialas, B.G., & Cox, B. Inquiry in social studies. New York: 
McGraw Hill, 1966. 

Maxim, G.W. Methods of teaching social studies to elementarv 
schcol children. Columbus, Ohio: Charles E. Merrill, 1977. 

McNeil, J.D. CUrriculum, a cgnprehensive introduction. Boston: 
Little, Brown, 1977. 

Milbum, G. Social studies curriculum materials evaluated? 
History and Social Science Teacher, 1977, 12, 237-241. 

M::>rine, G. , & M::>rine, H. Discovery: A challenge to teachers. 
Engl~ Cliffs, N .J. : Prentice ·Hall, 1973. 

Morrissett, I. Project span; Analysis and proposals for the 
1980s. Social Education, 1980, 44, 558-560. 

Morrissett, I., Hawke, s., & Superka, D.P. Six problems for 
social studies in the 1980s. Social Education, 1980, 44, 561-569. 

Morrissett, I., Stevens, W.W., & w:xxlley, C.P. A m:xiel for analyzing 
curriculum materials and classroan transactions. In D.M. Fraser 
(Ed.), Social studies curriculum develognent: Prospects and 
problans. Washington: National council for the Social Studies, 
1969. 

Morrissett, I., Superka, D.P., & Hawke, S. 
irrproving social studies in the 1980s. 
44, 570-576. 

Reccmnendations for 
Social Education, 1980, 



Muir, S.P. Testing a case for ingulry social studies in the 
elementary school. Social Education , 1979, fl, 385- 387. 

145 

Nichols, A.S ., & Ochoa, A. Evaluating t extl:xx)ks for elementary 
social studies : Criteria for the 'seventies. Social Education , 
1971, 35, 290-294 ;304. 

Oliner , P.M. Teaching elenentary socia l studies . New York : 
Harcourt Brace Jovanovich , 1976. 

Orlosky, D.E . , & Smith, B.O. Aims and objectives in curricul um 
planning . In D.E. Orlosky & B.O. Smith (Eds.), curriculum 
develoanent issues and insights . Chicago: Rand McNally, 1978. 

Parker, I. Personal intervi ew, J anuary 30, 1981. 

Parker, I. The social studies curriculum revision June 1980. 
Horizon , 1980 , 19(1), 14-15. 

Pennock , C.D. Social studies text}x)()ks in grades 4 through 7: 
Are they really too hard? Exploration , 1974, 14(2), 66- 73. 

Raygor, A.L. The Raygor r eadability estimate : A quick and easy 
way to determine difficulty. In P.D. Pearson (Ed . ), Readi ng : 
Theory, research, and practice. Clemson , S.C.: National Reading 
Conference , 1977. 

Rosenshine , B. Problems in t.l-ie deve loµnent of ins truments for 
evaluating curricula. In J. Weiss (Ed. ), Curriculum evaluation: 
Potentiality and reality . Toronto: Ontario Instit ute for Studies 
in Education 1 1972. 

Rothe, J.P . Evaluating social issue mat erials before implementation . 
Horizon , 1980, 19(1), 30-32. 

Saunders , N. Changing strategies of instruction: Three case 
examples: In D.M. Fraser (Ed.), Social studies curriculum 
devel opment : Prospects and problems . Washington: National 
Cow-1cil for the Social Studies, 1969. 

Sirron, R.I. Aesthetic criticism ari.d curriculutt descripti on. 
curriculum Inquiry, 1977, 2, 107-120 . 

Suchman, J.R. Leaming through inquiry. In R.F. Allen, J.V. 
Fleckenstein & P .M. Lyon (Eds .) , ~~ry in tJ1e social studies . 
Washington : National Council for the Social Studies , 1968. 

Taba, H. Implementing thinking as an objective in social studies . 
In J. Fair & F.R. Shafte l (Eds.), Effective !_llir1..king in the soci,~);_ 
.§_tudies. Washington : National Council for the Soci al Studies , 

1967. 



146 

Teachers call for reduced ~rkload. Medicine Hat News, April 13, 
1982, p. 2. 

Tan, A. An approach to selecting arrong social studies curricula. 
St. Louis: Central Midwestern Regional :Education Lal:oratory, 
1977. 

Toaney, R. Teachers' approaches to curriculum planning. Curriculum 
Inquiry, 1977, l, 121-129. 

Trustees preparing for major budget reductions. Salmon Ann Observer, 
March 31, 1982, pp. 1;9. 

Tyler, R.W. Basic principles of curriculum and instnlction. Chicago: 
University of Chicago Press, 1950. 

Vallance, E. The application of aesthetic criticism to curriculum 
materials: Arguments and issues. Paper presented at the AERA 
convention, San Francisoo, April 1976. 

Vallance, E. The landscape of "the great plains experience." 
CUrriculum Inquiry, 1977, 2, 87-105. 

Wanning, E.O., & Baber, E.C. Touchstones for textl:xx)k selection. 
Phi Delta Kappan, 1980, 61, 694-695. 

Watson, G. What do we know about learning? In G. Hass, J. Bondi & 
J. Wiles (Eds.) ., Curriculum planning: A new approach. Boston: 
Allyn & Baoon, 1974. 

Webster's new oollegiate dictionary. Toronto: Thcm3.S Allen & Son, 
1979. 

Welch, W.W. Serre problems in evaluating a national curriculum 
project. In J. Weiss (Ed.), CUrriculum evaluation: Potential 
and reality. Toronto: Ontario Institute for Studies in 
Education, 1972. 

Wilson, R.J. 
curricul urn. 
203-206. 

Three faces of evaluation: Students, teachers, 
History and Social Science Teacher. 1977, 12, 

W'.X)dley, C.P., & Drisooll, L.A. A rrodel and suggestions for eval­
uating decision-making skills. In D.G. Kurfrnan (Ed.), Developing 
decision making skills. Arlington, Virginia: National Council 
for the Social Studies, 1977. 

Zenger, W.F., & Zenger, S.K. Handbook for evaluating and selecting 
textbcx)ks. Bel.nont, California: Fearon Publishers, 1976. 



APPENDIX 

A Proposed Instrume..rit for Detenn:i.ning 

Suitability of Text.b:::loks for Curriculum 

in Elenentary Social Studies 

1. O Textbook Info:r:mation Sheet 

1.1 Title of textbook 
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-----------------
1. 2 If part of _a series, list series title . ________ _ 

1.3 Autix:,r(s) 

1.4 Grade level(s) __________________ _ 

1.5 Age level (s) of students _____________ _ 

1.6 Major the:nes or areas of study ___________ _ 

l. 7 Basic to curriculum or supplementary ________ _ 

1.8 Publisher ___________________ _ 

1.9 Copyright date/revisions _____________ _ 

1.10 Number of pages _________________ _ 

1.11 Textl:ook cost __________________ _ 

1.12 Analyst's name and/or number ____________ _ 

1.13 Date reviewed __________________ _ 

1.14 CCirments --------------------
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2. 0 C--eneral Description of the Textl:ook 

2.1 Is the cover strong, attractive, and of lasting quality? 
D:,es the binding appear durable enough to withstand sev­
eral years of use? D:, the covers and pages ope..-ri flat 
for easy student use? 

2.2 Is the paper of good quality, durable, and free fran glare? 
Is the print sharp and clear, of good contrast, and of a 
size appropriate to grade level? Is the type varied to pro­
vide attractive, easy-to-read pages. 

2.3 Is the cost of the textl:ook reasonable in canparison to 
other texts of similar quality? Are additional support 
materials required? If so, what is their cost and avail­
ability? 

2. 4 Are suitable titles, headings, and sub-headings included? 
Are the main ideas of paragraphs, chapters, and subsections 

.clearly stated and suitably expanded? Are surmiaries in­
cluded at the ends of each chapter, topic, or unit? Is an 
index, table of contents, and glossary included in the 
text? 

2.5 roes the text contain up-to-date infomiation and statis­
tics? Is current technology and a true picture of today's 
society presented? 

2.6 Are illustrations and photographs of good quality, inter­
esting to students, relevant to textual material? Are 
illustrations and photographs contar!p)rary, not dated by 
dress, unless their purp::,se is to p:Jrtray a eo._...-f:ain period 
in history? Are illustrations placed near the textual 
material they refer to? 

2.7 Are tables, graphs, maps, and charts cu..~t, appropriate, 
easy to read and decipher, and placed near references in 
the text? Are captions for the tables, maps, and charts 
clearly written and printed in a suitable size type? 

2.8 Additional o::imments about the general descriptive aspects 
of the textbook. 
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3.0 Student Interest and M:Jtivation 

3.1 Is the text interesting and acceptable to the target 
students? Coes the text consistently deronstrate the 
relationship betweo..n the knowledge presented and the 
learner's own life situation? Is there adequate 
variety in presentation of the material to retain 
student interest? 

3.2 Are the vocabulary levels, type of language, and topics 
presented appealing ·to an audience which may varJ accord­
ing to sex, aptitude, ethnic origi...-1, and interests? Is 
the material designed for students at the proper grade 
level? can the material be used successfully by low, 
average, and high ability students? 

3.3 Do the activities and exercises presented serve to rcoti­
vate, stimulate curiousity, and present challenges to the 
learner? Do out of class readings and projects provide 
additional stimulation of student interest? 

3. 4 Are special cc:mpetencies necessary for students to use the 
text successfully? I£ so, are these caTipetencies identi­
fied clearly in the text or teacher's manual? Are readi­
ness materials provided where special social or cognitive 
skills are required for entry into a chapter or unit? 
Are alternative sources of readiness materials identified? 
How could the text material have been written to develop 
entry canpetencies as the units progress? 

3.5 Are entry p:,ints indicated so that students can begin or 
teJ:Jiti.nate activities at certain places in the text accord­
ing to interest, ability, or ti.Ire constraints? Are these 
entry p:,ints logical so that a:mcepts and generalizations 
specified in the curriculum will still be learned? 

3 • 6 Is the tine and activity load of the student taken into 
consideration? Hew much time is required prior to study 
of the units or sections for developnent of vocabulary, 
familiarization with concepts, and gathering of additional 
materials? Is this ti."!le ccmnitment reasonable for students 
at this age or grade level? 

3 • .7 Additional a:mrents on student interest, rrotivation, or 
entry cc:mpetencies as related to the textl:cok. 
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4.0 content 

4.1 What are the major topics, thanes, or skills covered .in 
the text'? Are they congruent with the topics or skills 
specified in the curriculum? Are these topics, themes, 
or skills presented at a suitable level for the students 
woo are expect_od to use the text? Is there sufficient 
material .in the text to adequately cover the curriculum 
requiranents? 

4.2 COes the text anploy an objective writing style that is 
clear in explanation and 2mphasis? Coes the text anploy 
proper te.nninology, granmar, and sentence structure? Are 
historical and chronological facts accurate and reliable 
with reference, whenever E=Qssible, to original documents? 

4.3' D:>es the text use a clear, explicit concep'b.lal f~rk 
which the student can follow? Is the material present._od 
.in a rational order and a logical sequence? Is provision 
made for branching out along a particularly .interesting 
or relevant path'? Is there prevision for returning to 
a topic which may be re-examined in light of study .in a 
subsequent unit? 

4.4 Are clearly statedr or :unplied, principles or general­
izations developed .in the text? Are these ideas related 
to social issues and presented in such a way as to encour­
age· :i.nquirJ? Are-values oriented questions presented 
along with several E=Q.ints of view, but with no "right" or 
''wrong" answers specified? 

4. 5 Are controversial issues which are address·ed in the text 
of interest to students at the target age/grade level? Is 
enough .infomation available for the topics being studied 
to allow inqully and decision-making processes to be used 
by students? 

4.6 Are data and E=Q.ints of view fran many disciplines present 
.in text materiai? Are itans such as sources of .info.ona-:­
tion, a:mflicting evidence, possible sources of bias, and 
recent developnents, sub.ject to critical analysis in the 
text? 

4.7 roes the knowleqge presented in the text support an under­
standing of geographical, ecological, historical, and pop­
ulation patterns of people? Are ideas and generalizations 
drawn from the studies of various cultures? Are these 
cultures and the.ir ideas presented .in an intelligent, non­
biased, anpathetic manner? 
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4.8 can the text be used as a basic reference source for study 
and i..nquiJ:y? toes the text a:mtain rraterial not readily 
available in other sources?. Are the materials presented 
in such a way as to explorena-1 directions and dimensions 
of the topic? 

4.9 Additional ccmnents about the content of the textl:cok. 

5.0 reamer Goals and Objectives 

5.1 How are general goals stated and developed in the text? 
A.re they explicit or implicit in the presentation of 
materials? Are the general goals congruent with the 
goals stated in the curriculum guide? How do problans, 
exercises, readings, and activities directly or indi­
rectly develop the general goals of the curriculum? 

5.2 Coes the manual provide the teacher with exarrples for 
writing day-to-day lesson plans in behavioral objective 
fonn? co such objectives specify behavior or action 
that the student will perfo:rrn, under what conditions 
the behavior will occur, and the level of perfm:mance 
the student must reach? A.re suggested behavioral 
objectives congruent with the objectives specified 
in the curriculum guide? 

5.3 What should students be able to do generally in the 
a,gnitive danain? A.re students required to perfomt 
processes in the cognitive dona.in which involve the 
Bloan"s taxoncrny steps of: acquiring knowledge, 
a:rnprehension, application, analysis, synt.ii.esis, and 
evaluation? Are these processes balanced without 
undue emphasis on the first tv.o steps? CO these 
cognitive processes fit with the curriculum guide 
reccrrmendations for t.ii.e course? 

5.4 Are exercises included which require students to 
operate in the affective danain? A.re students re­
quired to examine value positio:ns? CO the exercises 
encourage the steps in taxonany such as: 
awareness of values, res;:onse to values, stating 
one's own values, organizing values into a system, 
and intexnalization of values in the student's own 
life? Are the affective comp::ments of the text 
congrue.11t with reo:mnendations f.:ran the curriculum 
guide? 

5.5 Additional a:mnents about lea.mer goals and objectives 
presented in the text and the teacher 1 s manual. 
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6. O Teacher Preoa.-...a_tion and Met.1iodology 

6.1 Examine the rraterials thoroughly and describe a typical 
lesson. Explain t.1.e presentation, activities, exe..-rcises, 
and evaluation procedures suggested for this lesson. 

6.2 Are various flexible, adaptive approaches to the text 
such as ex;;:osition, games, role-playing, debate, simula­
tion, research, discussion, class presentation, rrodel­
building, note-making, and similar activities encouraged 
by the manual or text? Are individual teaching styles 
provided for? 

. 6. 3 Coes the manual provide the teacher with diagnostic tests 
or suggestions for reviewing students' conceptual and ex­
perie.11.tial backgrounds? Are any diagnostic tests .included 
with the manual easy to mark and .interpret? Co tl1ese tests 
provide enough valid infonnation to be useful to teachers? 

6.4 Coes the manual and/or text allow the teacher to provide 
for .individual differences and learning styles of students? 
Are adequate remedial or enrichnl:nt activities or exercises 
provided? If not, are sources for such material .indicated 
in the manual? Are lists of suggested materials for each 
lesson or unit provided? 

6.5 Is rm.ich of the content of the text written to facilitate 
teaching by the .inquiry method? Coes the manual suggest 
inquiry orie.11.ted teaching activities and exercises based 
on the text material? If little or no guidance is sup­
plied for inquiry teaching, can text materials be easily 
adapted for the .inquiry node of teaching required by the 
curriculum guide? 

6.6 Coes the rranual encourage the teacher to use higher 
levels of Bloom's taxonany for questions and assign­
I'CE.Ilts presented to students? Are decision-making 
activities explained and developed in the manual to 
facilitate the the teaching-leaming process? 

6.7 Coes the manual suggest how teachers may encourage 
student input as t.11e activities in the text are ex­
plored? Is teaching for creative thinking encouraged 
by the manual, or is the stude.11.t required to supply 
the "right" answers? Cces the manual explain and 
encourage the use of Kratm.ol 's taxonany as tb.e teacher 
directs the student toward examination of values raised 
in the text? 
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6.8 Coes the manual explain hcM the teacher may saretimes 
use the text as a vehicle for L"1dependent activities or 
study by the student? Are ·defi."li.tions and technical 
teI:ms used in t.11e text explained clearly, and at a level 
which can be i.mderstood by a student vA:Jrking independently 
on a topic or unit? Are supplenentary run-off sheets or 
masters included in the m:mual to provide additional guid­
ance for suidents vA:J.rking independently? 

6.9 Coes the manual clearly deronstrate to the teacher hownew 
concepts developed in the text are linked to the average 
stude."lt I s experiential background or prior k:ncwledge? Are 
activities and knowledge fran the course clearly trans­
ferable to events the student may expect to face in the 
future? 

6.10 Coes the manual state how much teacher time is needed to 
, cover each l.lll.it? Is this reasonable in vie,, of the time 

allott...od for the subject? F.ow much pre-preparation by 
the teacher is required before beginning the teaching of 
each unit? 

6.ll What knowledge, skills, and attitudes are demanded of the 
teacher if the textl::x:lok is to be adequately used? Are 
these factors clearly spelled out in the manual? What spe­
cial training, if any, is required? W::mld in-service 
training be necessary, or highly desirable, for teachers 
who plan to use this text? If in-service is deemed to be 
desirable, what type of training v,0.1ld be rrost suitable, 
and haw much time ~uld be required for the training? 

6.12 Is the teacher provided with a sufficient number of 
exara;>les for each new concept int..---oduced in the text? 
Is the number of concepts introduced in each section 
or unit suitable for the leaming capacities of the 
target students? Are canprehensive follow-up activities 
included in the manual to help provide reinforcanent of 
concepts and learning from earlier lessons? 

6.13 Coes the manual provide a reproduction of each page of 
the student's text along with background infomation, 
notes,-and suggestions for teaching the material in the 
text? Are infonnaticn and sample lessons fran actual 
use by ot.11er teachers provided? 

6.14 Additional a::mnents about teacher -methodology and prep­
aration. 
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7.0 Evaluation of Students 

7.1 Is the main focus of student evaluation in the textl::ook 
or the teacher's manual affective, psycham:ltor, cogni­
tive, or a cc:mbination? Are there appropriate testing 
materials to evaluate both process and product lea.ming? 
Is the valid.icy and reliabilicy of the tests discussed 
in the manual? 

7.2 Are fonnative evaluation processes included to guide 
learning and instruction? Are there any self-evaluation 
exercises included for student use? 

7.3 How are the main topics covered in the units or sections 
evaluated? I:x,es the evaluation refer to clearly measur­
able outcc:mes which are congruent with the content, 
methodology, and goals of the text and curriculum? Are 
levels of canpetency specified for rreasurable outa:mes? 

7.4 Additional ccmnents about evaluation of students. 

8.0 Evaluation and Testing of the Textbook 

8 .1 Has the text been previewed by experts in the field or by 
one of the reputable testing consortia such as EPIE or 
01AS? Is it possible to obtain results fran a library, 
fran the publisher, or from outside agencies? Are details 
of field-testing included in the teacher's manual and are 
the results of such testing easily verifiable? 

8.2 Are anecdotal results obtainable fran teachers who have 
used the text in the province and/or in other provinces? 
Are statistical results fran testing by teachers in the 
province and/or other provinces available? What is the 
significance of these results? 

8.3 Additional a:mnents about evaluation and testing of the text. 
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9.0 Readability of a Textl:ook 

9.1 Determine the appropriate reading grade range using one 
of the standard fo!l!ll.llae supplied with the t...~g pack­
age i.e. Spache or .Mugford, plus one other measure such 
as the Fry or Raygor graph supplied with the training 
package. 

9.2 Is the concept load of the textual materials appropriate 
for students at the age or grade level in question? 
Are the number of ooncepts introduced in each section of 
the text canensurate with the learning capacities of the 
students? 1M:,uld rrany of the ooncepts, if used without 
explanation, · be familiar to rrost stude.Tlts? 

9.3 Are there sufficient examples for the student to be able 
to read the materials and understand the main ooncepts 
presented with a rnin.iIInJm of teacher aid? Are ooncrete 
and abstract ~rds used clearly and in oontext with ex­
amples, definitions, and explanations to add clarity and 
relevance to the text materials? 

9.4 Is the technical and non-technical vocabula.J:Y used in the 
text clear and easily 1.mderstood with the help of context 
clues? Are pronunciations and meanings of difficult ~rds 
supplied? Are tec.'mical ~rds used in the context of 
essential, Sl.IP!?Ortive, or supplementary nature? 

9.5 Is the developnental sequencing of ideas clear, logical, 
and in small enough steps for students to follow easily? 

9.6 Are sentences in the text of a suitable length and can­
plexity for students at this age/grade level? Are dif­
ferent kinds of sentences used to provide a varied pace 
and interest for students? Is the writing style . fomal 
or oonversational? 

9.7 What surmiazy statenents can be made about the readability 
of the textl:cok? Additional cc:mnents about the reading 
level of the textl:cok. 
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10.0 Social Considerations 

10.l Introduction: The social considerations analysis pro­
vides the selectors of leaming ro--SOUrees with descriptive 
info:oration relevant to any PJtential concerns that appear 
in the content or its presentation. The nature of t.'u.s 
analysis requires that the analyst ro--ad · the text thor­
oughly and examine the visuals. Such a close reading of 
the entire text nay not occur at any other stage of the 
selection process. 

There are certain aspects which are .L.--aportant to consider 
in the analysis of both print and visual components of the 
text. Keep these in mind while completing the analysis: 

10 .1.1 Author's tone. The author's attitude toward the mate­
rials and/or audience. These attitudes tend to influ­
ence all features of the textl:cok. 

10 • l. 2 An error by anission. This may be difficult to ident­
ify because the analyst must carefully examine what is 
included in order to deter:mine what is absent. It is 
.important to note that the author may ide."1.tify errors 
by emission and clarify the reasoning for these. 

10.1.3 The extent of the reference. Where a reference re­
ceives little attention in the text the analyst should 
indicate this treatment jus.t as :more extensive refer­
ences should be recorded :iS such. 

10 .1. 4 The frequency of occurrence. A potential concern with 
multiple references s..1'"1ould be indicated as such • . 

10.l.S The setting. This influences author's tone and pre­
sentation of the content. The time period when the 
naterial was written or written al:out, the social 
situation, and geographical location are features of 
the context that provide insight into potential con­
cerns. For example, it is not valid to imp:)se pre­
sent values on sixteenth century literature. The 
text should reflect the values of the day. 

10.2 Language usage will vary depending on the user and the 
setting in which it is used. It is important to note that 
not only should the usage be suited to the context, but 
also, the usage should be appropriate to the audience. 
This is particularly tJ:ue for a student audience who nay 
oot be nature enough and/or woo may lack the experiential 
background necessary to understand and appreciate given 
usage. 

Consider the follOWlllg for both text and visuals; ccmne..11.t 
fully paying pa..t'"<-icular attention to the frequency of 
occurrence and extent of the references (quote accurately 
with page references). 



10.2.1 
10.2.2. 
10.2.3 
10.2.4 
10.2.5 

10 .2.6 

10 .2. 7 
10.2.8 

use of profanity 
use of incorrect gramnar 
use of slang or jargon 
use of dialect; fo.onal or info.rrnal style 
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users of aoove language fonns (personality traits, 
arotions, interests, actvi ties, physical features and 
appearance, age, socio-econanic status, family set­
ting) 
setting of given language usage (ti.ma period, social 
situation, geographical location, circumstances sur­
rounding the reference, m::od, degree of fo.rrnality) 
author's tone 
error by anission 

10.3 Ethnic groups may be identified by various traits which 
include race, language, national or geographical origin, 
custans, and religion. Ethnic references are manifested 
in the personal traits and circumstances, attitudes, and 
actions of its group me:nbers. · 

Consider the following for l::oth text and visuals; a:mrent 
fully paying particular attention to the frequency of 
occurrence and extent of the references (quote accurately 
with page references) • 

10 .3 .l 

10 .3 .2 

10 .3 .3 

10.3.4 
10 .3 .s 
10.3.6 

manbers (personality, t...~ts, erotions, interests, 
activities, physical features and appearance, age, 
socio-econanic status, family setting) 
relationship with others (ethnic members and other 
members of society) 
setting of the reference ( time period,. social situ­
ation, geographical location, circumstances surround­
ing the reference, rrcod, degree of fo.rrnality) 
descriptive language used 
author's tone 
error by omission 

10. 4 References to sexual roles surf ace in t."le portrayals of 
men and~- These sexual role portrayals depend on 
the personal traits and circumstances, attitudes, and 
actions of men and w::::men. 
COnsider the following for l::oth text and visuals; cannent 
fully paying particular attention to the frequency .of 
occurrence and extent of the references (quote accurately 
with page references). 



10 .4.1 
10.4.2 

10.4.3 

10.4.4 
10.4.5 
10 .4 .6. 
10 .4~ 7 

158 

the roles presented (what are they?) 
setting of the reference (time period, social situ­
ation, geographical location, circumstances surround­
ing the reference, m:x:xi, degree of foIJilality) 
the role players (persor..ality traits, em:itions, in­
terests, activities, physical features and appearance, 
age, socio-econanic status, family setting) 
relationship with others (within and between sexes) 
descriptive language used 
author's tone 
error by emission 

10.5 Belief systans are organized sets of doctrines or ideas 
about sane philosophy, being, or phenanenon. CUl ts, phi­
losophies, p::>litical vieNS, and religions are all examples 
of belief systems. Ref ero--I1ces to belief systems emerge in 
the personal traits, circumstances, attitudes, and actions 
of their manbers. The treat:m:nt of these members by non­
members provides further insights. 

COnsider the following for l::oth text and visuals; comnent 
fully paying particular attention to the frequency of 
occurrence and extent of the references (quote accurately 
with page references). 

10.S .1 
10.s.2 

10.S.3 
10.S .4 

10.S.S 
10.5.6 

nature of the system (what characterizes it?) 
group members (personality, traits, enotions, inter­
ests, activities, physical features and appearance, 
age, socio-ea:,nanic status, family setting) 
relationship with others (rranbers and non-members) 
setting of the reference (time period, social situ­
ation, geographical location, circumstances surmund­
Lrig the reference, rrood, degree of fonnality) 
author' s tone 
error by anission 

10.6 Violent events can be l::oth physical and em:itional. They 
may take such fo:i:m.s as hand-to-hand fighting, the use of 
weapons, torture, venal abuse, accident, horror, etc. 
These fo:nns of violence vary in t.11.eir degree of social 
acceptability. The violence of everyday events may vary 
depending on the setting and the participants • Further, 
their effects range depending on how the author presents 
them. 

Consider the fallowing for l::oth text and visuals; catment 
fully paying particular attention to the frequency of 
occurrence and extent of the refero--I1ces (quote accurately 
with page references). 



10.6.l 
10.6.2 

10.6.3 

10.6.4 
1D .6.5 

10.6.6 
10.6.7 
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the act of violence itself 
the setting of the violence {time period, social sit­
uation, geographical location, circtJmstances surround­
ing the reference, rrcod, degree of fomality) 
participants (personality, traits, errotions, inter­
ests, activities, physical features and appearance, 
age, socio-ea:manic status, family setting) 
degree of e.xplicitness 
the function of the viole.'1Ce (is it central to a 
major thane or tmit found in the content?) 
auth::)r I s tone 
error by emission 

10.7 Sexual references vary depending on the degree to which 
they are either explicit or implicit, the setting in which 
they occur, and their. participants. Sexual references in­
clude descriptions of the human b:Jdy, refere.."1.ces to sexual 
activity, sexual exploitation, etc. Further the effect of 
these references varies depending on their role in the 
oontent and the manner in which they are presented. 

consider the following for l::oth text and visuals: ccmnent 
fully paying particular attention to the frequency of 
occurrences and extent of the references (quote accurately 
with page references). 

10.7.1 
10.7.2 

10.7.3 

10. 7 .. 4 
10.7.5 
10.7.6 

the sexual reference itself 
the setting of the reference (time period, social 
situation, gcegraphical location, circumstances sur­
rounding the reference, rrood, degree of fonnality) 
participants (personality, traits, errotions, inter­
ests, activities, physical features and appearance, 
age, socio-economic status, family setting) 
degree of e.xplicitness 
author's tone 
error by omission 

10.8 Age portrayals deal with the presentation of members of 
different age groups and their treatment by other members 
of society.. References to the generation gap, the aged, 
parent-child relationships, etc., are to be oonsidered. 

consider the following for ooth text and visuals: carment 
fully paying particular attention to the frequency of 
occurrence and extent of the references (quote accurately 
with page refero--nces) 



10.8.1 

10.8.2 

10.8.3 

10.8.4 
10.8.S 
10.8.6 
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members (personality, Em)tions, traits, activities, 
physical features and appearance, socio-eronanic 
status, family setting) 
setting of the portrayal (time period, social sit­
uation, geographical location, circumstances surround­
ing the reference, m:::od., degree of foma.J.i ty) 
relationship with others (group rrenbers and other 
nanbers of society) 
descriptive language used 
author's tone 
error by anission 

10.9 References to social class tend to separate out groups of 
people fran other manbers of society. Social class dis­
tinctions are often revealed in t.-ie i;:ortrayals .of class 
menl:ers, their circumstances, and treatment by others. 

Consider the following for both text and visuals; o:rment 
fully paying particular attention to the frequency of 
occurrence and extent of the references (quote accurately 
with page references) 

10.9.1 

10.9.2 

10 .9 .3 

10.9.4 
10.9.S 
10.9.6 

manbers (personality, em:)tions, traits, interests, 
activities, physical features and appearance, age, 
socio-ecnnanic status, family setting) 
setting of the reference (time period, social sit­
uation, geographical location, circumstances surratmd­
ing the reference, m::od, degree of fomality) 
relationship with others (class members and other 
rcenbers of society) 
descriptive language used 
author's tone 
error by emission 

10 .10 There may be other considerations in t..11e inst....~ctional 
material not covered by the al:::ove carm:nts. Cannent on 
any of the following aspects encountered in the materials. 

10.10.1 rroral issues (these might include use/abuse of drugs, 
alcoh:)l, the law ••• or such things as gambling, 
slavery, nuclear anns ••• ) 

10.10.2 family structure 
10.10.3 management and labor relations 
10.10.4 references to atypical individuals (those who depart 

fran the no:rm either mentally, physically, or arotion­
ally) 

10.10.5 any other references which are social issues 
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For the topics arove, or any other considerations deared 
.important, quote accurately with page references. Con­
sider the following for both text and visuals; a:mnent 
fully paying particular attention to the frequency of 
occurrence and extent of the references. 

10.10.6 representatives or members (personality, interests, 
traits, arotions, activities, physical features and 
appearance, socio-economic status, family setting) 

10.10. 7 . setting of the reference (ti.-ne period, social sit­
uation, goegraphical location, circumstances sur­
rounding the reference, m:od, degree of fol:m:llity) 

10.10.8 descriptive l anguage used 
10.10.9 author's tone 
10.10.10 error by anission 

ll.O Aesthetic Review of the Text.took 

This section requires a "change of gears" by the analyst. 
Here, the reviewer is asked to resp:ind as subjectively as 
necessary in order to examine the textl:ook at a "feeling" 
level. 'Ihe reviewer should state 'What he or she likes or 
dislikes, finds appealing or unappealing, finds interesting 
or uninteresting. Moreover, the reviewer may examine the 
material in the text from any aesthetic point of view such 
as the use of color, use of language, f low of language, or 
any other consideration he may prefer. This subjective 
view of the text should be written nuch as an art or 
music critic writes a review of a display or perfomiance. 

12. 0 General Cri tioue and Reo:mnendations 

Write a brief overall surrmary and critique of the text .with 
reo:mnendations for or against adoption of the text as a 
prescribed or authorized resource for the age or grade level 
being considered. Reasons should be stated for your assessment. 
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