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Chapter 1
INTRODUCTION

Conceptual teaching has become a central theme among social
studies educators within the last decade. Hullfish and Smith
succinctly described the importance of the process of conceptualization:

It has frequently been said, and with reason,

that all the purposes of education appropriate for

a democratic culture could be advanced were each

classroom progressively to enhance the conceptual

life of its students.l

The National Council for the Social Studies (NCSS) in 1957 and
1971 issued position statements supporting teaching the structures of
the social science disciplines as well as a list of concepts and values
for kindergarten through grade fourteen.2 Along with this impetus for
action from the NCSS, the publication of Jerome S. Bruner's The Process

3

of Education” influenced the national social studies curriculum projects

to emphasize the major concepts of the social science disciplines.

Bruner contended that the heart of any discipline consisted of
a series of major ideas or relationships which explained the facts of
that particular field. These major ideas or relationships were con-
sidered the structures of the disciplines. Bruner pointed out that
unconnected sets of facts "had a pitiably short half-life in memory."4
He further observed:

. « . understanding fundamental ideas makes a
subject more comprehensible, This is true not only in
physics and mathematics, where we have principally

illustrated the point, but equally in the social
studies and literature, Once one has grasped the



fundamental idea that a nation must trade in order to

live, then such a presumably special phenomenon as the

Triangular Trade of the American colonies becomes

altogether simpler to understand as something more

than commerce in molasses, sugar cane, rum, and slaves

in an atmosphere of violation of British trade

regulations.
Bruner's work in concept development convinced him that these funda-
mental ideas, or concepts, could be taught to almost every child at
any age and ability level in some intellectually honest manner. ©

Bruner's influence on the major curriculum projects in the
1960's has been investigated and reported by Sanders and Tanck.’
These researchers discovered an overwhelming reliance on Brumer's
theory as it related to the new social studies curriculum movement.
Examples of the several projects and curricula which emphasized
Bruner's structural idea theory are:

1. Greater Cleveland Social Studies Program,

2. Providence (Rhode Island) Social Studies Curriculum Study,

3. High School Geography Project,

4, Taba Curriculum Project at San Francisco State,

5. Amherst College Basic Concepts in History and Social Sciences,

6. Syracuse University Major Concepts for Social Studies,

7. Curriculum and Materials program of the Board of Education

of the City of New York,

8. Social Studies Framework for the Public Schools of

California, and

9, A Conceptual Framework for the Social Studies in Wisconsin

Schools.8



The several projects have generally met with wide acceptance
and approval, but certain factors have been present which emphasized
some aspects of the projects at the expense of others. One aspect that
has received widespread concern is the textbook. Teachers have long
relied on the textbook as the main source of classroom instruction.
Thurber remarked in 1913 that '"the method of actual teaching in
American schools . . . centers in the textbook."9 Sixty years later,
Trachtenberg reported the same state of education.lo

The Educational Products Information Exchange Institute
surveyed educators and producers of instructional materials and
announced that "the textbook remains the basic instructional tool."ll
Capron, Charles and Kleiman investigated the new social studies
projects and the textbook industry and concluded:

Even though the social studies curriculum materials
revolution of the Sixties ushered in much competition

for the traditional textbook, textbooks are still very

much with us . . .. Thus, any comprehensive treatment
of today's social studies . ., , must deal with textbooks.

12

With this apparent emphasis on textbooks, several scholars
have called for research into the content and method of social studies
textbooks, What has resulted are several "content" analyses of text-
books. Recognizing the lack of a '"concept" analysis of textbooks,
Martorella indicated the failure of some curriculum designers to
match selected concepts and instructional materials:

Little empirical or even logical evidence has been
adduced to indicate . . . that curricular materials labeled

as 'concept oriented' do, in fact, produce the outcomes
specified.1



THE PROBLEM

Statement of the Problem

The problem of this study was to conduct a concept analysis of
middle school basal American history textbooks in‘order to determine
the extent to which selected social studies concepts are included.
Specifically, this study was concerned with a list of eighteen
substantive concepts which were formulated by the Syracuse University
Social Studies Curriculum Center.14 These concepts were modeled and

applied to selected textbooks in a concept analysis system.

Sub-problems. There were two sub-problems associated with

this study and which were basic to its purpose:

1. How many of the Syracuse concepts were included in each
textbook?

2. To what extent were the concepts given a major or minor

treatment?

Need for the Study

A concept analysis of middle school American history basal
textbooks seems appropriate in light of the growing concern for concept
teaching and the prominent position middle schools have found in the
American school structure, It is noteworthy that not one dissertation
has a title that includes "concept analysis' within it, or, for that
matter, has pursued a concept analysis of textbooks within a model-

building framework, 12



Scientific model building has been advanced as an instructional
strategy for social studies education., Beyer and Larkin are well-
known social studies educators using models and recommending their
usefulness in student analysis of concepts.16 Models are constructed
so that an idea, object or system can be studied more closely. It
was felt that self-constructed models of selected major concepts
could be used to analyze textbooks for various inclusions of concepts
and their attributes.

If a major goal of social studies education--concept teaching--
is to be adhered to, then conceptual analyses of textbooks are needed.
With textbooks being attacked in various regions and for several
reasons, the need is all the more evident for textbook analyses that
provide data of the conceptual adequacy of selected materials.
Therefore, this study was intended to contribute to the data on
conceptual analysis as it related to textbooks., Additional
considerations included these reasons:

1. This study should provide a workable and useful tool for
those planning to write concept-oriented materials.

2. This study should provide evaluative assistance to
curriculum committees in selecting concept-oriented materials.

3. This study hopefully will influence others to investigate
the potential of the process of model building as a tool of social

studies education in curriculum design, development and evaluation.



Delimitations

With the selection of the major concepts of the Syracuse
University Social Studies Curriculum Center, it is assumed that not
every social studies educator agrees with this classification,
However, after examining several lists of concepts developed by other
centers, agencies, state departments of education and curriculum
projects, this investigator found much similarity of concepts.17
Thus, it is acknowledged that not all scholaré in the social science
disciplines agree on the key concepts of their disciplines. There
are those who do not even advocate a conceptually organized discipline.
These scholars support other patterns of organization such as topical,
a strict discipline approach, or merely all social studies.

This concept analysis study used only the substantive concepts
of the Syracuse Center. It selected these substantive concepts over
the Center's other groups--the value and methodological concepts--
because the eighteen substantive concepts are somewhat more
distinguishable and less subject to overlap with other concepts,

Even so, the problem of overlap between concepts was one of concern in
an analysis system such as the present study.

This study conceptually analyzed a selected group of middle
school basal American history textbooks. It was not the intent of
this study to conduct a concept analysis of all the textbooks avail-
able for middle school American history programs, or to label any

textbook or publisher as unworthy of adoption.



ORGANIZATION OF THE STUDY

Chapter 1 has discussed the need for the study, the problem
and sub-problems, delimitations of the problem and the structure by
chapters.

Chapter 2 presents a revieﬁ of the related literature and
research,

Chapter 3 describes the method and procedures of the study.

Chapter 4 gives an analysis and interpretation of the data.

Chapter 5 provides a summary, conclusions, discussions

and recommendations.
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Chapter 2
REVIEW OF THE LITERATURE

The review of the literature focused uponAfour areas of
research related to the purposes and functioning of a concept analysis
of textbooks. These four areas of research included: (1) literature
related to the development of the Syracuse University Social Studies
Curriculum Center and its concepts, (2) literature related to concepts
and concept development, (3) literature related to model building or
modeling and (4) literature related to textbook analysis.

After reviewing the literature, three important distinctions
need expression as they related to the present study. As far as
could be ascertained (1) no study used a concept analysis system based
on models for analyzing the concepts of social studies textbooks and
as the basis for collecting the data as will be performed in the
present study, (2) no study has used the '"Major Concepts'" developed by
the Syracuse University Social Studies Curriculum Center as the
classification basis for the analysis of textbooks and (3) no study
has modeled the individual concepts each purported to be analyzing.
Thus, the research of literature revealed no relevant studies to

the specific objectives of this study.

10
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SYRACUSE UNIVERSITY SOCIAL STUDIES CURRICULUM CENTERl

Recognizing the need for curriculum materials that reflected a
concept structure, Dr. Roy A. Price and others at Syracuse University
initiated plans for a curriculum center under a grant from the United
States Office of Education. The Syracuse Center, according to Price,
had three main objectives:

1. Identification of major concepts from the

social sciences and allied disciplines that appear to

be appropriate for elementary and secondary programs

in social studies,

2. Examination of the major workways of these
disciplines, such as organizing principles, readiness

to pursue empirical data, willingness to discard

unwarranted assumptions, awareness of the differences

between solid evidence and simply informed opinion,

and subordination of subjective preference to

objective evidence, and

3. Development and evaluation, at three or more

grade levels, of illustrative materials for use by

teachers and students that effectively translate the

concepts and workways into classroom practice.2
Prior to the opening of the Center, several seminars were held to
identify the major ideas of the social sciences that should be the
main emphases of the social studies. The guiding philosophy of the
Center also evolved from these seminars. This philosophy embodied
the belief that the way to understand any discipline was to study its
structure--its basic ideas or concepts. The ideas of Brumer had a
notable effect on the Center in its approach to concept development.

With these ideas of the social sciences established, the
Syracuse Center began the task of identifying the major concepts for

the social studies. The Center spent a year and a half identifying

thirty-four major concepts which were divided into three groupings:
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substantive, value and methodological concepts.3 The substantive, or
broad, concepts included:
1. sovereignty
2, conflict
3. industrialization - urbanization syndrome
4, secularization
5. compromise and adjustment
6. comparative advantage
7. power
8. morality and choice
9. scarcity
10. input and output
11. saving
12, modified market economy
13. habitat
14, culture
15. dinstitution
16. social control
17. social change
18, interaction
The value concepts were:
1. dignity of man
2, empathy
3. 1loyalty
4, government by consent of the governed

5. freedom and equality
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The methodological concepts included:
1. historical method and point of view
2, the geographical approach
3. causation
4, observation, classification and measurement
5. analysis and synthesis
6. questions and answers
7. objectivity
8. skepticism
9. interpretation
10. evaluation
11, evidence
The concepts which the Center identified were not restricted
to any one discipline but broad enough to apply to several disciplines,
For example, Price illustrated the concept of power and its associa-
tion with political science, sociology, history and economics.4 The
Center did not attempt to develop a comprehensive conceptual structure
for the social studies curriculum, It did not have the time or the
resources and as Price pointed out, a conceptual structure for the
social studies may be premature because the disciplines themselves
have no reasonably agreed upon structure to offer.5
The Syracuse Center staff--Price, Dr. Warren L. Hickman and
Mrs, Verna S. Fancett--after presenting their progress at the 1965 and
1966 annual conferences of the National Council for the Social Studies,

discovered that these concepts needed further definition and
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clarification., Thus, another year was spent developing the defini-
tions, Materials emphasizing these concepts were then designed and
field tested. Following this testing, the Center decided to revise
and further develop these materials for commercial publication. Dr.
Brian J. Larkin, who joined the staff in 1972 as Project Coordinator,
assumed the major role of developing the Syracuse concepts for their
eventual publication. 1In 1975, the materials were published by
Macmillan in a series of eighteen concept studies entitled Concepts

for Social Studies., These publications, in part, have been incorpor-

ated into the conceptual models that the textbooks will be analyzed
against,

Engle and Longstreet explicitly stated the reason for this
study using the Syracuse concepts: the Syracuse concepts have generally

been the "starting point for all who were dealing with concepts."6

CONCEPTS AND CONCEPT DEVELOPMENT

The term concept holds a prominent place in the vocabulary of
social studies education today. Unfortunately, it has an aura of
uncertainty surrounding it. This uncertaiﬁty is tied to the almost
endless number of attempts to define it. Representative examples of
the definitions seem confusing, but they do help to illustrate some
commonly held beliefs relating to concepts.

Russell explained a concept as follows:

. « . a concept is a generalization about related

data . . . . The concept . . . 1s usually organized as
a result of a group of related sensations, percepts,



terms:

arbitrary association. A concept is an abstraction."

dilemma:

15

and images with a label attached to them . . . . They
are . . . an important element in thinking,”

Brownell and Hendrickson visualized a concept in more abstract

"A concept is far more than a 'word,' far more than an

8

Odegard summed up what may be the essence of the concept

Concepts, like other things, come in many shapes
and sizes and with varying degrees of significance.
They also play different roles. Some merely seek to
describe and define what is, some to outline what ought
to be, and others to predict what will be or could be
under certain circumstances.

Quillen and Hanna introduced a simpler definition that has

been frequently noted in the literature:

A concept is a general idea, usually expressed
by a word, which represents a class or group of
things or actions having certain characteristics in
common.

A final definition by Bruner, Goodnow and Austin needs

inclusion due to the major impact their work has had in concept

development. These investigators observed:

We have found it more meaningful to regard a
concept as a network of significant inferences by
which one goes beyond a set of observed critical
properties exhibited by an object or event to the
class identity of the object or event in question,
and thence to additional inferences about other
unobserved properties of the object or event., We
see an object that is red, shiny, and roundish, and
infer that it is an apple; we are then enabled to
infer further that 'if it is an apple, it is also
edible, juicy, will rot if left unrefrigerated, etc.'
The working definition of a concept is the network
of inferences that are or may be set into play by
an act or categorization.
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Concepts have often been confused with other terms. In

fact, Martorella reported:

. . . the term 'concept' has become a catch-
all category for cognitive operations and frequently
is often used synonymously with 'idea,' '%eneraliza—
tion,' 'structure,' 'topic,' or 'labels.'l2

One way to better understand concepts is to compare them to facts
and generalizations. Fancett described the relationships of these

three terms:

A fact is an item of information or data. It
is unique and can be checked for accuracy. A concept
is a synthesis of a number of things a person has
experienced, It is a mental image continually open
to change that may or may not be represented by words
or symbols, It is an abstraction or general idea which
results from grouping items that have certain qualities
or characteristics in common. It is individual in
nature since no two persons arrive at exactly the same
conclusions., A generalized statement is an expression
of the relationship between two or more concepts.l3

When a concept is understood in light of the preceding compari-
son, students and teachers should next realize how concepts help them
in their learning and teaching. Fancett's analysis of the benefits of
concept teaching are presented for illustration:

Concepts help students:

1) learn how to think about social studies
materials,

2) relate information to the world around

3) remember what they have learned, and
4) make decisions about what to think, feel,

Concepts help teachers:
1) determine goals and objectives,

2) provide structure for a course or program,
and

3) focus on key ideas 1in social studies.l4
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A final aspect of concepts that this study explored was concept
development. Concept development begins in early life and is active
throughout life. Ausubel's work commented directly to this point:

« + . concepts . , . are typically acquired
during the post-infancy, preschool, and early
elementary school years as a result of inductive
processing of verbal and nonverbal concrete-
empirical experience—-typicallg through autonomous
problem solving or discovery.1

Concepts are learned in and out of the classroom. In the
classroom the teacher, the textbook and other materials or experiences
are very influential in concept development. After completing several
investigations of concept development strategies, this writer dis-

covered a significant agreement on developing and teaching concepts

by such scholars as Decaroli, Fancett, Gagne/, Hunt and Metcalf.16

These studies would for the most part agree with the following
strategy for concept development:

1. Identify these cognitive elements:
a. the symbol for the concept
b. major attributes of the concept
c. examples of the concept that have the
specified attributes
d. nonexamples of the concept
2. Present the examples and nonexamples to
students and have them identify the major attri-
butes, identifying the examples by concept symbol
so that students associate attributes with it.
3. Have students define the concept by listing
its major attributes.
4, Present more examples and nonexamples and
have students tell which are or are not examples
and give reasons why.
5. Have the students find and identify new
examples,
6. Evaluate student learning by seeing whether
students can identify examples and nonexamples and
can find or create new examples.17
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The foregoing strategy also coincides with the concept development

theory and research of Bruner and his associates and Hunt.18

MODELING

Modeling or model building has been referred to as '"the key to
conceptualizing our understanding of a situation,"1? Creating models
as exemplified in the present study entails just that. Brodbeck
found that "the term 'model' appears with incréasing frequency in
recent social science literature."?0 Silvern's examination of the
contributions of educational systems reached this same conclusion-~-
that the use of models is a recent development.21 Parsons and Shaftel
discovered "the development of models has become such a major part
of current educational thinking that many large curriculum projects
have defined this as their primary purpose."22 With this emphasis on
models and their application to the present study, an investigation of
the meaning and the utility of the modeling process became imperative.

Models are generally considered schematic representations and

can serve as guides to learning and instruction. Belth implied this

when he said: "By means of the specific models we use, the world
takes on order, meaning, accountability, value and direction for us."23
In providing direction to the model builder, models also enhance the
perceiver's awareness and insight into various objects, events or

w24

systems. "A good model," observed Lippitt, "can enhance perception.
Therein, lies the value and utility of models. The same study remarked

that "any model is valuable when it improves our understanding of
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obscure behavioral characteristics more than would be possible by
observing the real system . . . a model can more quickly provide
knowledge of conditions not observable in real life,"%>

Modeling as expressed in the words of the aforementioned
studies is a distinctive tool for making analyses of certain systems
of data. The process itself has been clearly explained by Borko:

The construction of a model, as a scientific

procedure, is founded on the belief that there can

be order and reason in the mind, if not in the real

world. The construction of a model is closely

related to the steps used in the scientific method.26
Thus, with Borko suggesting that model building approaches being
scientific, and Lippitt asserting that "model-building is a science
to the extent that it is based on recognition of the scientific
process,'" the value of this tool seems justified.27

Models, according to Lippitt, are '"neither true or false nor
complete or incomplete . . . only useful or non—useful."28 The test
of usefulness must depend on the model being realistic, accurate
and helpful. The models in the present study are considered realistic
and accurate as they represent a synthesis of the major concepts and

their attributes as delineated by the Syracuse University Social

Studies Curriculum Center.
TEXTBOOK ANALYSIS

There seems to be an overwhelming consensus from research
studies that textbooks are here to stay. At the same time, these

same sources have called for analyses of these textbooks. The pleas
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have been both followed and ignored. One of the first twentieth
century studies to analyze textbooks and recommend further analysis
was completed by Charles H. Judd. Writing in 1918, Judd observed:

There is no influence in American schools which
does more to determine what is taught to pupils than
does the text-book, Yet this important factor in our
educational system has until recent years altogether
escaped critical study.

In 1962, the Davis study concluded that textbooks continued to be

the primary form of educational communication, but noted the uneven

application of research to the many aspects of print materials.30

Trachtenberg's recent research further updated the prominent and solid

position textbooks hold in American education as well as the need

for continued analysis of these materials.31

The textbook itself has been analyzed most frequently in
regard to content. The analyses of textbooks have assumed from the
beginning that textbooks, because they influence students in various
ways, were a valid source of research. Quillen illustrated the usual
patterns of textbook analysis with this description:

1. the selection of the most frequently used
textbooks and other teaching materials as well as
courses of study;

2. the identification of important topics
and accurate and desirable contents;

3. the analysis of the textbooks and other
materials in terms of these topics, noting quantity
of content, accuracy, objectivity, balance, tone,
and adequacy;

4, the presentation of the findings in
expository form, using tables to present quantita-
tive data and quotations to illustrate the nature
and quality of content; and

5. 1listing the conclusions of the study and
making recommendations for the improvement of textbooks
and other teaching materials in the area studied.32
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Concerning textbook content analyses that have investigated
concept usage or concepts included, the most recently reported study
was that of Israel in 1970.33 Her study analyzed a number of
Mississippi state-adopted intermediate grade textbooks for inclusion
of a set of concepts developed by Jarolimek. This study revealed
inadequate inclusion of the concepts., Using a check list of the
concepts and generalizations being investigated, Israel analyzed the
books for concepts covered and how much space was devoted to each.
Her study pointed out the need for further study into the concepts
of the social science disciplines and their inclusion in elementary
textbooks,

High conducted a study of sixth grade world geography text-
books in regard to the political concepts included in them.34 She
then analyzed selected books for the coverage of these political
concepts. She reported an inadequate treatment of these political
concepts in most of the examined textbooks.

Schomburg investigated the inclusion of selected geographical
concepts in fourth and sixth grade textbooks.3? He chose the nine
basic concepts developed by the National Council for Geographic
Education. He concluded that these concepts received very little
emphasis when compared with the total number of paragraphs in each
textbook.

Johnson reported on the content of fifth and eighth grade
American history textbooks.36 He chose the eighty-nine concepts

developed by a previous study at Northwestern University and applied
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these to the textbooks, He found that of the 42,458 usages of the
terms in ten books, only 1000 usages were at the level of definition,
illustration or explanation. This study also concluded that sixty oﬁt
of eighty-nine concepts were omitted or virtually ignored in fifth
grade books, and forty-four concepts were ignored in the eighth grade
books.,

Few follow up studies have been reported in the literature,
One, however, seemed worthy of mention. Manolakes, in 1958, researched
elementary socilal studies textbooks to determine their adequacy in
presenting the concept of the worth and dignity of the individual, 37

He took this concept from the list of Concepts and Values of the

National Council for the Social Studies. He developed four descriptive
categories for his analysis:
1. verbalizations or statements of the concept;
2. experiences which included pictures, charts,
graphs and other visual materials;
3. student activities suggested by the author; and
4, evidences of reinforcement of the concept in a
later part of the book,
Manolakes reported that this concept was most generally a descriptive
statement, was not adequately reinforced and was often omitted which
caused distortions at times in the concept presentation.
Six years later, Schwartz performed an analysis of elementary
social studies textbooks using the same concept and the same format

of the study conducted by Manolakes.38

She reported the same
inadequate coverage of the concept of the worth and dignity of the

individual. She did note that there was a sizable increase in the

material in middle grade books that reflected this concept.
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With the foregoing studies reporting the rather neglected
state of textbook inclusion and usage of concepts, this study focused
on a concept analysis of textbooks which appears to be both timely
and appropriate. The research of the literature revealed no pertinent

concept analyses of textbooks that related to this study.
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Chapter 3
METHOD AND PROCEDURES

The concept analysis system developed for this study
represented a technique and method that had not been previously
attempted as far as the literature revealed. This system had as its
primary focus the analyzing of textbooks in regard to their concept
inclusion. Specifically, the textbooks were analyzed to determine
the inclusion and development of the eighteen substantive concepts
formulated by the Syracuse University Social Studies Curriculum Center.

These concepts were modeled in order that the categories of
the concepts were clearly specified for the individual conducting such
a concept analysis, Also, the concepts were modeled so that the
various textbooks to be analyzed could be applied to them.

Each modeled concept represented the definition, explanation
or description of it as reflected by the two research reports on
major concepts in the social studies released by the Syracuse Center.1
It was felt that this representation of thevCenter‘s understanding of
the concept could best provide a reliable guide to the individually
modeled concept. Therefore, this concept analysis system identified
as its samples the eighteen substantive concepts of the Syracuse
Center. Harre reported that the distinction and identification of the
source and subject of a model was necessary for a concept analysis
model.2 This was achieved by reference to the Syracuse concepts.

These models were the working definitions of the various concepts used

27
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in this study. Again, it was assumed that not every social studies
educator agreed with these selected concepts. WNevertheless, these
concepts represented a starting point in the development of this
concept analysis system,

This concept analysis system was intended to inquire into
the very entities that go into concept presentation and development
in textbooks. This analysis system was devised to clearly show the
extent to which certain concepts in textbooks Qere presented and
developed. These objectives of a concept analysis were met by modeling
the concept showing its internal structure and then applying it to a
textbook.

Ultimately, a concept analysis is an objective, systematic
and quantitative description of the concepts included in a textbook.
To a large extent, a concept analysis is closely related to the well-
known research technique of content or documentary analysis. Berelson,
a leading content analysis theorist, defined content analysis as "a
research technique for objective, systematic, and quantitative
description of the manifest content of communication,"3 Budd, Thorp
and Donohew further described content analysis as "a systematic
technique for analyzing message content handling . . . a tool for
observing and analyzing the overt communication behavior of selected
communication."4 In regards to the relationship between a concept
analysis and a content analysis, this study used the two-stage

procedure often recommended for a content analysis.
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The first stage consisted of coding the eighteen substantive
concepts and their separate categories that made up the concept
model, FEach textbook was also coded. This codification consisted
of designating a numeral or letter for each category of the modeled
concept, Coding instructions defined each dimension of the modeled
concept as well as the textbook.

The second stage consisted of combining the modeled concept
analysis data to refer to the textbooks as a wﬁole——which was simply
counting the number of units in each part of the modeled concept,
This frequency count showed how predominant that concept category was

within the textbook as a whole as well as within all the textbooks

under analysis. This stage is described later in the present chapter.

Materials

In selecting the sample of materials--basal middle school
American history textbooks--for this study, it was decided to use the
Virginia High School Basal Textbook List of the State Department of
Education. This list contained eleven textbooks for eighth grade
American history which was selected as the target population due to
this investigator's academic background. The History, Government and
Geography Service of the Division of Secondary Education was asked to
provide information as to the most widely adopted textbooks for the
eighth grade. The Service responded to this request by sending its
reports on Virginia School Division Textbook Adoptions as well as

providing other data on textbooks used in Virginia schools.5 After
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analyzing this data, three of the most widely adopted textbooks
became the samples for analysis. Three textbooks were selected
because this concept analysis system required such a vast number of
data codings. These three textbooks were not all from any one

published series of social studies textbooks nor were they specifically

concept oriented. The three textbooks were:

1. Graff, Henry F. The Free and the Brave, Chicago:
Rand McNally, 1972,

2. Kenworthy, Leomard S. Decisions in United States History.

Lexington, Massachusetts: Ginn, 1972,

3. Weisberger, Bernard A. The Impact of Our Past. New York:

McGraw-Hill, 1972,

Coding of Data

Each of the eighteen substantive concepts was modeled according
to the descriptions for each provided by the concept research of the
Syracuse Center. Each model represented the working definition of
that particular concept as used in this study. For each model to be
applicable to the textbooks in this concept analysis system, a code
was established for designating the three textbooks, the eighteen
substantive concepts and the various main categories, sub-categories
and elements of each of the modeled concepts. Figure 1 represents
an illustration of a modeled concept.

The three textbooks were coded with arabic numerals. The
textbooks were coded as follows:

1. The Free and the Brave by Henry F. Graff
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2, Decisions in United States History by Leonard S. Kenworthy

3. The Impact of Our Past by Bernard A, Weisberger

The eighteen substantive concepts were coded with roman numerals

in the following manner:

I. Sovereignty
IT. Conflict
III. 1Industrialization - Urbanization Syndrome
IV. Secularization .
V. Compromise and Adjustment
VI. Comparative Advantage
VII. Power
VIII, Morality and Choice
IX. Scarcity
X. Input and Output
XI. Saving
XII. Modified Market Economy
XIII. Habitat
XIV, Culture
XV, Institution
XVI. Social Control
XVII. Social Change
XVIII. Interaction

Finally, the separate categories of each modeled concept were
coded with both capital and lower-case letters depending upon the

significance of the main categories, sub-categories and elements of
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the concept. Therefore, an "A" thru "Z" designated a main category of

a concept. A main category was defined in this study as a sub-

division or major descriptive part of the whole concept. For example,
the main categories of conflict might be described as causes, types,
variations, resolution and results. Secondly, an "a" thru "z"
designated a sub-category of the main category of the concept. A

sub-category was defined as a further division of the main category

which described the particular characteristics.of the main category.
For example, the sub-categories of conflict results could be described
as constructive and destructive. Each sub-category helped to further
describe and explain what conflict results represented. Thirdly, an
"aa" thru "zz" designated an element of the sub-category of the main
category of the concept. An element was defined as a division of

the sub-category which described the particular characteristics of

the sub-category. For example, an element of the sub-category of
destructive results could be called violence. Violence further
explained what was meant by destructive results. Refer to Figure 1.

(See Appendix A for the remaining seventeen modeled concepts.)



33

30TITJu0) jo Tapow 3deouon papo)

\II/
1e1931e11d

Hmquﬂ

Fene
A33ed;paTyl
55 uor3oy dnoisn
MMMWH”chH
uoIInTos9Y *9 uorssaadxy
70 °seq; 3o Ehom
“q °P

)erco.h 3IBTaEp nu\ﬂmﬂuwu

TesiaaTUp
Q
s321N0S3Y
7N\ wuuqu Suorarsda “oon sony
Tfuosiadug . mﬂaﬂummeoucu mnwm
"y 3y

gasne) ——
BUOSIDg e1aeas mcamMMMMm,uo v wawmwuo
.3 sad4y ‘e GMﬁumHNU\w .M A wiogys
g P _ 33
) SuoT3IeZIURS1g uoTleN

£q wmu:wmwum\ B UTYITM

Pazrue810s1q
‘3

7
kuﬂ:mmuo OT3sITE9Yy T3ISTTROY

T @an813

2ouaToTp
T1edT8dyg
‘ee —

paemy asTwoadwo)
$3ssado1qg 90 99
{avato1y |
‘q ™~
sdes20014 Uoryer
7 / wﬁucouwx
Teanpavold ek
e
uoy3
uoyaniosay wmﬂmmuwy FRUTTTTE
*a ‘qq ee )}

aATIdnI3saqg
‘q

spaaN 3o
uor3de]
-sT3e
*ee

£31u
*qq

43anoanp w>ﬁuu:pumcou
+33 ‘e

1271208
“PP

*d °q

—paadoo)d

Y *2D
uot3e2T r:||\\\



34

Data Collection Procedures

Each of the coded textbooks was given a page by page reading
for concept understanding and development with the modeled concepts
fixed in mind. Since each of the eighteen substantive concepts was
applied to the three textbooks, this study provided a total of fifty-
four coded units of concept analysis data. As the concept was intro-
duced, described or illustrated in the chapter sub-heading content, it
was so indicated on the Concept Analysis Data Work Sheet. This data
work sheet was developed for analyzing and coding the textbooks. (See
Appendix B.) It allowed for efficient handling of the coded infor-
mation relating to each textbook. Each sheet was numbered and.
included the specific code data and the textbook being analyzed.

The recording unit for this study was the chapter sub-heading.
These sub-headings were generally separate themes covered within a
chapter that were indicators of the chapter content. Berelson defined
a recording unit as '"the smallest body of content in which the appear-
ance of a reference is counted."6 In regard to the various illustra-
tions, the recording unit was a cartoon, map, picture, table or graph
which had the same weight or significance as the chapter sub-heading.
The page was selected as the unit of enumeration. It was defined by
Berelson as '"the basis on which the content is tabulated or reported."7
In both instances, however, where content was the main emphasis for
Berelson, the concept was the emphasis for this investigation.

Each time a concept was located in the chapter sub-heading

content, a coding was made. This coding reflected the page number the
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concept was found on, whether the concept was introduced in a chapter
sub-heading or an illustration, and the degree of description the
concept received. The degree of description indicated whether the
concept received a major or minor treatment.

A concept received a major treatment if it was the primary

focus or thrust of the content of the chapter sub-heading or illustra-
tion. A major treatment coding indicated that a main category, a
sub-category and someﬁimes an element of the ﬁodeled concept were
located within the chapter sub-heading content or illustration.

In determining the primary focus or thrust of the chapter
sub-heading content, the various sublevels of a concept are usually
discovered before the central concept itself. That is, an aspect
of conflict, such as war, would be located in the content before the
main idea of conflict was ascertained.

A concept received a minor treatment if it was described in

a sub-sub-heading within a particular chapter sub-heading. It
generally clarified or made more meaningful a majof concept or another
concept. A minor treatment coding indicated that a main category,
a sub-category and sometimes an element of the modeled concept were
located within the chapter sub-sub-heading content, or that only a
part of an illustration pertained to that concept or another concept.
(See Appendix C for an example of a textbook page that distinguishes
a sub-heading from a sub-sub-heading.)

The illustrations—-cartoons, maps, pictures, tables and

graphs—-were coded in this concept analysis because it was assumed
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that these textual materials significantly contributed to the
formulation, modification or clarification of a concept. It was
also noted that content analysis studies had for the most part
ignored these text components in their analysis systemsl Therefore,
this study provided data relating to selected visual materials

that usually were absent from research findings. Chapter questions
were not included in the analysis due to their nature, purpose or
intent. Obviously, textual questions can alsb contribute to the
understanding and development of a concept, but, in order to avoid
the confusion and controversy often associated with the intent

of such questions, this study did not code them in the analysis.

This concept analysis also did not include certain components
of the textbooks which were either examples of the value and method-
ological concepts or were not a part of the chapter sub-heading or
sub-sub-heading content. The components that fell into this category
were case studies, sociodramas and inquiry exercises. These
components were located within an unit or chapter introduction,
within a chapter but distinctly set off from the chapter contents
(sub-headings) by a special coloring emphasis or italicization, or
in a group of activities or exercises at the conclusion of a chapter
or unit. This study does not suggest or imply that these textual
components are insignificant or unable to contribute to concept
development within textbooks. They were only omitted for the reasons

stated above.
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A Substantive Concept Analysis Data Summary Sheet was
developed for reporting the findings of the textbook analysis as a
whole. (See Appendix D.) This form provided the following
information:

1. Total concepts described and omitted,

2, Total main categories described and omitted,

3. Total sub-categories described and omitted, and

4, Total elements described and omitﬁed.

Guidelines for Conducting a
Concept Analysis

The following outline summarizes the step by step procedures
involved in this concept analysis system:
1. Read and analyze each textbook page by page.
2. Determine the particular concept or concepts focused on
in the chapter sub-heading content or illustration,
3. After identifying one of the concepts, apply it to the
particular modeled concept by:
3.1. Looking for the possible main categories included
in the textual content.
3.2. Looking for the possible sub-categories.
3.3. Looking for the possible elements.
4, Make a coding on the Concept Analysis Data Work Sheet
regarding:
4.1. The textbook being analyzed.

4,11, Possible codings are: Books 1-3
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4.2. The particular modeled concept.
4,21, Possible codings are: I-XVIIL
4,3, The main categories described.
4,31, Possible codings are: A-Z
4,4, The sub-categories described.
4,41, Possible codings are: a-z
4.5. The elements described.
4,51, Possible codings areg aa-zz
4.6, The page where the concept, main category, sub-
category or element can be found.
4,61, The coding is a page number
4,7, Whether the concept, or a category af it, was

located within the chapter sub-heading content or an

illustration.
4,71. The coding is: 1, Chapter Sub-Heading
2. Cartoon
3. Map
4, Picture
5. Table
6. Graph

4.8. Make a coding as to whether the concept received a
major or minor treatment in the textual content.
4,81, The codings are: 1. Major or 2. Minor
4.811. A major treatment exists when the
concept is determined to have been the primary
focus or thrust of the chapter sub-heading content

or illustration.
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4,812, A minor treatment exists when the
concept was described in a sub-sub-heading under
a chapter sub-heading content, or for an illustra-
tion, that only a part of it related to the concept
or another concept.
5. Combine the codings into workable data findings for listing
on a Concept Analysis Data Summary Sheet which shows:
5.1. How many Syracuse concepts ﬁere described or omitted.
5.2. How many main categories were described or omitted.
5.3. How many sub-categories were described or omitted.

5.4. How many elements were described or omitted.

Statistical Analysis of Data

The concept analysis data were treated both quantitatively
and qualitatively. Quantitatively, the number of times a concept,
or a category of it, appeared in the content of each of the textbooks
was noted. Qualitatively, each of the times a concept, or a category
of it was described, there was a coding made as to whether the concept
was given a major or minor treatment. A quantification was also
made of the pages devoted to the value or methodological concepts,
chapter questions, case studies, sociédfamas and inqﬁiry activities,
It should be reiterated that these textbook components were not
included in the analysis, but they have been quantified so that the
pages devoted to the substantive concepts of this study may be seen
in comparison. Finally, percentages were obtained for the occurrence

or non-occurrence of these items of data:



40

1. Chapter sub-headings pertaining to the eighteen substantive
concepts.,

2, Chapter sub-headings not pertaining to the eighteen
substantive concepts.

3. Chapter sub-sub-headings pertaining to the eighteen
substantive concepts.

4, Chapter sub-sub-headings not pertaining to the eighteen
substantive concepts. |

5. Illustrations pertaining to the eighteen substantive
concepts.

6. Illustrations not pertaining to the eighteen substantive
concepts.

Summary Tables for each of the eighteen substantive concepts
compile the results of the concept analysis to indicate the number of
occurrences of each concept and its categories in sub-headings,
sub-sub-headings and illustrations within each textbook.

Upon completion of the pilot concept analysis, a second
analysis was performed.8 This second analysis was necessary to
correct initial codings and to ascertain the various foci of the
chapter sub-headings or sub-sub-headings being analyzed.

Fox discussed the difficulty of determining the validity of
content analysis due to its uniquely personal or arbitrary nature.?
This was acknowledged in this concept analysis system. However, it
appeared from the literature of research that any descriptive,

documentary or historical type of research methodology was subject
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to this factor.lO Fox explained the value of such research and
concluded: '"There is no 'right' semantic code for a set of data;
many codes can be developed, each of which is organized on a logical,

rational perception of the data and the research purpose."ll
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Chapter 4
ANALYSIS AND INTERPRETATION OF THE DATA
INTRODUCTION

The purpose of this study was to develop a concept analysis
system which could be used to analyze textbooks in regard to the
concepts presented in them. Specifically, this concept analysis of
middle school American history textbooks was concerned with the
eighteen substantive concepts developed by the Syracuse University
Social Studies Curriculum Center. Each of these eighteen concepts
was modeled and applied to three of the most widely adopted eighth
grade American history textbooks in Virginia. These textbooks are
widely used throughout the United States and therefore makes the
presentation of the results of this study more far-reaching in their
implications concerning concept inclusion and development within
textbooks,

The aﬁalysis of the textbooks focuses on two main areas of
concern: first, the inclusion and presentation of the eighteen
substantive concepts in the three textbooks, and second, the overall
development or treatment that the concept and its categories received.

Data obtained from this concept analysis are displayed in
descriptive tables around which the discussion of this chapter will
center. Results involving the inclusion, presentation and develop-

ment of the eighteen substantive concepts are presented first. This
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is followed by a discussion of the treatments--major or minor--that

the concepts received. Finally, summaries of the data relating to

each of the textbooks are discussed. Also, it should be reiterated
that only the eighteen substantive concepts of the Syracuse Center

were used in this analysis system. Therefore, the data did not provide
any conclusive findings relating to either the Syracuse value or
methodological concepts. Further comment on these two concept areas

will be presented in Chapter 5,
RESULTS

The findings reported in this chapter are presented in
descriptive tables that relate to each of the eighteen substantive
concepts. Each table presents the occurrences of a particular
category of the concept as it was located within the chapter sub-
headings, sub-sub-headings and illustrations. Total occurrences are
obtained for all sub-headings, sub-sub-headings and illustratioms.
Since this study was not designed to categorize or label selected
textbooks or publishers as unworthy of adoption, only data findings
are presented and remarks relating to the worth or value of the

textbooks was not entertained.

Individual Treatment of Concept Models

Table 1 presents the compiled data codings from the three
textbooks for the substantive concept of sovereignty. As seen from
the table, the three textbooks did not reflect a wide usage of the

concept itself, or a category of it. For example, findings indicate
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that sovereignty received a total of eleven major treatments in the
293 coded sub-headings of the three textbooks. (Refer to Table 21
for the possible number of sub-headings, sub-sub-headings and
illustrations.) When the various illustrations are combined with
this number, since all the illustrations were analyzed as major
treatments, the concept of sovereignty received an additional forty-
two major treatments out of a possible 1556. This resulted in a
combined total of fifty-three major treatments'out of a possible
total of 1849, The degree of these treatments--major and minor--
is discussed in a later section in this chapter.

Table 2 displays the occurrences of the concept of conflict,
This concept, long recognized as a basic and fundamental concept of
social studies, has received a widespread usage throughout the three
textbooks as the table so illustrates, Conflict received 144
occurrences in the sub-headings of the three textbooks, 547 sub-sub-
heading occurrences and 583 occurrences in illustrations. These
numbers are obtained by adding the three textbook tbtals together.

Tables 3, 4, 5 and 6 are somewhat similar in the number of
occurrences of each of the respective concepts. It is worth noting

that these concepts--industrialization-urbanization syndrome,

secularization, compromise and adjustment and comparative advantage--

received very minimal coverage, but were present in the textbooks,
as the findings indicate, as clarifiers of another concept or concepts.
The industrialization-urbanization syndrome concept received a total

of five major treatments in the three textbooks and forty-five major
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treatments in the illustrations., Secularization received six major
treatments or occurrences in sub-headings as seen in Table 4,
Compromise and adjustment in Table 5 occurred in twelve sub-headings
and twenty illustrations. Comparative advantage in Table 6 occurred
fourteen times in sub-headings and ninety times in illustrationms.

Tables 7-13 represent the concepts of power, morality and

choice, scarcity, input and output, saving, modified market economy

and habitat., These tables delineate the various occurrences of the
concepts and their categories., As seen from the tables, these seven
substantive concepts were for all purposes absent from the three
textbooks, Sub-heading occurrences for these concepts and their
categories numbered 1, 0, 1, 0, 0, 3 and 1.

Tables 14 and 15--culture and institution--find themselves
in similar circumstances, for both indicate several occurrences of
the concept and its categories. However, when the tables are more
closely examined, the gaps within the concept itself become apparent.
The findings indicate a minimal coverage of the several layers or
levels of the central concept. This minimal coverage is seen in the
sub-categories and elements of the two concepts. The appearance of
several zeros indicates a lack of coverage.

Social control is the focus of Table 16. It is practically

omitted in the analysis findings with the exception of the codings
pointing out certain social control mechanisms such as laws. This

sub-category received thirteen codings.
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Table 17 shows that social change received forty-one codings

in sub-headings and 190 occurrences in illustrationms. _It was in 128
sub-sub-headings.

Finally, Table 18 presents the findings of the concept of
interaction. This concept received two occurrences in total sub-
headings and illustrations. The findings indicate this concept was
not often included in the three textbooks.

The aforementioned tables descriptively present the inclusion,
presentation and development of the selected concepts from the
textbooks.

Major Compilations of Substantive
Concepts

To determine the extent of the inclusion of the eighteen
substantive concepts within the three textbooks, next refer to Table
'19. These findings report the total number of major treatment codings
within each of the textbooks. It is important to mention that major
treatments were assigned the sub-headings of the chapters depending
upon the focus of the separate sub-headings. This table also
delineates the number of times that minor treatments were determined
in the separate textbooks. A minor treatment indicated that only
a concept or a part of it was located within the chapter at a level
below the sub-heading content. All illustrations were coded as
major treatments. The data in Table 19 have been combined in this
manner in order that the extent to which each of the eighteen substan-

tive concepts was presented in a textbook could be gleaned from the
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relatively brief table. From the data in the table, conflict
received the most major treatments in the three textbooks. It
received 200, 201 and 326 major treatments respectively. Culture
received the second most major treatments, those numbers being 184,
sixty-five and 177. . Social change was third in number of major
treatments, as it received a total of sixty-eight, thirty-four and
129 major treatments. Morality and choice and:saving received no
major treatments., Six concepts received less than ten major
treatments—--power, scarcity, input and output, modified market
economy, habitat and interaction. The above data was also presented
in Table 19 in order that the second sub-problem of this study could
be answered. These sub-problems were:

1. How many of the Syracuse substantive concepts were
included in each textbook?

2. To what extent were the concepts given a major or minor
treatment?

To the first question, the data of Table 26 show that text-
book one included fourteen of the eighteen concepts. It did not
include morality and choice, input and output, saving or interaction.
Textbook two presented seventeen of the concepts, omitting only the
concept of morality and choice. Textbook three omitted three of the
eighteen concepts—--morality and choice, scarcity and interaction,.
This is not to assert that these omitted concepts could not be found
in the textbooks but, that under the system this study employed, the

concepts were not located and coded.
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Table 20 further delineates the inclusions and omissions of
the sublevels of the modeled concepts: main categories, sub-
categories and elements. As seen from the table, textbook one
described thirty-eight main categories and omitted twenty-eight,
Textbook two described forty-four main categories and omitted
twenty-two., Textbook three included thirty-nine and omitted
twenty-seven of the main categories. There was a possible sixty-six
main categories within the eighteen modeled categories.

The total sub-categories of the modeled concepts numbered
240, Textbooks one, two and three described eighty-two, one hundred
and eighty-six categories respectively. These three textbooks omitted

the following number of sub-categories: 158, 140 and 154.

Table 20 also displays the occurrences of the 130 possible
elements of the concepts. Here, textbook one describes thirty-three
elements while omitting ninety-seven., Textbook two includes fifty
and omits eighty elements. Thirty-eight elements are described by
textbook three, while it omits ninety-two elements. The three
textbooks tend to describe or include fewer categories or sublevels
of the modeled concepts as indicated by Table 20. These findings
reflect upon the lack of a comprehensive coverage of the concepts.
In progressing from one level to another level of the concept, the
inclusions and descriptions of the various categories became less
and less discernible in the textbooks. Tables 1-18 and 20 supply

the necessary data for this lack of comprehensive coverage.
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One final aspect of the findings demanding attention is the
resulting data in Table 21. The compilation of this concept analysis
data furnishes results that were generally absent from previous
research. The research of the literature presented in Chapter 2
revealed a number of content analyses that investigated textbooks
for concept inélusion. Not one of these studies analyzed specific
illustrations such as maps, pictures, cartoons, tables and graphs.
These reported studies focused on all illustrations together and
then only to ascertain whether or not these illustrations were
representative examples of a selected group of concepts. The major
contribution of the findings reported here includes the modeled
concepts and the occurrences of the various categories of the concepts
within the textbooks. This concept analysis of the textbooks reveals
mucheneeded data on concept presentation and development in textbooks.
Where other studies looked only for the inclusion of general
political or geographical concepts, this study pursued the sublevel
occurrence of specific social studies concepts.

Table 21 presents the total number of possible coded items,
the total possible non-coded items and the percentages of occurrence
for each. These findings allow a more representative balance to be
formulated of the overall textbook development of the various codable
items. Of the total 389 sub-headings in the three textbooks, 293
sub-headings were coded. The ninety-six that were not coded repre-

sent the Syracuse value or methodological concepts, chapter questions,
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case studies, sociodramas and inquiry exercises. Textbook two coded
the most sub-headings, that percentage being 84.4%.

One thousand and eighty-eight sub-sub-headings were located
within the textbooks. Of these possible sub-sub-headings, 1015 were
coded. This figure represented an omission of only seventy-three
sub-sub-headings which were not substantive concept-oriented.
Textbook three had all of its sub-sub-headings coded and textbook
one had only one uncoded sub-sub-heading.

Table 21 also displays a comprehensive breakdown of specific
illustrations. Out of the total of 1899 illustrations, 1604 pictures
were discovered within this total. The eight tables reépresented the
least included illustrations. Fifteen hundred and fifty-six illus-
trations were codable. The remaining 343 were among those items not
coded., Pictures were the most often coded illustration as well as
being the most non-coded item. Pictures represented 1273 items of
the total 1556 coded illustrations, and 331 items out of the 343 non-
coded illustrations. This is due to the fact that pictures were the
most often used type of illustration, as well as the fact that pictures
were used in the textbooks for student interpretation or inquiry.
This usage represents a Syracuse methodological concept which was not
coded.

It can be asserted with some certainty then, that pictures,
among illustrations, are the primary vehicle for reinforcing and/or
clarifying a concept. An apparent lack of comprehensive coverage

exists with tables and graphs. Tables are represented in the
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textbooks only eight times while graphs are included twenty-four
times. A concern is expressed here for further study into the use
and non-use of these types of illustrations in regard to concept
presentation and development within textbooks.

Finally, Table 21 provides some basic information as to the
number of textbook pages devoted to the substantive concepts of this
study. Textbooks one and two are nearly equal in the percentage of
pages devoted to the substantive concepts. Textbook one devoted
75.3 percent and textbook two used 76.9 percent of their pages in
regard to the substantive concepts. Textbook three, which uses the
methodological concept of interpretation and historical method more
often, devoted only 67.4 percent of its pages to the substantive
concepts.

Percentages were also recorded on the table for pages devoted
to preliminary and concluding pages of the textbooks. These pages
accounted for 16.6 percent of textbook one, 8.7 percent of textbook
two and 13.2 percent of textbook three. These percentages reflect
the number of pages devoted to such textbook components as tables
of content, lists of maps, appendixes, bibliographies, glossaries
and indexes. These textual components were not included in this
analysis system because they were not part of the chapter sub-heading
content and were non-substantive concept in nature.

Chapter 5 will discuss conclusions and implications from this

study that may lend impetus and direction to future investigations.



Chapter 5
SUMMARY, CONCLUSIONS, DISCUSSIONS AND RECOMMENDATIONS

The purpose of this study was to conduct a concept analysis
of middle school American history textbooks to determine the extent
to which selected concepts are included. Specifically, this study
concerned itself with the eighteen substantive concepts developed
by the Syracuse University Social Studies Curriculum Center, These
concepts were modeled and applied to selected textbooks in a concept
analysis system. These concepts were used because of their applica-
bility and utility over other concept groups.

There were two sub-problems associated with this study. These
sub-problems were concerned with the number of Syracuse substantive
concepts included in each textbook and the extent to which these
concepts received a major or minor treatment. An overriding concern
of this study was the need to develop a system that could be used to
gather data of the conceptual adequacy of selected materials. A
concept analysis system was developed for this purpose. A concept
analysis is an objective, systematic and quantitative description of
the concepts included in a textbook or other material. It was
assumed that the results of this study would provide a tool for those
planning to write concept-oriented materials, provide evaluative
assistance to curriculum committees in selecting concept-oriented

materials and influence others to investigate the potential of the

90
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process of model-building as a tool of social studies education in
curriculum design, development and evaluation.

Previous research indicated that no studies had used a
concept analysis system based on models, no study had used the "major
concepts' developed by the Syracuse Center and no study had modeled
the individual concepts being used in the analysis. The literature
research focused on the development of the Syracuse Center and its
concepts, concepts and concept development, modeling and textbook
analysis., After extensive review, no relevant studies were discovered
that pertained to the specific objectives of this study.

The following outline summarizes the procedures involved in
this concept analysis system:

1. Read and analyze each textbook page by page.

2. Determine the particular concept or concepts focused on
in the chapter sub-heading content or illustration.

3. After identifying one of the concepts, apply it to the
particular modeled concept by:

3.1. Looking for the possible main categories included
in the textual content.

3.2, Looking for the possible sub-categories.

3.3. Looking for the possible elements.

4., Make a coding on the Concept Analysis Data Work Sheet
regarding:

4.1, The textbook being analyzed.

4,11, Possible codings are: Books 1-3
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4,2, The particular modeled concept.
4,21, Possible codings are: I-XVIII
4.3, The main categories described.

4.31. Possible codings are: A-2

4.4, The sub-categories described.
4,41, Possible codings are: a-z
4,5. The elements described.
4,51, Possible codings are: aa-zz
4.6. The page where the concept, main category, sub-
category or element can be found.
4.61. The coding is a page number
4,7. Whether the concept, or a category of if, was

located within the chapter sub-heading content or an

illustration.
4.71. The coding is: 1. Chapter Sub-Heading
2. Cartoon
3. Map
4, Picture
5. Table
6. Graph

4.8, Make a coding as to whether the concept received a
major or minor treatment in the textual content.
4,81. The codings are: 1. Major or 2, Minor
4.811. A major treatment exists when the
concept is determined to have been the primary
focus or thrust of the chapter sub-heading content

or illustration.
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4,812, A minor treatment exists when the
concept was described in sub-sub-headings under a
chapter sub-heading content, or for an illustration,
that only a part of it related to the concept or
another concept.

5. Combine the codings into workable data findings for listing
on a Substantive Concept Analysis Summary Sheet which shows:

5.1. How many Syracuse concépts were described or omitted.
5.2. How many main categories were described or omitted.
5.3. How many sub-categories were described or omitted.
5.4, How many elements were described or omitted.

In statistically analyzing the data, both qualitative and
quantitative measures were obtained., Qualitatively, each time a
concept or a category of it appeared, there was a coding made as to
whether the concept was given a major or minor treatment. Quantita-
tively, the number of occurrences of the concept and its categories,
chapter sub-headings, chapter sub-sub-headings and illustrations
were tallied. The number of instances of non—coded.items as well as
pages devoted to concepts was quantified. Descriptive tables dis-
played the various occurrences and non-occurrences of the concepts and

categories,
CONCLUSIONS

The findings of this original concept analysis system become

meaningful only when related to a basic question: Should the focus
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of social studies education be concept teaching? 1If the response
is indicative of recent social studies literature, then it is yes.
Thus, the findings do become meaningful to educators, textbook
writers and publishers. The findings when analyzed separately or
synthesized collectively tend to denote a significant textbéok
deficiency.

The findings of this concept analysis repeatedly indicate the
lack of comprehensive coverage of the eighteen substantive concepts.
As Chapter 4 descriptively showed the total numbers of concepts
described and omitted in the three textbooks, it could be seen that
all eighteen concepts themselves were essentially included in the
textbooks. However, as the findings accumulated for succeeding
categories or sublevels of the central concepts, fewer and fewer of
the categories were included in the textbooks. In fact, percentages
for the main categories omitted in textbooks one, two and three were
42 percent, 33 percent and 41 percent respectively. The percentages
for the omissions of the sub-categories were 66 pefcent, 58 percent
and 64 percent. Percentages for omitted elements rise even higher:
75 percent, 62 percent and 71 percent. These findings suggest that
the three textbooks are doing little more than introducing a concept
and occasionally describing it with one sub-component--in this study,
the sub-component was called a main category. The textbooks do in
fact devote much time and/or pages to the main categories and few
sub-categories of the substantive concepts, but tend to omit most of

the sub-categories and elements. These omitted sublevels can do much
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to reinforce concepts, demonstrate relationships of the concepts or
broaden the understanding of the concepts at other times besides the
initial presentation. The needed reinforcement is not there when the
sublevels are omitted., The complexity of concepts calls for building
upon simpler concepts. If the reinforcement is not present, then
concept development is not going to succeed. This lack of compre-
hensive coverage is not to be understood as a weakness of the three
textbooks analyzed in this study. It generally implies that the
eighteen substantive concepts and their categories or sublevels
received an uneven presentation and development within the three
textbooks, It could only be interpreted as a weakness if the other
textbooks in the K-12 curriculum were analyzed and a lack of
comprehensive coverage was discovered in each of them.

A second valuable finding concerns the substantive concepts
that were omitted from the textbooks. Morality and choice was the
only concept omitted from all three books. This concept may have
been omitted because of its similar nature to the Syracuse Value
Concepts. Another possible explanation is that it was overshadowed
by other decision-making models such as comparative advantage or
compromise and adjustment. Nevertheless, this concept is an impor-
tant one in light of the emphasis on valuing and moral educatiom.
Several of the economic concepts were slightly covered in the text-
books., Scarcity, input and output and saving are included in two
of the three textbooks., Their main categories, sub-categories and

elements are practically ignored. The reasoning behind this incomplete
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coverage of these concepts appears to be a result of the lessened
economic point of view of the textbook, the author or both., It may
also be due to the fact that many economic topics came under the broad
concepts of institutions and/or compromise and adjustment. From the
findings, it is worth mentioning that the concepts that are politically
and socially oriented are included and developed to a greater extent
than the other concepts. For example, culture, conflict, social
change, institution and comparative advantage are socially and/or
politically oriented and therefore elicit more textual verbalizatiom,
The one glaring exception is power. Its representation among the
concepts is a source of much deliberation. This investigator's
conclusion is that power may be more political science or government
textbook oriented.

A third significant finding relates to the illustrations.
Pictures are the overwhelming choice for supplementing any concept
presented in the textbooks. 1In fact, 1604 of the 1899 illustra-
tions in the three textbooks were pictures. The eﬁphasis given
pictures at the expense of such seldom used illustrations as graphs
and tables may need further reassessment. The various illustrations
were generally used to reinforce a concept or concepts. They were
usually on the same page or opposite page in the chapter sub-headings.

A fourth finding relates to the previous research discussed
in Chapter 2. Not one of these studies used an analysis system like
the present study. These studies were concerned about the inclusion

of such general concepts as political or geographical concepts. Still,
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these studies all concluded that concepts received inadequate
inclusion and treatment in the textbooks being analyzed. This
study tends to support these previous research findings. The main
differences between these studies and the present one are:

1. The previous studies were strict content analyses of

textbooks. They were concerned with word counts, amount of space
devoted to the concept or illustration describing the concept and
total numbers of concepts mentioned in the textbooks. Their basic
concern was the mention of the concept. This study was the first
concept analysis using a modeling approach and a selected group of
specific concepts. This study also used the chapter sub-heading as
the coded unit. As far as the literature indicated, this was the
first time sub~headings have been used to analyze textbooks.

2. The previous research did not delve into the sublevels
or categories of the concepts being investigated. They were concerned
with only the occurrence of concepts. This study concerned itself
with these sub-components of concepts since they are ultimately
respoqsible for the development of the concept itself.

3. The previous research grouped illustrations as a whole
or left out various ones. This study analyzed all available illus-
trations. This study did not include chapter questions or inter-
pretive activities such as case studies, sociodramas or inquiry
exercises. These interpretive activities were all coded Syracuse
methodological or value concepts, and as such, were not the subject

of this study.
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DISCUSSIONS

The textbook has long been considered a major teaching tool.
Many would say it was the greatest single influence upon the American
educational curriculum. Others would, of course, suggest that the
use of multi-media materials was the leading approach. Regardless
of the philosophical beliefs behind a teacher's strategies and
techniques, the textbook remains very much in evidence in the
classroom.

Few social studies educators would deny that textbooks can
contribute to concept development. This study provided findings
that supported this commonly held belief. The sub~heading verbaliza-
tions, the various illustrations, the textbook presentation and/or
organization of materials contributed to concept development.

Owing to the highly structured experiences or factual
presentation in textbooks, they may create certain problems in concept
development. If concept teaching is to be a major focus of clasa-
room instruction in social studies, then the findings of this study
may serve to provide certain implications for classroom teachers
concerning its use and to lend impetus and direction to future
investigations.

An implication for the teacher relates to using textbooks
in concept development with students. If the textbook is the primary,
or only, source used for teaching, then the implication is indeed
purposeful. After the teacher has determined the concepts for the

particular grade he is teaching, if they have not already been
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deduced within the scope of the concepts for the K-12 curriculum,
then he can proceed to plan concept development strategies. These
strategies, when using the findings of this study, will incorporate
the necessary examples and non-examples of the concept or concepts
being studied. If the textbook has been analyzed by the teacher and
found deficient in concept presentation and/or development, then
this teacher can introduce the omitted concept or provide reinforce-
ment for other concepts with his own materials whenever the need
arises. The concepts used in this study were selected by the
Syracuse Center for their importance in helping students deal with
the world around them and are therefore considered basic, useful

and valid ways of organizing student's experiences for concept
development. It is in this regard that the teacher can take the
findings of this study and develop more effective and efficient
strategies of concept development.

Several assumptions are implied in the use of these concept
analysis findings by teachers:

1. The teacher fully understands the process of concept
development and concept formation. This refers to the ideas that
concepts are sequentially learned, proceed from simpler ones to
complex ones, evolve slowly, that several experiences are needed
with a concept before it becomes a part of the mental works of
students and so on.

2. The teacher has developed the point of view that textbook

factual content must be used to provide examples and non-examples of
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the features of the concept being studied. Therefore, teaching

facts by themselves will not guarantee success in concept development.
Also implied here is the assumption that teachers are familiar with
the content of the textbook used in their classes.

3. The teacher must know the concept in detail. "Just és the
modeled concepts helped to analyze the textbooks in this study, these
same models can be used to develop concepts and to understand the
layers or sublevels necessary for the full development of a concept.
The teacher cannot successfully develop a concept with students if
he cannot focus on the positive and negative examples of the concept
and its categories, reinforce the concept or further clarify it when
necessary.

A second implication of this study relates to those who
write concept-oriented materials. The findings of this study may
lend understanding of the textual presentation of concepts to these
writers. As a tool, then, for a textbook writer, this concept
analysis system should be used to analyze present history books
and applied to those that are being written or will be written.
Again, since textbooks are usually written in a sequential manner,
the presentation and development of concepts for any particular
grade level or textbook may be based on the overall scope of the
total concepts to be included in the K-12 curriculum. This, of
course, will necessitate prior judgment on the part of the writer
as to what concepts he may be expected to include, omit and/or

reinforce.
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Assuring that the textbook includes the sub-components of a central
concept and reinforces this concept and its categories in follow-up
sections or chapters, the writer will have achieved a more completely
concept-oriented textbook.

The findings of this study may provide curriculum committees

with an evaluation instrument to use with textbooks and other print
materials in determining the conceptual adequacy of these materials.
By following the guidelines established in Chapter 3 and summarized
in the beginning of the present chapter, the curriculum committee can
evaluate te#tbooks for inclusion of concepts, presentation of concepts,
development of concepts and their overall conceptual orientation.
The committee can assign each member a number of books and can
follow the guidelines completely, or it can use an abbreviated concept
analysis system. This abbreviated system could analyze even-number
chapters, odd-number chapters, every fifth chapter or some other
agreed upon framework. It is not recommended that committees, or
individual teachers who use this system, analyze only the beginning
and concluding chapters of a textbook. This present analysis
discovered a wide use of the concept of culture in the beginning
chapters and social change in the final chapters of the three
textbooks analyzed. This could possibly influence a decision to
adopt or not adopt a certain textbook. To be sure, a distorted
view of the textbook being analyzed would perhaps result.

Finally, this study hopefully will influence teachers,

curriculum committees and other social studies educators to use
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modeling as a tool of curriculum design, development and evaluation.
Research of the literature on model building has clearly shown the
potential of this process in bringing change to business, government
and labor. It could enable education as well to realize other goals,

objectives and learning outcomes which have appeared remote.
RECOMMENDATIONS

The following suggestions are proposed as subjects to be
considered for further research in this and related areas:

1. The lack of comprehensive coverage of the concepts and
their categories reveals concerns that emphatically call for follow-
up studies of concept analysis techniques for evaluating textbooks.

2. A correlation of a selected group of major concepts
presented with the stated objectives for the social studies program
would be helpful in improving the instructional program.

3. The coding developed by this investigation for concept
analysis needs tested for reliability. This could be achieved by
computing the percent of cases in which two independent coders
agreed with the investigator and with each other when the same
material was coded independently. Fox has developed a procedure
for this: Provide each coder with 100 units of data. Divide the
units coded identically by the total units coded. Multiply this by
100. TIf the reliability percent is 85 percent or higher, the coding

can be judged reliable. (See David J. Fox, The Research Process in

Education.) It would be the hope of this third recommendation that
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the value judgments and interpretations unique to documentary or
content analysis research might be lessened. Thus, the validity and
reliability of such studies could be improved.

4, Further study needs to be concerned with the illustrations.
What is the role of illustrations in concept development? How can
illustrations be more validly coded?

5. There is an important need for a concept analysis of the
Syracuse value and methodological concepts within textbooks. A
concept analysis using these groupings could provide valuable data
for values clarification and decision-making in textbooks. Most
importantly, the methodological concepts could be used to analyze
inquiry-oriented materials. Data on the conceptual adequacy of
inquiry-oriented materials is lacking in the literature. This need
could be interpreted as calling for further analysis of the non-coded
items in this study--case studies, sociodramas, chapter questions
and inquiry exercises.

6. A study is needed on improving the analysis system employed
in this present study. Several problems were encountered in this
study. For example, the frequent overlapping of concepts. A quick
glance at selected models of the concepts will inform the observer
of the interrelatedness of many of the concepts. Culture may be
considered a part of almost every concept model. Conflict presents
itself in many concepts. The same may be said of decision-making.
Although it is not a separate model, it is nevertheless a part of

several models. The focus of the sub-headings became the distinguishing
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factor in determining the concept presented. Still, other concepts
would necessarily be involved as well. However, to ascertain this,

a sentence by sentence analysis of the textbook would be required.
This was determined to be too time-consuming and not appropriate for
this initial concept analysis of textbooks. The treatment may be
re—~evaluated and another strategy employed to achieve similar

results. One additional factor needs study. This concerns taking a
concept out of the context of the chapter verbalized statements.

This is easy to do, and necessitates an overall focus on the reading
of the sub-headings or sub-sub-headings. The pages must be thoroughly
read because of the ease in glancing at a sentence and immediately
deciding that it represents a certain concept or category. As to this
last concern, this study used a second coding to overcome this
problem. The focus of each chapter sub-heading was re-analyzed for
its concept or concepts in an attempt to overcome the problems of
overlapping concepts, distorted concepts and misconstrued concepts.
Distortion of concepts is a problem because the concept is often
obscured by large amounts of factual or detailed informatiom.

7. This analysis did a horizontal study of textbooks--
meaning the textbooks analyzed were all eighth grade books. The
concept analysis system developed in this study is appropriate for
evaluating a total social studies program. The analysis could yield
what concepts are not covered, are in need of reinforcement or
necessitate movement from one level to another. What is needed and

highly recommended is a sequential vertical study of concepts. This
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concerns concepts that are introduced year to year in an organized
and patterned manner. The value of such an investigation would be
extreme. Since several concept-oriented sequential vertical series
of social studies books are used in elementary through middle school
grades (1-9), the findings could provide much needed guidelines as to
the scope of the concepts introduced and whether or not the textbooks
were doing what they suggested. Leading examples of these sequential
vertical textbooks are Hilda Taba's program and Paul Branwein's

The Social Sciences: Concepts & Values. These series emphasize

various concepts in each grade level from first through middle school
grades. Other pertinent questions relating to this research need
are: Are the textbooks reinforcing concepts from one year to the
next? Are the concepts being dealt with at higher levels in each
successive year?

8. Textbook publishers need to experiment with newer organiza-
tional formats and patterns in the presentation of the content
material. The more flexible the textbook format, the more attention
can be directed toward presenting, developing and reinforcing the
concepts.

9. Two questions will remain to be answered for years to
come, with or without further concept analyses. What is the function
of a textbook in concept development? Can a standard social studies
terminology (agreement, for example, on a definition of concept) ever

be agreed upon?
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The obstacles facing improvement in textbooks or other
print materials remain virtually unchallenged. This concept
analysis system attempted to determine and ultimately provide a
means of improving the conceptual adequacy of textbooks. Cronbach
stated in 1955 what remains a reality today: the issue is not
whether or not textbooks should be used, the "real problem is to
find specific ways of improving printed materials of instruction."l
The concept analysis system developed in this study is suggested as

one specific way of improving such materials.
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FOOTNOTES

lLee J. Cronbach, Text Materials in Modern Education
(Urbana: University of Illinois Press, 1955), p. 4.
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Concept Analysis Data Work Sheet
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L WiZAT SHOULD OUR
FOREIGN POUCY BE ™™
AFTER WORLD UZ7R I?

Allies Become Foes—Why? Sub-Sub-Heading

The United States and the Soviet Union were allies in World War [I.
But when the war ended, this partnership turned into hostility. The two
nations began to prepare for possible war against each other. Each
began building new military bases, signing defense treaties with other
countries, strengthening its armed services, and piling up stores of
thermonuclear bombs.

Why did this change come about?

In part, this change occurred because of the great differences in the
forms of government and business systems of the two nations. Each
began to fear that the other was a threat to its existence. The more
immediate cause, however, was Russian behavior. After the war, the
Soviet Union took a course of action which frightened its former allies.

The Threat of Russian Expansion  Sub-Sub-Heading

The Soviet Union is a Communist dictatorship in which the only legal
political party is the Communist party. It selects candidates for public
office and it runs the government. All industry is owned by the
government. No one makes private profit from industry. The types of
goods to be made, their quantity and quality, are matters largely
decided by government. Civil rights—freedom of speech, of religion, of
political choice—are severely limited.

During the closing months of World War I, Russian troops smashed
the German invasion of their country and drove the Nazi forces into
retreat.  As the German armies collapsed everywhere, Russian troops
replaced German occupation forces. The Russians took over Austria,
Hungary, Poland, Bulgaria, Romania, and set up Communist
governments in them. When the war ended, Russian troops remained
in these countries. Free elections were supposed to be held. This had
been agreed on at the Yalta Conference by Roosevelt, Stalin, and
Churchill. But the agreement was ignored. The conquered nations
remained under Soviet control. 621

Decisions in United States History, Ginn and Company
(Xerox), 1972.
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A CONCEPT ANALYSIS OF MIDDLE SCHOOL
AMERICAN HISTORY TEXTBOOKS

by

Kenneth Ray Lawson

(ABSTRACT)

The purpose of this study was to conduct a concept analysis
of middle school American history textbooks to determine the extent
to which the substantive concepts developed by the Syracuse University
Social Studies Curriculum Center are included. Each of the eighteen
concepts was modeled and applied to three textbooks in a concept
analysis system. The two sub-problems of this study concerned the
number of Syracuse substantive concepts included in each textbook
and the degree of treatment--major and minor--that each concept
received in the textbooks.

Previous research indicated no studies had ﬁsed a concept
analysis system based on model building, had analyzed the Syracuse
concepts or had modeled the individual concepts used in the analysis
system., The literature review focused on four areas: the development
of the Syracuse Center and its concepts, concepts and concept
development, model building and textbook analysis.

The concept analysis system employed the following main
procedures:

1. Read each textbook page by page.



2. Determine the concept which is the major focus of the
chapter sub-heading, sub-sub-heading or illustration.

3. Look for the possible main categories, sub-categories and
elements included in the central concept.

4, Make necessary codings on the Concept Analysis Data Work
Sheet.

Four conclusions were reached by this study. First, the
concepts received a lack of comprehensive coverage in the textbooks.
Second, most of the central concepts were included in the textbooks,
but they were not reinforced after the initial presentation. Third,
pictures were the most often selected illustration in the textbooks.
They were generally used as reinforcers of the central concept.
Fourth, the previous research, although unlike this concept analysis
system, had indicated an inadequate inclusion and treatment of the
broad concepts investigated. This study tended to support these
previous research findings.

The findings of this study can be used by teachers to improve
concept teaching or development with students, by writers of concept-
oriented materials as a tool for analyzing their textbooks or other
materials for concept presentation, omission and areas of needed
concept reinforcement, by curriculum committees as an evaluation
instrument for determining the conceptual adequacy of textbooks and
other materials considered for adoption, and by the educational

profession in considering the potential of model building as a tool



of curriculum design, development and evaluation, In addition,

suggestions for further research are presented.



