


 I 

 
TEXTBOOK DEVELOPMENT-1 

(General Theoretical) 

Master of Education 
 
 
 

 
 
Course Code: 6552      Unit: 1-9 

 
 
 
 
 
 
 
 

 
 
 
 

ALLAMA IQBAL OPEN UNIVERSITY, 
ISLAMABAD 

 



 II

 
All Rights Reserved with the Publishers 

 
 
 

Edition  : First 

1st Printing : 2007  

2nd Printing : 2008 

Edition  : Second 

1st  Printing : 2010 

Quantity  :  

Price  : Rs.    

Printer  :  

Publisher  : Allama Iqbal Open University, Islamabad. 

 

 
 
 
 
 
 
 
 
 



 III

 
 
 
 

COURSE TEAM 
 
 
Dean &Chairperson Faculty of Education:  Prof. Dr. Rehana Masrur 
 
Course Development & Coordinator:           S.M. Shahid 
 

Written & Revised by:             Dr. Attash Durrani 
 

 
Reviewers/Consultants: 

1. Dr. Shaukat Ali Siddiqui 
2. Prof. Munawar Ibne Sadiq 
3. Prof. Nasreen Zahra 
4. Dr. Khalid H. Bukhari 
5. Dr. Iftikhar Baig 
6. Mrs. Attiya Ghani 
7. Mr. Khalid Yusufi 
8. Mr. Taj Muhammad 
9. Dr. Pervaiz Shami 
 

 

 Editor:      Fazal Karim 

  
 

Course Coordinator:    S.M. Shahid 
 

 

 
 
 
 



 IV 

 

 
 

CONTENTS 
 

 

Foreword  V 

Introduction to the Course VI 

Course Objectives VIII 

 

UNIT: 1  Concept and Scope of Textbook 1 

UNIT: 2  Need of a Textbook 57 

UNIT: 3  Textbook Publishing & Policy 93 

UNIT: 4  Text Organizers and Mapping the Curriculum 143 

UNIT: 5  Textbook: Writing and Validation 201 

UNIT: 6  Lesson Designing and Text Organization 249 

UNIT: 7  Illustrations/Layout Aspect 297  

UNIT: 8  Points for Textbook Review/Evaluation 355 

UNIT: 9  General Issues and Problems of Specific Disciplines 401 

 

 
 
 
 
 
 
 
 



 V

Foreword 
 

 Textbook Development as a field of study has quite been considered as a 
part of pedagogy, because it is the end-result of the curriculum development 
process. A textbook is a necessary tool used by a teacher and taught. It mediates 
transfer of knowledge, believes, behavioural aspects and skills. As far as the skills 
are concerned these are too technical that a textbook needs to be intelligibly 
treated. As such it focuses on basic cognitive elements and techniques to develop 
or inculcate the necessary knowledge and skills in a learner, determined by the 
curriculum. It is a complete body of knowledge and has its own course to run. 
 The goals of textbook development, as told, are to understand and improve 
the techniques to text manipulation for the betterment of teaching- learning 
process. There is a big history of textbook improvement and this history leads to a 
textbook war in the west. Some say that a textbook can not translate curriculum to 
its entire satisfaction, as a textbook is just a reading material and the knowledge is 
not transferred through this medium of skills only. The others declare that they 
can improve textbooks to impart skills and changed behaviours. Paperless or 
electronic textbook had proved this to some extent that listening, speaking, 
colouring, modeling, adding, deleting is possible in an e.book, so why this is also 
considered as a part of or future textbook development as an open source. 
 It was greatly needed in the teacher training institutes, to interact with the 
pedagogical training, the skill of textbook designing and development. Allama 
Iqbal Open University is pioneer in this respect that, this course was presented 1st 
time in Pakistan as a part of Master of Education programme. The National 
Textbook Policy 2006, and the training/resource centers enhanced the need of the 
course. 1st Edition of this course was lunched in 2007. 
 As far as the course is concerned, it not only deals with the concept and 
history or designing and tryout of textbooks mapping with the curriculum, it also 
depicts the future of textbooks and elaborates electronic textbooks as well. The 
course is extended up to the involvement and enlistment of different websites and 
cyberspace information's. To elaborate the concepts the course is divided in two 
sub-courses i.e.: (1) General Theoretical, and (2) Specific Disciplines. 

It is my privilege to appreciate the efforts, dedication and professionalism 
of the course team, especially the renowned scholar of Education and Urdu 
consultant of different textbook development projects, Dr. Attash Durrani and his 
team to excel their full input in this course of study. However, suggestions and 
interactions of teachers, tutors, students and textbook developers are included to 
improve the course and I hope that this edition will also lead others to open new 
vistas of textbook development. 

             Prof. Dr. Rehana Masroor 
         (Dean, Faculty of Education) 
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INTRODUCTION TO THE COURSE 
  

 Teacher, taught and assessment are three major points of the teaching-
learning process. It may be assumed as a triangle of education. Some pedagogical 
courses are designed about “teaching” and some about “taught” and the learning. 
Though what to be taught is included in the curriculum development but how this 
curriculum be translated to teach is often ignored. This is the "text" or teaching 
material. Textbook in its tangible shape has its own educational technicalities. 
 
 Textbook writing, textbook authoring, textbook making, textbook 
designing, textbook developing and teaching material development are different 
terms to denote the concept of core teaching-learning material. One can search on 
surfing the internet web with any of these keywords to find a suitable solution. 
The best of these terms to describe the whole phenomena so far is "Textbook 
Development". The rest are its minor parts or steps. 
 
 This course on "Textbook Development" is basically designed for the 
students as a compulsory reading to complete the pedagogical training aspects: 
"Teacher---text---taught". The teachers may also become a specialist in textbook 
development and textbook boards or private publishers may be benefited by this 
type of expertise/training to enhance their efforts in a better way. 
 
 The course depicts all the technicalities of Textbook Designing, 
Illustrations, Testing and Writing. It presents the specific nature of the specific 
disciplines. Exemplary lesson designing are an additive to the course so that some 
models may be followed. 
 
 Since, it was a very first course ever developed in Pakistan; therefore, 
detailed discussions are given to comprehend the technology of text. 
 
 All the units of the course are designed and twisted in such a way that they 
supplement and complement each other to be a single concepts of text designing. 
 

This course leads to a better judgment of a teacher to select and alternate 
textbooks, if provided for better reading, understanding and grasping of the 
content. 

 
The course writer and the reviewers are well-known experts of this field 

and their experiences are well depicted in the units. They have reflected the 
theoretical, academic and technical aspects of this field. 
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Previously this was a course consisting of 18 units. It is now revised and 
rewritten by Dr. Attash Durrani, after his long experience of training the writers, 
illustrators and publishers in different textbook boards, in pursuance of new 
textbook policy 2006. Now it is divided into two courses. 1st part deals with the 
textbook development and designing area and the 2nd part elaborates specific 
issues of different disciplines. New up-to-date information, tutorials, and 
illustrations are included to satisfy its new approach. 

 
 
 

We hope that this course will lead to a better teachers and writer’s training 
with a comprehension and depth of development of textual material in teaching-
learning functions. 

                        
 

  S.M. Shahid 
         (Course Development Coordinator) 
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COURSE OBJECTIVES 
 

After studying this course, (Part 1 & 2) the students will be able to: 
 

1. Know the basic information about the field of textbook development. 
2. Distinguish between an ordinary book and a textbook in its true sense. 
3. Establish textbook designing as a specific field of technology. 
4. Become specialist of textbook authoring, selection, evaluation and 

testing of the teaching material. 
5. Specialise specific discipline textbooks as a developer and designer. 
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INTRODUCTION 

 
It is a very new concept to study "Textbook" as a part of pedagogy and in 

broader sense a conceptology, technique and course of study. You may consider it  
a very recently emerged discipline. Textbook is considered as the "sole” source of 
knowledge for many pupils. Students in some developing countries also have less 
access to textbooks and in some cases, the teacher has the only available copy 
while the class is expected to copy the text from the blackboard. Textbooks 
therefore, play a pivotal role in the learning processes of the many of developing 
countries because the teachers rely totally on them to impart basic curricular 
content. A major problem in developing countries is the fact that pupils have to 
depend on this sole source of knowledge. On the other hand the system of 
textbook development in many developing countries can not be considered to be 
satisfactory. The developed world has a professionally established textbook 
industry in the private sector, whereas many developing countries are still at the 
stage of "trial and error", depending sometimes on the private sector and 
sometimes on a state monopolized production system. Starting from this unit 
"definition of a textbook" up to the "future of the textbooks" you will see it very 
interesting and discovering field of knowledge and expertise. In this unit an 
overall philosophy (concept) and history (scope) of textbooks is described and 
elaborated to its current position in the pedagogy and its future use. The unit is 
divided into two parts, ie. Definition and History. Some other issues e.g. textbook 
controversy and textbook war are also a part of it. Self-learning exercises and 
illustrations are given as a help to the students of this course. 
 

OBJECTIVES 
 

After studying this unit, you will be able: 
1. to know the entire concept of textbook with its limitations. 
2. to take a start to become a textbook developer. 
3. to differentiate between a pedagogical text and a general reading 

material. 
. 
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book containing a text defined by the curriculum to teach is called 
"Textbook". It is used even by the teachers as well as by the students. Some 

also find it interesting and useful for their self-esteem to show their knowledge 
and ability to the others. 
 
 

1. DEFINITIONS AND LIMITATIONS 
 
 

A textbook, as defined in a lexicographical note, is a book that contains 
detailed information about a subject for people who are studying that subject e.g. 
a science textbook, a history textbook, a textbook of chemistry. For many people 
the term "Textbook" refers to "learning material used in the classroom". This is a 
replacement of the term "school book" which is also in vogue in some countries. 
Below are further definitions of the term which may specifically communicate the 
meaning: 

“A book used in schools or colleges for the formal study of a subject”. 
 (The American Heritage Dictionary: 2000). 

 "Standard book on a particular subject". 
 (Collins Gem English Dictionary: 1991). 

 "A book containing the main principles of a subject"  
(Chambers English Dictionary: 1989). 

"The term textbook refers to materials employed by school or college 
students as standard works on particular subject. 

 They are designed for classroom use with appropriate vocabulary, 
illustrations, student exercise and teacher aids" (The Encyclopedia of Education: 
1971). 

"Textbook is the term for a book used in a course as the base around 
which the course is built" 

 (Writers Handbook for the Development of Educational Materials: 1959) 
According to Wikipedia, retrieved on 8 August 2007, “a textbook is a 

manual of instruction or a standard book in any branch of study. They are 
produced according to the demand of the educational institutions. Textbooks 
are usually published by major publishing companies. Although most 
textbooks are only published in printed format, some can now be viewed 
online”. 

All of these definitions emphasize the role of textbooks as a tool for 
learning the curriculum. These also explain the specific role of textbooks as 
nucleus of all learning activities related to a particular curriculum or syllabus. 

 

 

1.1- Technical Definition 
In a technical sense a teaching tool to help student, to acquire some 

learnings, used as a reading and activity material from class 4 up to the higher 

A

http://en.wikipedia.org/wiki/Textbook
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stages (e.g. 9 or 12) is called a textbook. All other pedagogical activities revolve 
around this material that reflects curriculum, the outline of study and the syllabi. 
The others are called primers, teaching material, recommended books etc. 

 
A textbook may be a paperbook, hard card, scrabble, visual book, A.V. 

learning material or an electronic book, on-line book or other machine related 
tool. 
 Textbooks are generally an element in a larger instructional design (e.g. a 
course). Therefore one must start by looking at the function(s) of a textbook.  
  

In other words, use and production of a textbook is related to a "normal" 
instructional design problems and one can rely on various design methods and 
instructional design models, based in turn on underlying psychological and 
pedagogical theory 
 
 Functions of the textbook and ways they are written differ a lot within the 
few systems Daniel K. Schneider is somewhat familiar with:  

1. In the US, in particular in so-called teaching universities, the textbook is a 
center stage. It duplicates in way the teacher since it it has a lot of built-in 
pedagogy and since chapters must be read in linear fashion.  

2. In Germany, Switzerland and France in the "normal" university systems 
there are few textbooks. Students are exposed to more lecturing. 
Supplementary reading is often optional and concerns both introductory 
books or academic literature. There is a tradition of the "pedagogical 
manual" or "instructional book".  

 Let's have a look at the German definition of "textbook" in Wikipedia (10 
August 2007)  

 

A "Lehrbuch" (textbook) is a special form of a non-fiction book used for 
teaching. It contains didactically prepared learning matter and materials. 

 

A textbook is a book someone uses to learn. It is usually supplied in classrooms 
form primary school to post secondary school. People use it to learn from it about 
a certain subject. They might also teach other people about that subject. 

  
 This informal discussion of Wikipedia definitions tells us the following: In 
the eyes of Wikipedia authors:  

 (US) English only has one major genre: The textbook  
 Germans and French make a distinction between university books and 

schoolbooks  

http://edutechwiki.unige.ch/en/Instructional_design
http://edutechwiki.unige.ch/en/Instructional_design_method
http://edutechwiki.unige.ch/en/Instructional_design_model
http://edutechwiki.unige.ch/en/User:Daniel_K._Schneider
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 French consider university books to be expository (no built-in pedagogy), 
whereas the German authors just mentioned "didactically prepared 
contents".  

 This difference between the US and German/French definitions does not 
exist for schoolbooks. i.e. it is expected that schoolbooks look quite a bit 
like their US counterparts.  

 

1.2- Limitations of Textbook 
As "the book" or "AI-Kitab revolutionary concept proclaimed by Islam in 

the desert of Arabia, 14 centuries ago "AI-Quran" became a core textbook for the 
Muslims. The great books were taught as textbooks along with the Quran in the 
Muslim schools in the first centuries of the Islamic era. The books were 
calligraphed. 
 

The printed book revolutionized teaching in the 15th and 16th centuries 
even though it was strongly opposed by the schoolmasters of the era. The mode of 
teaching so common today--- the lecturer-exam approach--- is an artifact of 
centuries of education. The professor's main role before the wide availability of 
the printing press was to lecture on" information obtained from a rare copy of an 
often ancient book. Despite the fears of the faculty at the University of Salamanca 
during the sixteenth century, the textbook rapidly became a useful supplement to 
the class lecture rather than its replacement. Today a textbook is available for 
almost every class.  

 
The very first textbook is considered The Visible World in Pictures 

(1658) by Comenius, when a religious Dutch book was in use in the sub-continent 
in 1556 A.D. Similarly, the new learning technologies of our own time television, 
videotape and the computer have created opportunities for instruction that we are 
only beginning to comprehend. The computer is infinitely more user-friendly 
than the printed book, and the pedagogical potential of television by reminding 
us, as we all know intuitively, that "there are more hours of pedagogy in one 
thirty- second commercial than most teachers can pack into a month of teaching. 
Nevertheless, we still cling, like our forebears in the Renaissance, to an outdated 
medium of instruction because it is familiar to us, even though we are surrounded 
by a new technology that we know could revolutionize the way learning occurs in 
school.  

 
In India and Pakistan the use of textbooks started with the coming of 

the English. Before this era the books like Gulstan, Bostan, Khaliq-i-Bari 
etc. were the books of general use in Muslim Madrassas. 
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 Most of us consider a textbook as a whole curriculum, but as we know 
that a curriculum is an outline of activities to be performed in teaching-learning 
situation to acquire some competencies. A textbook can reflect to some extent 
its objectives and programs. So someone has to develop a text for this teaching- 
learning situation and learning items. It means a textbook is a translation of the 
pedagogical concepts outlined in a curriculum but it is not a mere 
curriculum, because most of the competencies and sub skills can not be learnt 
through a textbook. So why we need a teacher and an atmosphere of extra or co-
curricular activities. 
 

The textbook should start from which grade and level? Whether a primer 
is really a teaching tool or is only a tradition? Many educationists are against the 
myth of using primer as at first or second grade content curriculum. They argue 
that social studies and science may be best learned through hands-on experiential 
activities rather than through textbook learning. Further more, first and second 
graders who are poor readers and still struggling with the beginning stage of 
reading will undoubtedly find reading from expository text over whelming. 

 

It means that at the initial stage the textbooks are a basic tool for literacy 

only and these should be called primers rather textbooks. 

 
By the fourth grade, children are expected to be fluent readers and able to 

comprehend expository text either through oral reading or through "sustained 
silent" reading activities. Unfortunately, many poor readers who have reached 
middle school age are often victims of an undetected or misdiagnosed early 
language problem that, in turn, has mushroomed into more global reading, 
organizational, and/or motivational problems. As a result, the learning 
handicapped preadolescent is often a disinterested and passive reader.  

 
By adolescence, the picture is truly bleak. Learning and reading 

difficulties are often progressive and sustained not only through adolescence but 
also through adulthood as well.  

 
Fig. 1 clearly shows how poor readers in middle school and or secondary 

school grades compare to good readers when engaged in learning from a 
textbook.  

 

1.3- Advantages and Disadvantages of Textbooks 
Books are a highly portable form of information and can be accessed 

when where, and at whatever rate and level of detail the reader desires. What role 
does the textbook" play in modern systems of schooling? In all modem school 
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systems, the textbook has long served not only to support instruction but also to 
symbolize that instruction, in other words, the textbook defines curriculum. 
Research indicates that, for many people, visual processing (i.e., reading) is faster 
than auditory processing (i.e., listening to lectures), making textbooks a very 
effective resource. Reading can be done slowly, accompanied by extensive note 
taking, or it can be done rapidly, by skimming and skipping. There are 
advantages to both styles, and you may find it useful to discuss their merits with 
your students. 
  

Fig:1. Contrasting Good and Poor. Textbook Users 

Good Readers Poor Reading 
DURING READING 

 think about what they know about 
the subject  

 know the purpose for reading 
 approach the reading 

assignment actively 
DURING READING 

 attend to the text by 
constructing and reconstructing 
meaning 

 keep a constant check on their 
understanding 

 monitor so often it becomes 
automatic 

 stop to use “fix-it” strategies 
when necessary 

AFTER READING 
 decide if purpose for reading 

was accomplished 
 self-evaluate 

 

BEFORE READING 
 start reading without thinking 

about the subject 
 do not know why they are 

reading 
 approach reading passively 

DURING READING 
 are not aware of whether they 

are understanding or whether 
they are confused 

 do not monitor their own 
comprehension 

 tend to “plod” through with no 
purpose but to finish 

 seldom use “fix-it” 
 
AFTER READING 

 do not reflect on reading 
 do no self evaluate 

 

 
One important aspect of any science class is helping the student to make 

sense of the mass of information and ideas in a field. This can be done by 
showing students how to arrange information in a meaningful hierarchy of related 
major and minor concepts. 

 
Textbooks have several major limitations. Although a well-written book 

can engage and hold student’s interest, it is not inherently interactive. However, if 
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students are encouraged to ask questions while they read, seek answers within the 
text, and identify other sources to explore ideas not contained in the text, they will 
become active readers and gain the maximum benefit from their textbook. In 
order to meet the needs of a broad audience, texts are often so thick that they 
overwhelm students seeking key information. Texts are often forced to rely on 
historical or dated examples, and they rarely give a sense of the discovery aspects 
and disorganization of information facing modem researchers. 

 

1.4- Changes in Textbook (Style and Content) 
Science textbooks have evolved considerably from the descriptive and 

historical approaches common before World War II. Today's texts are far more 
sophisticated, less historical, and contain more facts than in the past, with 
complex language and terminology. Illustrations and mathematical expressions 
are more common. Emphasis has shifted toward principles and theory. Modern 
texts attempt to deal with issues of process as well as matters of fact or content. 
They are replete with essays, sidebars, diagrams, illustrations, worked 
examples, and problems and questions at many different levels. One result of 
these changes is that the average book length has increased two to four times in 
the past several decades. 

 
In response to the need for quality science textbooks for all students, not 

just science majors, some authors are returning to descriptive and historical 
approaches. Generally, books for science literacy courses describe important 
ideas and discoveries, present a limited number of fundamental concepts, 
and emphasize the links among different facts and principles. Others take an 
interdisciplinary approach, by covering a range of science disciplines in a 
coherent, connected manner. 
 

1.5- Textbooks and Effective Learning 
 Research on the effectiveness of textbooks has focused on two general 
areas: structure and layout. The study of text structure has focused on how the 
reader builds cognitive representations from text. Recent work categorizes the 
structure of science text as either a proof-first or a principle-first organization. 
The proof-first organization develops a proof or argument that builds to a 
conclusion, usually in the form of a fundamental concept, principle, or law. In 
principle-first organization, a concept or principle is stated explicitly, then the 
evidence needed to support it is presented. The prevalence of the proof-first 
structure in contemporary textbooks may be due to the fact that most college 
science textbooks are written by scientists with little formal training in education. 
They present science in the way it is practiced by experts. However, indicate that 
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the principle-first structure is more effective for long-term retention and 
understanding by novice readers. 
 

Layout and illustrations are important predictors of a text's effectiveness. 
One of the most effective types of illustration, especially for students with low 
verbal aptitude, is a simple multicolor line drawing. Although more visually 
appealing, and more prevalent in the current textbook market, realistic drawings 
or photographs are less effective at enhancing student learning. The organization 
of information on a page also affects student learning. 

 

1.6- Textbook Development 
In most developing countries, textbook development is generally 

considered as textbook writing, whereas, in a professional sense it should contain 
a full development process which needs several years of extensive research and 
writing, analysis of curricula, appropriate classroom testing, illustrations and 
production.  

 
 

Textbook development is therefore much more than a writing process. 
The process starts from the analysis of the curriculum and the syllabus for a 
particular subject, and involves people of different specializations, such as 
writers, professional editors, layout designers, illustrators, printers and 
publishers. Finally the product goes into the hands of the users (teachers or 
pupils). In the course of this process, textbook development needs very careful 
dealing, as any lapse during the process may cause a serious weakness in 
standards. Altbach and Kelley have rightly argued that: 
 

"Textbooks are not produced in a vacuum. They are related not only 
to the educational system, but also to the publishing industry, to the 
fiscal realities of the nation, and to the broader 'book consciousness of 
society. The production of a textbook is a highly complex matter that 
depends on adequate coordination of a variety of organizations and 
interests" 

 
Since the 1960s, the role and use of textbooks has been emphasized much 

more than in the past because of research findings suggesting that textbooks are 
an especially important tool for both the teacher and the taught and they help the 
teacher to set up objectives and suggest ways for teaching them. 

 
Even in the modern age, when there are other types of learning and 

instructional material, the scope of textbooks is wider. 
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1.7- The Design of a Textbook Program/Lesson 
Given the reality that classroom teachers are facing a more diverse and 

academically "needy" student population, researchers and teachers have begun to 
take a very close look at the packaging and arrangement of ideas put forth in 
commercial textbook programs. Because teachers, not textbooks, teach students 
how to read and think, the question of how well the teacher's edition assists the 
teacher in using the textbook more effectively with hard-to-teach students is 
an important one. 

 
According to the results of an extensive teacher-study, an Education 

Development Center (1988), 12 best-selling social studies, history, and science 
textbooks in USA revealed a poor to adequate quality in the instructional design 
of the textbook programs. The report further states that as a result, textbooks 
make the task of getting information unduly difficult for students, particularly 
those with poor skills. The textbook programs found to be most problematic were 
those written on- the secondary level, primarily because of their tendency to cover 
too many concepts in too little depth, and the conspicuous lack of useful 
information for tile teacher about learning strategies that are known to work with 
poor readers. 

 
More specifically, the criticism raises concern about the need for an 

explicit instructional model to convey textbook content to students, and further, 
it questioned the theoretical soundness of the information for teachers set forth in 
the teacher's edition. 

 
The call for an effective instructional model when using textbooks has 

come primarily from research in reading and cognitive psychology. They have 
argued convincingly that reading and strategy instruction must be integrated with 
content instruction; particularly for hard-to-teach students who are expected to 
manage conceptually dense and large amounts of expository text. 

Common among most models which address both reading and strategy 
building are three phases:  

(a) "before" textbook reading, 
(b) "'during" textbook reading, and  
(c) '''after'' textbook reading.  
Fig:2. illustrates the three-phase textbook reading/strategy model that 

when implemented, can inspire all students to become better "textbook users. " 
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Fig:2. A 3-Phase Textbook Teaching Technique 
 
I. Before Your Students Engage in Oral or Silent Textbook Reading.... 

a) Set the Purpose for Reading: Determine your goals for reading the textbook as 
well as your student's. 

b) Activate Students' Prior Knowledge: Help your students to bring what they 
already know about new lesson through hands-on learning/demonstrations, 
simulations, discussions, semantic mapping exercises, advanced organizers, use 
of analogies, reciprocal teaching techniques, etc. Identify misconceptions at this 
point. 

c) Inspire Students to Think: Ask your students to make some predictions about the 
text by posing "why/why do you think? what is likely?" questions. 

d) Help Students be Better Prepared for Conceptually Dense Texts: Teach 
previewing activities that help students use text and illustrations to focus on the 
most salient information. 

e) Introduce Concepts and Vocabulary: Select the most useful words and provide 
advanced organizers, networks, or word-pairing that illustrate the relationships 
among new ideas and concepts. 

2. While Your Students are Engaged in Oral or Silent Textbook Reading 
     (for classroom or homework assignments). . . . 

a) Help young readers "Track the Line of Print:" Provide reading margins or 
reading windows (particularly helpful or distracted children who are reading in 
large groups). 

b) Teach Self-Correcting: Cue oral readers to correct a miscue by rereading the line 
of text. 

c) Stop of Critical Points in Text: Insert questions, ask readers to reformulate main 
ideas, and assist them in recording information on chapter maps, rather than 
through note taking. ' 

d) Teach Older Students Active Reading Techniques: Help them highlight important 
information, confusing information, and structures in the text (e.g., cause/effect; 
problem/solution; compare/contrast, etc.) as well as provide chapter maps for 
recording salient information. 

 

3. After Your Students have Completed the Reading Assignment 
    (for classroom or homework assignments) .... 

a) Require oral or written reformulations or summaries. 
b) Teach students to complete chapter maps, networks that highlight text structures, 

and other text features. 
c) Encourage them to reread highlighted material. 
d) Teach students to identify "types" of chapter questions before answering them 

(e.g., fact, inference, opinion). 
e) Provide mnemonic instruction for recall, develop a repertoire of evaluation 

techniques that are not limited to written, timed tests. 

 



 16

 
1.8- A Closer Look at the Student's Edition 

Textbook critics have also taken a close look at the student's edition and 
the manner in which it presents content. Scrutinized by reading experts from the 
center for the study of reading in Illinois, the features of "text" which have a 
direct relationship to reading comprehension have now been identified: 

 
Narrative vs. Expository Text 

Unlike narrative text, which is characterized by explicit, easy-to-recognize 
structures (i.e., characters, plot, beginning, middle, end). Expository text contains 
less-recognizable structures. These structures include cause and effect; problem 
and solution, comparison and contrast, a simple listing:, or a sequence of events. 
Naturally, narrative, bedtime-story-text is more familiar to students because it is 
the first type of text they are exposed to as infants, and subsequently is reinforced 
through their toddler, preschool, and early grade school years. On the other hand, 
the ability to read and understand expository text requires good reading skills that 
will in turn enable students to grapple with text ambiguities. Primarily through the 
work of Armbruster, three important characteristics of expository text have been 
identified that have a direct relationship to a student's ability to understand the 
content. These characteristics are Structure, Cohesion, and Audience 
Appropriateness. 

 
a) Structure: 

How ideas are packaged and arranged in a recognizable and accurate way 
is at the core of structure. Explicit structure can be achieved through the use of 
"signal" phrases or words (e.g., "first," "second." "third," etc.), and preview and 
summary statement. Headings and subheadings should contain enough 
information to cue the reader about the up-coming text. "Structures" (e.g., 
problem/solution; compare/contrast; cause/effect, etc.), should be easy to spot, 
and topic sentences should be cleared and up front. 
 

Structure is important because the better structured the text, the more 
obvious the structures are to the reader, and it is more likely that the reader 
will remember the information. 

 
b) Coherence: 
 Coherence means the relational clarity of ideas--- that is, the connective 
words or 
phrases that makes meaning flow. Consider the following coherent text: 
 "In 1608, Captain John Smith was chosen to be the leader  of Jamestown. 
As leader, he believed strongly in two things: 
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(1) Hard work by everyone, and 
(2) Getting along with the Powhatan Indians. 

“Smith was a good leader. But just when life was beginning to 
improve for his colony, Smith's gunpowder accidentally exploded and 
he was forced to sail back to England to see his doctor. Unfortunately, 
things got worse for the colony after he left; conditions became so bad 
that the first winter without Smith was known as the "starving time." 

 
Coherence is important because coherent text is more readable, more 

comprehensible, and therefore more interesting. However, schools and publishers 
have unwillingly allowed the number one enemy to coherent text to thrive and 
prosper: the enemy is the readability formula. Research has clearly shown that 
imposing readability formulas adversely affects coherence. When sentences are 
shortened or cut to conform to formulas and helpful words such as "however" or 
"because" are deleted, the text is rendered less not more easy to understand. In 
Urdu and Pakistani Languages we may say that coherence, through a readability 
formula is compulsory to use.  
 
c) Audience Appropriateness: 

The third characteristics is audience appropriateness and refers to the match 
between the text and the reader's level of knowledge and skill. We know that 
when students are reading well, they are reading and thinking simultaneously. 
They are able to do this by accessing ideas from their preexisting knowledge that, 
in turn, enables them to make sense of the words and phrases in front of them. 
Therefore, one very important job of the textbook is to present new concepts in 
such a way that they tap the reader's prior and relevant knowledge. Techniques to 
implement include: 

 
1. Treating fewer topics less superficially and provide explanations of 

important topics. 
2. Using graphic support such as pictures, photographs to illustrate 

concepts, and make the connection between them and the text very clear. 
3. Using metadiscourse or "friendly talk" (e.g., "Have you ever heard of  

Pocahontas? or "Have you ever seen an ant colony?") 
4. Making use of analogies (e.g., teach about the game of baseball 

(unfamiliar) by first discussing the game of cricket (familiar). 
 
In summary, improving the usability of textbooks is about improving the 

way knowledge is conveyed through better instruction, and, to a lesser degree, 
better materials. For this to happen, research in effective instruction and reading 
must continue to find its way into the content area classroom, textbook publishers 
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as well as to the textbook adoption committees. When it does, teachers will find 
this information and new knowledge helpful in teaching all their students. So why 
we call "Textbook Writing" a "Textbook Development" process. 

 

1.9- The Power of Textbooks 
Textbooks can transform our children's minds. What a revolutionary idea! 

We often think of textbooks as repositories of information to be pushed into 
students' skulls, rather than as resources that provide opportunities for exploration 
and enjoyment. The power of the textbook to influence what children know, can 
do, and value is an assumption that under girds most textbook reform. Bill Honig, 
former Superintendent for Public Instruction in California, relied heavily on 
textbook policies as a lever for changing schools, and for influencing children's 
values, knowledge, and skills - a strategy that has been adopted in many other 
states. Nor are state superintendents the only ones who believes in the power of 
print. Special-interest groups and concerned parent groups routinely picket, pack, 
and address school board hearings to protest the content of to-be-adopted 
textbooks. Ethnic minorities worry about materials that may negatively affect how 
students view their group. Parents with strong religious beliefs have asked courts 
to excuse their children from exposure to books that go against their convictions. 
In Pakistan Shia, Sunni issue prevails. An assumption driving these activities is 
the belief that a child's mind is malleable, and that textbooks have the power to 
affect minds - for better or worse. 

 
What are the distinctive features of an educated mind, and how do these 

features develop? Surprisingly, notions from philosophers, psychologists, and 
educators all converge on the same two-part answer. First, a relatively small 
number of critical ideas have the power to organize much of experience. 
Education is not so much "knowing more" as "knowing differently." To be sure, 
experts know more than novices, but sheer bulk is not the key. The expert's 
knowledge is organized around principles, models, and ideas! When students first 
attempt physics problems, they focus on surface features. They see hammers, 
screwdrivers, crowbars, and pliers as falling into one category, while nails, 
screws, and springs fall into another cluster. Such practical knowledge works well 
for many purposes. Expert physicist group the same objects differently, based on 
the mechanical principles at work - leverage, for", instance. These principles are 
important for theoretical purposes. One can calculate the relation between 
force and length of a lever in ways that apply equally to hammers, crowbars, and 
pliers (although, when the physicist replaces a screen door, he or she probably 
relies on practical ways of thinking). The educated mind is a relatively orderly 
place - or at least it has some orderly areas. 



 19

The philosopher, Alfred N. Whitehead, described eloquently the relation 
between actual experience and the educated mind, likening experience to a 

chaotic stream of events - messy and fragmentary - the mind searching for 
patterns wherever they can be found. He saw in schooling the potential "to impart 
an intimate sense for the power of ideas, for the beauty of ideas, and for the 

structure of ideas -.. ," He warned educators, "Do not teach too many subjects, 
[and] what you teach, teach thoroughly, seizing on the few general ideas which 
illuminate the whole, and persistently marshalling subsidiary facts round them." 

 
Second, these ideas must be reconstructed by the knower, not merely 

absorbed. To be useful, the ideas must be used. Learning abstract ideas divorced 
from concrete experience was viewed by Whitehead as ineffective. He was a 
philosopher, but recent psychological research has shown that empty 
generalizations are indeed quickly forgotten or misplaced in memory. Children 
need lots of examples that bring principles to life, concrete and familiar examples 
that they can work through thoroughly; that they can twist and turn; with which 
they can play. These findings are the basis for recommending depth over breadth 
in the school curriculum; for proposing the sustained study of a given topic rather 
than brief exposure to a myriad of factoids. 

 
Such an educated mind is not restricted to the right or exceptional student, 

but is within the reach of virtually all students. Expertise is found in every field of 
endeavor. Years ago there was a conversation between two moving men as they 
took the furniture from a client’s house. The boss was in his early fifties, hefty 
and calloused. He had obviously spent years in the business. His helper was 
younger, taller, and thinner, and clearly less experienced. As they worked, they 
discussed the pros and cons of two models for moving furniture. During the 
discussion, the job proceeded according to the boss's model. 

 
According to the boss, furniture should be removed from a house and 

packed into the van room by room, saving steps at both ends of the move. People 
organized by rooms in the new house the same way as in the old one, he 
explained. The helper held to a different model, in which furniture was organized 
by size. Bulky, heavy pieces were collected first and placed on the floor of the 
van, and smaller pieces then placed on the top. This method packed the van more 
economically and made for a more stable load. 

 
 This example suggests that each mover had a mental model when it came 
to moving furniture. Each operated according to a small number of principles that 
he could explain and justify. Furniture movers learn their craft not from books, 
but through apprenticeships with more experienced colleagues. And because they 
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actually move furniture while they are learning, they attend the "school of hard 
knocks"; they learn by doing. Book learning, learning by knowing, often amounts 
to little more than memorizing meaningless statements. But if a book is properly 
designed, then book learning can lead to expertise more efficiently than 
randomly "knocking around" in an area. Some educators recommend that 
textbooks be tossed out and replaced with hands-on activities. We disagree; a 
well-crafted textbook offers the best of both worlds, serving as a wise "master" 
while leading children through richly informative exercises. 
 

1.10- Today's Textbooks 
It's first day in fifth grade. The teacher hands each student a science 

textbook, his or hers for the whole year. The book is new and smells fresh. A 
scarlet apple is emblazoned on the cover's dark brown background. Students flip 
through the pages. This is a big, grown-up book. They are impressed and 
overwhelmed. How can they ever learn everything in it? But the pictures draw the 
students in. A dramatic picture of the eruption of Mount St. Helens; satellite 
photos of Mars in. shades of orange and red; students conducting laboratory 
experiments; brightly colored charts and graphs. This is a book anyone would 
want to read! Look at another example. A lesson on Fibres is given here in fig:4 
See Illustration, Photographs, Activities, Examples, Experiments, Exercises, 
Other Information, Main Ideas etc. 

 

Not every child encounters this experience, to be sure. Many teachers in 
Pakistan manage with out-of-date and dilapidated textbooks, of textbook boards 
more often teachers whose students come from poor or isolated communities. 
Other teachers prefer "real books" to textbooks, relying on libraries and book 
stores for the riches that they have to offer. The bottom line, however, is that the 
textbook materials available to most US students are the envy of many other 
countries. 

 

1.10.1- What Makes our Textbooks the Best? 
Pakistani textbooks are worst is the whole world of textbooks. This may 

be true for U.S. textbooks. Given the generally negative tone of most press reports 
about American education, you may be surprised by talk about the quality of their 
instructional materials. But the World Bank, as just one instance, in 
recommending reforms to other countries, often places improved textbooks near 
the top of the list, and points to our materials as examples. Some of the positive 
features were sketched above. For instance, the books are visually captivating. 
Equally important, they are durable. The covers are hard and waterproof. The 
glossy pages are tear-resistant, and the bindings sturdy. The books can survive 
rough treatment, short of being run over by a car, dropped into a water puddle, or 
defacement with graffiti. 
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Fig:3 A model lesson on “fibers” (5 pages) from Anne Garton “Science Moves 3” 
(1996) is for example to show layout, beginning and end of the lesson. 
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The books contain enormous amounts of information. A fifth-grade 
science book runs to about 350 pages, and eighth-grade books to more than 
double this number. Many pages, especially in the early grades, have extensive 
photo-graphic coverage, but the printed material is still substantial. The books 
include a variety of supplemental features: a detailed table of contents, glossary, 
and index, worksheets and tests; boxed sections describing occupations; scientific 
contributions by ethnic minorities and women; student exercises; and so on. The 
books have something for everyone. Pakistani books are not familiar with these 
Issues. 

 
The student textbook does not stand alone, but is part of a larger system. 

The hefty teacher's manual/guides. The manual is organized around weekly 
segments, with specific information about how to begin, conduct, and end each 
lesson. There are suggestions for adapting lessons and materials to students with 
special needs, those for whom English is a second language or who have been 
identified as learning disabled. The front section of the manual includes a scope-
and-sequence chart that shows how program content and activities meet various 
curriculum outcomes. And all of this material is presented in a colorful and 
practical design. The teacher manual is every bit as appealing as the student's 
textbook. 

 

The textbook package includes many other supplemental components. 
Student workbooks accompany each lesson to ensure opportunities for practicing 
skills. "Project packets" offer photographs, video cassettes, audio cassettes, or 
even puppets to keep students busy. There are end-of-unit tests, "masters" for 
preparing transparencies to help with lectures, and computer software for 
instruction and assessment. You name it, and the system has it. 
 

Finally, it is worth noting that, in the United States, textbooks belong to 
the people. They are either free or cost a small fee for children in the public 
schools. Children in many other countries likes Pakistan are not as fortunate. Not 
only the textbooks are readily available, but they reflect the influence of the 
citizens. True to the democratic spirit, parents, children, and community spoke 
persons, as well as teachers, administrators, and professors, all have a say about 
school books. For better or worse, today's texts reflect society's interests, beliefs, 
and values. In Pakistan we can say poor textbooks, printed on news print, loosly 
bound, without teacher edition and teacher's training reflects basic features of our 
aristocrate society. 

 
1.10.2- What's Wrong with our Textbooks? 

While today's instructional materials have much to recommend them, 
some of the strengths also lead to problems, and criticisms are legion. The debate 
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sometimes centers around beliefs and values, a natural part of the democratic 
enterprise. But some of the very features with greatest appeal also spark the 
loudest protests. 

 
For instance, our books are noteworthy for their unattractiveness. The 

pictures, charts, and boxes are not captivating, and often unrelated to the text. 
They can be seductive distractors, peaking interest rather than instructing, 
decorative more than substantive. Boxed vignettes, tacked on to cover special 
objectives and topics, Intrude on the flow of' the text. Each page is full of 
busyness. The four-color graphics grab the eye, but seldom are given or explained 
in the text. Instead, separate "skills" sections tram the student to "read a figure," 
but disconnected from any real purpose. 

 
The books may be comprehensive. The hefty size, especially in science 

and social studies, arises from the emphasis on comprehensive coverage. Science 
books in grades 6-9 contain four to five thousand specialized or technical words, 
at least half of them new and unfamiliar. The result is that even major topics 
receive skimpy treatment. In Urdu or Sindhi medium terminology and phrases are 
very poorly translated or retained. A sixth-grade social studies book in our sample 
devotes one chapter to the continent of Africa and a short paragraph to North and 
South Korea. Skimpy coverage of important topics heads the list of faults. The 
encyclopedic quality results because every interested party wants to get in their 
two cents' worth, and so publishers "mention'" everything that anyone asks to be 
covered. As a consequence, the books lack depth, and important principles and 
big ideas are lost in the shuffle. 

 
Textbooks offer students a rich array of new and potentially interesting 

facts, and open the door to a world of fantastic experiences. Unfortunately, they 
seldom link this new content with student’s prior knowledge.  These materials, by 
definition, are read by novices. The typical reader will not know the topic, 
but will probably have a variety of beliefs (misconceptions) arising from common 
sense perceptions based on everyday experience. These beliefs are likely to be 
quite at odds with the "expert" understanding presented in the book. 

 
People's misconceptions about the seasons illustrate the problem. Surveys 

show that a sizeable percentage of adults think that summer and winter are caused 
by annual variations in the distance between the sun and earth. Summer comes 
when the earth is closer to the sun, and winter when the planet swings away into 
outer space. Social studies and Science textbooks at several grade levels describe 
the Copernican model, and explain how the tilt of the earth on its axis causes the 
seasonal changes. Along with the prose explanation come pictures and diagrams, 
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as well as activities in which children play the roles of sun and earth, using a flash 
light to concretize the principles. The efforts clearly do not work. While it is 
unfair to place all of the blame for misunderstandings on textbooks, we have not 
found a single instance in which the textbook or teacher's manual begins by 
asking the student, "What do you [the student] think causes the seasons - what 
makes winter cold and summer hot?" Rather, they launch into a largely counter-
intuitive explanation; students may remember what the book says, but it does not 
displace their original beliefs. The exemplary case is in Biology books i.e. 
creation theory. 

 

Connecting does not require fancy technology, nor are more words and 
pictures needed. To illustrate, consider what happens when adults are asked to 
imagine the setting sun. Virtually everyone reports that they see the sun sinking 
below the horizon, even though they have learned many times (in school and out) 
that the sun does not move across the sky, but the earth turns. To "connect" adults 
with their book learning, ask them to imagine that they are watching the" setting" 
sun while grown to the size of a ten-mile-high giant. They look out into space, 
their feet rooted on the ground while their eyes peer toward the sun from the 
stratosphere. The scene goes into' motion as they imagine the earth rotating 
backward, away from the sun, which is gradually covered by the far horizon. 
They have tried this scenario repeatedly in work-shops, and a substantial 
proportion of the adults "get it," to the degree that they experience dizziness! 

 

 Finally, and despite extensive editorial investment, textbooks are often 
Just poorly "written". Part of the problem comes from the encyclopedic quality, 
and difficulties also arise because the books are written by committees and 
consultants rather than authors or developers. As we will illustrate in later, the 
organization is often weak, all the way from the table of contents, introductions, 
and conclusions to the design of individual paragraphs. Interest is carried by the 
graphics; the prose makes little reliance on vivid vocabulary, metaphors, or 
examples. Compare library books ~n similar topics, and we think most readers 
will conclude that textbooks come out second best by these criteria. Of course, 
library books meet a different criterion-librarians purchase them because they 
think readers will want to read them, whereas textbooks are "adopted" by adults, 
and students have little say in the matter. Teachers can play a major role in 
textbook selection, but we have not encountered an instance in which student 
opinions have been surveyed. In Pakistan multi textbook option is through now 
not available in government schools but not in its true sense so this option can not 
be exercised fully. 
 

1.10.3- Reasons for Optimism 
We began by outlining the potential of textbooks, and we will end on a 

positive note. First, there are no villains in this piece: Western educators need 
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resources as a foundation for curriculum and instruction. Their administrators 
confront many pressures in the selection process and the publishers must respond 
to the marketplace. 

 
We can also point to several instances of positive responses by publishers 

and others to opportunities for improving textbook materials. Recent changes in 
reading textbooks, for instance, mean that students are reading higher-quality 
literature from top-ranked authors. A broad range of multi-cultural stories appear 
in today's anthologies, much changed from the "Dick and lane" or “Readers” of 
earlier decades. Science books include more opportunities for students to do 
"hands-on" science. But the basic problems sketched above. Especially the 
prevailing emphasis on content coverage-continue to challenge both educators 
and publishers, as we shall see in the next units that follow. Many of today's 
sharpest critics continue to beat the coverage drum; teachers don't teach enough 
and students don't learn enough. For example, A critic Diane Ravitch charges that 
"[Today's students] are culturally illiterate. They can read the words put in front 
of them, but they have no "furniture" in their minds, no vocabulary of historical 
persons or events to draw upon, no reference to the ordinary literary images that 
fifth graders once imbedded in every common school in the nation." In fact, 
studies suggest that today's students know as much as previous generations, and 
probably a good deal more. We are not suggesting that students should not 
experience the canons of the various subject matters. But given what we know 
about learning, and looking ahead toward what it will mean to "know" in the 
future, schools need to move from exposure to engagement, from 
memorization of factoids toward understanding - not only of important ideas, 
but also of how to access and manage information. Our public school recommend 
textbooks published in other countries that have no contract of our culture. 
 

Whatever the shape of school reforms in the next several years, textbooks 
will be part of the action. The themes sketched above thread their way through the 
rest of this course: a focus on big ideas, coherent organization, connections with 
student experience and interest, and high-quality writing. In our reviews of 
textbook materials, we have been struck by "missed opportunities": opening and 
closing sections that, with a small amount of rewriting, could introduce and 
conclude more effectively; weak organizational structures that with modest 
reordering could become strong; pictures and graphics that could be linked to the 
text in a few sentences; unrelated modules that with carefully considered redesign 
could be joined thematic all while still retaining important flexibility. Some of 
these problems require substantial redesign, many do not. 

 

Textbooks certainly are not the only issue in school improvement, but we 
intend to show that improving these materials can be a powerful and possible 
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action. We will focus in this course on social science, science, and language 
textbooks for grades 4-9. Starting with grade 4, textbooks in social science and 
science present significant amounts of expository prose from which youngsters 
are expected to learn. These are formative years, during which students must be 
able to handle the challenge of comprehending expository passages dealing with 
"novel and complex topics. The caliber of these materials contributes substantially 
to youngsters" success, either nurturing or stifling their minds. We are convinced 

and hope to be convincing - that substantial improvements are possible even in 
the short run. 

 

1.11- The Role of Content 
The recent textbook controversy in USA seems to have been spawned, not 

surprisingly, from the educational reform movement of the 1980s. If students 
haven't done well on standardized tests, or if they do not know some of the facts, 
trivial though they may be, that some of the critics of today's schools know, then 
those critics are saying the textbooks are at fault. First, the critics blamed 
curriculum, so schools began to require that students take more subjects for longer 
periods of time. But that wasn't seen as a satisfactory solution, because the critics 
felt that the teachers did not have adequate academic background to teach more in 
depth, so the next reform proposal was to improve teacher academic preparation. 
But the teachers use materials-mostly textbooks-produced by others, and the 
critics in this reform movement then decided that the textbooks were at fault. 
Thus discussions have focused on the debate on textbooks. 

 
How and if we can separate the role of content from the other major topics 

to be addressed when discussing textbooks. The role of content is connected to the 
selection and organization of content, the political considerations of textbooks, 
and the role of teachers and students as consumers of textbooks. Where do we 
begin, and where do we draw the line so that we are not sliding from our topic 
into those of others in this unit? This is a difficult task, but we have attempted to 
refine our discussion to three main categories: (a) the role of the textbook. (b) the 
breadth vs. depth debate, and (c) the use of textbooks. 
 
1.11.1- Item One; the Role of the Textbook for Curriculum 

We are quite aware of the power of a textbook. Even though every 20 
years or more or so the state produces a syllabus on which teachers are to base 
their curriculum/ the textbook more often than not becomes the curriculum. Why? 
One reason is the availability of many good textbooks which coincide with the 
state syllabus. Second, the textbook becomes the curriculum because elementary 
school teachers, not specialists in all four or five areas they are expected to teach, 
find it expedient to use it. This applies also to secondary school teachers, those 
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overworked professionals who are expected to prepare three different lessons to 
teach to a total of 120-150 students each day, in addition to evaluating students' 
written work, staffing a study hall or policing the lavatories, contacting parents, 
attending meetings, keeping track of attendance, assisting a student who was 
absent, and filling in some inane forms for education office. 

 

Some of the teachers left because of these pressures and what they saw as 
their own perceived failures generated by the lack of time to do the best job, to 
reach all of their students, to turn them all on to their subject matter. Due to the 
lack of time, some of them may have resorted to using the textbook not as 
only one of many tools in the classroom, but typically the major tool. After 
all, it matched fairly closely what the state syllabus outlined they should teach, it 
had many pictures that they didn't have time to find, and graphs, charts, and maps 
that they also didn't have time to make or locate. Besides, there were summary 
questions at the end of each unit and lists of activities that they didn't have time to 
create. Therefore, the textbook became the curriculum, or perhaps was seen as the 
syllabus itself. 

 

 

1.11.2- Item Two: Depth Vs. Breadth 
Textbooks are criticized for being boring, while at the same time taken to 

task for not including this, that, and someone else's bit of discrete information. 
But if we can ever agree on what, the corollary question is how much of that 
'''what'' do we teach? This brings up our second concern-the depth versus breadth 
controversy. This is a question that they certainly struggled with, and one that alt 
textbook authors do adding vignettes, letters or diary selections, newspaper 
clippings, photographs, and activities to add depth to the topic, to make it real and 
hot superficial. How to decide how much is enough? How to decide which topics 
to spend more time on? The question is repeatedly asked was "What's worth 
knowing here?" It is still a question. 

 

1.11.3- Item Three: the Use of Textbooks 
How are we to use textbooks? Since we believe (not in Pakistan) that the 

classroom teacher is really the curriculum maker and decision maker, we suggest 
that we who write textbooks continue to include the breadth and as much depth as 
space permits, while working more with teachers on how to use textbooks. First-
teachers would decide which parts of the book to focus on and to enrich. These 
may be done in a variety of ways. For example, a teacher may decide that the 
text's section on the woman suffrage movement is inadequate. As a result, the 
teacher decides that students will complete a related project, such as reading 
biographies and comparing them; Or reading the correspondence or reading the 
state legislature's records of discussions on the demand for the suffrage 
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amendment; or newspaper accounts of the movement, looking at national, 
state, and local newspapers... 

 

The "coverage disease," as Newmann calls it, will still be in our system, 
but perhaps in remission if we work with teachers on how to deal with both 
coverage and depth. They can select .some topics to study in depth, and not 
necessarily in the classroom, but through out-of-class student projects. Many 
teachers do require depth. However, the education critics would not know this 
because they seldom go into school;; for any length of time to understand what is 
happening there. 

 

Those critical of texts don't appear to realize their own lack of knowledge 
about how textbooks are to be used. A textbook is only one of many tools in the 
classroom, although used more than any other curricular material. Textbooks are 
not to be read independently by all students, especially not in the elementary 
grade. They are different from literature and must be used differently. The 
vocabulary and concept load are so heavy in lexis, especially social studies and 
science ones, that students cannot and should not be expected to learn everything 
in one reading. Textbook authors do not write expecting readers to catch every 
one and comprehend meaning instantly; few of us have that ability. Authors of 
school texts write a book to be used in conjunction with classroom activities. 
Authors write books not anticipating that every chapter and section will be 
assigned, (Here's our depth vs. breadth concern again.) Teachers should feel free 
to eliminate some of the breadth, if they cannot supply the additional information 
to give depth to the reading, or if they feel they do not have time for student 
projects that will allow students to get into depth on every topic. Superficial 
history is probably no history at all. 

 

Reading history and social sciences is not the same as reading 
literature. Then it is. it too often is historical fiction, and we already have too 
much of that to counter from television and popular literature. Some of the 
education critics do not understand how children learn. They learn in small 
batches-discrete quantities at a time; they are not cognitively able to learn from a 
first reading as easily as adults do. The graphs, maps. charts, photographs, and 
other visuals that some critics feel students find distracting are not so 
considered by students or teachers with whom we work. The visuals 
complement the print material, helping students to understand the content better. 
Most teachers, who know more about children and how they learn than non 
classroom educators do, insist that visuals should be interspersed within the 
printed word. They know that those additions reinforce student learning and are 
not distractions. These may be seen as such by adults, who do not need them, 
because they know already the material the students are encountering for the first 
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time. Many students, in fact learn better from visuals than from the printed 
word. Indeed, for them the printed word complements the graphics. 

 

We take issue with some of the critics that all "glitzy" teacher's guides and 
student activity packages are not worthwhile. As one who has spent days 
developing the nonglitzy ones and held testing them with teachers. We are aware 
of their value. On the other hand, we are of the first to condemn those that insult 
teachers, such as the ones that tell -teachers to "Turn to page 52 in the book and 
read paragraph one and then say to the student ..." 

 

Once a new book is published, though, teachers need workshops on how 
to use textbooks and not abuse them. They may not have learned how to use 
textbooks in their college methods course. We are often reminded of the teacher 
who told us the students had trouble while reading the fourth-grade text because 
there were so many words they didn't know. They read. - And read, -And Read. That 
is a pedagogically unsound procedure. Instead, of course, the students should not 
have been told to read a lengthy passage independently, and certainly not without 
the support of some pre- reading activities or post-reading guides. The teachers 
had never used these strategies, though they were included in the teacher's guide. 
College students in teacher preparation today, however, are exposed to 
instructional strategies for teaching reading in the content areas and content in the 
reading areas. 

 

We feel publishers or curriculum textbook boards do have an obligation to 
work with teachers on how to use new textbooks, just as they have in-service 
workshops to know to use new computer software. It is their prim duty. 

 

Writing for the school market is not viewed as a powerful, let alone 
legitimate, activity for college professors. Indeed, it is looked down upon at the 
university by those who do not write for the student audience, as well as by 
members of the college promotion, renewal, and tenure committees and deans.  
 

Secondly, textbooks are much better than they were in the 1960s. They 
indeed do represent more realistically real people and a microcosm. The activities 
and end-of-chapter questions are better, as more and more books emphasize 
critical thinking skills, active learning, and participation. 

 
Textbooks should be seen as only one of many tools in the classroom. We 

need to work with teachers and administrators to explain how they should be 
used. They are not stories, they are not literature. They are concepts, they are 
skills, they are facts, they are attitudes and values. All together they help children 
learn. 
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Activity No.1 
In a well-written passage each paragraph tells you about one main idea. The 
paragraph may also give: 

 Facts about the main idea 
 Examples of the main idea 
 Opinions of the main idea 
 Explanations of the main idea 

A spider diagram is a good way of organizing the information you read 
about. It is a good starting point for making notes. 

The passage below explains some of the problem of making a human like 
robot called an android. Read the passage to find three major problems with  
designing an android. 

The idea of making a machine that behaves like a human-an android-is 
fascinating. 

A vast amount of work has been done, but at the end of it all we have to 
admit that compared with Mother Nature, we know very little about either 
computing or engineering. Let us look at the major problems one at a time. 

 

We need a machine that is capable of moving itself about over rough 
ground, up stairs, up trees, and even cliffs for several days before its batteries run 
down. It should be able to pick up the equivalent of its own weight and stagger 
with it. The same hands and arms must be capable of picking up and threading a 
needle. We have nothing remotely capable of this sort of performance. A machine 
using electric motors and batteries would goon the flat, for less than an hour 
before running down - one flight of stairs would exhaust it. A mechanical 
arm strong enough to use for a tug-of-war would weigh nearly 45 kg. even is we 
knew to build walking legs (which we do not yet), they would come out weighing 
more in the region of tones than kilograms. 

The human eye has the equivalent of some three million pixels; the best 
available televisions have one million. But even if we had a suitably sensitive 
mechanical eye, we could not process its information in less than hours-as against 
the eye and brain's 1/25 second-and we still do not know how to do more than one 
per cent of the necessary processing. 

The human brain contains 10,000 million neurons. Each neuron is 
attached to many others and has an unknown value in terms of byte storage, but 
we might assume that it can, store 100 bytes. The brain is then equivalent to a 
million bytes or the contents of a 30-metre cube full of today's memory chips. 
And that again assumes that we would know how to organize the memory if we 
had it. One of today's 16~bit micros would take more than three weeks to search 
that much memory for one four-letter word. 
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From: The Joy of Computers, by P.Laurie (Hutchinson 1993) 

 
 
 
 
 
 
 
 
2. Read each paragraph again. Add two explanations for each of the problems you 
have identified. 
 

1.12- Self-Learning Exercise No.1 
1. Discuss the concept of “Textbook” with relation to the concept of a 

“book”! 
2. If the textbooks are for reading or teaching-learning? Discuss! 
3. What makes the textbooks the bets? Discuss! 
4. What is the real use of textbook? Discuss! 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Problems with androids 
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2- HISTORY OF TEXTBOOK 
 
As we all know that some great books were taught as textbooks up to the 

modem era or the books written by the great scholars were used as textbooks. 
There was no question of relationship with the curriculum or coherence, 
articulation or gradation. There was a subjective opinion for the level use of the 
same textbooks. While exploring the history of textbooks and textbook 
development, we discover that textbooks were available even in the dark ages. 
The authors of the Encyclopedia Britannica trace the historical background of the 
textbook to the extent: 
 

"Homer's poems were the first school textbook. ... Rome 
added Virgil, Horace and other great writers. Education was pre-
eminently concerned with the study of excellent models. The 
origins of the actual grammar book go .back to a certain Dionysius 
whose grammar of the Greek tongue, produced in 120 B.C. set out 
the terms still used today. For Science, a variety of textbooks were 
produced in the Hellenistic period, chiefly by the scholars of 
Alexandria, To this period belongs Euclid's Elements of Geometry 
(c.300 B.C.), a manual which in one form or another has been used 
down to modern times. As the Graeco-Roman world advanced into 
the Christian era, however, the curriculum was predominantly 
literary. 

 
In the dark ages, learning and piety were kept alive in the 

monastic schools, and scholars like Boethius(c.480-524) and Bede 
(673 -73 5) wrote textbooks for these institutions. 

 
Just as the spread of Greek culture took on speed when 

Livius Andronicus in the 3rd century B.C. translated Homer's 
Odyssey into Latin Bilingual textbooks were appearing by the 
3rd .century A.D. About the year 1000 in England, Abbot Aelfric 
produced a Latin grammar in Anglo-Saxon. 

 
The revival of learning and the invention of printing gave a 

new impetus to the textbook”. 
 
 Texts specifically designated for educational purposes were written in 
ancient Greece. The modern textbook has its roots in the standardization made 
possible by the printing press. Johannes Gutenberg himself may have printed 

http://en.wikipedia.org/wiki/Ancient_Greece
http://en.wikipedia.org/wiki/Johannes_Gutenberg
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editions of Ars Minor, a schoolbook on Latin grammar by Aelius Donatus. Early 
textbooks were used by tutors and teachers, who used the books as instructional 
aids (e.g., alphabet books), as well as individuals who taught themselves. 
 
 Compulsory education and the subsequent growth of schooling in Europe 
led to the printing of many standardized texts for children. Textbooks have 
become the primary teaching instrument for most children since the 19th century. 
Two textbooks of historical significance in United States schooling were the 18th 
century New England Primer and the 19th century McGuffey Readers. 
 
 As of January 2009, the four largest college textbook publishers in the 
United States were: 

 Pearson Education (including such imprints as Addison-Wesley 
and Prentice Hall)  

 Cengage Learning (formerly Thomson Learning)  
 McGraw-Hill  
 Houghton Mifflin (including Harcourt)  

 Other US textbook publishers include: 
 John Wiley & Sons  
 Jones and Bartlett Publishers  
 F. A. Davis Company  
 W. W. Norton & Company  
 SAGE Publications  
 Catalyst Publishers  

 
 Technological advances are constantly changing America’s higher 
education landscape, including textbooks. Online and digital materials are making 
it increasingly easy for students to access materials other than the traditional print 
textbook. Students now have access to electronic and PDF books, online tutoring 
systems and video lectures. 
 
 Most notably, an increasing number of authors are foregoing commercial 
publishers and offering their textbooks under a creative commons or other open 
license. The New York Times recently endorsed the use of free, open, digital 
textbooks in the editorial "That textbook costs how much?" 

 
Innovations in educational systems and printing technology, in a very 

natural way, affected the textbook development quite positively. This is evident 
from the improved quality of textbooks in the developed world, especially the 
United Kingdom and the United States. We have already mentioned the textbook 
by  Comineus in 1658. 
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2.1- The Sub-Continent 

Darse Nizamia in Eighteenth centuries tried to introduce a list of textbooks 
in India but it was too lengthy to be grasped by a student of a definite grade level.  
You may find some history of publishing of readers in units No.3 

 
After the advent of the British era in Indo-Pak sub-continent the textbooks 

were started to be written according to a syllabus or curriculum in the late 
ninteenth century. Still there were no textbook committees or boards, until in 
1926 a textbook committee was formed. In Pakistan the 1st phase from 1947 to 
1959 was a phase of alternate textbooks. The textbooks entered the scence in 
1069-70. In 1971 the textbook boards at every provincial headquarter were made 
responsible for textbooks from grade 1 to 12 to inculcate the concept of sole 
textbook It is their constitutional obligation to prepare textbook, in line to the 
curriculum recommended by the curriculum Wing, Federal Ministry of Education, 
Islamabad. In the beginning of the 21st century the alternate textbooks are 
allowed to be taught in Pakistan schools but recommended or approved by the 
Curriculum Wing as per National Textbook Policy 2006. This new era begins 
after the 1st decade of the 21st century. 

2.2- The Textbook War in the West 
The textbook controversy started to have been spawned from the 

educational movements of the 1980 in U.S.A. 
 
During the decade of the 1980s there has been considerable dialogue in 

the media and by private and public agencies over education in the United States. 
This dialogue was stimulated by a report that emanated from the United States 
Department of Education entitled A Nation at Risk (National Commission on 
Excellence in Education, 1983). The document contended that educationally we, 
as a nation, were falling behind other countries. The remedy offered was to 
increase quantity-length of the school day and of the school year, the number of 
courses needed to graduate, the rigor of course--, the number of required courses, 
and so on. This seminal work was supported by a number of other publications 
such as Ravitch and Finn's What Do Our Seventeen Year Olds Know (1987) 
and Hirsch's Cultural Literacy (1987). Both advocated the acquisition of more 
required information by students.  

 
The discussion was joined in the periodical literature by numerous articles 

extolling the virtues and superiority of the Japanese and European educational 
systems over the American. The discussion soon spilled over to textbooks, as the 
phrase "dumbing down of textbooks" was used to describe text materials used in 
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American schools. Thus, textbooks were viewed as an integral part of the 
problem. 

 
Textbooks became key elements in a number of national and state actions. 

At a meeting of Chief State School Officers and the National Association of State 
Boards of Education in 1985, the quality of textbooks was the focus of attention. 
 

In California, content questions were involved in the controversy over the 
inclusion of creationism in biology textbooks during the adoption process. 
The negative response by the Nobel Laureate to this proposed action generated 
much notoriety the all the media. At a later dale, all elementary mathematics 
textbooks under consideration during the California adoption process were 
rejected. The rationale offered was that the texts stressed memorization and were 
deficient in problem solving. This action by the most populous state forced 
publishers to reedit their math books or risk nonacceptance in a most lucrative 
market. 

A number of recent issues of professional education Journals have also 
been devoted to textbooks. The April 1985 issue Educational Leadership ("A 
closer look," 1985) the Association for Supervision and Curriculum Development 
(AS CD) journal, devoted its main section to A Closer Look at Textbooks. 
Social Education. the journal of the National Council for the Social Studies 
(NCSS) focused on Textbook Reform in the Social Studies ''Textbook 
Reform." 1986 in 11 articles in the January 1986 issue. A number of professional 
conferences were also conducted on this topic. The central role of textbooks, as a 
major influence shaping the curriculum and daily instruction, moved from 
academic circles to the public arena. This metamorphosis is the focus of this unit 
as if provides an introduction to several aspects of these discussions. 

 

2.3- Historical Background 
A review of the role and place of textbooks in the past should provide a 

base for any discussion about textbooks today. The most famous texts of the 19th 
century were McGuffcy's Readers. The design and purpose of these texts was 
clear. They combined values with the teaching of reading. Their indoctrination 
message was very direct. Schools at that time had very strong ties to religious 
agencies and disseminated those messages in daily lessons. A role for textbooks 
was offered by this example. 
 . 

Another famous textbook, which all of us over 60 years of age remember, 
is Macgruder's American Government. This tone is presently (1989) in its 69th 
edition-the first was in 1917. This text presents a structural approach to the 
government of the United States. It is basically narrative and descriptive in its 
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approach. It was designed to serve as a civics book (0 acquaint students with the 
essential facts about their government. At about the same time. Muzzey's History 
of the United States emerged as a popular textbook for secondary American 
history courses. It also was declarative and descriptive in tone. A national 
egocentric view was employed, and chronology was the major methodological 
approach. These two textbook giants reflected the content recommendations of 
The Social Studies in Secondary Education, Bulletin No. 28 (U.S. Bureau of 
Education. 1916) which shaped the design of social studies textbooks through 
most of the century. 
 

During the late 1950s and 1960s, with governmental support, a movement 
toward process education emerged. Modern Math was an effort to emphasize 
mathematical concepts and constructs in contradistinction to the mathematics 
products-the right answer. Similar direction is found in new science programs that 
were developed-Biological Sciences Curriculum Study (BSCS), Physical Sciences 
Curriculum Study (PSCS), Chem Studies, Elementary Science Study (ESS), 
Science: A Process Approach (SAP A). Science Curriculum Improvement Study 
(SCIS). Social studies, although late on the scene, also participated in this 
movement with programs such as: Sociological Resources for the social studies 
(SPSS), High School Geography Project (HSGP), Man: A Course of Study 
(MACOS), Materials and Activities for Teachers and Children (MATCH) kits, 
Family of Man kits. A basic assumption of these new programs was to develop 
the "discourse of inquiry" as opposed to the "rhetoric of conclusion." In 
developing materials to meet these goals, emphasis was placed on multitude of 
resources as the key interveners in the learning situation. At about the same time, 
the learning theories of Jean Piaget began to receive attention in the United States. 
His notion about how people learn and the stages of cognitive development 
supported the design of these new curricula and their accompanying instructional 
materials. Another major event in this development was the publication of Jerome 
Bruner's The Process of Education (1963). It also provided a model for these 
approaches that reflected “process education” or discovery learning. This third 
role for textbook development was in strong contrast with the two previously 
mentioned. 

 

2.4- Recent Trends 
Since the 1916 Report was issued, many political, economic, social, and 

educational changes have taken place. The changing political events in Eastern 
Europe and China over the past year reflect the speed, interaction and influence of 
worldwide occurrences. These events affect not only the United Slates but also 
the rest of the world. Perestroika and Glasnost we had repercussions on the 
curriculum, examinations, and textbooks in the Soviet Union. A reading of Mr. 
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Mehlingers’ article (1989) reveal the scope and impact of these changes, as 
curricula, examinations, and textbooks cannot keep up with speed of unfolding 
events. Political action was also apparent in the recent controversy in Japan over 
how the Pacific War would be presented in Japanese textbooks. National self 
image also plays a part in the curriculum and related textbooks. 
 

Contrasting viewpoints over the United States position in the world create 
difficulties for textbook writers. Isolation was the historic foreign policy of the 
country. Since the United States emerged as a world leader after World War II, 
this traditional policy has undergone stress. Interpretations about the events in 
Panama and Nicaragua have received a variety of views in the press. These 
examples are illustrative of difficulties faced by textbook authors pertaining to 
content and the length of a book.  

 
Many of the same problems are encountered in economics. Questions 

relating to the national debt, to the trade imbalance, to third world debt, to trade 
arrangements (protectionism vs. free trade), to the implications of German 
unification, to the monetary unification of Western Europe, to (the emergence of 
West Germany and Japan as major economic competitors, to the distribution of 
wealth and its impact on minorities all generate a variety of responses. These are 
substantial topics that deserve to be treated in textbooks, but they raise questions 
and issues that" are difficult, if not impossible, to solve. Dealing with these issues 
forces textbook authors to treat content in a different manner than the descriptive, 
declarative, and informational models of the past. 

 

There are a raft of internal forces at work in trying to shape content-what 
topics are treated and how-in textbooks. Evidence of these vectors is seen in the 
treatment of the following topics. Evolution/creation in has been previously 
mentioned. The role and place of religion was witnessed by school prayer 
discussions, the 'actions of groups such as the Gablers and judicial actions relating 
to "'secular humanism" and textbooks in Alabama. Another significant area is the 
potential influence of the 23 states with adoption policies and procedures on 
textbooks of the other 27 states. A third example is the Curriculum/Inclusion 
(University of the State of New York, 1989) report in New York State which 
addresses cultural/ethnic diversity. How diverse should the teaching of the 
nation's diversity be? This topic also generated controversy when Stanford 
University introduced a required course in non-Western cultures. Is there a 
prevailing culture? What are the future implications of worldwide and national 
population patterns? Many other examples could be cited to demonstrate the 
range and depth of groups exerting influence on what should be taught and 
included in textbooks. 
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The academic world is also involved in the discussions. The Organization 
of American Historians (OAH) has supported the preeminence of history in the 
social studies curriculum. The Bradley Commission, (Building a History 
Curriculum, 1988) which has many OAH members in leadership positions, has 
produced a set of curriculum guidelines for schools (1988). Implementing these 
guidelines places history as the major discipline in the social studies program with 
accompanying implications for textbook design and format. The identification of 
5,000 key facts that must be in everyone's repertoire is a major element in Hirsch's 
Cultural Literacy (1987). This book, which has received national attention, 
recommends incorporating these elements into curricula and textbooks for every 
student. Questions over organization-breadth vs. depth, post-holing and questions 
of "cover-age" and "mentioning"-and other academic considerations have 
implications for textbooks. Since the academic community is the source of 
textbook authors, it is deeply involved with the controversy over the content of 
textbooks. 
 
 In recent years, high school textbooks of United States history have come 
under increasing criticism. Authors such as Howard Zinn (A People's History of 
the United States), Gilbert T. Sewall (Textbooks: Where the Curriculum 
Meets the Child) and James W. Loewen (Lies My Teacher Told Me: 
Everything Your American History Textbook Got Wrong), make the claim 
that U.S. history textbooks contain mythical untruths and omissions, which paint a 
whitewashed picture that bears little resemblance to what most students learn in 
universities. Inaccurately retelling history, through textbooks or other literature, 
has been practiced in many societies, from ancient Rome to the Soviet Union 
(USSR) and the People's Republic of China. The content of history textbooks is 
often determined by the political forces of state adoption boards and ideological 
pressure groups. Same is the case of India, Pakistan and Bangla Desh. 
 
 Science textbooks have been the source of ongoing debates and have come 
under scrutiny from several organizations. The presentation or inclusion of 
controversial scientific material has been debated in several court cases. Poorly 
designed textbooks have been cited as contributing to declining grades in 
mathematics and science in the United States and organizations such as the 
American Academy of Arts and Sciences (AAAS) have criticized the layout, 
presentation, and amount of material given in textbooks. 
 
 Discussions of textbooks have been included on creation and evolution in 
the public education debate. The Smith v. Board of School Commissioners of 
Mobile County case brought forward a debate about secular humanist values 
being presented in textbooks. 
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 In his book, Surely You're Joking, Mr. Feynman!, the late physics Nobel 
Prize laureate Richard P. Feynman described his experiences as he once sat in a 
commission that evaluated science textbooks. At some instances, there were 
nonsensical examples to illustrate physical phenomena; then a company sent — 
for reasons of timing — a textbook that contained blank pages, which even got 
good critiques. Feynman himself experienced attempts at bribery. 
 
 Largely in the US, but increasingly in other nations, K-12 Mathematics 
textbooks have reflected the controversies of new math and reform mathematics 
which have sought to replace traditional mathematics in what have been called the 
math wars. Traditional texts, still favored in Asia and other areas, merely taught 
the same time-tested mathematics that most adults have learned. By contrast 
"progressive" approaches seek to address problems in social inequity with 
approaches that often incorporate principles of constructivism and discovery. 
Texts such as TERC and CMP discourage or omit standard mathematics methods 
and concepts such as long division and lowest common denominators. For 
example an index entry to multiply fractions would lead to "devise your own 
method to multiply fractions which work on these examples", and the formula for 
the area of a circle would be an exercise for a student to derive rather than 
including it in the student text. By the 2000s, while some districts were still 
adopting the more novel methods, others had abandoned them as unworkable. 
 
 In the U.S., college and university textbooks are chosen by the professor 
teaching the course, or by the department as a whole. Students are typically 
responsible for obtaining their own copies of the books used in their courses, 
although alternatives to owning textbooks, such as textbook rental services and 
library reserve copies of texts, are available in some instances. 
  
 In some European countries, such as Sweden or Spain, students attending 
institutions of higher education pay for textbooks themselves, although higher 
education is free of charge otherwise. 
  
 With higher education costs on the rise, many students are becoming 
sensitive to every aspect of college pricing, including textbooks. The 2005 
Government Accountability Office report on college textbooks said that since the 
1980s, textbook and supply prices have risen twice the rate of inflation in the past 
two decades. A 2005 PIRG study found that textbooks cost students $900 per 
year, and that prices increased four times the rate of inflation over the past decade 
A June 2007 Advisory Committee on Student Financial Assistance (ACSFA) 
report, “Turn the Page,” reported that the average U.S. student spends $700–
$1000 per year on textbooks.  
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 While many groups have assigned blame to publishers, bookstores or 
faculty, the ACSFA also found that assigning blame to any one party—faculty, 
colleges, bookstores or publishers—for current textbook costs is unproductive and 
without merit. The report called on all parties within the industry to work together 
to find productive solutions, which included a movement toward open textbooks 
and other lower-cost digital solutions. 
 
 In cases of history, science, current events, and political textbooks, the 
writer might be biased towards one way or another. Controversial topics, like 
atheism, actions of a country, presidential actions, and scientific theories are 
usually the most common biases.  
 
 

2.5- Impact of Textbooks 
All of the above-mentioned factors-history, political developments, 

economic events, pressure groups, academies, developmental psychology-have 
influence on the nature of textbooks. The effects of these vectors are seen in a 
number of ways-some of which have made national headlines. An inspection of a 
few key examples of these controversies should reveal the nature of the problems, 
the key players, representative issues, major aspects, and the range of perspectives 
involved. 

 
The role and place of content is an overriding question. The selection and 

organization of the content of a left is a major element in providing the focus of a 
book. As previously described, a variety of options exist from expository to 
explanatory to investigative. Content can be used to provide answers or to 
immerse students in exploring questions and issues. Students can be fed 
information or be forced to make decisions or engage in other higher-order 
activities. 

 
An age old question is breadth vs. depth of content coverage. The breadth 

is represented by the traditional survey course. In an effort to provide background 
and to offer the wide sweep of events, a broad perspective is offered. This 
approach has led to the "mentioning" problem as topics are introduced but not 
treated in any depth. The depth position entails extensive treatment of fewer 
topics but with a greater range of materials. "Post Holing" exemplifies this 
approach as it emphasizes intensive studies on focused topics. The tradeoff is 
broad overview with limited depth (with the assumption of student further 
reading) or greater under-standing' of people and events with a corresponding 
diminution of topics covered (with an assumption of transfer to other topics). This 
issue is further exemplified by the emphasis on a wide range of information urged 

http://en.wikipedia.org/wiki/Open_textbooks
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by Hirsch's Cultural Literacy, (1987) 5,000 key pieces of information that every 
student should know. In contradistinction is the development of personal 
identification with the issue or topic. The Movie Glory, which focuses on one 
black regiment during the Civil War, is a good example, as the content is explored 
through a limited group. The issue is extension or focused coverage of content 
topics. 
 

2.6- Text Organization 
Another manifestation of the content issue is the organization of the 

information. Texts traditionally have provided the student with a wealth of 
information-the mentioning phenomenon. Students, with the aid of the teacher, 
are to develop generalizations or conclusions from this data. The text is to serve 
as a source of base information for this action. In contrast, approaches from 
developmental psychology have required authors to organize and present 
information at the appropriate cognitive level of the learner and in a style and 
format suited to that developmental level. Advocates of this position argue for a 
hierarchical arrangement of the content in a text, concept, generalization 
ascending order. They contend that this sequence promotes vocabulary 
development (concept development), student ability to categorize, to develop 
relationships, and to form conclusions (higher order operations). 

 
Another corollary to this issue relates to curricula development. The 1916 

Report presented an expanding communities approach in social studies education. 
With each grade level, the child is exposed to an ever-expanding horizon-from 
self and family to the rest of the world. This pattern has been the basic 
organizational principle through most of the 20th century. The conceptual 
approach in' contrast is built on the notion of a spiral curriculum. Jerome Bruner 
(1963) expressed this position in his' famous dictum that any subject can be taught 
to any child at any grade level in some intellectually honest form. Thus, the same 
concepts can be revisited throughout the grades in a concept development or 
expanding exploration manner. This is in contrast to a fixed sequence of topics of 
the expanding communities approach. An author is now faced with these two as 
well as other organizing principles in presenting content in a textbook. 
 

Much has been written about the physical appearance of textbooks. Any 
inspection of texts today reveals strong efforts to make the book appealing and 
attractive. The use of color, pictures and other visuals, an attractive cover are 
standard in present textbooks. Marginal notes and other support devices are 
provided for both teacher and student to generate interest and support the reading 
of the text. Critics have raised questions about these items, contending that they 
act as distractors from the purpose of texts and contribute to the "dumbing down" 
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of texts. They argue that interesting writing and colorful descriptions are better 
conveyors of the content of a textbook. 

 

2.7-State Adoption Policies 
Twenty-three states have adoption policies for the purchase of school 

textbooks. The policies cover content as well as technical aspects-weight of paper, 
type of ink, glue in the binding, strength of the cover, and so on. The objective is 
to insure that the academic material is consistent with the state syllabi. Since state 
monies are expended to acquire these materials, the state establishes a set of 
procedures to insure quality expenditures. Each of these states establishes its own 
guidelines. In the other 27 states this decision is left to individual school districts. 
The concentrated economic power of large states, employing this' system, 
provides a powerful lever impacting textbooks. It is estimated that the four largest 
adoption states-California. Texas, Florida, and North Carolina-contain about one-
fourth of the nation's school-age population. These concentrated markets exert 
considerable influence in shaping texts, as opposed to the diffused market (if 
stairs without adoption policies.) 
 

This system, as any system, has advantages and disadvantages. As 
previously reported, the rejection of all submitted mathematics books by 
California created considerable panic in the publishing industry. While the 
California State Department of Education's rationale for the rejection promoted 
the opportunity for improving texts, the system also has the potential for a small 
power group to influence the adoption list for its own idiosyncratic goals. The 
process also tends to foster conformity-replication of textbooks of the past. The 
standardization of a format-one-book approach as opposed to multi resources for 
material can lead to the exclusion of innovative approaches from the approved 
list. This economic factor inhibits publishers from developing nontraditional text 
material. Since a significant portion of the nation's schools are involved directly 
and the rest indirectly, the effects of state adoption policies are a major 
controversial issue that impact on textbooks. The accompanying map shows the 
distribution of states with adoption policies at Figure: 4. 

 
From Education Commission of the States "Fifty-State Survey of 

Textbook Adoption Procedures and policies" Note: Nevada is no longer an 
adoption state. Also districts in Hawaii must choose textbooks from on approved 
list, but Hawaii does not consider itself to be an adoption state. 
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Figure:4. Textbook Adoption States of USA 
 

 
 
 
 
 
 
 
 
 
 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
2.8- Publishing Industry 

The publishing industry, as it is the last step in the process of producing a 
textbook, is the focal point of all prior problems. Since the final product, the text, 
is a visible product, textbook publishers are held responsible for all inadequacies. 
As a result, "textbook bushing" has become a popular pastime. The publishers 
must be held accountable for their products, but publishers must also sell books in 
order to make a profit and remain the business. Considerable effort is expended 
by publishers to probe the market through consumer surveys before making a 
commitment of huge sums in developing, producing, and marketing a product. It 
is estimated that over a million dollars is invested in a new textbook before any 
profits accrue from sales. This large up-front investment requires publishers to 
have a high-degree of confidence that the book will sell before allocating financial 
re- sources. 
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This factor is a major hurdle and discourages innovation-new and/or 
different formats for texts. What sells drives the market place and shapes the final 
product. Publishers are faced with a dilemma, if innovative ventures lead to large 
unsold inventories in the warehouse, diminished profits will result- Can and/or 
should publishers offer public service by supporting new directions, or are they 
market/profit-driven enterprises? If the latter, then where is the source of risk-free 
venture capital for innovation? Change requires establishing new criteria---
educators needing, asking for and buying different kinds of instructional 
materials. Is it reasonable to ask free enterprise entrepreneurs to be the initial risk 
takers or should they respond to the "demands" of the existing market? 

 

2.9- Students, the Consumers 
The recipients of all of these decisions are the students as they are the 

ultimate consumers of textbooks. Unfortunately, there is little research on student 
"feelings" about textbooks. Authors and publishers do field evaluations, but they 
relate to the text - materials. As the last step in the process, we ought to have a 
stronger database from this key element in the educational process. 

 

2.10- Textbook Range 
The evidence is clear and overwhelming that textbooks and other print 

materials are a major part of the teaching-learning situation. For a number of 
reasons, students are provided with this basic tool in all of their classes. The 
controversial issues relate more to the form and substance of this tool than to its 
existence. It is an inanimate object-it just rests on the desk. However, as a visible 
end products, it stands out and is subject to the scrutiny of all. The textbook, as 
the curriculum, the teacher, and the educational system in the country, reflect the 
prevailing norms of the community. As we are now in the 21st century, present 
and past community norms are being tested. The testing does generate a degree of 
conflict, but it is the crucible that produces future ends and goals. 

 
Over the past decades, a number of events demonstrate this testing--

establishing the trends for the future. One notable example, previously reported, 
was the reactions of the Noble Laureates in California to the inclusion of 
creationism in biology textbooks. This response, by leading academics, was a 
major factor in the eventual decision to exclude the topic in the adoption 
guidelines. The formation and activities of the Bradley Commission, with its 
emphasis on history as the key to social studies education, is another example of 
norm testing in that curricula area 

 
A noted legal action involved textbooks in Alabama. A number of texts 

were removed from the approved list, because it was claimed that they endorse 
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"secular humanism" as a religion. While the courts finally decided to reverse the 
ruling, the question became a legal issue that required court action. Clearly, strong 
feelings and values were involved. A court decision may settle the issue but rarely 
changes people's views. This, and other legal actions, demonstrate another 
element in the controversies over textbooks. 

 
The West Virginia Textbook War of the early 1970s also reflects an 

aspect of the controversy. Groups of parents claimed that their children were 
exposed to writings (textbook and library materials) that they deemed 
objectionable. Although a textbook approval process had been established, this 
group felt left out of the process and demonstrated their feeling be engaging in 
overt action. Textbooks, in this instance, were not inanimate objects but a cause 
celebre that engendered a negative reaction. Such a response is evidence of the 
depth of feeling people have about their children and schooling and illustrates 
another dimension' of the controversies over texts. 

 
An elementary social studies course called Man: A Course of Study was 

developed by Education Development Center EDO in the 1960s. The assumptions 
and content of this course were quite different from the traditional curricula. The 
content generated considerable controversy as students engaged in investigations 
of key topics. One topic that produced considerable discussion related to a 
society's treatment of old age. This and other topics, became the subject for 
discussion not only in the classroom but also at home. This dialogue at home and 
in school naturally involved a number of value/religious issues. The unusual 
nature or the content (Eskimos and animal), the nonconformity to the expanding 
communities approach, and the integration of values in the curriculum generated 
much negative reaction. This example relates to diversity- how different can a 
new curriculum be before it generates controversy? 

 
In New York State, a controversy has arisen of over a report---A 

Curriculum of Inclusion (University of the State of New York. 1989). The 
report contends that school curricula must "adequately and accurately relied the 
pluralistic nature of our society." A basic assumption of the report is that the pour 
achievement among minority students is due to the "Eurocentric" culture that, 
they contend, dominates the curricula. This report raises issue of the "melting pot" 
approach vs. the cultural pluralistic view of race and ethnic relationships as the 
core of American culture. This report has generated much ink in the press and has 
the potential to shape textbooks in the next decade. 

 
School, as any organization, has its own culture. Our country has a long 

history of local and state control of education, and this factor generates a number 
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of responses to issues, aspects, and perspectives. In most of the nations of the 
world, education is an integral part of the government and an element of national 
policy. As a result of our approach we, as a nation, have a continuing dialogue 
over educational issues as they emerge. This dialogue should not be viewed as a 
weakness but rather as a source of strength. A healthy exchange of views in a 
public disclosure is indeed a sign of maturity and potential growth. The dialogue 
must be rational and not degenerate into value positions. If this can be 
accomplished ideas can be tested, alternatives explored, and long-lasting 
commitments emerge. The push and pull of a number of conflicting forces is 
clearly evident in the literature on textbooks. 

 
Paul Mort's work on change at the Metropolitan Study Council indicates 

that it takes 75 years for new patterns to become institutionalized in schools. If 
this is accurate, then we are in the midst of a number of evolving educational 
issues that relate to the nature of textbooks. It is difficult to predict the future, but 
any discussion that will aid in clarifying questions must be viewed as an asset. It 
was for this purpose that the conference and now this book was assembled. To the 
degree we have helped you- the students, to be more knowledgeable about 
questions, issues, or problems related to textbooks, then we have responded to the 
challenge. What is a textbook is not an easy question to answer. 

 

2.11. Japanese Controversies 
 Japanese textbook controversies refer to controversial content in 
government-approved textbooks used in the secondary education (junior high 
schools and high schools) of Japan. 
 
 School textbooks in Japan are not written by the Ministry of Education. 
Instead, the textbooks for all subjects in elementary, and both lower and upper 
secondary schools are written and published by several major private companies. 
This system was introduced to Japan after World War II to avoid government 
having direct authority over the written contents. Japan's School Education Law 
requires schools to use textbooks that are authorized by the Ministry of Education 
(MEXT). However, each local education board has the final authority to select 
which textbooks can be used in their jurisdiction from the approved list. 

 At the general election of February 1955, the Japan Democratic Party 
proposed an idea that while editing of school textbooks might be left to the private 
sector, the government ought to supervise them and limit the kinds of textbooks to 
about two for each subject by tightening the authorization, so that the textbooks in 
effect would be equivalent to government-designated textbooks. 

http://en.wikipedia.org/wiki/Ministry_of_Education,_Culture,_Sports,_Science_and_Technology_(Japan)
http://en.wikipedia.org/wiki/Elementary_schools_in_Japan
http://en.wikipedia.org/wiki/Market_share_of_government-approved_Japanese_history_textbooks
http://en.wikipedia.org/wiki/World_War_II
http://en.wikipedia.org/wiki/Ministry_of_Education,_Culture,_Sports,_Science_and_Technology
http://en.wikipedia.org/w/index.php?title=Democrat_Party_of_Japan,_Occupation&action=edit&redlink=1
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 Japan Democratic Party condemned these textbooks as biased "red 
textbooks". In response to this, the authors and editors of the listed textbooks 
made various public statements and protest notes. However, Japan Democratic 
Party did not answer back. Since this incident a greater number of textbooks had 
been rejected as being biased.  

 The resulting changes resulted in one-thirds of pre-existing textbooks 
being banned from Japanese schools. The Ministry of Education required that new 
textbooks avoided criticism of Japanese involvement in the Pacific War, and 
avoid mention of Japanese invasion of China and involvement in the Second 
Sino-Japanese War at all. 

 The current textbook authorization system began in 1947 under the 
direction of the U.S.-led Supreme Commander, Allied Powers (SCAP) authority 
during Japan's post-World War II occupation. SCAP ordered the provisional 
government of Japan to end the system of government-designated textbooks and 
allow scholars in the private sector to write textbooks. Local educators would then 
choose which textbooks to use at their schools. Descriptions that promoted 
militarism and ultra nationalism were eliminated, and the new idea to promote the 
dignity of the individual was introduced. The New School Education Law states 
that while the government sets a curriculum guideline, it is not meant to establish 
a fixed, uniform line for all educators to observe, like in the old militarist days, 
but rather to help educators to creatively adapt the curriculum to the new demands 
of children and society in general. 
 
  Tokushi Kasahara identifies three time periods in postwar Japan during 
which he asserts the Japanese government has "waged critical challenges to 
history textbooks in attempts to tone down or delete descriptions of Japan's 
wartime aggression, especially atrocities such as the Nanjing Massacre." The first 
challenge occurred in 1955, and the second took place in the early 1980s. The 
third began in 1997 and continues unresolved to this day. 
 
 On June 26, 1982, the Japanese textbook authorization system became a 
major diplomatic issue for the first time when Asahi Shimbun, one of the big three 
leading national newspapers in Japan, reported that the Ministry of Education 
demanded a textbook, which stated that the Japanese army invaded Northern 
China, be rewritten using the phrase "advanced into" instead of invaded. Having 
heard this news the Chinese government strongly protested to Japan. In response, 
on August 26, 1982, Kiichi Miyazawa, the then Chief Cabinet Secretary of Japan, 
made the following statement: 

http://en.wikipedia.org/wiki/Second_Sino-Japanese_War
http://en.wikipedia.org/wiki/Second_Sino-Japanese_War
http://en.wikipedia.org/wiki/Asahi_Shimbun
http://en.wikipedia.org/wiki/People%27s_Republic_of_China
http://en.wikipedia.org/wiki/Kiichi_Miyazawa
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1. The Japanese Government and the Japanese people are deeply aware of 
the fact that acts by our country in the past caused tremendous suffering 
and damage to the peoples of Asian countries, including the Republic of 
Korea (ROK) and China, and have followed the path of a pacifist state 
with remorse and determination that such acts must never be repeated. 
Japan has recognized, in the Japan-ROK Joint Communiqué of 1965, that 
the "past relations are regrettable, and Japan feels deep remorse," and in 
the Japan-China Joint Communiqué, that Japan is "keenly conscious of the 
responsibility for the serious damage that Japan caused in the past to the 
Chinese people through war and deeply reproaches itself." These 
statements confirm Japan's remorse and determination which I stated 
above and this recognition has not changed at all to this day.  

2. This spirit in the Japan-ROK Joint Communiqué and the Japan-China 
Joint Communiqué naturally should also be respected in Japan's school 
education and textbook authorization. Recently, however, the Republic of 
Korea, China, and others have been criticizing some descriptions in 
Japanese textbooks. From the perspective of building friendship and 
goodwill with neighboring countries, Japan will pay due attention to these 
criticisms and make corrections at the Government's responsibility.  

3. To this end, in relation to future authorization of textbooks, the 
Government will revise the Guideline for Textbook Authorization after 
discussions in the Textbook Authorization and Research Council and give 
due consideration to the effect mentioned above. Regarding textbooks that 
have already been authorized, Government will take steps quickly to the 
same effect. As measures until then, the Minister of Education, Sports, 
Science and Culture will express his views and make sure that the idea 
mentioned in 2 above is duly reflected in the places of education.  

4. Japan intends to continue to make efforts to promote mutual understanding 
and develop friendly and cooperative relations with neighboring countries 
and to contribute to the peace and stability of Asia and, in turn, of the 
world. 

 
 In 2000, Japanese Society for History Textbook Reform, a group of 
conservative scholars, published New History Textbook (Atarashii Rekishi 
Kyokasho) that was intended to promote a revised view of Japan. The textbook 
downplays or whitewashes the nature of Japan's military aggression in the First 
Sino-Japanese War, in Japan's annexation of Korea in 1910, in the Second Sino-
Japanese War, and in World War II. The textbook was approved by the Ministry 
of Education in 2001, and caused a huge controversy in Japan, China and Korea. 
A large number of Japanese historians and educators protested against the content 
of New History Textbook and its treatment of Japanese wartime activities. China 

http://en.wikipedia.org/wiki/Japanese_Society_for_History_Textbook_Reform
http://en.wikipedia.org/wiki/Whitewash_(censorship)
http://en.wikipedia.org/wiki/Japanese_war_crimes
http://en.wikipedia.org/wiki/First_Sino-Japanese_War
http://en.wikipedia.org/wiki/First_Sino-Japanese_War
http://en.wikipedia.org/wiki/Korea_under_Japanese_rule
http://en.wikipedia.org/wiki/Second_Sino-Japanese_War
http://en.wikipedia.org/wiki/Second_Sino-Japanese_War
http://en.wikipedia.org/wiki/Second_Sino-Japanese_War
http://en.wikipedia.org/wiki/World_War_II
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Radio International reported that the PRC government and people were "strongly 
indignant about and dissatisfied with the new Japanese history textbook for the 
year 2002 compiled by right-wing Japanese scholars". 
 Subsequently, the New History Textbook was used by only 0.039% of 
junior high schools in Japan as of August 15, 2001. According to the Society, 
there are currently eight private junior high schools, one public school for the 
disabled in Tokyo, three public junior high schools and four public schools for the 
disabled in Ehime that use their textbook (Mainichi Shimbun, September 27, 
2004). 
 
 Anti-Japanese demonstrations were held in the spring of 2005 in China 
and South Korea to protest against New History Textbook. 
 
 In 2007, former education minister Nariaki Nakayama declared, he was 
proud that the Liberal Democratic Party had succeeded in getting references to 
"wartime sex slaves" struck from most authorized history texts for junior high 
schools. "Our campaign worked, and people outside government also started 
raising their voices." He also declared that he agreed with an e-mail sent to him 
saying that the "victimized women in Asia should be proud of being comfort 
women". 
 
 Japan orders history books to change passages on forced suicides during 
World War II. In June 2007, the Okinawa Prefectural Assembly officially asked 
the Ministry of Education of Japan to retract its instruction to downplay the 
military's role in mass suicide in Okinawa in 1945. More than 100,000 people in 
Okinawa rallied against the text book changes at the end of September. According 
to the Kyodo News agency, it was the biggest staged rally on the island since its 
1972 return to Japanese rule. Okinawa governor Hirokazu Nakaima spoke to the 
crowds, commenting that the Japanese military's involvement in the mass suicides 
should not be forgotten.  
 
 Recently there has been controversy about the inclusion of the Liancourt 
Rocks (sovereignty over the islands is disputed between Japan and South Korea) 
as being part of Japan in Japanese teacher's guidebooks for social study classes for 
junior high school students. 
 

2.12- Self-Learning Exercise No.2 
1. Discuss briefly the history of textbook in the U.S.A. 
2. What happened to the textbook in the non-adopting states of U.S.A. 
3. State the textbook war in the West briefly? 
4. Describe the textbook controversies of Japan. 

http://en.wikipedia.org/wiki/China_Radio_International
http://en.wikipedia.org/wiki/China_Radio_International
http://en.wikipedia.org/wiki/Tokyo
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http://en.wikipedia.org/wiki/Liancourt_Rocks
http://en.wikipedia.org/wiki/Liancourt_Rocks
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Activity No.2 
Many science books contain good ideas and lots of interesting facts. You 

might want to understand the ideas'. You might also want to remember some of 
the facts. 
To record facts properly: 

  Skim the passage. 

 Write down the main ideas from the passage (only two or three at 
anyone time). Leave several lines between each main idea. 

 Read the passage again. Write each fact that you want to remember 
underneath the correct main idea. 

1. Read the passage below. It has two main ideas; 

   The first computers 

    How computer have changed 

Write these headings leaving four lines between each one. 

2. Read the passage again and write three interesting facts underneath each  
of the correct main ideas. 

Charles Babbage was an English mathematician. He was born in 1791 and 
died in 1871, Amazingly he designed the first true computer-nearly 200 years 
ago' Babbage realised that if he could make a machine that could remember 
numbers and could recognise simple arithmetic instructions, it would be able 
to carry out complicated calculations automatically He called the first 
calculating machine he invented the 'Difference Engine.' With this he could 
produce quite complicated tables of numbers. The machine did not have a 
memory. His next invention was never built. It was named the 'Analytic 
Engine'. Sadly for Babbage the engineers of his time were not able to produce 
a working model of his design, which was Cull of moving parts. 

 

What would Babbage have thought of one of the first 
computers to work? It was made in the USA in 1946. It filled a room 
and had about 18 000 radio valves- What could this fantastic machine 
do? It could store 20 numbers in its memory. Babbage would have 
been impressed. Since then the valves have been replaced by 
integrated circuits. These are much smaller and more reliable. 
Computers are becoming ever more powerful. There are new 
developments almost daily Today many people own computers that 
are thousands of times more powerful than the computer imagined by 
Charles Babbage. 
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3- IMPORTANT POINTS 
 

1. A book containing text for teaching is called "textbook". 
2. In a technical sense a teaching tool to help student, to acquire some 

bearings, used as a reading and activity material from class 4 up to 
higher stages in called a textbook. 

3. Very first textbook is considered “The Visible World in Pictures” (1658) 
by Comenius. A Dutch religious book was in use in 1556 in the sub-
continent. 

4. Computer is more use friendly then a printed book. 
5. A textbook can reflect curriculum to some extent. 
6. A textbook should be useable as good for a poor reader as for as good 

reader.  
7. A textbook has several limitations. 
8. Textbooks are being changed by style and context. 
9. Effectiveness of textbook is in two areas; Structure and layout. 
10. Textbook development is generally considered as textbook writing. 
11. There must be a teacher's edition as well as student's edition. 
12. The characteristics of students edition are: structure, cohesion and 

audience appropriateness. 
13. Textbooks have power to affect minds. 
14. Our textbooks are unattractive and are only-reading material. 
15. The role of textbook can be defined in three categories: i.e.(1) for 

curriculum, (2) depth vs. breadth, (3) the use of textbook not as a 
reading material. 

16. In the sub-continent the textbook committee was formed in 1926. 
17. In U.S.A. a textbook war started in 1980. 
18. This war has a background history of textbooks in U.S.A. 
19. A textbook "cultured literacy" (1987) got more attention. 
20. Some states of south U.S. have adopted a central approved list of 

textbooks.  
21. West virginia textbook user of the easily 1970s also reflect    

controversies. 
22. Actually it took 75 years for new patterns to become institutionalized in 

schools. 
23. The Japanese controversies of textbooks revealed three time that the 

invasion of Japan in Asia must be included in the textbooks. 
 

4- ANSWERS 
 
The answers of the two exercises are imbedded in the text of the unit. 
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INTRODUCTION 
 
This unit is basically a part and parcel of the previous and knitted with the 

next units. It is an extension and a preparatory unit of these. For this purpose it is 
divided into three portions. Part one describes the instructional needs of the 
textbook and thus it is the core part. The second part deals primarily with the 
question of use of textbook and a basic attention is given to the suggestion for 
textbook evaluations that is studied in detail in the 4th unit. The third art is also an 
extension of textbook war described in the previous unit but with reference to the 
use of textbook adoption. The self-learning exercises and activities are also part of 
this unit. 

 
 

OBJECTIVES 
 

After studying this unit, you will be able to:  
1. know the criteria for of the needs/use of textbooks. 
2. change the textbook selection procedure.  
3. develop the textbook usage criteria 
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 s defined a textbook is a basic need of "Education as a process" and of 
"Instruction as a product". This is a tool for reading, understanding and 

comprehension. There are some basic and applied needs of textbooks depicted by 
the definitions. 

 

1- THE INSTRUCTIONAL NEEDS OF TEXT BOOK 
 
Textbook represents a basic need of instruction, teaching and guiding 

process. The curriculum is designed into activities and translated into text to draw 
some desired outcomes from the teaching-learning process. The textbook also 
represents a significant portion of student's academic reading. With increasing 
sophistication of layouts, designs and illustrations with on incredible range of 
types of text, students need guided instruction in how to read them and strategies 
to help them read textbooks independently. The basic need of this activity is to 
develop the skill of reading for comprehension. The textbook should explicably 
describe the teacher's role in the text manipulation. 
 
 

1.1- Basic Needs 
 A teacher or instructor needs a textbook in the following conclusions: 

1. He wants to know what and how the curriculum is translated into a text. 
2. He takes interest with the textbook and if the textbook is "silent" on (a) the 

direction of content, (b) the way of learning, (c) the activities of 
reinforcement, (d) the tactics of retention, he can not do properly and 
pedagogically anything in his lesson delivery. 

3. He finds a textbook as a guidebook for a learner to learn some skills, 
behave in desired way and know some facts and figures to use in his 
future needs. 

4. He takes it as encyclopedia on the subject, in which different ways of 
presentation are used to inculcate the concrete learning outcomes. 

 

1.2- Implied Needs 
A textbook is basically a reading material. The pre-requisite to reading is 

"literacy". 1t creates other literacies. Keeping this into view the following 
implication may be considered:  

1. A reading skill of the student for that level is needed. 
2. A comprehension is a needful to imply the faculty into further readings. A 

textbook should be a guide to alternate "research-mindedness" in the 
students. 
 
 
 

A
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1.3- Textbook as an Important Factor in School Success Rates 
As the importance of the textbook for educational achievement has been 

proven, curricular reform and in-service teacher training cannot alone guarantee 
maximum gains in education. The need in many schools is to increase not only, 
the quantity of textbooks but also their quality. 

 
Because of this concern, the matter of school textbooks is now considered 

at the highest levels of educational planning. Even funding agencies have begun 
to systematically focus their attention on the development and elaboration of 
textbooks. In the allocation of resources, for instance, the textbook is treated not 
as just one more operating expense but as a genuine investment, just like training 
teachers or building schools. 
 
1.3.1- The Concern for Quality and Effectiveness 

Implicit in the universal recognition of the role of school textbooks in 
improving the quality of education is not just student access to such materials but, 
perhaps even more importantly, the quality and effectiveness of the books 
themselves. 

 
For everyone involved in the development and use of textbooks, a major 

question to answer is: "What are the standards for evaluating the quality and 
effectiveness of textbooks?" 

 
This is not an easy question to answer since the notion of quality depends 

on the conditions and situations underlying the textbook's use. 
 
The quality of a textbook is not an absolute concept: there is no 

international standard in this field and one has to be able to judge subjectively 
as well as objectively. The quality of a textbook is necessarily a relative concept 
and a function of its utilization in a given context. 

 
Since utilization conditions differ, the effectiveness of the same textbook 

with different users will be different. When considering the notion of quality 
therefore; it is appropriate to distinguish among various aspects: 

 the physical quality of the textbook 
 the editorial quality 
 the educational or pedagogical quality 
 the scientific or technical quality 
 the circumstances of the textbook's individual/collective, at school/at 

home, etc. 
 the level of training of teachers and the level of the pupils 



 65

A literature review of textbook evaluation procedures revealed that it 
usually center around the following factors: 

(a) Content 
(b) Pedagogical approach / Instructional design (c) Language 
(d) Organization 
(e) Format 

 
Phases of textbook development concerned with quality generally use 

these five parameters in the evaluation and review process. However, the 
thresholds and limits of these criteria are a function of utilization conditions and 
real contexts. 

 
In countries already having a solid tradition and long experience of large 

scale use of a wide variety of textbooks, competition exists between authors and 
publishers which offers teachers and other users the possibility to choose those 
school books they consider most appropriate for their needs. 

 
In the United States, for instance, State Boards of Education usually 

recommend textbooks for use in public Schools through state Textbook 
Commissions. The review and adoption process requires publishers to submit 
textbooks for evaluation by Curriculum Review Committees appointed from 
qualified educators across the state. The same committees writes the criteria for 
the submission of materials and evaluation sheets are developed based on the 
same criteria. The evaluation process stresses compatibility with the Standard 
Course of Study and the appropriateness of the materials for the teachers and 
students who are the end users. Textbook Advisory Committees review and 
evaluate the materials and then submit a list of those recommended for adoption 
to the State Board that is only at this point that sealed bid prices are opened and 
added to the list of recommendations. Adopted materials are subjected to another 
round of review by local textbook selection committees who determine which 
materials best serve the needs of their students. 

 
In Pakistan, each province has a Textbook Board since 1971, whose main 

function is to develop and produce the textbooks to be used in government 
schools. These Boards oversee textbook development from conception to 
distribution. They decide on what books for each subject area/level are to be 
produced, Then commissions writers or writing teams to draft the manuscripts. 
Editing and review are done by Textbook Board's professional staff and subject 
specialists. The composition and laying out of the books are also overseen by the 
Board. Definitive manuscripts are sent to the Curriculum Wing of the Ministry of 
Education for review and approval before the final stages of production and 
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distribution are undertaken by the Board. New National Textbooks Policy 2006 
revealed the responsibility of textbook board as textbook evaluator only. 

 
Until recently, textbook development for basic education in the 

Philippines was the task of a government agency, the Instructional Materials 
Center. This body's function followed the same lines as those of Pakistan's 
Textbook Boards. This body has been abolished, however, and the country has 
moved towards adopting a model similar to the United States experience. 
Textbook development and production have been turned over to private 
publishing companies and individuals. Evaluation and recommendations for 
adoption are made by the Department of Education, Culture and Sports .(DECS).  

 
The DECS evaluation process follows this route: 

1. Textbooks calls are issued by the DECS. 
2. Publishers prepare the learning materials, submit them to DECS and pay 

evaluation fees. 
3. DECS-trained evaluators perform individual and team evaluation. 
4. DECS Instructional Materials Council reviews/validates team reports and 

recommendations and gives final approval/disapproval. 
5. DECS releases initial evaluation results which inform publishers of 

conditionally approved materials what revisions are to be made. 
Disapproved materials may be re submitted for the next evaluation cycle 
as revised editions and given as new submissions. 

6. Publishers of approved manuscripts print learning materials according to 
DECS specifications. 

7. DECS prints and distributes Catalogue of Approved Learning Materials to 
all schools and DECS offices. 

8. 8. Local school boards review and adopt for use only those books listed in 
the DECS catalogue.  

 

1.4- What to Do with the Textbooks 
 Ask the following questions: 

1.  What events, ideas, people, or perspectives might the textbook have left 
out to avoid controversy? 

2. What is/was the political and social climate in which this textbook was 
created and how, if at all, might that have shaped the content, form, and 
function of this book? 

3. What is the perspective of the author/publisher of this text and how does 
that shape may perceive meaning?  
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4. What is the relationship between what students read in the textbook  
and hear or learn in class through simulations, discussions, lectures?  

5. What is the important idea or information in this particular text or assigned 
reading?  

6. How do you determine whether an idea is important?  

7. By what criteria are people, events, places, etc. chosen by the authors or 
publishers (e.g., for the sake of coverage? Importance? Test-preparation? 
High interest?) 

8. What do students need to know and be able to do to read this book, 
chapter, or specific excerpt successfully? 

9. Do they know how this text works (e.g., what a word in bold typeface 
implies)? 

10. What role (reference, sacred text, supplement to other texts) does the 
textbook play in the classroom? 

11. What would (A) say about the textbook's description of (B)? 

12. What does the textbook not include---information, perspectives, events, 
people, places---that it should? (And why do you think they left it out?)  

13.  How thorough is the book in its coverage of the subject? 

14.  Is the book's vision coherent and consistent throughout the book? 

15.  What is the teacher's role or relationship with this textbook as reflected by 
the book itself and the support materials addressed to the teacher? (Is it a 
"teacher proof' text, or one that expects or at least allows the teacher to use 
the book to support constructivist, inquiry-based instruction?) 

16. What is the reading level of the textbook---and the students using it? What 
are the implications for the teacher if the students' reading abilities do not 
match the demands of the text? 

17. Is this conclusion or observation still true? 

18. Are they (e.g., the author of the textbook or given passage from within that 
textbook) a credible voice in light of what we know now? 

19. What other materials or resources might I use to supplement this textbook 
on this particular issue or subject? 

20. What is the question this textbook, teacher, or class is trying to answer and 
how is the book being used to help answer it? 
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Activity No. I 
 
  

 When you find a passage that seems to contain the information you 
want, you can scan it to select this information for a textbook. 

The passage below is about materials that are made by combining one or more 
substances. 
1. Scan the passage to find out what each of the following is made from: 

 steel 
 concrete 
 coms 

 glass 
 polycotton 

2. Write your answers and show to your tutor. 

In the building trade, most materials are made by combining two or 
more substances. For example, glass is made from sand, soda and 
chalk. Bricks are held together by mortar, a mixture of cement, 
sand and water. Concrete is made by mixing sand, cement, water 
and gravel. It can be reinforced with steel. Steel itself is not a pure 
substance. It is made from iron with a little carbon added along 
with tiny amounts of certain other metals such as cobalt. Screws 
come in many types .and sizes. Some are made from brass, which 
is a combination of copper and zinc. When several different metals 
are mixed together, the product is called an alloy. 

The clothes worn on building sites have to be hardwearing. 
Some fabrics are synthetic. For example, waterproof coats might 
be made of PVC, a type of plastic made from carbon, hydrogen 
and chlorine. More often the clothes will be made from a 
combination of natural and synthetic fibres. Polycotton is a good 
example. It is made from cotton and polyester. The coins needed to 
buy these clothes are made from alloys of copper and nickel. 

 
 

1.5- Self-Learning Exercise No.1 
1. Do you think that a textbook is a need of any educational system? If yes, 

Explain. 
2. When textbook is given to you for a selection to teach, what will you do 

with the book? Point out the steps. 
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2- TEACHER'S CHOICE 
" 
 

2.1- Basic Issues and questions 
A teacher's choice for interaction with a textbook is as follows: 

 (a) What issues should I consider when selecting instructional materials?  
 (b) How can I use other resources to enhance student learning? 
 (c) How can I help my students to use textbooks more effectively? 
 

A key feature of effective teaching is the selection of instructional 
materials (i.e. textbook) that meet the needs of students and fit the constraints of 
the  teaching and learning environment. There are many pressures for educators to 
match the audiovisual stimuli of television, computers, and electronic games with 
which students are experienced. The speed of personal computers and the ease of 
authoring systems permit instructors to design and customize computer-based 
audiovisual presentations and to develop computer-based assignments for their 
students. The tremendous increases in rates of information transfer, access to the 
Internet, and posting of materials on the World Wide Web give instructors and 
students an almost limitless supply of resource material. In addition, the ease of 
electronic communications between an instructor and students, and among 
students, provides new opportunities for sharing questions, answers, and 
discussions during a course. At the same time, there remains a major role for 
student use of textbooks and for instructional use of demonstrations, films, videos, 
slides, and overhead transparencies. 
 . 

Instructional resources usually fall into one of two categories: student 
centered and teacher-centered. In the student-centered model, text can be used for 
tutorials, problem solving, discovery, and review. In the teacher-centered model, 
textbooks are used for presentations of supplementary or primary material in the 
classroom as described in some examples. Information technology can also be 
used for communication and for information retrieval. 

 

2.2- Why Teachers Use Textbooks 
Aside from the fact that they are often required to do so by program 

administrators, why do teachers use textbooks and how have they become the 
central focus of so many classrooms? 
 There are three main reasons: 

 Firstly, developing their own classroom materials is an extremely difficult, 
arduous process for teachers. 

 Secondly, teachers have limited time in which to develop new materials 
due to the nature of their profession. 
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 Thirdly, external pressures restrict many teachers. 
Each of these is an accurate analysis of the strains teachers feel and using 

a textbook is one of the most efficient and readily available ways in which to 
relieve some of these pressures. They lessen preparation time, provide readymade 
activities, and provide concrete samples of classroom progress through which 
external stakeholders can be satisfied. 

 
However, there are other less positive reasons for textbook use. Often 

rather than choosing course books that fulfill the goals of the curriculum, "an 
approved textbook may easily become the curriculum in the classroom". Any time 
a program or classroom allows this to occur it is unfortunate because the learners' 
needs are subjugated in favour of the limited possibilities of the text. 
 

2.3- How Teachers Use Textbooks 
Experts advocate a variety of methods for how teachers should use 

textbooks. Many authors believe textbooks are only a starting point from which 
teachers are stimulated and provoked to create lessons for their classes. Allwright 
views texts as "resource books for ideas and activities rather than as "instructional 
material". This perspective is supported that published material provides the 
initial framework which must be adapted by each individual teacher to match the 
needs of their students. While these viewpoints may represent the ideal model of 
how texts can simply enhance the teachers' effectiveness, they probably do not 
reflect actual classroom practices. 
 

Skierso concedes that "most teachers tend to follow the text's sequence, 
methodology, pacing and vocabulary to the letter". This situation occurs for a 
variety of reasons: ease of organization of lessons, to provide stability for 
students, or by the will of program administrators to assure that comparable 
instruction is being presented across courses. While few experts would advocate 
such adherence to any text, that course books may meet students' needs although 
they were not specifically designed for any particular group of students and 
therefore benefit both the instructor and the learner. 

 
 Although the beliefs on textbook use may be as dichotomous as never 
bringing them into the classroom to using every page each day, the middle ground 
between these two is the most practical and useful approach for teachers and most 
reflective of what primarily occurs in ESL (English as Second Language) 
classrooms. Yet, due to the growth of the ESL publishing market, teachers need to 
be increasingly knowledgeable and sophisticated concerning textbooks in order to 
sort through the masses of books available. Rather than chastising instructors for  
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using texts, experts need to be offering them advice on how to best select course 
books. 
 

2.4- Methods of Textbook Evaluation for Use 
              Although many teachers may feel the most effective manner by which to 
evaluate textbooks is to examine the language objectives contained in them,  
experts have provided a range of approaches that can be used. Most often, an 
evaluation of the content of the text is advocated, but under this broad topic, what 
should be included? Hartley sees three content areas that must be addressed and 
advises assessors to ask the following questions. 
 

 Firstly, does the book meet their teaching objectives? 
 Secondly, is there sufficient depth and breadth of material? And ~ lastly, 

will it need to be supplemented? 
 

This final question raises concerns because as previously mentioned, 
many experts discourage teachers from utilizing texts to a great degree in the 
classroom. For them, Hartley's question would not even be a consideration. 
However, when faced with a curriculum and a required text, teachers need to be 
aware of how to judge the distance that exists between the two and how to bridge 
it. Therefore, Hartley's question has significant practical concerns because if 
teachers are spending substantial amounts of time preparing supplementary 
material, what purpose is the text serving for them? As well, it is irresponsible to 
force financially constrained students to purchase textbooks that will not be used 
for their maximum benefit. 

 
Many experts advocate a very detailed examination of a course book’s 

language content, which has led to the production of extensive evaluation 
checklists that will be further examined in the next units. These include cunnings 
worth who touches upon the importance of relating materials to course objectives 
and the learner's needs and processes. Sheldon's checklist is very expansive and 
attempts to assess all aspects of content including such diverse factors as graphics 
and physical characteristics to authenticity and flexibility. Though these 
approaches are the most common and likely straightforward, other writers 
promote evaluating language teaching material beyond simply their contents and 
instead focusing on cognitive and affective factors. 

 
Both Skierso and Chall utilize Bloom's Taxonomy of the Cognitive 

Domain to assess the processes and skills textbooks require learners to perform. 
The rating of a textbook will directly reflect the level of skill it demands. For 
example, a book that uses synthesis and analysis would rate higher than one that 



 72

demands only comprehension. Chall and Conard have adapted Bloom's 
Taxonomy to create a "Question Complexity Rating Scale". They use this to 
evaluate individual questions in order to analyze the difficulty of questions and to 
display the range of cognitive skills needed by the students to complete textbook 
activities. These concerns highlight. the increasing significance that professionals 
place on the process of learning and the recognition that focusing solely on 
outcomes often does not address all the second language learner's needs. 
 

This approach is further extended to "look beyond the goals of language 
learning itself" and therefore include issues such as "learners' perceptions of 
knowledge" "language learning and roles" and learners' world view and general 
knowledge, as well as their affective and cognitive development. These authors 
stress the necessity of placing language learning within the broader context of all 
learning and emphasize how knowledge and cognitive ability should be addressed 
in the creation and evaluation of materials. As revealed by this review, experts 
demand a great deal from textbooks, although their beliefs may not always reflect 
the view or the situation of the classroom. 
 

The role of the textbook in the language classroom is a difficult one to 
define perfectly and exactly. Using only textbooks, from cover to cover, without 
any supplemental material is not the most satisfactory method for meeting 
students' needs. .However, both teachers and students need a framework on which 
to build and textbooks definitely provide this. It is important that instructors strike 
a balance between being a slave to their texts and providing organized, objective 
based instruction. In conducting an evaluation of texts, it is important to accept 
the reality that most language classrooms will be using course books to meet 
many of the goals of the program. Therefore, the books must provide students 
with language and tasks that are authentic and effective in enhancing 
communicative competence. The textbook can be seen as the window through 
which students come to know, little by little, their chosen second language and the 
wider context this language is used in. Textbooks alone cannot provide students 
with all the knowledge they require, but they are a major tool in enabling learners 
to progress. 

 
Selecting particular items to create a personal evaluation index is the best 

method for ensuring that the realities of each individual learning situation are 
addressed. 

 
This process is going to continue to be demanding as publishers provide 

more and more options to teachers. With the growth of computer-assisted 
language learning, the role of the textbook may be changing, but it is unlikely that 



 73

it will ever disappear. Therefore, it is necessary for teachers to be well-equipped 
with the skills to evaluate materials to ensure that students are using the highest 
quality texts possible and that their language learning experience is enhanced, not 
hindered, by the books used in their classrooms. 
 

Before selecting a text of private publishers, it is important to know what 
books are currently on the market. Colleagues who teach the same or a similar 
course are good sources of ideas and information. Authors often try to meet 
particular objectives in their books, and these may differ among the choices. 
Skimming the preface to see whether you share the author's approach to the 
subject, Consider how the table of contents aligns with the course curriculum and 
teaching philosophy: 

 
 Is coverage of topics broad or specific? 
 Are key principles stated precisely and clearly? 
 Are the explanations and interpretations consistent with the teaching style? 

 
In addition to content, evaluate the text structure and layout as discussed 

in the layout unit. Textbooks vary greatly in their level of difficulty with respect 
to readability, depth of theoretical treatment of information, and complexity of 
end-of-chapter problems. Who have adopted the book can provide insight about 
these issues. They are also helpful for determining whether a textbook contains 
errors, which have been shown to have a large, negative effect on student 
learning. 
 

The text itself is rarely the only resource available to the students and 
instructors. Many publishers have a separate study guide, often with chapter 
summaries and solutions to textbook problems. Upon adoption of a text, writers 
publishers often provide (or offer for sale at a reduced price) transparencies, 
slides, and computer test banks. Software to accompany textbooks is also 
becoming more popular. This software can vary considerably in quality and 
usefulness, so you may want to ask for a demonstration disk before purchasing it 
or requiring that students purchase it. In Pakistan this is still far away. 

 
When appropriate, help students to understand that a text book is not 

always the final authority on a topic, particularly in fields where new information 
is discovered at a very fast rate. Students may learn that it is okay to question the 
text if the instructor also openly disagrees with some interpretations or approaches 
in the book. The teacher can use different interpretations as examples of 
unresolved problems and illustrate critical thinking by presenting reasons and 
evidence for differing opinions. However, be careful not to develop such a 
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negative attitude toward the text that students stop using it, or question the 
teacher's judgment for choosing it. 

 

2.5- Suggestions to Students on How to Use a Textbook 
 Study assigned readings before each class. Be prepared for questions, 

references to those readings, and other activities building on that material.  
 Take notes in outline form as you read the text, indicate key points with a 

highlighter, note connections between sections, make lists of questions 
that come to mind or uncertainties, and pause frequently to summarize the 
key points of each section or chapter.  

 Compare your lists of questions and your lists of key points with those of 
others in the class. 

 Bring questions to class or recitation sections and ask the instructor to 
answer them. 

 Review the text after the class to gain additional perspective. 
 Look in supplemental texts to see how other authors present similar topics, 

especially if the points seem vague or unclear in the primary text. 

 
2.6- Textbook Selection for the ESL Classroom Use 

The question of whether and how to use textbooks in teaching 
English as Second Language (ESL) has long been debated among professionals 
in the field. However, even with the development of new technologies that allow 
for higher quality teacher generated material, demand for textbooks continues to 
grow, and the publishing industry responds with new series and textbooks 
each year. A textbook can serve different purposes for teachers: as per resource, 
as a source of supplemental material, as an inspiration for classroom activities, 
even as the curriculum itself. Researchers have advocated a variety of approaches 
to textbook selection but in practice, the process is often based on personal 
preference and may be affected by factors unrelated to pedagogy. These may 
include limited awareness of available texts, budget restrictions, and limited 
availability of some textbooks. Educators may face a shortage of time and 
knowledge on the subject, and many previously published checklists for textbook 
selection are also time consuming to be feasible. Yet with a little additional 
consideration and attention, the selection process can be enhanced and the 
outcomes for learners who will use the texts improved. 

 
Prior to selecting a textbook, educators should thoroughly examine the 

program curriculum. If the goals and curriculum of the program are clear and well 
defined, the parallels with certain textbooks may become obvious. For example, if 
one of the goals of the program is to give students an opportunity to interact with 
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authentic texts, then books that use articles written for native English speakers 
would be appropriate. If the program focuses on developing reading fluency, 
books designed to support the development of reading skills would be 
appropriate. These are detailed in the next units. 
 

At this point, another decision needs to be made: whether to choose a 
textbook series or to use individual texts for each course. There are advantages 
and disadvantages to each choice; educators must prioritize the factors most 
crucial to their situation. A series has the advantage of standardizing content and 
approach across levels, guaranteeing consistency of presentation of skills, 
spiralling of vocabulary, and reasonable progression of text difficulty. However, 
this regularity can become monotonous and predictable for learners and could 
potentially cause an increase in negative attitudes toward the textbook or even 
toward the course itself. Using individual textbooks allows for more precise 
matching with course objectives and a greater variety in design and content. Yet, 
there can be serious gaps in the material covered from one textbook to the next. 

 
The next question to consider is how well the objectives of the textbook 

match the objectives of the curriculum. Ur identifies the need for thorough 
coverage of the course objectives in the textbook. The textbook needs to address a 
reasonable number of the objectives to make it a worthwhile purchase for both 
teacher and students. A book that addresses at least half of the curriculum 
objectives is a good option because a textbook can translate 60% of the 
curriculum objective at the most. While every teacher should supplement the 
textbook with' self-created materials or materials from other sources that reflect 
the unique needs of the class, a textbook that can be used consistently within that 
classroom seems more likely to be useful to both the instructor and students. 

 
Some textbook authors provide a clear description of their intended 

audience, while others are intentionally vague to try to appeal to a wide range of 
situations, thereby increasing sales~ The textbook should meet the needs of the 
learners in several ways, not only in terms of language objectives. Students and 
teachers both want visually stimulating material that is well organized and easy to 
follow, so layout, design, and organization should be considered. The content of a 
textbook should also be sensitive to a range of cultural backgrounds and allow for 
comfortable and safe discussion of cross-cultural experiences and concerns. 

 
 David Williams (1983) of Ahmadu Bello University, Nigeria in his article 
develops a criteria for ESL textbook evaluation. His purpose is to suggest a 
method by which teachers can develop criteria for evaluating textbooks used in 
teaching English as a second (or foreign) language. The suggested framework for 
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evaluation takes into consideration firstly a number of assumptions about second 
language teaching; and secondly linguistic, pedagogical, and technical criteria 
related to these assumptions.  
 
1. Scheme for Evaluation 
 The evaluative scheme relates assumptions about teaching a second 
language to a set of linguistic, pedagogical, general, and technical criteria. These 
are die four assumptions on which die scheme is based. 
 
2. Up-to-date methodology 
  The ESL (English as a Second Language) textbook should be consistent 
with the psychological and linguistic principles underlying current, accepted 
methods of second-language teaching. But textbook writers should not jump 
aboard die bandwagon of innovation for die sake of it. 
 
3. Guidance for Non-native Teachers 
 The textbook should provide appropriate guidance for the teacher of 
English who is not a native speaker of English. The untrained, or partially trained, 
teacher who does not possess native-like control over all aspects of English 
should not be left in any doubt concerning the procedures pro- posed by the 
textbook. Otherwise, he or she may, for example, teach only the meanings of the 
minimal pair 'live/leave', completely ignoring the writer's intention that these 
items should be used for pronunciation practice. 
 
4. Needs of Second-Language Learners 
 Catering to the needs of the second-language learner can be a complex 
task in a multilingual setting. ESL textbook writers have their work cut out when 
pupils in the same class speak many different mother tongues, and when English 
is not the second, but the third (or even the fourth) language. Also to be reckoned 
with is the distinction which in some cases has to be made between English as a 
subject and English as a medium of instruction.  
 
5. Relevance to the Socio-cultural Environment 
 There are second-language problems in learning vocabulary and syntax 
that arise from differences between the cultures associated with the target 
language and the mother tongue. In certain grey areas of usage, accept- ability 
may best be determined by reference to socio-cultural norms. ESL textbook 
writers need to be sensitive to shifts in usage that are due to the worldwide spread 
of English. In Figure 1, the criteria under the heading 'Linguistic/Pedagogical' 
involve techniques of textbook presentation as well as selection and organization 
of skills, and aspects of the language to be taught. Whether a textbook is written 
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for first or second-language speakers, it has to be assessed in terms of the 
following criteria:  

(a) the completeness and appropriateness of the items presented; 
(b) the activities suggested for practicing the items selected; 
(c) the sequencing of vocabulary, particularly the functional load, rate and 
(d) manner of entry and re-entry; the relevance of its contexts and 

situations, and so on (cf. Tucker 1975). 
 
 These criteria are derived from a combination of the linguistic and 
pedagogical components of language teaching analysis (cf. Halliday et d. 1964 
and Mackey 1965). 'General' criteria embrace global considerations of 
methodology, the needs of the learner, die teacher, and die community. 'Technical' 
criteria are concerned with the quality of editing and publishing; die availability 
of supplementary materials; cost and durability of the text; authenticity of 
language and style of the writer, etc. 
 The scheme can be adapted to suit particular contexts. For example, our 
assumptions about the non-native teacher, the needs of the learner, and the socio-
cultural environment cannot be the same in Nigeria as in Malaysia, where English 
is a second language but not the language of instruction. Indeed, the approach to 
English language teaching in Malaysia cannot be the same now as it used to be up 
until 1969, when Bahasa Malay became the language of instruction. The different 
purposes for which English is used must be reflected in the selection, gradation, 
presentation, and testing of language items. 
 
6. Checklist of Items 
 The scheme for evaluation can be used to draw up a checklist of items. 
Each cell in Fig. 1 would generate principles relevant to a particular criterion or 
assumption. For example, the cell relating 'reading' with Assumption 3 'Needs of 
L2 Learners' would produce a principle such as: 'Reading passages should be 
relevant to the mother-tongue experiences of the pupils'. The following seven 
principles derive from the cells relating Assumption 2 'Guidance for non-native 
teachers' with general, linguistic/ pedagogical, and technical criteria.  
 
 The ESL textbook, should: 

1. give introductory guidance on the presentation of language items and 
skills (GENERAL) 

2. suggest aids for the teaching of pronunciation: e.g. phonetic system 
(SPEECH) 

3. offer meaningful situations and a variety of techniques for teaching 
structural units (GRAMMAR) 
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4. distinguish the different purposes and skills involved in the teaching of 
vocabulary (VOCABULARY) 

5. provide guidance on the initial presentation of passages for reading 
comprehension (READING) 

6. demonstrate the various devices for controlling and guiding content and 
expression in composition exercises (WRITING) 

7. contain appropriate pictures, diagrams, tables, etc. (TECHNICAL). 
 
 Weighting can be indicated by numbers or letters (e.g. A: very useful; B: 
quite useful; C: fairly useful; D: not so useful). The weighting of individual items 
or groups of items depends upon the level of the pupils (primary or secondary) 
and the objectives of the curriculum. The evaluation of a primary textbook would 
emphasize technical criteria such as choice of typeface, colourful illustrations, and 
die use of aids like workbooks. In a context where English is a medium of 
instruction, an important criterion 
would be that textbooks should provide balanced and systematic training in all 
language skills. 
 
 The numbers given in the right hand columns indicate the extent to which 
a given textbook, satisfies each criterion on the checklist (4: to the greatest extent; 
3: to a large extent; 2: to some extent; 1 :just barely; 0: not at all). These 
numerical ratings can be used for absolute or comparative evaluations of 
textbooks. If the weighting of items is also graded by number, these grades can be 
multiplied by the rating and used for more comprehensive evaluations. 
 
 In developing their own criteria, the importance which teachers attach to 
the various issues involved in English language teaching will naturally differ. 
Some teachers might, for example, insist that ESL textbook writers take account 
of 'local' varieties of English. Others might be more concerned with the ways in 
which language materials are presented. In the final analysis, the teacher need not 
rely only on his or her individual judgment concerning the validity of criteria or a 
checklist: these can be discussed or developed collectively by colleagues in an 
English Department.  
 
 The teacher takes over where the textbook leaves off, and he or she must 
be able to assess its strengths and weaknesses. English language teachers-in-
training need to be acquainted with the principles of textbook evaluation. They 
can be given practice in analyzing textbooks in order to find out whether the 
organization of materials is consistent with the objectives of a given English 
language curriculum. When trainee teachers examine the selection of items of 
speech, grammar, and vocabulary in a textbook, and evaluate the way it presents 
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reading and writing activities, they are at the same time improving their 
competence in the language and honing their skills as teachers. 

 
2.6.1- Reviewing the Skills Presented in the Textbook 

Improving learners' language skills is frequently the main purpose of ESL 
programs. However, which skills are taught and how they are taught differs from 
course to course and program to program. Therefore, the effectiveness of each 
textbook in helping learners acquire the necessary skills must be considered. 
Rating this effectiveness involves asking questions such as these: 

a)  Does the text focus on the skills it claims to focus on? 
(b)  Does it actually teach these skills or does it merely provide practice in the 

skills students already have? 
 

In terms of the first question, it is important to ensure, for example, that a 
textbook claiming to teach reading skills focuses on engaging students in critical 
analyses of different types of texts, rather than focusing primarily on listening or 
writing skills. An example of the second question would be a listening textbook 
that provides students ample information on how to develop actual listening skills, 
such as how to listen for main idea versus detail, to recognize organizational 
patterns, to take more valuable notes, and so forth. In order to accomplish this, 
there should be evidence that the text gives students adequate guidance on how to 
do these things. The individual selecting the textbook must scrutinize the content 
carefully to ensure that the publishers' assertions are validated by the actual 
exercises and activities contained in ~the book. 

 
The importance of cognitive skills should not be overlooked when 

evaluating a textbook. A text should cover a wide range of these skills, especially 
higher order skills such as analysis, synthesis, and evaluation. Several published 
evaluation checklists utilize Bloom's taxonomy to assess the processes and skills 
that textbooks require learners to perform. Textbooks that challenge students and 
force them to analyze and synthesize information may be difficult, but they are 
also extremely stimulating. 

 
2.6.2- Review the Exercises and Activities in the Textbook 
 When evaluating the quality of a textbook's exercises or activities, four 
key questions should be answered: 
 

1. Do the exercises and activities in the textbook contribute to learners' 
language acquisition? May exercises included in textbooks are 
convenient for teachers but don't necessarily contribute to students' 
language development. Textbooks should include exercises that give 



 80

students opportunities to practice and extend their language skills. For 
example, activities that require students to negotiate for meaning in 
English (e.g., information gaps, jigsaw activities, role plays) may support 
the development of speaking skills and help students negotiate for 
meaning in real-life contexts. 

2. Are the exercises balanced in their format, containing both controlled 
and free practice? Controlled exercises refer to those that guide students 
to a single correct answer such as a fill-in-the-blank grammar activity, 
whereas free practice involves exercises in which the answers are limited 
only by the students' creativity and knowledge. This would include open-
ended discussion questions. At times, students will require more guidance 
with an activity, especially when practicing a structure or function for the 
first time. For this purpose, controlled exercises are effective. However, 
students should also be given the chance to extend their experience with 
the language, and free exercises allow this opportunity. 

3. Are the exercises progressive as the students move through the 
textbook? Exercises should build on and reinforce what students have 
already learned and should progress from simple-both linguistically and 
cognitively-to more complex and demanding. A textbook should require 
more from students as their language skills develop so they are continually 
stimulated and challenged. 

4. Are the exercises varied and challenging? Keeping students motivated 
and interested as they work through a textbook is much easier if the 
students see something new in each chapter. Familiarity and routine can be 
comforting" but too much familiarity can lead to disinterest and boredom. 
The textbook should fulfill its role as a stimulus for communication and 
not be simply an organizational tool for the teacher. 

 

Activity N0.2 
Take a textbook of any class for any subject. 
Find the characteristics of this textbook, other than the cognitive, enlist 

them, evaluate and show the list to your tutor. 

 
2.7- Self-Learning Exercise No.2 
 Answer the following questions: 

1. What are the basic choice of the teachers for textbook? 
2. How will you develop your own method for evaluating textbooks. 
3. What ESL books evaluation needs to be considered to develop a need of 

textbook.  
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3- TEXTBOOK WAR/ ALTERNATE TEXTBOOKS 
 

In the late 1970s, books used in schools of the west caught the attention of 
researchers and, before the mid-1980s, of policy makers. By that time, the 
difficulty of achieving Lyndon Johnson's "Right to Read" dream for all American 
children was becoming evident. Politically, the goals had been universally 
adopted but it had fallen to school policy makers throughout the country to 
produce test scores to document their achievement. American schools had never 
aspired to such a goal before, and administrators were looking for ways to fulfill 
the expectation that every child in school would read. At that time Pakistan was in 
preparation to monopolize the textbooks by the textbook boards. New Textbook 
Policy (2006) was not in considerations. 

 
Investments made in the research community brought forth evidence that 

all reading problems did not belong to the readers; some reading problems resided 
in the quality of the reading materials. Researchers began to release findings that 
resulted from studies focused on the instructional design of textbooks. They raised 
questions about the quality of the ancillary materials that were such an important 
part of the basal reading programs in most schools or D.S. and they questioned the 
validity of the pedagogy implicit in the books and manuals. 

 
Other scholars were looking at schoolbooks too. In 1979, Francis 

Fitzgerald published America Revised. Fitzgerald's book focused on the content 
of books and documented the pressures in the American society that resulted in 
history books that reflect less than the best scholarship in the field. She contended 
that history books contained only what was left after special interest groups 
pressured the publishers and education policy makers, and that, therefore, students 
are being cheated. 

 
This research and others caught the attention of policy makers responsible 

for reading achievement and for the selection and purchase of textbooks. It also 
caught the attention of the D.S. National Commission on Excellence with the 
result that problems with textbooks found their place in the A Nation at Risk 
report (1983). D.S. Secretary of Education, had commissioned that report and in a 
speech to the American Association of School Administrators following its 
release, he coined the term "dumbing down" to describe what he perceived to be 
the problems with textbooks used in American schools. The term greatly 
oversimplified the problems described in the research, but it caught the attention 
of many Americans, education policy makers included. The Department of 
Education, used the bully pulpit of the secretary to challenge the states, knowing 
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that to a large extent, state policies related to textbook selection and purchase 
were implicated in the problems. 

States of America vary a great deal in the details of the policy framework 
for textbooks. Some state constitutions and codes do not mention textbooks at all; 
other describe with some detail a state level process by which textbooks will be 
selected, purchased, and distributed. The nature of the policies reflects the culture 
and history of the particular state and the governance structure in general. State 
policies also vary with differences in the traditional relationships between the 
state and local districts. For the most part, strong state involvement and 
constitutional or code provisions for textbooks are found in the younger states of 
the south and west. It is on these states and their policies that many critics lay the 
responsibilities for problems with books. 

 
What impact do state policies have on books? State policies regarding the 

adoption process and the amount money to be spent have major impact. Other 
factors that influence books and are often addressed in state policies include: 
(a)durability (b) currency standards (c)the length of the list (d)social content 
controversies, and (e )curriculum standards. The greatest impact, however, arises 
out of the selection process at whatever level it takes place. 

 

3.1- Adoption and Non-adoption 
About half the D.S. states have a state level process for establishing an 

approved list of books; that these states are called the "adoption" states. In most of 
the adoption states, earmarked state funding is provided, and the state requires 
that state funds must be spent only on books from the approved list. In some states 
with an approved list, however, there is no earmarked state funding, and in many, 
there are loophole mechanisms which permit local districts to spend state funds on 
books which are not on the state list. Most adoption states provide an approved 
list and/or funding for both elementary and secondary schools, but not all; some 
only use the approved list for elementary level books. 

 
The balance of the states, those without a state level approved list, 

publishers call "open territory", meaning that in those states they are free to sell 
directly to individual districts. In these states, local jurisdictions have developed 
their own procedures for selecting textbooks. In a few open territory or 
nonadoption states, the state does provide earmarked funding for textbooks, and 
some nonadoption states provide recommended lists for the use of local districts. 

 
The selection process in the adoption states differs in detail. Most 

commonly, however, on a cycle of five or six years, a state wide committee for a 
subject matter area is formed-usually appointed by one or a combination of the 
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governor, the state commissioner, and the state board of education. Members 
often represent regions of the state and/or levels of the educational bureaucracy 
teacher, supervisor, principal, and so on. Committees in all adoption states are 
dominated by teachers and other education professionals. 

 
The committees, which are commonly staffed by professionals from the 

state department of education, review the books themselves or appoint 
representatives to review books. Criteria for the review may come from boards 
and legislation or the committee may develop the criteria itself. In most adoption 
states, the state committee makes recommendations for each grade for the state 
board's final approval. The number of books that can be recommended varies; 
some states permit approval of an unlimited number. A list of five or six alternate 
books is most common; no state adopt a single or sole book. 

 
Mechanisms other than committees for developing an approved list exist 

as well. Two adoption states have systems in which a state list is compiled based 
on the evaluations and experience of local districts. One state developed an 
alternative route for a book to be added to the state approved list based on its 
adoption in a number of local districts. 

 
Provision for community involvement are included in the process at the 

state and local levels. Nine state require that lay citizens serve on the committee. 
One state has a social content review board which must clear books before they 
are reviewed by the selection committee. Jurisdictions vary in requirements for 
community involvement: Most require that the meetings of the committee be open 
to the public, some provide for public hearings and document, and some require 
that books be available for community review. 

 
In nonadoption states, local jurisdictions differ more in the way in which 

textbooks are selected. When committees are used, most often they conform to the 
same pattern as those in adoption states except, of course, they have no state list 
from which to work. Most committees in open territory are appointed by the local 
board or superintended, most being practicing teachers. Other districts use some 
form of the all-teacher vote method of book selection. Publishers report that this 
mechanism which provides that all teachers in the district review the choices and 
vote their preference, is becoming increasingly popular. 

 
The publishing business is just that, a business designed to make profits. 

During the last decade, the industry has become increasingly consolidated and the 
number of independent publishing houses has decreased as publishing companies, 
one by one, have become part of large, diverse conglomerates. The "elhi" market, 
as the school textbook market is called, is a dependable money-making segment 
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of the publishing industry, but risk taking is discouraged. To develop a new 
textbook involves large investments of time and resources on the part of a 
publishing house, and publishers commit development resources only when the 
promise of profits strong. Recent reform movements have increased funding for 
books and sales have increased in part because the number of students is 
increasmg. 
 

It is understandable, therefore, that large jurisdictions with earmarked 
funds for textbooks that commit sizeable allocations for books each year, and that 
purchase books on a regular cycle-get attention from publishers and therefore 
have the greatest impact on the market. Of the total spend for textbooks, in the 
late 1980s, equal amounts are spent in the adoption states and in open territories 
according to Association of American Publishers data; however, adoption states 
attract primary attention because they are predictable markets and, in addition, 
because their centralized adoption processes act as gate keeping mechanisms. 
That is, publishers are cut off from large portions of the market unless they meet 
state standards and get on the various adoption lists. The evidence is that, 
therefore, the largest adoption states where large sums of money are earmarked to 
purchase books are the focus of publishers' primary development plans. Large 
cities where large amounts of money are available also get close attention from 
the publishing industry. 
 

In any case, however, publishers also believe that, to be profitable, a book 
must be marketable throughout the country. Development specifications blur as 
editors satisfy the standards of as many jurisdictions as possible and of the broad 
mass of teachers. 

 
A dispersed selection process complicates the market notable. Since actual 

sales are not made at the state level even in the adoption states, the real market is 
in the 16,000 local districts where many teachers are involved in textbook 
selection. To sell and be profitable, therefore, textbooks must be responsive to the 
preferences of teachers throughout the country as well as to various state 
guidelines. Publishers conduct extensive market studies to determine what 
teachers want in books. Salesmen visit teachers and host lavish parties at 
conventions to collect information which will help editors to design books that 
teachers will select. Often the specifications' that result further blur the design 
process because editors design books to appeal to the largest number of teachers. 
The hesitancy with which new ideas are incorporated into teachers' manuals 
illustrates editors' assumptions about teachers' skills and about what teachers want 
in textbooks. 
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3.1.1- The level of funding available for textbooks in all states does, of 
course, have an impact not only on publishing, but on the way textbooks are 
distributed and used in classrooms. Only between 1 and 2 percent of the 
education budget nationally is committed to textbooks; states vary in total 
expenditures, with some spending three times as much as others per year 
according to Association of American Publishers Industry Statistics, 1986. in 
states where there is state funding, only two states are committed to full funding, 
that is they allocate funds enough to provide new books for every classroom in the 
year of the adoption. All other states provide only portion of what would be 
needed to provided new books in a subject matter area in each cycle. Wealthy 
local districts usually supplement state funding to increase funding for books.  
 

In local districts, throughout the states-nonadoption and adoption 
administrators make important decisions about allocations for books and about 
which books to replace and which books to continue using. The level of funding 
has impact on their decisions about whether to risk letting students take books 
home, putting books at increased risk for loss or damage, and whether students 
will be allowed to write in and actually consume materials such as workbooks. 
The result is that there is a great deal of difference between the richest and the 
poorest districts in funding for textbooks, in the age of books in use, and in how 
books are used. When jurisdictions complain about textbook policy, therefore, 
they are likely to focus on the need for more money for books. When publishers 
want to improve books, they focus on the amount of money that will be available 
to buy those books. 

 
3.1.2- Durability and currency standards have impact on the market. 
Through the efforts of the Advisory Commission on Textbook Standards that is 
made up of Association of American Publishers the Book manufacturers' Institute 
and the national Association of State Textbook Administrators, standards for 
printing, covers and binding, quality of paper and so on, have been developed 
over the years and now prescribe the specifications for virtually all textbooks sold 
nationwide. These standards probably do add to the immediate costs of books, and 
they may constrain experimental publishing, but durability has been a major issue 
in the adoption stales however books commonly are adopted on a cycle of five or 
six years, but are commonly used even longer. In effect, durability is important 
throughout the country, since it is not unusual for textbooks to be used 10 years or 
more in both adoption and nonadoption jurisdictions. Even though states report 
that softbound books are acceptable under some conditions, and consumable 
books are often acceptable, particularly for the lower grades, the market favours 
the hard backed, durable book for obvious reasons. 
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States want to be sure that the books are not only physically durable but 
current in content, particularly since books will be used for many years. In the 
past, a recent copyright date was used as an indicator of the currency of the 
content. Copyright dates no longer serve that purpose well, however, since federal 
copyright regulations now permit publishers to get a new copyright date with very 
minimal changes in the original book. 

 
3.1.3-  The length of the approved list has important impact on publishing. 
The length of the approved list in adoption states is a matter of policy usually set 
in the state code; local policy as to the length of the list is more often and ad hoc 
policy implemented by administrators. The length of the list has impact on 
decisions at subordinate levels-at the district level for state adoptions and at the 
school level for local adoptions-and raises the stakes in the selection process for 
publishers. Large jurisdictions with a short list provide the highest risks for 
publishers because they offer the biggest possible sales, the strongest competition 
to get on the list, and often the most specific guidelines. A short list provides' the 
opportunity for policy makers to constrain the subordinate decisions regarding 
pedagogy or curriculum while unlimited lists convey the message that most 
textbooks may qualify. In any case, longer lists provide increased choice at 
subordinate levels. 

 
At the present time, no state prescribes a "single book adoption". 
 

A single adoption in a large jurisdiction provides an opportunity for 
administrators to negotiate with a publisher for special services or materials as a 
bribe. In addition, concern for articulation between the grades often motivates 
these management-minded districts to choose the same publishers' materials for 
all grades. The actions of such districts serves to further distract the publishing 
industry from improvement of the textbook itself and leads publishers to invest 
development funds and sales efforts in marketing ancillary packages. 

 
3.1.4-  Social content controversies have had strong impact on the quality of 
textbooks and on what happens in classrooms. Policymakers have sent a clear 
message, and publishers and their editors have responded. No one wants 
textbooks which become the subject of controversy. They are sensitive to 
discussion of war and witches, suicide and sex, housewives and working women, 
religion and junk food, and so on. Some states have multi age lists of topics to 
include and topics to avoid. The cumulative lists on editors' desks are getting 
longer each year and the complaints are increasing not at the state level in spite of 
cases which catch the attention of the press-but at the local level. 
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At their best, social content standards ensure that textbooks will support 
the values of the various communities. At their worst, however, they compromise 
the quality of the content. They inhibit the inclusion of tradition children's stories 
and of great literature. They encourage exclusion or expurgation of important 
facets of history, of political controversies-even of Shakespeare. As a result of this 
precensorship, in extreme cases, students are presented with textbooks which are 
inaccurate or incomplete and, in many cases, with books that are superficial, 
bland, and uninteresting. The impact on learning can be serious. 

 

No one would suggest that it would be easy to develop books which policy 
makers would approve. Policy makers too want to avoid controversy, and citizens 
differ as to what they are willing for their children to read. Many-policy maker 
and parent alike do not trust teachers to deal with controversial topics in the 
classroom. In any case, teachers find that they also want to avoid controversy. 

 

Ideally, it would be possible to begin to make some social content 
standards for books which would be responsible to the age and maturity of 
students and to student's need to deal with important issues and cultural 
diversity. For students of appropriate levels of maturity, the tight reins of 
precensorship could be loosened. Policymakers could decide that students and 
teachers would read and discuss materials that might be uncomfortable in one way 
or another to someone in the classroom. In the 1987 Tennessee case, the Sixth 
Circuit ruled that it is legal for public school students to be required to read books 
which contain materials which might conflict with their beliefs. To develop new 
standards for such books is a delicate task, but it is one which could payoff in the 
quality of textbooks published and in students' learning. 

 

Social content standards can have a strong impact on the selection process 
too; in the-minds of the public, they often characterize the whole process and 
distract from the quality issues. In jurisdictions where policy requires that lay 
citizens be appointed to selection committees, often representatives of the most 
vocal special interest groups are appointed. Policymakers know that their 
involvement and cooperation ensure that textbooks will be non-controversial at 
the approval level. Their presence, however, can focus the attention of the 
committee on the values issues instead of on the quality of the books. 
 

3.2- Curriculum Content Specifications 
Throughout the country, policy makers are not only adding to the list of 

curriculum standards, they are using textbook specifications as one method of 
supporting curricular and pedagogical reforms. In many cases, content standards 
are being redesigned to ensure that students will study those things upon which 
they will be tested and conversely that they will be tested on those things which 
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they have studied. It is s common assumption among policy makers that is it the 
obvious next step to ensure that the content standards are addressed in the 
textbooks. 
 

This is one of those cases, where the cumulative, secondary impact of 
well-intended policies provides us with something other than we expected, as well 
as undesired results. For editors facing multiple lists of curriculum standards, 
social content standards as well as results of market surveys with teachers, writing 
a book has become a tedious science. The traditional textbook author-often a 
scholar or curriculum specialist-has all but disappeared. Editors have been forced 
to find professional writers who are willing to write to many specifications in a 
tight time framework. These writers often are not experts in the subject, and they 
are not likely to use primary sources. They piece together books from previous 
books and other secondary materials. They pack in a "mention" of every 
curriculum item on every list. They write special sections to respond to policy 
makers' requirements-five pages on the environment, six pages on capitalism and 
communism, ten pages on careers, twenty pages on skills students need to read 
maps and use the glossary, and so forth. 

 
As a part of the adoption and selection process, officials often request 

from publishers a correlation study which indicates the degree to which the 
offered textbook covers the topics outlined in the curriculum standards. This 
costly process provides little valuable information, particularly in content 
subjects; it cannot address the quality of the coverage and substitutes the mention 
of a topic for its meaningful treatment. The costs are greater than money; the 
process increases the pressure on editors to put every possible topic into their 
books and the presence of the study in the hands of selectors discourages their 
own analysis of content. 

 

3.3- Experience in the United Kingdom 
 Historically, in the U.K. selection of textbooks for schools have been 
considered as the right of the teachers. Neumann has explained the process: 

"Teachers have a variety of ways for selecting textbooks. They 
receive mailings and inspection copies from publishers and visits 
and presentations from publishers' representatives. They may 
attend regional or local textbook exhibits and workshops, read 
reviews in journals, or even participate in pilot projects that test 
textbooks in classrooms under controlled conditions. " 
 
In the United Kingdom, the development and production of educational 

books is based by tradition on the initiative, expertise, and investment of private 
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enterprise in partnership with the educational establishment. This tradition of 
textbook development is so strong that publishers are equally concerned about 
the up-grading of textbook quality and their positive role in schools as the 
Department of Education and Science (DES) may be. The following extract from 
a series of articles appeared in the Educational Supplement of the Times, written 
by the Director of the Educational Publishers Council" (EPC), John Davies 
supports our view: 

 
"Book provision should be a matter for urgent attention of every 
school governing body. It is a matter of some shame to the country 
that we spend so little on books in comparison to our European 
partners and it can be no surprise that widespread concern has been 
voiced in recent months about literacy "-(Textbook Futures). 

 
The chain of activities related to textbook development in the U.K. is 

streamlined at the forum of the EPC, The EPC emerged from the Publishers 
Association on the recommendation of the Morgan- Wood report in 1969, to 
replace the former Group 3 of the Association. John Morgan described the role of 
the EPC as that of a "fire engine" to be brought out when educational publishing 
was threatened. Nevertheless, the main concern of the council was to safeguard 
the interest of the private publishing against attempts by the government to 
replace or take over this function in the context of establishment of School 
Council and the threat that it might ID1dertake its own publishing. 

 
The private sector has played a remarkable role in the establishment of a 

healthy tradition of textbook development in the U.K. The results of their efforts 
could be seen in the strong infrastructure, most modern systems of book 
development/production and the generally high standard quality of the products in 
the U.K. The EPC is, primarily, a component of the firms that publish school 
books, both textbooks and library books. It consists of 45 members as is 
highlighted in its latest members list. The Council has constituted a Campaign 
Committee, a Supplies and Marketing Committee, an Exhibition Committee and a 
Further Education Committee for specific purposes and duties. Apart from these 
committees, EPC has constituted a number of Subject Panels with the 
responsibility of various subject areas of curriculum, liaise with teachers, advisors 
and Inspectors and to arrange meetings between publishers and other 
educationists. The main objectives of EPC as projected in their latest members' 
list document are as follows. 

 to promote educational publishing both as a financial concern and as a 
service of education 
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 to represent the case of the educational publishing industry » to inform 
its members of developments in education and the book trade which 
affect publishing and to provide all available statistics as benefits to its 
members. 

 to protect and defend the interests of educational publishers. 
 
As the whole of the textbook business in U.K. is conducted by the 

private sector, the working of the EPC could be treated as the representative of 
the textbook process of this country...During my visits to the office of EPC and 
the Publishers Association, London, we may found this forum useful for the 
development of the textbook process in the United Kingdom and to us its role 
may be an exemplar for developing countries. Nevertheless, the process of 
learning should be in accordance with the indigenous requirements as the model 
EPC presents is a typical British model which may or may not suit a particular 
developing country. 

 
 

Activity No.3 
 
As on experienced teacher enlist your points of textbook usage.  
 

 
3.4- Self-Learning Exercise No.3 

1.  Describe the adoption policy of U.S. Education Department? 
2.  Do you think U.K. model is better to adopt or select a textbook? Discuss! 
3.  Write in detail the context aspect of the textbook selection in U.S. 

 
 

4- IMPORTANT POINTS 
 

1. The need in many schools is to increase not just, the quantity of 
textbooks but also their quality. 

2. The major question to answer in "what are the standards for evaluating 
the quality and effectiveness of the textbooks?” 

3. Factors for evaluation are: content, pedagogical approach, language, 
organization, format. 

4. In the United States State Board of Education usually recommends 
textbook for use. 

5. In Philippines the instructional materials center worked on the same 
lines as those of Pakistan’s but now they have moved to the United 
States model. 
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6. There are some issues and questions of the teachers as well as of the 
students to evaluate the use of textbooks. 

7. Teaching objectives, depth and breadth of material and question of 
supplementing need are basic methods of textbook evaluation 

8. The role of the textbook in the language classroom is a difficult one. 
9. Review the skills presented in the textbook.  
10. Review the exercise presented in the textbook. 
11. In 1970 the books used in schools of the west got attention of the 

researchers.  
12. About half of the U.S. have a state level process for establishing an 

approved list of textbooks. 
13. No state of U.S. prescribes a single textbook. 
14. In U.K. the selection procedure is the right of teacher. 
15. The Publishers in U.K. are equally responsible for the up-grading of the 

quality of textbooks. 
16. David William of Nigeria enlisted the criteria of ESL textbook 

evaluation. 

 
5- ANSWERS 

 
The answers of the exercises are implied in the text of the unit. One can 

easily comprehend them. 
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INTRODUCTION 

 
This unit is based on the National Textbook Policy and not merely a 

history of textbook publishing in Pakistan or anywhere else, though there may be 
some glimpses of such events and dates shown in the text. It is basically a unit to 
give a know-how of textbooks publishing and distribution. The unit is divided 
into three parts; starting from Public and Private publishing to a need of 
publishing culture and right upto the textbook administration and management 
activities. Self-learning exercises are provided in every section. A bibliography is 
given at the end for further readings. 

 
 
 

OBJECTIVES 
 

 After studying this unit, you will be able to: 
1. know the ins and outs of the publishing field of textbooks. 
2. may think to change the textbook culture into a better management 

way. 
3. develop a good textbook publishing house for a better support to 

the  learning process. 
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efore the advent of European era, there was no concept of a textbook in 
South Asia. The first textbook ever published in the sub-continent was in 

Dutch language published in 1556 A.D. This was used for the preaching of 
Christianity. The title of the book was;     
 

Conclusoes de Logica Philasophia 
 

1- PUBLIC AND PRIVATE PUBLISHING 
 

Since 1971 as an ideological state of Pakistan it is usually understood that 
the textbook publishing is the sole responsibility of the government and the 
private publishers can publish only helping and guidebooks. This notion is world-
wide and a change of this culture for even alternate textbooks provided by the 
private publishers is very recent. (e.g. in the 21st century) 

 
 

1.1- British Period 
In 1824 a Bombay Native Education Society was formed in India by the 

English and this society developed textbooks in Marathi, Gujrati, Persian and 
Hindustani. The textbooks used during 1700 to 1853 were basically the translated 
version of the English books. These had no illustration. 
 

A textbook committee was formed by the British government in 1877, 
which prepared its report in 1878. It was said that the preparation of textbooks 
will be the sole responsibilities of the provincial governments. The Central 
Textbook Committee of Bengal starred textbook publishing since 1875, In Punjab 
a Punjab Textbook Committee was formed in 1873 having some sub-committees. 
The Urdu readers of this committee also depicted illustrations and fictions. 
 

After the report of Hunter Commission in 1882 A.D., the textbook 
publishing got attention and after 1905 very good textbooks were being published 
in local and vernacular languages. 
 

In Urdu the Urdu text Readers were developed and thought by Maulana 
Mohammad Hussain Azad. Two series of such were published in 1867 and 1869. 
Maulvi Zakaullah published mathematical textbooks in Urdu. Ismail Merathi 
published by himself a textbook reader in 1892. In 1926 a Textbook committee of 
Centrel India was made responsible for the textbook publishing. 

 
1.2- Pakistani Publishing 

In Pakistan the textbooks developed by the textbook committee of 1926 
were in use and after the advent of constitution of 1956, textbook boards were to 
be established in all the five provinces of the country. 

B
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After independence Silver-Berdutt Co. published very good textbooks for 
Pakistan. Other private companies also started to compete. Soon (after 1962) the 
boards were merged into one board of "West-Pakistan" for the one unit formation 
of the four provinces and one board for East Pakistan. This situation continued 
upto 1969 and then the four textbook boards were restored or actually worked in 
1971. A curriculum wing of the Ministry of Education in Islamabad was 
established to approve the textbooks developed by the textbook boards in line 
with the curriculum derived by the curriculum wing. This arrangement was made 
for the 1 to 2 class levels. By the start of 21st century alternate textbooks 
published by the private publishers also got approval of the government i.e. 
approval of the curriculum wing. This is all against the textbook selection right of 
the institutions. 
 

The textbook should have the local element that is impossible in the 
provincial or central management setup of the current curriculum wing 
establishment. 
 

There is no training or technical know-how of textbook development 
provided in any public or private institution. It was very 1st time that textbook 
development workshops were arranged for the three textbook boards except 
Punjab in 1998 by the ADB funded Middle School Project, It was recommended 
in these workshops that an institution for the textbook developmental knowledge 
be set up to provided technical expertise for the training of the textbook writers 
and developers. A resource center for this purpose is established in the Punjab 
Text Board after the advent of National Textbook Policy, 2006. 
 

1.3- Indian and other Advancements 
In India Kothari Commission 1966 recommended to provide low-cast 

textbooks and in 1967 Mundal was established that started developing textbooks 
since 1969. Now a days these textbooks are also available in India with their 
complete international standards. 
 

Instructional development and research centre, Ottawa, Canada started a 
project in 6 countries to develop program instruction in 1986. Philippine, 
Indonesia, Malaysia, Bangladesh, Liberia and Thailand were the beneficiary of 
this project. Since 1976 to 1986 all the states and central area were provided 
textbooks by a project of Primary Education. After that different methods and 
ever textbooks are being prepared by the public and private publishers all of them 
are used as alternate textbooks. The selection is the right of the institution or 
authorities rather a compulsion of the government. 
 

1.4- The Textbook Reforms 
In Pakistan two attempts were made to reform textbooks but only for 

theoretical/ideological purposes. 1st was "Islamization" advent of general Zia ul 
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Haq in 1978. And the other is in conflict with the Americanization since 2004. 
This ended with a new textbook policy.  

 
For U.S. spoke MIT physicist Jerrold Zacharias, founder of Educational 

Services, Inc., and father of PSSC Physics, as the recalled the reaction of a group 
of historians and social scientists to a new social studies textbook called A Global 
History of Man, by Leften Stavrianos. The scholars who expressed this anti 
textbook view were attending an Educational Services, Inc. (ESI) conference at 
MIT's Endicott House in June 1969., organized by Zacharias to consider how to 
reform the teaching of social studies and humanities. The Stavrianos book, which 
tried to place all of human experience between two covers, was cited by the group 
as a good example of how not to teach history. With his usual exuberance, 
Zacharias was merely reiterating the prevailing view at ESI in those days that the 
textbook, with its summarising method of presenting information, was the enemy 
of serious learning. What was the alternative? "Postholing" was the approach 
proposed at Endicott House. 
 

What was postholing? Perhaps the most eloquent spokesman at the 
meeting for this non textbook approach to social science teaching was Elting 
Morison, a historian of technology, who was teaching at MIT. Morison espoused 
the view that history could best be introduced by exposing students to the 
fascinating details of a particular incident rather than the conventional method of 
trying to core a vast sweep of time that is characteristic of most beginning 
courses. He suggested, for example, that one could teach a good deal about the 
culture of Italy during the Renaissance by having students investigate how 
Benvenuto Cellini got the commission to make the Popes buttons. Taking this 
tack, he argued, you could include all there was to say about art, religion, and 
ecclesiastical administration while letting the concept of Renaissance culture arise 
in the students' minds from a close look at one intriguing episode. This, he said, 
would be far more interesting for novice historians than to force them to 
assimilate the four or five central ideas that you wanted them to know with little 
feel for the historical context from which those generalizations arose. 
 

The way to engage the curiosity of the young, Morison believed, was to let 
them figure out what was significant in history by examining the specifics, rather 
than presenting them with the correct answer in a textbook and making them 
memorise it. Morison expanded on this point with an example from American 
History: 
 

"Take a thing like... Jackson's war on the Bank, the Second 
National Bank and...have in Photostatted form...so that they looked 



 102

like what they were at the time—pieces of evidence: the 
Presidential veto as it was, all written out, a speech from the 
Congressional Record, Nicholas Biddle's bank account, newspaper 
clippings, all kinds of...private correspondence at the time...A bale 
of loose data—all those—and then esay to the kid, "Make your 
own statement about what you would have done if you were 
Jackson, or what happened here, or who was the writer"—ask him 
any question, but give him the data to organise in any way he 
wants.. .At Endicott House [we] propounded [the] notion of putting 
in irrelevant data also. In this way, we would deal with the 
problem, you see, of getting him to feel the thing itself. 

 
This in-depth, question-oriented approach to teaching, which replaced 

"coverage" with "immersion", was referred to at Endicott House as "postholing". 
Morison's idea was later implemented at ESI in a course called From Subject to 
Citizen, a study of the evolution of constitutional government in the American 
colonial period. In place of a textbook the course used about 50 loose pamphlets, 
together with a variety of maps, sort cards, pictures, and games. These "source 
materials" provided the basis for a series of studies that contrasted the Glorious 
Revolution in England in the 171 century with the emergence of the American 
Revolution in the 18th, and they helped students to explore the concept of 
political power and the emergence of the American notion of citizenship that was 
embodied in the Constitution of 1789. In the hands of a skillful teacher the 
materials achieved just the sort of intellectual engagement and stimulating debate 
that Morison was looking for and the experience in using them confirmed the ESI 
proposition that to get students excited about the social sciences required 
something other than the conventional textbook. 
 

ESI's commitment to "postholing" led to some serious problems with 
publishers. In 1965 Morison, who had become the Chairman of the newly formed 
Social Studies and Humanities Program, invited the presidents of two of the 
nation's leading educational textbook houses, Jeremiah Kaplan of Macmillan and 
William Spaulding of Houghton Mifflin, to review the new units and advise the 
project directors how best to approach publication. Kaplan and Spaulding were 
shocked at the naivete reflected in the ESI materials design. They spoke of 
tumbling tests, adoption practices, political constraints, and the budgetary 
restrictions under which most school systems operate. They tried to convince 
Morison, together with the other scholars at the meeting-Jerome Bruner, Morton 
White, and Franklin Patterson-that if they wanted to reach the schools they would 
have to redesign their materials to respond to publishing realities. Their 
admonitions fell on deaf ears. "We are engaged in creating the Hand-Made 
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Cadillac", said Bruner. We will worry about production considerations when we 
know what sort of material works in the classroom". 
 

The communication gap between ESI (later Education Development 
Centre, EDC) and the educational publishing community was grounded in some 
fundamentally different assumptions about teaching. The textbook makers 
envisioned schooling as a matter of reading, memorisation and recitation, while 
the new reformers set about to teach children how to think. These differences help 
to explain why the social science curriculum reforms of the 1960s and 1970s had 
such difficulty reaching the schools: They were dependent on an industry that was 
heavily committed to an instructional technology that was poorly suited to their 
more sophisticated instructional objectives. 
 

Today we remain equally handicapped, for despite all of our efforts to 
improve instruction, teaching, as we know it, remains largely a textbook-driven 
enterprise. So long as the textbook continues to dominate instruction, the 
objectives that we have so vigorously proclaimed will be very difficult to achieve. 
 
Just what are these "new" objectives? Briefly stated, they are: 

 to teach students how to think and how to use their minds creatively; 
 to help them learn how to learn outside of school; and 
 to cultivate in them a life-long love of learning. 

 

The governors of the 50 states, in collaboration with President Bush, 
recently reiterated the importance of these objectives for the future of American 
society in their joint statement on national educational goals: 
 

Today a new standard of an educated citizenry is required even in the 
u.states as well as in Pakistan, one suitable for the 21st century. Pakistani people 
must be as knowledgeable, as well trained, as competent, and as inventive as 
those in any other nation in the world. All of our people, not just a few, must be 
able to use their minds well, to think for a living, and understand the world around 
them. They will need to communicate complex ideas, analyse and solve problems 
and to think and to reason abstractly. They will need a deep understanding of a 
wide range of subjects in order to bring appropriate knowledge and judgement to 
situations they confront. They must understand and accept the responsibilities and 
obligations of citizenship. They must continually learn and develop new skills 
throughout their lives. 
 

1.5- The Consensus 
The scholars who gathered at Endicott House disagreed about many 

things. They hotly debated the value of history versus the social sciences. They 
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quarrelled over whether or not there were any "leading generalizations" in the 
social sciences that even approached the certainty of the laws of physics, or 
whether all "truth" in the social sciences was transitory. At one point Zacharias, 
who as used to talking with scientists who could agree on the important ideas in 
their disciplines, remarked in exasperation. "The trouble with you people is that 
you don't even have a Ptolemy yet, much less a Copernicus!" They disputed at 
length over how to divide the curriculum emphasis between the Western and the 
Non-Western World. Yet despite the intensity of the dialogue, on one matter there 
was near universal agreement: All students should be introduced to, and develop 
skill in, the scientific method. It was Elting Morison who brought peace to the 
contentious gathering by reminding the group that, however much they disagree 
on the content of instruction, "the intellectual processes in every discipline are 
very much the same" The transmission of these processes, argued Morison, is the 
ultimate purpose of social science instruction not the teaching of a specific body 
of information. Morison's point of view was warmly received by the group, and 
the two-week meeting period ended with a general consensus that students should 
be taught to think in a scientific way. They agreed that school children should be 
given the opportunity to approach new knowledge with the same mix of 
intellectual adventure and methodological discipline that characterised scholarly 
activity on the frontier of research. 
 

But how was this cultivation of scientific thinking processes to be 
achieved in the ordinary classroom? The EST/EDC method was to create an 
environment for school children that came as close as possible to the experience 
of the scholar working in the field. In the case of archaeology, students were 
provided with simulated versions of the same sorts of materials that 
archaeologists work with: stones, bones, arrowheads, spear points, potsherds, and 
other fragments of physical evidence from which they could derive information 
about the life of early hominids. For anthropological study, field experience was 
brought into the classroom through the use of ethnographic film, and the 
introduction of clothing, tools and tool making, and other pertinent artifacts. As 
we have already discussed, the historical record was presented through the use of 
original sources such as correspondence, written records, visual materials and the 
like. Still another way of getting at the human past, and the nature of human 
behaviour, which received a good deal of discussion at Endicott House, was the 
use of simulations, role play, and games. The object of all this activity was to 
engage students directly with original source materials in ways that invite 
problem solving, problem finding, and inference making. By developing a 
disciplined way of uncovering and verifying and interpreting facts, students could 
acquire intellectual skills of life long value that would stay with them long after 
they had forgotten the facts. 
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What did the EDC approach suggest for the publishing industry? Clearly 
the textbook was poorly suited to attainment of these higher-oder skills. The 
cultivation of inventiveness, abstract reasoning, and self-direction required 
instructional material that promoted inductive learning. Such materials were 
designed to allow the student to reason from the particular to the abstract and to 
arrive at conclusions by examining evidence. For such learning to occur, the first 
prerequisite is that the teacher make-a commitment to studying a subject in depth. 
Particularly with younger learners, general ideas have little staying power unless 
they arise from a prolonged immersion in specific information. For students to 
understand the significance of democratic institutions in Ancient Greece, for 
example, they must be exposed to a variety of materials that reveal the tortuous 
process by which democracy emerged in 5th-century Athens, to the particular 
circumstances which sustained Athenian democracy for a time, and to the events 
and forces that brought about its ultimate demise. To do this meant abandoning 
"coverage" and replacing it with the original source materials upon which 
textbook answers are based rather than providing the textbooks themselves. 
 

What are the obstacles to brining off the revolution in instructional 
materials design that EDC envisioned? First we need to examine the major forces 
that sustain the status quo in educational publishing, and then consider what can 
be done to alter those forces, so that the educational publishing industry can 
become an ally, rather than an adversary, in the process of bringing about our 
long- awaited transformation of the learning environment in the schools. The most 
formidable obstacles they face are discussed below. 
 
1.5.1- The State Adoption System 

Twenty-three of the 50 states pick their educational material based upon 
criteria set at the state level by a selection committee that is often very sensitive to 
political pressure. Publishers are reluctant to present anything for adoption that is 
likely to offend any special interest group. This means that topics like evolution, 
sex education, abortion, religion, communism, and other politically sensitive 
issues, which are often intellectually engaging to students, get limited treatment in 
the textbooks that are presented for state adoption. Unusual formats are also 
avoided because they fail to pass the "tumbling tests", or satisfy the "readability 
formulas", or simply because they create logistical problems. As the adoption 
market represents a high share of the potential business, publishers have little 
incentive to create materials that risk criticism by state adoption committees 
regardless of their educational value. 
 

Fortunately this conservative stance has recently begun to backfire. In 
1985 the California State Board of Education rejected all biology texts because 
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they failed to teach evolution. In the following year California turned down all the 
mathematics texts claiming that they over stressed rote memorisation and failed to 
teach problem solving. There is growing evidence that the emphasis on "basics" 
that dominated the decade between 1975 and 1985 is now giving way to a more 
sophisticated view of what children should be required to learn in school. This 
means that publishers may now have an opportunity to explore nontextbook 
approaches to the learning process. They can foster the shift towards a more 
thought-oriented style of instruction by creating materials that support a more 
open-ended style of instruction, and by taking a more courageous stand with 
adoption committees. 
 

Innovative materials design was widespread during the Sputnik reforms of 
the 1960s. One of EDC's "hand-made Cadillacs" was a fifth-grade social studies 
program called Man: A Course of Study (MACOS) that consisted of fifteen films, 
four records, five filmstrips, three games, eleven 8 x 10 photographs, two wall-
size maps, three wall charts, 54 artefact cards, a variety of photomurals, and a 
take-apart seal. In recognition of this fresh approach to instructional materials 
design, the American Educational Research Association and the American 
Educational Publisher's Institute gave Jerome Bruner a joint award that cited 
MACOS as "one of the most important efforts of our time to relate research 
findings and theory in educational psychology to the development of new and 
better instructional material", and "enormously suggestive of what we could and 
should be doing to equip the instructional process adequately". Yet 58 textbook 
houses declined to publish MACOS largely because of the complexity of its 
multimedia format. As one publisher put it, "In state-adoption states the format of 
this program prohibits adoption consideration". Only when EDC had proved its 
acceptability in the schools in over 1,000 classrooms, and verified the pedagogical 
superiority of its nontextbook format in dozens of independent studies around the 
country, were they able to find a publisher who was willing to take the risk of 
distributing such an unconventional course. 
 
1.5.2- The Problem of Cost 

Hand-made Cadillacs are expensive. In the 1960s the rule of thumb for 
textbook purchases was a dollar per student per year per course. MACOS sold for 
$5 per student. About half that cost was for the film but the rest of the materials 
still cost 2.5 times as much as the average textbook. Today, however, there are 
ways that this obstacle could be overcome by a resourceful publisher. The 
availability of videotape has reduced the cost of visual material significantly 
below what a comparable 16mm film cost in 1970 even in the current dollars.  
When large volumes of distribution are achieved, it becomes cost-effective to 
produce student materials in newsprint formats, making possible the creating of a 
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much more flexible and diversified educational product, enabling each student to 
own his or her instructional materials, and reducing the storage and maintenance 
requirements which school-owned textbooks create. Computers can support this 
transformation by further individualising instruction and by introducing the 
possibility of desktop publishing. We need to examine how the dollars now 
allocated to textbook instruction can be redirected to support the purchase of more 
diversified student materials. 
 
1.5.3- The Marketing Challenge 

Publishers resist change partly because of selling costs. One of the major 
objections they found with MACOS was what it required a highly skilled and 
resourceful teacher, and this meant a heavy investment in both marketing and 
teacher training. In contrast, textbooks are far more easily sold because school 
systems are familiar with them. In the amount of time allocated to a typical sales 
call, it would be impossible to explain an instructional system as complex as 
MACOS. This requires some imaginative approaches to marketing. Just as we 
must transform the product to change instruction, we need to invent new ways of 
brining innovative instructional materials to the schools. 
 
1.5.4- The Politics of School Reform 

Changes in instructional material will require public support. Educators 
and even politicians talk about transforming the schools, but most Americans 
appear reasonably happy with things the way they are. While the business 
community bemoans the fact that our schools are falling further and further 
behind our foreign competitors, and the National Science Foundation reports that 
the math and science performance" of our students ranks at the bottom of the 
world's most industrially advanced nations, the most recent Phi Delta 
Kappa/Gallup poll reports that 70 percent of the public and 75 percent of teachers 
would give their schools a grade of A or B too much schooling is still regarded 
with suspicion in some quarters, and many Americans continue to admire non-
academic routes to success and power. After all, didn't some our most celebrated 
national heroes make it without benefit of formal education? 
 

The evidence remains that the "high tech" world that is emerging around 
us increasingly demands skilled intelligence. Many of the jobs that required  
simply a capacity for hard work, or a willingness to do manual labour, are being 
replaced by new jobs that require higher levels of reasoning ability and technical 
skill. In this environment the old "factory school" that turned out students of 
minimal intellectual capacity for service in the industrial society must give way to 
"laboratory schools" that teach students to use their minds to solve problems. 
Learning as "research and development", rather than "recitation and 
memorisation", must become the pedagogical metaphor for the future.  
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In this new environment parents must realise that the schooling that 
worked for them is not necessarily sufficient for their children. They must become 
directly involved in their children's education from the earliest years by helping to 
ultivate their mental capacities. They must read to them, ask them questions that 
cultivate their thinking processes, and challenge them with problems that demand 
intellectual growth. The learning environment that they create at home must 
reflect the new educational goals of the school, must encourage the growth of 
curiosity, and must set standards of mental discipline. 
 

All this will require close communication between home and school. To 
function effectively in this way, many parents will need instruction and support. 
They must be brought in on the planning process with teachers, and they must 
understand the thinking that underlies the new approaches to working with 
children. They will need time to talk out these issues -with knowledgeable 
professionals and to air their worries and concerns. Failure to engage parents in 
the educational process, when their values differed significantly with what was 
being taught in recently as October 1986, a district judge in Tennesee allowed 
seven families to remove their children from classes because they claimed that 
their religious beliefs were offended by the teaching of books like The Wizard of 
Oz and the Diary of Ann Frank. In 1987, a judge in Alabama ruled in favour of 
624 parents who wished to ban 44 books from the Mobile Schools claiming that 
the books unconstitutionally favoured "secular humanism" as a religion. While 
the Supreme Court has recently ruled in support of academic freedom in a similar 
Louisiana case, the fact remains that close communication between the school and 
its parental constituency is imperative if they are to move toward The cultivation 
of a more intellectually stimulating educational environment in our schools. 
 

1.6- Winds of Change 
 These five obstacles (1) the state adoption system, (2) the textbook as the 
primary instructional medium, (3) the cost of creating instructional alternatives, 
(4) the problem of training and implementation, and (5) the political  challenge-
are the barriers that stand in the way of transforming public schools from rote 
learning factories into research and development communities where we can 
cultivate the intellectual growth of the young in ways that are more responsive to 
the demands of the post-industrial society. Children will continue to suffer under 
the tyranny of the textbook so long ^s we fail to address these issues. But there is 
reason to believe that things are changing. One leader in the fight for better 
instructional materials is Bill Honig, commissioner of education in California, 
who has used the leverage of state adoption to bring about textbook reform. This 
is a commendable beginning. The recent collaboration between the textbook giant 
McGraw-Hill and the Eastman Kodak Corporation to create texts tailored to the 
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needs of individual instructors is a promising initiative in this direction, although 
it probably will find its greatest application at the college level. We can be 
encouraged that the National Science Foundation and the National Endowment 
for the Humanities, as well as large private foundations like Ford, Carnegie, and 
Rockefeller, are back in the curriculum development business. We will see 
increasing numbers of computer software manufacturers getting involved in 
educational materials design as the personal computer becomes a more prominent 
instructional tool in the elementary and secondary schools. Even newspapers, 
television stations, C.D's, websites, computers, and museums along with the 
libraries are becoming increasingly active players on the educational scene. This 
growing diversity of instructional alternatives is a hopeful sigh. In time it may 
challenge the oppressive monopoly of the textbook on the methods of teachers 
and the minds of the young. 
 

1.7. New Policy 2006 in Pakistan 
 In pursuance of the decisions taken in the Inter-Provincial Education 
Ministers conference held on 22nd January, 2006 in Islamabad, a new National 
Textbook and Learning Materials Policy and Plan of Action was devised and 
notified by the MOE, Goget of Pakistan. 
 
 After the decision of 9th Inter-Provincial Education Ministers Conference 
held on 6th December, 2005 at Karachi, a committee was constituted to design and 
recommend a Textbook Policy for improvement in Textbooks and Learning 
Materials. 
 
 In pursuance of the decision taken in the Conference of 2006, the 
following Textbook and Learning materials Policy is proposed: 
 
 The Objective was the improvement in the quality of education at all 
levels through better quality textbooks at affordable prices and other learning 
materials for promoting Pakistan as a knowledge-based society.  
  
 Choice and competition are major forces in achieving this objective. 
Choice on the part of the buyer promotes acquisition of knowledge, empowerment 
and participation. Competition on the part of the producer leads to a wider variety 
of products, improved quality, availability and better prices. 
 
(a) Policy statement was as this that: 

(i) A well regulated system of competitive publishing of textbooks and 
learning materials shall be introduced as part of an enhanced public-
private partnership in the development of education in Pakistan. 
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(ii) Textbook Boards shall be transformed into competent facilitating, 
regulating and monitoring authorities, and shall review and approve 
textbooks for use in schools in their respective areas of jurisdiction. 

(iii) A Provincial Committee duly represented by the Education authorities, 
Textbook Boards and the private sector shall be formed to select and 
prescribe textbooks for use in public schools in the respective province 
or areas of jurisdiction. Books so selected may be published by the 
Textbook Boards in the manner defined in 2.4(1 )(i) 

(iv) The Education Secretary of the respective province will be the 
mediator in case of complaints of publishers regarding handling and 
decisions in the process of approval of manuscripts and in the process 
of selection of textbooks for use in government schools. 

(v) In the case of private schools, they shall be free to use from amongst 
the books duly approved and certified by the respective Textbook 
Board. 

(vi) As part of the review and approval process, Textbook Boards shall 
seek a no objection certificate from Federal Ministry of Education, 
Curriculum Wing, which is the competent authority to certify that a 
particular textbook is compatible with National Curriculum. 

(vii) Federal and Provincial governments shall arrange for the Textbook 
Boards to provide assistance in capacity development for the national 
publishing industry to become competitive players in an expanded 
education publishing market.  

(viii) Federal and Provincial Governments shall increase investments in 
school libraries and supplementary reading, teachers' guides, teachers 
training and learning materials, shall introduce reading lessons, 
teachers' guides and teachers training and promote a reading culture in 
schools and outside schools. 

(ix) An "Inter-Provincial Standing Committee on Textbook Policy" shall 
be established to regulate: operational and procedural issues, and 
monitor and coordinate further implementation process. Curriculum 
Wing of Federal Ministry of Education shall be the secretariat for the 
Committee and shall be strengthened for the expanded tasks. 

(x) Implementation of the new system of regulated competitive publishing 
of textbooks and learning materials shall start with the introduction of 
revised National Curricula.  

(xi) Resource Centers shall be established at Federal and Provincial levels 
under the respective Textbook Boards, Curriculum Wing, and National 
Book Foundation with the support of the Federal Government through 
donor agencies. These Resource Centers will serve as a central point 
both for the respective government institutions and for the private 
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sector publishers as a facility for reference and resource material and 
training activities. These Centers will ultimately contribute towards the 
enhancement of quality of textual and other learning materials 
produced in Pakistan.  

(xii) All stakeholders of this Policy will take necessary steps to redress the 
situation of piracy. Those convicted under the copyright laws for 
infringement of intellectual property rights shall be 
disqualified/debarred from participating in any activity under this 
Policy. 

 
(b) Plan of Action was as this that: 

(i) Textbook Boards will invite provincial/national publishers to 
register their interest or intent and specify for which subjects and 
grades they intend to develop and submit manuscripts. 

(ii) Textbook Boards will establish a review panel, to review the 
manuscripts submitted with regards to curriculum, quality of 
content, presentation, language and specific provincial coverage. 

(iii) Publishers will submit their manuscripts to the Textbook Boards 
for review and authorization for use in the schools of the respective 
Province. 

(iv) Textbook Boards will review the manuscript through the review 
committee, return it to the publisher with comments and requests 
for modification (if any), and receive the corrected manuscript 
again from the publisher for final review. The entire process 
should be completed within a period of 30 days. 

(v) After necessary corrections to the satisfaction of the review 
committee, the Textbook Boards will submit such manuscripts to 
the Curriculum Wing for No Objection Certificate regarding 
compatibility with the National Curriculum. The Curriculum Wing 
will return the manuscript to the publisher through the Textbook 
Board for further revisions if any. The Textbook Board will 
thereafter re-submit the manuscript to the Curriculum Wing for 
final endorsement. The entire process should be completed in a 
period of 30 days 

(vi)  In case more than one manuscript of any given subject is approved 
by the Textbook Board and Curriculum Wing after following the 
above process, the Provincial Committee referred to in 1.3(iii) will 
rank the approved textbooks and select the best textbook for 
prescribing in the Government Schools. 
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(c) For supporting the development of textbooks by publisher, it at was decided 
that: 

(i) Curriculum Wing will plan and arrange through appropriate 
channels for a transfer of know-how with regards to the revised 
curriculum and the new textbooks to institutions and programs of 
teacher education (pre-service) and teacher professional 
development (in-service). 

(ii) Textbook Boards will make available their resource centers to 
publishers and will arrange for training and hands-on guidance and 
assistance to publishers in textbook development. 

(iii) Textbook Boards will agree to provide all current textbook 
manuscripts to Curriculum Wing, in hard copy and soft copy, for 
the Curriculum Wing to prepare a .complete collection, which in 
turn is provided back to the Textbook Boards. 

(iv) Textbook Boards will offer this package to publishers against a fee 
(level of fee determined by the Inter-Provincial Standing 
Committee on Textbook Policy). Publishers will be allowed to use 
the materials contained in the package as 'raw material' in the 
development of textbooks and school reading and learning 
materials under the new curriculum. 

 
(d) For the Government Schools in case of free distribution, it was decided 
that: 

(i) After selection by the Provincial Committee referred to in 1.4(iii) 
the respective Textbook Boards shall purchase, from the publisher 
whose textbook is selected, a print license for a certain number of 
copies and a certain period of time for free distribution in the 
government schools through the Education Department processes. 

(ii)  The Textbook Boards may allocate the printing of the selected 
textbook in the following suggested manner 

 Forty per cent of the printing work allocated to the publisher 
whose textbook has been selected 

 Twenty per cent of the printing work of the selected textbook 
allocated to the publisher whose textbook ranked second 

 Ten per cent of the printing work of the selected textbook allocated 
to the publisher whose textbook ranked third 

  the remaining printing work may be allocated at the discretion of 
the Textbook Board 

Note: The above percentages may be modified by the Provincial 
Governments as they deem fit. 
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(iii) The issues concerning quality and provision of paper, textbook 
specifications, and pricing of textbooks shall be negotiated by the 
Textbook Boards with the publisher.  

(iv) The allocation of printing work shall be time bound. In the case of 
  default the Provincial Government may take appropriate steps and  
  determine the penalties accordingly. 
 
(e) For the Government schools in case of textbooks to be purchased, it was 

decided that: 
(i)  Textbook Boards and Education Departments will notify the books 

so selected. . 
(ii) In this case printing, distribution and sale through bookstores is the 

responsibility of the publisher. 
(iii) For the Government schools under this arrangement, therefore, the 

Province has the multiple choice option, but the textbook chosen is 
then the same for all government schools. There may, however, be 
books from different publishers in the school, e.g. the Mathematics 
series from publisher X and the Social Studies series from 
publisher Y. Overall compatibility is given through adherence to 
National Curriculum by all publishers. 

 
(f) For the Private schools, it was decided that: 

(i) Private schools decide and choose from the approved and certified 
textbooks by the Textbook Boards according to quality and price, 
and purchase textbooks directly from the publisher, i.e. printing 
and binding are part of the publishers business. 

 
(g) For Learning Material other than Textbooks, it was decided. 

(i) For school reading and learning materials (other than textbooks) 
printing, pricing, marketing and sale will be under the direct 
responsibility of the publisher. 

 
 Since the examinations will be curriculum based, therefore the 
Examination Boards will recommend multiple textbooks duly approved by the 
Curriculum Wing under this Policy. 
 
 This policy lacks the idea of alternate textbooks in its true sense. It should 
be the school management at district or lower level to choose a textbook 
appropriate for their atmosphere not the government or directorate of education. 

 

 The examination boards may develop test items from the curriculum and 
not from the textbooks for examinations. 
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Activity No.l 
 

Collect textbooks of a particular subject for a particular class (4 to 9) of 
different publishers and compare their: 
(a) Volume 
(b) Size 
(c) Paper 
(d) Printing and Layout 
(e) Price 
(f) Authors 
Write a report to show to your tutor. 

 

1.8 - Self-Learning Exercise No. l 
1. If the Pakistani publishing system of textbook is an extention of the British 

period textbook committee's tradition. Discuss? 
2. What are the reforms made for the textbooks?  Give some examples from 

history of textbooks. 
3. What are the problems: of cost; of marketing; or politics of schools. 

Discuss. 
4. How you criticize the National Textbook Policy in the light of the features 

of textbook publishing culture. 
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2-NEED OF A PUBLISHING CULTURE 
 

A desire to learn more about the development of instructional materials 
from those who create them has been expressed in a variety of publications. 
Michael Apple addresses the need to know more about "the culture and commerce 
of publishing" in his book Teachers & Texts. He recommends an investigation of 
the culture and commerce of publishing-how publishing operates internally and 
the culture economics market with which it is situated: 
 

"By and large (knowledge) is made available through something to 
which we have paid far too little attention-the textbook...These 
kinds of issues concerning who writes and edits texts, whether they 
are totally controlled by the complicated market relations and state 
policies surrounding text publishing, and what are the 
contradictory forces at work all need further elaboration" 

 
The internal cultural "tone", or social architecture, of a textbook 

publishing corporation is set largely by higher-level management, whose 
philosophies, interests, commitments, policies, and hiring practices influence the 
groups of human beings (e.g., editors, layout artists, production directors) who 
ultimately create the textbooks. Top-level corporate executives typically have 
been trained in marketing and sales careers, but sometimes they have risen to such 
positions through editorial experience. Their styles of management have a marked 
impact on the decisions that are made throughout the development of textbooks.  
 

During the 1980s, the textbook industry underwent radical structural 
alternations due in part to the economic phenomena of corporate mergers, take- 
overs, and reorganization-often resulting in recapitalization of corporate finances. 
Several observers have predicted that only two or three large companies will 
dominate the textbook publishing industry in this decade. 
 

As a result of mergers, reorganization, and takeovers, the career paths of 
top level executives often are affected. With the merging or takeover of two 
corporation, the new and larger corporation must determine positions for the two 
sets of chief executive officers, who formerly managed the separate businesses. 
Reorganization of product development and staff assignments often presents 
similar problems. Because of the sudden "glut" of top-level executives, some of 
those officers are transferred or even dismissed. Such changes in turn create 
upheaval among mismanagement (who also are often relocated during mergers, 
reorganisation, and take-overs) and all other corporate employees throughout the 
spiralling line of command. The task, then, of unifying the resulting culture-new 
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personalities, work habits, procedures, methodologies, philosophies, expectations, 
and other conventions within the newly formed staff-is significant unto itself.  

 
In the event of recapitalization, the corporation may catapult into 

staggering degrees of debt. Top-level executives must focus substantial attention 
to the recapitalization, reorganization, and restructuring demands of the moment, 
At the same time, they must continue their responsibilities concerning the 
development of textbooks. Meanwhile, in order to rise above the newly created 
debt, the larger corporate staff operates within budgetary constraints: Sales 
representatives must sell at least as many textbooks as were sold before the 
upheaval; and production managers must continue to arrange to have the books 
printed in a quality fashion. 
  

The healing period after reorganization (and often relocation of 
employees) during a corporate merger or take-over often is two years. During 
such lean years, corporate functions operate somewhat differently than during the 
normal course of events. Textbooks continue to be produced and soled, of course, 
in spite of both expected and unexpected obstacles. 
 

During such adverse conditions, corporations often produce revisions of 
existing textbooks almost to the exclusion of creating new product. Despite the 
financial constraints, however, many fine textbooks have emerged during 
mergers, take-overs, and recapitalization. The strained circumstances require that 
employees whose day-to-day assignment centres around the development of a 
single textbook or textbook series demonstrate an abundance of dependability, 
perseverance and resourcefulness. 
 

2.1- The Role of the Textbook Publisher 
In the public perception, there is confusion about the role of the textbook 

publisher. In essence, the role of the textbook publisher is to produce commercial 
instructional materials available for purchase by schools. On the other hand, the 
curricular guidelines around which textbook publishers construct their 
instructional materials are initiated and designed by employees of state education 
agencies, who often are consulted or influenced by scholars in the field. 
Throughout the research of the literature for the present discussion, only recent 
mention of such a division of roles could be found. Nor have numerous accounts 
discussed the special place that the textbook publisher holds in society-that of an 
independent commercial enterprise working for profit, yet interacting with and 
dependent upon employees within the public service. “We need to know more 
about the publishers' role in state textbook adoptions." It is a subsequent account 
offers first-hand descriptions of the culture of publishing from within a textbook 
publishing house. 
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In the midst of meeting deadlines from state education agencies and 

keeping abreast of marketing needs, publishers often are forced into their role as 
highly flexible producers of instructional materials. Critic Wilber Schramm 
satirically defined the goal of textbook publishers as such. 
 

"Technologically, the problem is to produce a teaching tool, 

usually within the restrictions of the printing process, which will 

offer the maximum of guidance to those who need it, the maximum 

of freedom to those who can use it, the utmost in learning ease to 

slower students, the utmost in challenge to swifter ones, and withal 

maintain a delicate balance between conservatism and Change ....." 

 
Schramm's position reflects the many constituencies publishers respond to 

as they mold and remold their products, in response to a continually changing 
public. Probably a fourth of all textbooks published never bring back what they 
cost-even when the best market research available led management to believe that 
there was a market. 
 

Silver Burdett & Ginn's James Squire points out the tremendous financial 
risk textbook publishers incur in meeting their role of supplying educational 
materials: 
 

“According to industry statistics, the average school publisher in 

1985 yielded 17.8% pre-tax profit (or less then 9% return after 

taxes) on investment in relatively high risk textbooks, only slightly 

more than is possible with low risk municipal bonds or even 

savings accounts”. 
 

Despite the financial risk, which is primarily addressed by the chief 
executive officers of a corporation, the challenge to create successful textbooks 
continues to attract editors and other employees working within publishing 
houses. Whereas the "guiding light" of marketing and sales may rightfully be the 
opportunity to sell the product, the daily impetus that propels the editors is to 
produce a quality product. 
 

A study of the individual roles of staff members as contributors to the 
whole might certainly provide insight into the complexity of the character and 
culture of the textbook corporation. However, a related and perhaps a more in- 
depth topic of interest can be approached through observation of team structuring 
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techniques and interactions within the editorial staff. Until recently, the literature 
was void of research documents addressing this topic as it applies to educational 
publishing. However, there are similar studies in other fields from which 
comparisons can be drawn. 
 

2.2- Structural Organizations of an Editorial Department 
In Pakistan only two or three publishers like Ferozsons, FEP etc, bear an 

editorial department. Discussion of hierarchical structural patterns within editorial 
departments of publishing houses have been a part of the literature for several 
decades. Brammer discusses the structure of publishing, in specific, its editorial 
structure: 
 

"Working under the direction of executive editors, there are several 
key editors. They may be specialists in the language arts, studies, 
sciences, mathematics, foreign languages or the arts; or they may 
be concerned primarily with grade levels. Under their direction are 
other editors and assistants." 

 
Brammer does not discuss, however, the dynamics involved in the 

interactions among the editorial staff, nor the intricacies of staff interaction. 
Edgerton, in his "Odyssey of a Book", lists duties of the textbook editor as a team 
leader; yet, he too fails to elaborate upon the details of how the team of editors 
actually works together to produce the product. The dynamics of teamwork-who 
does, what, and why and how among editorial staff members of publishing houses 
is an extremely important aspect of textbook development. 
 

During "lean years", the numbers of team members of editorial staffs are 
reduced to a bare-bones skeletal crew. Because several publications may be 
developed simultaneously within the same department, it is not uncommon for a 
senior or an associate editor alone to assume almost full responsibility for the 
development of a product. 
 

Under normal conditions, however, a common structure in editorial 
departments (Brammer's description) emphasises a type of hierarchical-ordered 
responsibility; executive editor assumes management of the project (scheduling 
and reviewing completed manuscript) and receives finely edited manuscript from 
senior editors; senior editors-if they are fortunate enough to have a support staff- 
receive first-draft manuscript from associate editors and review it for such aspects 
as legal compliance, content accuracy, overall coherence, and adherence to scope 
and sequence; and associate editors generate the rough-draft manuscript-whether 
it is taken directly from an author's submission from the submissions of free lance 
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writers or generated among themselves. Assistant editors perform entry-level 
tasks to support the editorial team. 

This system of structural design easily is identified as being similar to the 
system applied in most public school systems: Educators without a lot of 
experience-new teachers-are assigned to work with the most valuable resource-the 
students-while administrators, who often possess vast experience as former 
teachers, necessarily are distanced from the students. Similarly, associate editors- 
the editors with less experience than senior and executive editors are often 
assigned original manuscript-a valuable resource and principal vehicle for 
content-while executive editors become somewhat distanced from the initial 
operation of the text. 
 

The possibilities of improvement to the culture of textbook publishing and 
ultimately to the textbooks themselves through restructuring teams of editors 
merit further study. Although the literature specifically addressing the topic of 
team structuring in textbook publishing is sparse, a somewhat obscure-yet 
effective-method of structuring editorial teams may be worthy of discussion, as 
the method appears to be significantly different from the norm.  

 
The suggested method of structuring an editorial team for textbook 

publishing parallels the model described by Frederick Brooks, whose research in 
the field of computer science addresses the interactive dynamics of teamwork 
among employees who produce computer equipment and instructional manuals. 
In his book The Mythical man-Month, Brooks, who discusses the problems with 
achieving quality products, supports'a proposal by theorist Harlan Mills: 
 

"The each segment of a large job be tackled by a team, but that the 
team be organized like a surgical team rather than a hog-butchering 
team. That is, instead of each member cutting away on the 
problem, one does the cutting and the others give him every 
support that will enhance his effectiveness and productivity." 

 

The surgeon or chief programmer, in Mills's model can be likened to the 
project editor (usually an executive or a senior editor) in the development of 
textbooks. Brooks explains: 
 

"He (the surgeon) personally defines the functional and 
performance specifications, designs the program, codes it, tests it, 
and writes its documentation... He needs great talent, ten years 
experience, and considerable systems and application knowledge, 
whether in applied mathematics, business data handling, or 
whatever." 
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In the similar method of developing textbooks, the project editor (e.g., 
senior or executive editor) enlists a competent editor (e.g., associate editor) as a 
companion/assistant. Brooks makes reference to this co-worker as the "copulate". 
Other associate and assistant editors provide support to the project editor in the 
"operating room of textbook publishing". They prepare and give the "surgeon" 
requested support materials so that the project editor (rather than scheduling and 
reviewing completed manuscript from associate editors) can mold and shape the 
development of the manuscript from the initial stages to its completion. Brooks 
maintains that such a system brings to a product structural integrity, which he 
contends is the most important consideration in system design. 
 

Brooks further elaborates upon the phenomenon that arises when "the 
right hand doesn't know what the left hand is doing." because of the large 
numbers of employees working on many projects within a publishing house, the 
interdepartmental communications demand constant care -and attention. This 
right-hand-left-hand phenomenon also occurs between and among the publisher 
and related institutions (e.g., state education agencies, schools, universities, 
administrative officers of school districts, and legislators). 
 

2.3- Publisher and the Institutions 
The culture of textbook publishing is not limited to staff members within 

the publishing house. Rather, an extended cast of characters interacts from 
outside, as well. Talmage identifies four categories of participants responsible for 
creating instructional materials: 

1.  Publisher (the connecting link) ' 
2.  Interpreter (the writer) 
3.  Teacher (the selector of appropriate materials) 
4.  Scholar (the generator of new knowledge and theory). 
5.  Textbook designer. 

 
Perhaps a sixth category to accompany Talmage's paradigm might be state 

education agencies, whose partial function is to generate the curriculum or broad 
curricular guidelines, to which the publisher responds. 
 

In his description of problematic communication factors, or right-hand- 
left-hand syndrome, Brooks points to a universal condition inherent among large 
groups of people working toward the same end. For the textbook publisher, the 
intercommunication problems with entities outside the publishing house abound 
on either side: from the state education agencies, from whom the publisher 
receives written curricular guidelines and specifications for textbook 
development; and from the school districts who elect to purchase and implement 
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the textbook products. In addition, communication between publishers and 
university scholars often is limited to contractual arrangements (consultant or 
authorship interaction); rarely do publishers and scholars communicate solely to 
keep each other abreast of research findings or marketing trends. Perhaps because 
of sheer physical barriers not to mention time restrictions-between publishers and 
outside educational entities, frequent and effective communication is difficult. 
 

This discussion is based on the premise that all involved educational 
institutions hold as a goal the implementation of quality instructional materials for 
students. Therefore, it proposes to provide brief insight for scholars, interpreters, 
teachers, state education agencies, and school district administrators who are 
interested in learning more about textbook publishing. By exploring the culture 
and commerce of publishing and coming to understand the -contradictory forces 
and constraints at work, educators and other citizens can formulate answers to 
questions posed by Michael Apple and other textbook critics. Ultimately, 
solutions to perceived problems can then become a part of the dialogue.  

 

2.4- A Concluding Note 
The industry of educational publishing offers exciting opportunity to 

editors who aspire to participate in creating products with positive cognitive and 
social effects. 
 

A major responsibility that weighed heavily on my mind throughout each 
project involved the content of the manuscript. In considering my own role as 
project editor (e.g., determining assignments for writers, editing manuscript, 
selecting fine-art images, designing components, interpreting political moods, 
selecting freelance writers and consultants, determining the philosophy of the  
product), we realise the substantial influence editors apply to textbooks. Perhaps 
this discussion will encourage future studies of a similar nature, affording an 
overview of methodologies and philosophies in the publishing profession. 
 

In reviewing related documents about textbook publishing, we discovered 
misconceptions, many of which are based on fact yet often have been taken out of 
context. For example, we repeatedly are made aware of the misinterpreted role of 
the textbook publisher as being the sole instigator of specific characteristics of 
textbooks upon which critics have focused. We believe that in order to address 
many of the viable concerns of critics, it is necessary to develop public awareness 
of the wider culture of participants estate textbooks agencies, textbook publisher 
and the marketplace of teachers and supervisors) whose interactions directly 
influence the process of textbook development. 
 

Also important is the need to clarify publicly the economic position of the 
textbook publisher as being a commercial entity for profit operating in a 
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capitalistic society. Misconceptions erroneously have placed publishers in the 
arena of public service, perhaps because of the special relationships that textbook 
publishers hold with branches of state and local education. Ultimately, if a 
publisher's textbook product does not succeed financially in the market place, the 
publisher will not be able to continue in the business of producing textbooks. 
 

The possibilities for change and improvement are endless, and the public 
holds the solutions. Sorely needed in the literature at present is documentation 
that builds public awareness of the economic constraints and practices of textbook 
publishing and the industry's limitations in responding to the marketplace as it 
currently is structured. 
 

Recurring within the literature is the premise insisting that publishers write 
textbooks for teachers (purchasers) rather than for students. To a certain extent 
this assertion is accurate, as publishers indeed create textbooks as tools with 
which teachers impart knowledge and skills to students. However, perhaps 
because of the lack of public awareness concerning the culture of publishing, 
critics seldom discuss the desire of most editors to produce textbooks that students 
can use and enjoy. We believe the highly political image of publishers during 
adoption procedures and sales presentations has been equated erroneously with 
the textbook products themselves. 
 

We are not suggesting for change to existing systems of product 
development within textbook publishing houses. Instead, this discussion is 
intended merely to heighten interest and raise further questions about the many 
cultural aspects of the textbook publishing industry, to which Apple and others 
refer. Most of the information descriptive of the culture of textbook publishing 
remains undocumented. Even so, one observation seems apparently standard-that 
is, within the culture of most every textbook publishing house, publishers respond 
in some fashion to what they perceive to be the public voice. And although the 
culture of publishing may, for the most part, rest behind the corporate shield, the 
textbooks themselves reflect the demands and concerns of the market place. 
 

2.5- Authors and Publishers 
Darid A.Rees(Society of Academic Authors) gives main points to create 

textbooks.He says that publishers are looking for innovative ideas, not for the 
same idea reworked or repackaged in a different form. In an intermediate 
accounting, for example, aspiring textbook authors should not try to out-Kieso 
Kieso.Publishers have tired of that approach after repeated failures to capture 
market share from leading textbooks.As part of formulating your idea, it is critical 
to know why professors do not switch from the current popular textbooks, or what 
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would encourage them to switch to another textbook. Some excellent sources of 
this information include: 
 

1.  Professors/teachers who teach the course and who are using a textbook 
against which you intend to compete. 

2.  Publisher representatives who talk with many college professors and who 
likely have a clear idea of why their textbook offerings are not being 
adopted. 

3.  Publishers. 
 

Listen to these sources and be prepared to modify what you think is the 
perfect idea if you want to be successful in having it published. It is more 
important to find a "publishable idea" than to persist in an unpublishable, "perfect 
idea." 
 

After learning why professors do not adopt another textbook, developing 
ideas for overcoming their resistance, and creating an innovative way of teaching 
the material, it is time to sell the idea to a publisher. The selling of the idea begins 
with the written proposal. Most publishers have guidelines concerning the 
information they want in a proposal, and all requested information should be 
provided. Typical information requested includes: the primary courses in which 
the textbook will be used; whether the textbook can be used in a graduate course 
or in a course other than the target market; the number of sales in the target 
market; who the major authors and textbooks are; and what their market-share is. 
Also, to repeat, you should know why each competing textbook is vulnerable and 
be able to demonstrate how your textbook will successfully compete against them. 
Be assured that the editors will have much, if not all, of this information already.  

 
Do not attempt to write the entire book before contacting a publisher. 

Every publisher wants to become involved in developing the idea. A publisher is 
not impressed with a finished product that is presented with a request for them to 
publish it. However, a few chapters of the proposed text should be included in the 
proposal in slightly better than rough-draft form for the publisher to see the 
essence of what is being proposed. 
 

Unlike submitting a journal article where it is considered unethical to 
submit a manuscript to more than one journal at a time, submitting a textbook 
proposal to several publishers simultaneously is ethical, and it is definitely to the 
author's advantage to do so. To illustrate, we may initially send our proposal to 
two publishers and in a relatively short period of time we receive a positive 
response from one of them with a request to meet and discuss further the elements 
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of our proposal. Following that meeting we may send them several chapters with 
end-of-chapter material. In a truly market-driven competitive spirit, one editor in 
slightly more than eight weeks may have our material reviewed by internal and 
external reviewers and back to us with an invitation to meet with "their people."  

 
A final suggestion on selling the idea to a publisher is to have another 

successful textbook author review the material and recommend it to a publisher 
rather than sending it "cold" to the publisher. At a recent meeting with two editors 
from South-Western it was asked what percentage of the proposals they received 
were eventually published. They responded that almost none of the proposals that 
were submitted "cold" were eventually published, but that about one-third of the 
proposals that were recommended by another author or that were ferreted-out like 
our manuscript had been eventually published. 

 

2.6- Basic Duties 
(A) The author's primary duties are as follows: 

1.  Write the book. 
2.  Involve the editors and listen to their ideas. 
3.  Do the page layout, including pictures, graphs, tables. 
4.  Prepare the appendix, although the publisher will do this for a fee. 

(B) The publisher's primary duties include: 
1.  Obtain reviews of completed material and summarize the reviewers comments 

in a usable form. 
2.  Provide and update a web-site that supports the book, but the publisher will 

want the author's input. 
3.  Advertise the book. The advertising plan should be presented to The authors 

— in writing - before any contract is signed.  
4.  Prepare CDs and other technological tools, but again the author's input is 

sought. 
5.    Print the book. 
 
(C) Items that are negotiable between the authors and the publisher consist of: 
1.  Number of colors in the book, the standard on a first edition is two colors, but 

this is negotiable. 
2.  The writing of the ancillaries, such as the study guide, instructor manual, and 

text bank. The principle advantage of the authors writing them is the overall 
coordination among the material that is achieved, but the disadvantage is the 
additional time that is required. If the author chooses to write these ancillaries, 
they should be fairly compensated, in addition to royalties on textbook sales, 
for doing so. A possible advantage of letting other people write the ancillaries 
is that they may be encouraged to adopt the textbook. 
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3.   Pay advances against royalties. 
 

Some individuals have expressed concern that a publisher might buy an 
idea and then not publish the book in an attempt to limit competition against a 
book they are already publishing. No reputable publisher would do that. However, 
you should know that the copyright on such book is the publisher's, not the 
author's. Only the creative writers can win the case of their copy right. Textbooks 
though created are not "creative writings" rather an assignment. If at some 
time the authors and publisher agree to disassociate, the author probably can buy 
the copyright from the publisher. 
 

2.7- The Textbook Development and the Calendar 
Various publishers have expressed the thought that the better teachers 

make the better textbook authors, and that excellent researchers do not necessarily 
write good textbooks. In large part, the reason for this is the style of writing that is 
used. Journal articles are directed to peers - individuals who already understand 
the lingo; whereas, textbooks are directed towards students. So, when writing, 
remember that students are the final audience. Make the book readable. In 
writing, use declarative sentences, active voice, be concise, and use numerous 
breaks  including white space to properly pace the book and allow students the 
time to comprehend the material. 
 

A first decision in planning the publication date is whether the book will 
compete head-to-head with the major books in the market or whether it will be 
published off-cycle. If you want a portion of the market that the leading textbooks 
currently have, you will have to compete head-to-head. Once a publication date 
has been decided, you should know that it will take nine to 12 months after the 
book is written before the first copy rolls off the presses. Also, know that it is best 
to test the book for at least a year in the classroom before finalizing the writing. 
Finally, know that writing the book will take approximately two years. In 
summary, the publication timetable looks somewhat like this: 
 

1. One year to prepare the proposal and obtain a publisher. 
2.  Two years, minimum,  to write or develop the book. 
3.  One year and perhaps two to test or tryout the feasibility of the 

book.(Ancillaries can be written during this time.) 
4.  One year for publication. 

 
Total time from conception of the idea to the first book coming off the 

press is approximately five years. Of course the length of the book and the 
number of co-authors influences the amount of time that eventually is required. 
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2.8- Self-Learning Exercise No.2   
1. Do we really have publishing culture of textbooks in Pakistan? Discuss in 

the light of the western experience 
2. What are the role of publishers and the institution for the development of 

Textbooks? 
3. What are the basic duties of authors and the publishers? 
4. How you find new vistas of a textbooks publishing culture opening in the 

light of new textbook policy of Pakistan? 
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3- THE TEXTBOOK PRODUCTION 
AND MANAGEMENT 

 
The textbook production is a specialized job. In U.K, U.S.A., Singapur, 

Papua New Guinu, India, and other countries it is part of textbook development 
process. One can study it at large in the lands of private sector. 
 

3.1-The U.K. Model 
The Department of Education and Science (D.E.S.) or the Local Education 

Authority (L.E.A.) has no active role in the development process at all. Some 
publishers have specialized in this field and they have also formed separate group 
within the Publisher's Association. Some big publishing houses have established 
small branches or constituent publishing houses for textbook development and 
marketing. Longman, Heinemann, Oxford University Press, Hodder and 
Stoughton, Colling, Nelson and Stanley Thomes present examples of the big 
textbook publishing houses in the U.K. Educational Publishers also have 
specializations in subject areas, for example Stanley Thomes, Collins and Hodder 
and Stoughton specialise in the National Curriculum. At the forum of EPC they 
have subject panels and they make use of these panels for discussing mutual 
problems and issues of the relevant subject publishing. 
 

In the U.K., the development of textbooks is considered as a "Project 
Task" which generally continues for a period of two to three years under the 
supervision of a project supervisor, namely a Publisher or the Commissioning 
Editor. The Publisher is generally treated as a central figure for the whole of the 
process. He/she coordinates, supervises and commands all of the activities related 
to the development of a particular book. Fig.1 explains this process. 
 

After the Publisher or the Commissioning-Editor, the most important 
person in the book development process is the Desk Editor. He/she may be treated 
as the backbone of the whole process (in the case of Pakistan, the Subject 
Specialist plays the same role). Figure 2, explaining the multidimensional duties 
and responsibilities of the Desk Editor, supports our argument. 
 
3.1.1- Marketing 

Almost every publisher has an established marketing/sales promotion 
section within the publishing house with professional staff. This section stands 
responsible for marketing and sales promotion. Normally they use the methods of 
sending free copies of the textbooks to Heads of the Departments in schools or 
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arranging help lines on the telephone or holding workshops for the purpose. 
Before finalizing the textbook, trial material is produced for pretesting. 
 

 
 

Fig: 1 
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Fig: 2 
 



 130

There is no doubt about the general high standard of textbooks developed 
and published in U.K. This high standard is one of the main reasons of the strong 
textbook export business of U.K. ; close to 50% of total sales. 
 

Nevertheless, since 1988 (the year of starting the National Curriculum) 
some deterioration is very clearly seen in the British textbook industry. Andrew 
Ronsom, publishing director of Longman educational publishers, has given some 
of the details of this deterioration in the following manner. 
 

This is a very unstable market where you've got a government dictate 
changing things overnight- Medium or small publishers can be crippled and a lot 
of well-known names have been squeezed. Macmillan. Education was a big firm.  
Now they're out. The science and maths content of the national curriculum lasted 
only two years, from 1989 to 1991, That's what broke Macmillan Education. 
 

Apart from this, many educational publishers have merged into big 
companies, for example major companies such as Edward Arnold to Hodder and 
E. J. Arnold to Nelson. But the tradition of textbook publishing with generally 
high standard products is still alive in the United Kingdom, It has also bright 
chances in future because of the fact that textbook publishing is more profitable 
than the general scene because in the case of textbooks market size is prior known 
and there is little fear of frozen stock. Developing countries could learn from the 
experience of book development in U.K. But they must be very careful in picking 
up essentials because things very relevant here may not suit them due to cultural 
and environmental differences. 
 
3.1.2- A Comparative Analysis 
The very first question in this context should be: 
 
 

(a) What to Learn and How? 
During Dr.Abbas's one year experience in the U.K, he had felt that the 

most important feature of the British educational system is its proper and timely 
planning. He also noticed much stress on earlier planning in every field of 
education right from the Primary Schools to the Universities. In sum, we had 
considered the following three models from the U.K. as standard while 
developing a model for textbook development in our own country: 

 
(1) University-based Model 
(2) Office-based Model 
(3) Publishing House-based Model. 
We will now discuss these models in details. 
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3.1.3- Bath-Macmillan (Nelson) Science 5-16: 
University-Based Model 

This project was launched in the University of Bath in collaboration with 
Macmillan Educational Publishers in 1989; on the merger of Macmillan to 
Nelson, this was shifted to the later publishing house. The purpose of this project 
as highlighted in the “Primary Science Inset booklet" of the project was to help 
primary teachers promote effective science learning for all pupils. 
 

In 1988, when the National Curriculum was adopted in schools in U.K. 
Through the legal provision of the Education Act 1988. It was felt that science 
and mathematics teachers at primary level were facing difficulties in, at first 
grasping and then communicating the real spirit of the National Curriculum 
content to their pupils, 
 

The Project was launched under the supervision of the senior British 
educationist. Professor Jeff Thompson with the following teams; 
 

Comprised of Prof. Thompson as overall in charge, two University 
teachers: one for each secondary and primary books, two publisher's 
representatives: one for editing/publishing supervision and the other for 
marketing. 
 

Consists of component of eight educationists from amongst the Inspectors, 
Advisors of DES and Specialists. 
 

Consists of thirty teachers. 
Consists of thirty reviewers from amongst University teachers, practicing 

teachers or the interested persons from any sphere of life. The Publishers are 
supposed to be responsible to provide these specialized services in accordance 
with the needs of the project. 'All of the above mentioned teams have close 
liaison. They hold meetings continuously to sort out their problems or for just 
discussing the progress. 
 

The process adopted in this project in developing textbooks is the 
traditional one with some innovations, for example, trial material is necessarily 
produced and with great care. The most important and interesting component of 
this project is the INSET provision. This project is considered as a package deal 
contributing a lot to the attainment targets of the National Curriculum for pupils 
and ending at INSET provision for the teachers. The project is supposed to 
produce textbooks, activity books, work cards, teacher guidance cards, story 
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books (without a word/all pictures), science share books (teacher/student) and 
posters for classroom use. 
 
3.1.4- Resources for Learning Development 'Unit (RLDU), 
          Bristol: Office Based Model 

The RLDU is a unique example of learning and teachers guidance material 
development within the Education Department's office. It is its own style of unit, 
a very small but very useful model. RLDU was established in 1974 following a 
Nuffield Foundation Project, initially for a period of four years, but, due to its 
meritorious services to the cause of education, it was extended until 31st August, 
1992. At the period of its winding up, the unit was housed at the County of Avon 
Education Development Centre. In the present circumstances after the 1988 
National Curriculum, authorities considered that this centre should be replaced by 
a smaller section to be known as the Resources Service; still its closure is a great 
loss to educational innovations in my view. 
 

The unit was established as a follow up concern of a 1970's Curriculum 
Project with the following objectives: 

 to provide learning material for teachers to meet the classroom needs 
 to support pupils according to their mental levels. 
 to develop and produce small format textbooks as learning resources 

support to the schools. 
 to provide advisory services to the schools regarding the purchase of 

school books. 
 to arrange INSET on learning materials' selection/use. 
The Unit comprised a very small team numbering not more than fifteen 

people; one director, four members of the editorial staff one each for the 
science/maths, french, social studies, english and year 11-13 affairs and a very 
small team of designers, technicians and the secretarial staff to provide technical 
support. 
 

The whole of the infrastructure consisted of four or five desktop 
publishing computers, two small rota offset printing machines, one dark room  
with colour processing equipment and a store for printed material. The director of 
the RLDU, Mr. Ken Perkins informed me that the unit was not only known at 
national level, but it holds International repute. 
 
3.1.5- Stanley Thornes Educational Publishers: 
           Publishing House-Based Model 

Almost all of textbook development in U.K. is based on this model. In this 
model textbooks are developed in a publishing house in the private sector. We 
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will discuss this model through the example of Stanley Thornes, a leading 
educational publisher who have specialised in secondary school books for the 
year 11-12 and 16-18. Their major areas of operation are vocational and academic 
textbooks. According to one of its publishers dealing with science, Mr. Adrian 
Wheaton, this publishing house has been leading the market in the textbooks of 
Chemistry and Physics. 
 

The important features of the process could be summarized as follows: 
 

1. Every project is designed and formulated after a thorough survey/ research 
of the market conducted by the marketing research unit under the 
supervision of the publisher. 

2. When a publisher feels good chances / demand for a particular subject, 
he/she presents the detailed proposal along with the budget estimates to 
the directors of the firm. The directors, when satisfied, approve the plan 
and give go-ahead signal. 

3. The project is supposed to be the sole responsibility of the publisher. 
He/she is fully independent within that project, however, answerable to the 
directors in case of the failure of the project.  

4. In such case he/she has every chance of losing his/her job/contract.  

5. After the publisher, the desk editor is the most important person in the 
whole project as he/she coordinates the process of book development as a 
whole. The desk editor is also independent in his/her own sphere. 

6. The books are developed, produced and marketed within the publishing 
house with the help of the permanent staff, however, some times freelance 
technical staff are also involved in the process.  

7. Books are generally printed in a country where the printing rates are the 
cheapest with good quality. In the case of the Stanley Theories, Hong 
Kong, Singapore, Korea and Taiwan provide this service. The paper is 
also purchased from the cheapest possible market and is supplied to the 
printers direct from the paper mill.  

8. Authors are paid royalty at the rate of 10% of the net receipt of the book 
proceeds after one year of the marketing. They are also responsible for 
updating the book as and when required without any additional payment. 

9. The publishing houses conduct marketing in traditional ways, contact with 
school teachers/heads of the departments through mailings, specimen 
copies, workshops etc.  
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10. Manuscripts are reviewed by assessors who are generally specialists in the 
field. They are paid thirty to forty pounds for a view on the material. 
Report of the assessors goes to the authors who are supposed to make 
amendments accordingly. 

11. Some publishers (e. g. Stanley Thomes) produce two editions of the same 
book at the same time for two different types of consumers i. e. black and 
white cheaper edition and coloured extensive edition. Textbook 
development is a well planned activity in the U.K. Normally,it takes two 
to three years to develop and produce a textbook which in my view is a 
reason able time-span for a book. 

12. There is a very close relationship and cohesion between the National 
Curriculum and the Textbooks in U.K. The reason being the Publishing 
Houses have developed a constant liaison with the Curriculum Developers 
through permanent Subject Panels in the forum of the EPC. These efforts 
are also supported by the DBS with documentation and the NCC with 
advisory services. During my visit to the National Curriculum Council 
office at York, I personally noticed that the NCC has been putting a lot of 
efforts in this direction since the day of its establishment in 1988. Mr. Ray 
Wjison, Professional Officer of the NCC with   the responsibility of 
Mathematics, informed me that the Council constantly monitors the 
process of communicating the real spirit of the National Curriculum 
content to the pupils through textbooks/learning materials with the help of 
teachers' workshops, visits to schools and research projects. Some times 
these projects are run by some other academic institutions on behalf of the 
NCC; for example, at the moment King's College/London is running a 
project for the Mathematics Curriculum on behalf of the NCC. 

 
We have discussed the process of textbook development in the U K. We 

have also viewed three models from the U.K. experience. Nevertheless, for 
comparison with Pakistan only two models are relevant; university-based and the 
publishing house-based approaches as there is no example of the third model 
available in Pakistan. Now we will analyse each of these models for the purpose 
of comparison.  

 

3.2- Allama Iqbal Open University, Islamabad: 
Pakistan's University-Based Model 

Allama Iqbal Open University develops, prints, publishes and markets 
textbooks in the same way as Bath-Nelson with the exception that in this case no 
external participation of private sector publishing is involved at any stage and that 
it produces books only for its registered students. This University develops its 
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own Curriculum and has no concern with the National Curriculum of Pakistan for 
even secondary and post-secondary level. The books relate to the very specialized 
field of distance learning. 

 
The University has evolved a very strong infrastructure of textbook 

development comprising panels of Authors/Editors, its own editorial, illustration 
and printing press and professionally equipped marketing/mailing department. 
The whole process of textbook development in this University is very systematic 
and exemplary. The University has achieved repute in this field at normal and 
international levels. This University-based Pakistan Model can compete with the 
British Model on many aspects, some of which are more established and well 
organized than the British one. 
 

3.3- Provincial Textbook Boards: Pakistan's Publishing House-
Based Model 

This is the only model of textbook development for classes I to XII (year 
1-12) in Pakistan. In the case of higher education Private-sector publishing houses 
or the Universities do the work. This model has already been discussed. The 
whole system is very similar to the- British Model with the exception that in the 
case of Pakistan the Provincial Textbook Boards play the role of a publishing 
house and the subject Specialists that of the Publishers/ Commissioning Editors. 
 

In Fig.3, we find many similarities in textbook process with that of the 
U.K. The reason is obvious as we have earlier explained that Pakistan inherited 
major components of its educational system from the British tradition, 
Nevertheless, the question remains if the process has similarities, why does the 
product not carry the same standard? The answer is: Lack of textbook 
development knowledge ability of the panels of authors/editors and subject 
specialists. 

 

3.4- Textbook, Management/ Procurement 
 

3.4.1- Development of Textbook Proclamations and Adoption of Textbooks 
In U.S. the development of textbook proclamations, review, and adoption 

of textbooks includes the coordination of the annual review and development of 
subsequent recommendations for conforming and nonconforming textbooks. This 
is a requirement of high status, model institutions some consider the 
recommendations of the Director of Education and accept, modify, or rejects the 
recommendations. The specific business processes are as follows: 
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1. Manage the textbook proclamation and adoption processes which include 
maintenance of a life of textbook adoptions and establishment of textbook 
review panels consisting of outstanding teachers and other citizens. 

 

a) Obtain publishers input on proposed maximum textbook prices. 
b) Prepare the annual proclamation announcement under 

consideration, the maximum costs for textbooks a calendar of 
major events and accessibility information including technical 
specifications for publisher's files. The detailed tasks to complete 
this process are; 

2. Receive and review official textbook bid submissions from publishers and 
update the life with descriptive information on textbooks and publishers. 

3. Recruit and recommend potential textbook review panel members for 
appointment by the Director. 

4. Manage review panel evaluation of all instructional materials submitted 
for adoption. 

5. Hire contractors to conduct an independent review to detect factual and 
editorial errors in instructional materials. 

6. Arrange public hearings. 

7. Prepare all materials necessary and provide testimony at publisher show 
cause hearings, 

8. Submit recommendations for conforming and nonconforming textbooks 
based on panel evaluations and show-cause hearings, to the Director of 
Education. The recommendations also include lists of required corrections 
in the textbooks. Subsequently, the Director accepts or modifies the 
recommendations and submits them to the higher authorities.  

9. Coordinate independent contractor audits of corrected instructional 
materials. 

10. Recommend administrative penalties against publishers who fail to correct 
factual errors or make editorial corrections. 

 
3.4.2- Purchase and Distribution of Textbooks 

1. Update instruction manual for textbook coordinators that describes the 
textbook ordering process.  

2. Transfer listing of newly adopted textbooks from adoptions for testing and 
sort by multiple list code that designates subject and grade level.  
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3. Enter instructional materials that are readopted. 

4. Train textbook coordinators. 

5. Review textbook orders from school and send the orders to the appropriate 
publisher or publisher's depository. 

6. Manage freight services and generate an Invitation to Bid, select vendors, 
and award contracts. 

7. Manage and coordinate school requisitions for textbooks. 

8. Manage and maintain data in the business support applications (sources 
include the Public). 

9. Manage textbook shipping. 

10. Manage review and approval, of both automated and manual payments. 

11. Manage textbook inventory. 

12. Monitor remaining cash balances in textbook account. 

13. Develop Request for Proposals for Braille, large type, and audiotape 
textbook production and prepare contracts. 

14. Develop specifications for publisher files and include in the textbook 
proclamation. 

15. Recruit Braille, large type and audiotape textbook review panel members 
and prepare agreements for reimbursement of panel members' expenses. 

16. Coordinate acquisition/delivery of publisher files to Braille contractors for 
production of Braille textbooks. 

17. Coordinate production and distribution of Braille/large type textbooks.  

18. Process orders and payments for Braille, large type, and audiotape 
versions of state-adopted textbooks. 

19. Provide technical assistance to producers of special textbooks, as 
requested. 

20. Maintain/modify textbook orders/inventory for students with visual 
impairments, 

21. Coordinate delivery of publisher files to school for students with learning, 
reading, and physical disabilities. 

3.4.3- Textbook Support/Help Desk 
1. Provide comprehensive telephone and other assistance and training to 

local school personnel in the operation. 
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2. Provide support to school personnel regarding interpretation of rules, 
regulations, policy and procedures and information on specialized 
textbooks, as requested. 

3. Provide director with the necessary forms, instructions, and information to 
requisition and receive the instructional materials. 

4. Update comprehensive list of all instructional materials under contract to 
include new adoptions . 

5. Provide, on short notice, ad hoc reports on textbooks and respond to 
special requests from all concerned. 

 

3.4.4- Textbook Management Applications 
A key component in the overall textbook administration, management, and 

distribution business services are the applications that have been specifically 
designed to support the textbook business processes. There are composed of like 
functional modules for requisitioning, ordering, shipping, district inventory 
tracking, state inventory tracking, payments, and freight. The modules perform 
different functionality based on the educational material type. 
 

The technical day-to-day support and maintenance for applications is 
currently provided under an outsourced contract arrangement. 
 

School select the Braille and large type titles and quantity(s) that are 
needed for each school year. The application uses multiple parameters to ensure 
that the requests are valid and a school selects the Braille and large type titles and 
quanitity (s) that are needed for each school year. The application uses multiple 
parameters to ensure that the requests are valid. 
 

3.5. Textbook Development Training/Resource Centers 
 The role of textbook boards of Pakistan is now changed, after the 
implementation of National Textbook Policy. They are now or should be the 
textbook development training and resource centers. Only the Punjab textbook 
board, Lahore has taken an initiative and a resource center is established with the 
help of GTZ, a germen technical cooperation organization. Some training 
workshops on textbook development are started since 2008. This NGO has also 
arranged workshops on technical editing in NWFP textbook board, Peshawar in 
2009. The series is going on and beneficiaries are the writers, editors, illustration 
and publishers of all the provinces of Pakistan. 
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Activity No 3. 
 

Draw an order form to proclaim or purchase textbooks from a publisher. Enlist the 
specific features of the textbooks you desire. 

 

3.6 – Self-Learning Exercise No.3  

1. Draw an outline for a fetter textbook development house in the light of 
existing U.K. and other models.                                          „ 

2. Compare Allama Iqbal Open University model to that of any other model 
of the textbook publishing. 

3. What are the textbook management processes in the United States? Enlist 
some of the salient features. 

 

4. IMPORTANT POINTS 
 

1. The first textbook published in the Subcontinent was in Dutch in 1556 
A.D. 

2. In 1824 Bombay Native Education Society started publishing textbooks 
for the British period in the Subcontinent. 

3. The hunter commission of 1882 forced to start good textbook publishing. 

4. In 1926 a textbook committee for central India was made responsible for 
the textbook publishing.  

5. In Pakistan the provincial textbook boards were being established after 
1956 and soon merged in one unit and reestablished in 1971. 

6. In 1998 it was recommended in the Middle School Project that an 
institution for the textbook development knowledge be set up.  

7. In India the Kothari Commission 1966 recommended to provide low-cost 
textbooks.  

8. In Pakistan two attempts were made to reform textbooks. (1)1978, (2) 
2004/2006 

9. In U.S. Zakarias and Morison are basic researchers of textbook reforms. 

10. The problems of costs, marketing and the school politics are basic in the 
textbook reform movement.  
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11. We need a culture of textbook publishing and the role of publisher is 
evident. 

12. The publishers must have an editorial board having writers, teachers, 
scholar and textbook designers 

13. The duties of authors and publishers are negotiable. 

14. The U.K. model. Bath Macmillan University based model, Bristol office 
based model, publishing house based model, and the A.I.O.U based model 
are good examples of the textbook publishing. 

15. There is a management and procurement procedure adopted by the United 
sates. 

16. A national textbook policy is announced in 2006 in Pakistan for the 
development of alternate textbooks and training courses are being 
arranged in the textbook boards.                                                          

 

5. ANSWERS 
 

The answers of all the exercises are imbedded in the text of the unit. A 
careful and thorough study will reveal them. 
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INTRODUCTION 
 
This unit is devised basically on a textbook mapping vision to the national 

curriculum and its structuring having learning basis. The organization and 
structuring has also been made a part of this unit, so that the textbook designing 
be completed with the aid of the concept of organizers. In this sense, this unit 
supplements the previous unit. Self-learning exercises and activities are also 
provided to enhance learning. 

 
 
 

OBJECTIVES 
 

After studying this unit, you will be able to: 
1. know the structuring for mapping with the curriculum and the 

text designing. 
2. learn about the need of discourse analysis and its utility in text 

structuring. 
3. become a good design expert using organizers of text. 
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urriculum and textbooks are not the same in meanings, as most of us think 
and visualize. Curriculum envisages more objectives and activities, 

competencies then translated in to a readable textbook. This translation or transfer 
is not 100% possible. At least 40% responsibility lies upon the shoulder of 
teachers and evaluators to get the outcomes satisfactory.    
 

1. PLANNING A TEXTBOOK 
 
Before we start to do work on a textbook one should sit to planning of its 

organization. Text designing is not simply a work of writing some pieces of 
information to be read by the students as most of us assume. It is there to organize 
or arrange text as a brain functions during learning. We should know something 
about this aspect for implication for text designing, 

 

1.1- Mapping the National Curriculum 
The relationship between the curriculum and the textbook is well defined 

by Westbury who says that textbook defines the curriculum. But, the real 
curriculum is often not being fully translated into the textbooks available in the 
classrooms in Pakistan. This is evident from the recommendations of the National 
Educational Council, Ministry of Education, Islamabad, The working paper of the    
Institute of International Research on Primary Education Development 
Programme in Pakistan: Instruction and Materials has also expressed the same 
views about the textbooks of Pakistan. The following extract of the working paper 
is reproduced for ready reference in Institute for International Research (1989): 

 
"In Pakistan as in other countries that depend upon opinion 

for judging the suitability of curricula and textbooks rather than 
upon a rigorous and scientific process of school trials and revision 
before final publication, the effectiveness of the materials suffers, 
as does student learning. This may account for some of the 
extremely high dropout and poor academic performance of 
Pakistan's primary school students". 
 
For successful and fruitful Curriculum implementation, a closer 

relationship between curriculum and textbook developers is vital. There is a large 
gap between these two most important ends of the learning process. This gap 
seems to be one of the main causes of failure in implementing the National 
Curriculum in Pakistan to its full extent. Figure 1 on the following page helps to 
explain this gap.  

 

C
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There is a little effective coordination between the curriculum developers 
and the textbook developers. The members of the National Curriculum 
Committee and the subject specialists working at the National Curriculum Wing 
or the Provincial Curriculum Centres are seldom involved in the task of textbook 
development, inspite of the recommendations of National Curriculum Committee 
in this regard. On the other hand Textbook Board's experts are rarely appointed on 
the committees for curriculum development. 

 

 
 

Figure: 1  Gap between curriculum and textbook developers 
 

This situation reveals the lack of coordination between the curriculum 
centres and the textbook boards of Pakistan.  

 
All of the four provincial Textbook Boards in Pakistan, by and large, 

follow the same managerial practices with regard to textbook development. The 
organizational flow of the boards is explained in Figure 2. 

 
As we see in the above mentioned figure, the chief executive of the Board 

is the chairman. The Ordinance (1962) Defines the powers and duties of the 
chairman as such: 

 



 151

"The chairman shall exercise control over the office of the 
board as the principal executive officer and shall do all acts to 
ensure that the officers and the staff properly perform the duties 
entrusted to them". 
 
Within the Board, the chairman plays the role of the policy maker, but is 

he/she is a real policy maker? 
 
Dr. Muzaffar Abbas answers in negative because all of the policies come 

from the Federal or Provincial Secretariat, whereas within the Board the chairman 
enjoys the status of a policy maker in consultation with the Board of Directors. 
This external and internal structure of policy making is shown at Figure 3. 

 
Elaborating the issue we may list the different aspects of policy making 

within the Board as follows: 
 
1. Appointment of Authors 
2. Schedule of development and publication of textbooks 
3. Allocation of publishing/printing work 
4. Marketing of textbooks 
5. Decisions about staff of the board. 
 
This within Board policy making plays a very important role in textbook 

development. If wrong decisions are taken by a layman in this specialized field, 
the whole system suffers. Unfortunately, in the case of the provincial Boards in 
Pakistan the person enjoying the powers of decision making within the Board is 
mostly a layman. We need here an educationist, necessarily a good manager with 
a creative thinking for innovation. We may quote the example of World Bank 
funded Textbook Improvement Project in the Philippines to support our argument. 
The success of this project can be attributed primarily to high level of managerial 
competence in the Textbook Board. 

 
In this way, the role of policy making in textbook development seems to 

be essentially initial and one of the most important steps. Educationists only can 
fulfil this responsibility in true spirit, but what is happening in Pakistan in this 
field is not satisfactory. The real situation could be summed up in the following 
manner:  

 
Subject specialists, the key-people of the process do not have much 

autonomy. 
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Within the Board, the chairman is the executive head who receives 
policies from superior quarters. 

 
Policy making is not considered as a continual process and normally 

haphazard decisions take place in the boards. 
 

 
 

Figure: 2  The Organizational flow of the textbook board 
 
There is much control by federal and provincial governments in policy 

decisions of the Board's affairs. 
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Boards are, legally, autonomous bodies but they are not enjoying this 
status due to interference of the higher authorities. 

Textbook development is a specialized process but the policy making is in 
the hands of the bureaucrats or technocrats. 

 
Sometimes, political decisions influence textbook development negatively. 

 
Fig. 3   Policy and the chairman 

 

1.2- Textbook Development and Curriculum Mapping 
A textbook is not written as most of our teachers, educators and writers of 

textbook writers panel think. These are rather designed to cope with the 
curriculum and the learning patterns of the students in general. Planning of 
textbook designing thus includes an overall planning: having curriculum, content, 
biological and psychological implications, content planning, having facts, 
concepts, skills, values, attitudes to be included in the text; assignments: reading, 
writing, calculation, practices etc. to be included on teachable parts in the 
textbook; structure planning with problem-solving, cause and effect, compare and 
contrast, heading-subheading arrangements; then there is language planning;   
vocabulary to be used, discourse (direct discourse or indirect as meta discourse), 
symbols and alternate genres to be used; activities, question, projects, intellectual 
and functional engagements of the learners, teaching points for teachers and then 
illustration and pictures. 
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All these things have some philosophies in this background to be 

understood. 
 
A textbook is a product for teaching-learning process. This is a visible 

end product and reflects the prevailing norms of the community... But... A 
textbook would be rather developed and not written. It should not be a piece of 
writing and not a piece of literature or mere compilation of fiction/stories and 
articles as it is understood but it should be a guide to learning. A textbook is not 
a book and should not bring the students exposed on to the writings. It should be 
encyclopedic in nature and relevant pedagogical in construction. It should be 
readable but in a proper discourse and with a proper display. 

 
The content of the textbook as we have already mentioned should be 

encyclopedic i.e. knowledge based facts, concepts, skills, values and attitudes. 
There must be reading assignments, rewriting assignments, summaries, recalls 
and text included as teachable part of the textbook. 

 
The structure of a textbook is based on problem-solution technique. The 

coherence of a textbook needs clarity of ideas, i.e. readability with commenting 
words and phrases. 

 
A textbook should appropriate to the topics by explaining in proper 

language and discourse, related with the previous knowledge and using graphs, 
illustrations, pictures, photographs to depict the concepts. Its talk should be 
friendly like "Have you ever been/hard". It is called meta-discourse. 

 
Activities, questions, projects, intellectuals and emotional engagements 

should be placed as a part of teaching in a textbook. 
 
A text is not only a student "aid, it is also a teachers” tool, so a student 

should know that what he has to do with the text and a teacher should be given 
pedagogical points. So it is recommendable that student’s comer, and teachers 
points should be given in a textbook though there may be a separate work book or 
a teacher's guide. There should be a separate fly leaf for the students to note 
additions or write diary. 

 

The textbook development needs appropriate training in this field. In our 
country it is neither taken as a serious matter, nor the so called textbooks boards 
managed to get trained staff rather some refresher courses. It is also not the 
headache of the private publishers who may compete the procedure of textbook 
development as multiple or alternate textbooks developers. It is needed that there 
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must be an institution for the training of textbook development and without this 
training no "writer" should be engaged to "write" a textbook at least at the school 
level. The following are some points as suggested by in the Middle School Project 
of MOE in 1998 to takes into account while developing a textbook. 

 
 

1.2.1- Presentation? (Related questions) Who will supervise? 
Discourse synthesis   * Layout *Writing * Editing * Designing 

*Composing '"Illustration * Copy editing * Get-up *Size * Volume * Paper * 
Printing Quality *Cost/Price * Availability/Distribution *Teacher's Training. 

 
(a) Curriculum/Content? How will be analyzed? 

* Span * Topics (Common)% * Copies (Local) % * Teaching Objectives  
* Language/Medium    *    Concepts/Facts%    *    Graphs/I llustration% * 
Skills/Values/Attitudes% 

 
(b) Inclusions? Where inserted? 

* Text (Concepts, Facts etc.) * Graphs/Illustrations * Engagements 
(Activities, Questions, Projects) '"Assignments. * Pedagogical views, (Teacher's 
points. Lesson bits. Ways of explaining etc.) * Students diary (Guide to 
homework/parents). 

 
(c) Structure? How arranged? 

*   Content/Term  (period)   *   Content/Objectives   *   Level  of 
interest/Difficulty "' Points/Curricula * Problem/Solution * Compare/Contrast* 
Heading/Subheadings * Cause/Effects 

 
(d) Language? How much it is readable? 

* Discourse/Metadiscourse * Sentences/Phrases * Words/Catch words * 
Boxes/Points  

 
(e) Steps? Who will plan? 

* Scan planing/Topic? Curriclum analysis. 
* Upgradation of competency: 
(a) National Experts     (b) Foreign Experts (if any) 
* Workshops (where?)   (a) authorship/compilation/writing  (b) editing 
(c) Illustration           (d) Copy editing 
* Thumbnail impression/Rough Layout? 
* Common Topics/Local script          * Testing of feasibility (where?) 
* Approval?                            * Teacher's Training? 
* Publishing?                          * Follow up? 
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1.2.2- Procedure for Development of Textbook 

  Following is a procedure for developing a textbook so as to  implement 
some theories of textbook development e.g. Elaboration Theory, Component 
Display Theory etc. 

 
1. Select and sequence the organizing ideas. 

a) Select the kinds of organizing content ideas, 
b) List all of the important organizing content 
c) Arrange the organizing content ideas into an Elaborative sequence and  

group into chapters. 
d) Allocate organizing content to chapters. 

 
2.  Select the supporting content for each chapter, and sequence all content 

within each chapter. 
 

a) List all of the important supporting content ideas for each chapter. 
b) Sequence both the organizing and supporting content within each 

chapter. 
 

3.  Select strategies for relating new knowledge to prior student knowledge 
in- chapter synthesizers to include and where. 
a) Decide what within-chapter synthesizers to include and where. 
b) Decide what cumulative synthesizers to include and where. 
c) Decide what student experiences can be used as instances. 
d) Decide what analogies to include and where. 
e) Decide what motivational components to include and where. 

 
4. Select the review strategies 

a) Decide which content ideas should be included in the within-chapter 
reviews. 

b) Decide where to put cumulative reviews and what to put in them. 
 

5. Select micro strategies for each idea. 
a) Select the appropriate micro model for each idea or fact. 
b) Decide on the appropriate level of richness for that model. 
c) Write the test items and the primary and secondary strategy components 

for each idea. 
 

6. Write the remaining strategy components. 
a) Write the integrative test items. 
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b) Write the synthesizers. 
c) Write the reviews 
d) Write the analogies, 
e) Write any remaining motivational components. 

 

7. Decide how to format all of the instruction 
a) Separate aspects and label all ideas and strategy components. 
b) Format of the instruction 

1.2.3- Steps of Development 
Taking in view these theories one can easily build his own steps to 

develop a textbook as it is tried to in the following points: 
1. Briefing of targets. 
2. Mapping with the Curriculum. 

a)  Curriculum Review. 
b)  Concepts/Topics/Activities/Competencies Analysis. 
c)  Fixing Common Concepts/Topics of the Curriculum for textbook 
d)  Development of Conceptual Framework. 

 
3. Development of Review Criteria of Previous Text Books. 
4. Textbook Production Analysis: 

a) Curriculum/Content, Panel Development, Text Discourse Development, 
Graded vocabulary. Editing, Illustration and their problems. 

b)  Production/pricing/supply/distribution problems. 
c)  Financial Problems/Sale/Return, 
d)  Competency Development/Projects. 
e)  Analysis and Findings. 

 
5. Development of Instrument for Analysing the Existing Textbooks and  

other Material 
a)  Development of Action Plan/Scan Planning. 
b)  Overseas Working of Developed Textbook Production to compare with 

the Pakistani Situation. 
c)  Comparing report presentation-Key points. 

 
6.  Development of the programme for the New Textbook, Teacher Guides 

and Work Book, Teaching Material Preparation. 
7. Finalizing/Approval of the Programme. 
8. Model Lesson. Page layout. 
9. Development of Checklist for the Textbook Development. 
10.Preparation of Pattern N(?tes/Network Analysis/Copy Layout/Text 

Designing. 
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11.Language Determination/ Wordlist/ Graded Vocabulary/ Discourse 
Analysis and Selection. 

12.Allotment of the Common Topics/Concepts/Illustrations to the 
Participants. 

13.  Textbook Development. 
a)  Indicator of A.V. Aids. 
b)  Finalizing text. 
c)  Content/Discourse Editing. 
d)  Thumbnail Impression/Page layout/Pattern/Text Designing. 
e)  Illustration/Drawing. 
f)  Copy Pasting/Editing 
g)  Final copy 

 

14. Editing/Revision of text/scripts 
15. Preparation of Audio Cassettes for Text/lessons-writing of Scripts: 

(i) Reading of text (Example) 
(ii) Listening Lessons (example) 
(iii) Speaking Lessons (example) 

a) Audition 
b) Sound Track Editing 
c) Finalizing 
d) Preparation of cassettes: 
e) Writing of Script; 

(i) Sightseeing 
(ii) Lesson Aids 
(iii)Reading Skills          
(iv) Speaking Lessons 

a) Audition/Visuals 
b) Filming/Locations 
c) Editing 
d) Finalizing 
e) Preparation of Master copy 

16. Revision and Editing of Textbook/Teaching Guide 
17. Preparation of Teachers Training Course Outline 
18. Development of Model Lesson from Teacher Guide 
19. Preparation of Pedagogical Video Cassette. Lesson Planning Model 

Lessons, Pedagogical Points. 
20. Master Trainers Outline 
21. Master Training Course 
22. Development of the Pilot Testing Instruments for the New Textbook. 
23. Teaching by the Master Trainers to the Experimental Group of the 

Students. 
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24. Testing, Evaluation and Findings of Pilot Testing the New Material. 
25. Preparation of Printing Copy. 
26. Production/Printing 

 

1.3- Prior to Field Testing 
When a textbook is prepared and produced it must be evaluated before 

going to a field testing programme. Its presentation and construction should be 
checked. Here are some points for teachers. The text should be evaluated in the 
following categories; 
 
1.3.1- Subject Matter: 

  Is the course content dealt with? 
  Does it meet national or local curricular guidelines? 
  Is the information accurate? 
  Are skills developed in a systematic way? 

 
1.3.2- Community Standards 

 Are the values consistent with those of the community? (National  
objectives). 

 Is the treatment of various groups in society fair and unbiased? (gender 
group etc.) 

 Does it promote concern for human rights and the dignity of the 
individual? 
 

1.3.3- Readability 
 Is the text assume any prior knowledge on the students who will be using 

the material? 
 Does the text assume any prior knowledge on the part of the student? 
 Is the book written in a style that will be interesting and hold the student's 

attention? (e.g. metadiscourse). 
 

1.3.4- Format 
 Are concepts developed in any type of structured manner? (Above 

mentioned) 
 Is the subject matter presented in a fashion that will enable the teacher to 

achieve the course objectives? 
 Do the review question and other end-of-chapter exercises support the 

material presented in the narrative? 
 Are the visuals relevant to the subject matter or are they just filler?  
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 Does the mode of presentation provide opportunities for the active 
involvement of the learner in the instructional process? 

 Are linkages provided between abstract ideas and familiar circumstances? 
 

1.3.5- Quality of the Text 
 Is the size of the book, the size of the print, etc. appropriate to the level of 

the students? 
 What is the total cost of the program? Is it worth the money? 
 Will it hold up for the duration of its life expectancy? 

 
There are other also criterias that can be considered and other questions 

that can be applied to the text. However, a well-constructed analysis instrument 
should play a major role in supplying the selection committee with the type of 
information required to assist them in marking a rational choice. Time spend in 
designing the analysis instrument will pay great dividends throughout the process 
and should help the people to make the best possible decision. 

 
At this point, the actual analysis of the text and its ancillary materials is 

undertaken by each of the teachers on the committee every one is expected to 
complete the analysis from all the available packages and make a judgement as 
the quality of material. 

 
From a well constructed textbook, one will learn much about presentation 

of material and areas where students will have problems. They will find the work 
of conducting an interesting and effective class considerably hampered if they 
select a poorly constructed book, no matter how well it may be printed and 
illustrated. It is essential for teachers to know for what qualities they should look 
before a textbook is dropped for class use. 

 
When a textbook is being developed, the following major areas should be 

kept in mind in relation to the local situation. 
 

1. Appropriateness of Local Situation 
Purposes of the course in relation to content of a textbook; age and 

abilities of students; length and intensity of course. 
 

2. Appropriateness for Teacher and Students 
Method and techniques; supplementary aids; teacher's manual and 

students’ workbook; convenience. 
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3. Language and Ideational Organization 
 

4. Linguistic Coverage and Organization. 
Selection of linguistic material, unit design, treatment of specific topics 

(grammatical, phonological, lexical). 
 

5. Types of Activities 
 
6. Practical Considerations 

Practical feature; price, availability. 
7. Enjoyment Index (for Students and Teachers) 

In the checklist, significant questions are revised within each of these 
areas. After consideration of these specific aspects of the book and its contents, a 
broad based evaluation may be made on a fire point scale as outline last. 
 
Categories 1.Excellent 

for my pur-
poses 

2. Suitable to 
my purposes 

3. Will do 4. Not very 
suitable 

5. Useless for 
my purposes 

1. Local situa-
tion 

     

2. Teachers Stu-
dents 

     

3. Language and 
Ideational 
Content 

     

4.Lignuistic 
Coverage and 
Organization 

     

5. Activities      
6.Practical 
Considerations 

     

7.Enjoyment  
Index 

     

 
Note:   Major advantages _______________________ 
 Major disadvantages ____________________ 
 
1.4- Brain Functions During Learning: Implications for Text Design 

Applied research regarding brain function, learning, and memory in the 
classroom is just beginning, although classroom results have been reported in 
European journals since the mid-1960's. While it is still too early to make hard 
and fast judgements, the implications of results of basic science studies seem clear 
enough. At the very least, research on textual design may be stimulated in new 
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areas of investigation to confirm or deny the educational importance of the 
presented research. 

 
1.4.1- Short-Term Memory and Its Pitfalls 

Short-term memory refers to storage of information which lasts from one- 
quarter of a second at the minimum to an hour at the maximum without rehearsal. 
With rehearsal, short-term memories can be maintained almost indefinitely but 
usually do not last beyond eight hours. The short-term memory storage is also 
known as "the working memory." When a person actively thinks and 
contemplates what is happening or has happened (i.e., is consciously aware), the 
short-term memory is being employed. 

The most recent research indicates that when a person pays attention to a 
particular set of stimuli, electrical wave patterns can be detected within several 
areas of the brain. The areas stimulated correspond to the number and types of 
elements included in the event. In other words, if a person is reading, reacting, 
and learning from a text, brain centres processing the following types of 
information might become activated: 

 
1. Written verbal and/or numeric inputs; 
2. Auditory inputs if the vocal cords are used during reading; 
3. Visuals in graphic or photographic form; 
4. Manual writing or drawing motor processing, if the reader is taking notes; 
5. Attitudinal information from the text and from the reader's experiences; 
6. Information from the setting in which the reading takes place 

("environmental noise"); and 
7. Gross or fine musculature processing, if the reader is asked to interact with 

a model or equipment while proceeding through the text. 
 
Each of the above involves a separate area of the brain in short-term 

memory activities. As the reader interacts with the text, proteins present in 
membranes of nerve cells, synapses, and glia apparently enable the activation of 
very large numbers of neurones simultaneously. The more channels used to 
process the text materials, the more storage sites are activated, 

 
A- Pitfalls of Short-Term Storage 

One most important caveat: unless short-term memories are committed to 
long-term storage, they are quickly lost. The short-lived proteins are destroyed, so 
that the short-term memory is cleared for new inputs. Herein lie the pitfalls of 
short-term storage: masking, limitations of capacity, short duration, item and 
order information loss, and regency. 
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Masking occurs when items being learned are similar in some respect. The 
capacity of the short-term memory is severely limited when compared with that of 
long-term memory. Duration and regency compound the problem of capacity. By 
active rehearsal, recent inputs which have strong order identification can be 
accessed by testing memory sites for recently used representations. 

 
B- Suggestions 

Several options exist for the text author and teacher in overcoming the 
pitfalls of short-term memory. 

 
1. Ask the reader to use the information in solving problems, as in 

simulations or role playing, essay responses, term paper assignments, 
study questions, or even well-constructed practice multiple-choice items 
for which the reader must make several correct decisions before 
identifying the correct response. 

2. The "discovery method" can be used. In some passages, the reader could 
be asked to analyse and synthesize information to discover an underlying 
principle, or suggest a solution to a difficult situation. 

3. Inductive-deductive switching can be employed. The author could use one 
of these reasoning patterns to present the information, and then present 
situations, problems, or study questions which as the reader to use the 
other thought process. 

4. Direct the reader to visual, non-verbal information (photographs, line 
drawings, charts, graphs, etc.), which assist the reader in assimilating the 
verbal with the non-verbal, thereby breaking the word chain pitfall of 
short- term memory. 
 

1.4.2- Long-Term Memory Storage 
Information processed into ?.tug-term storage (LTS) is multiply encoded. 

Various aspects of the input are stored in multiple locations in the brain, because 
the experience itself has multiple aspects. Much of the human brain has been 
mapped for functions controlled and type of information stored at given sites. 
Pribram and others have found a high degree of correlation between areas active 
during both intake and recall, both in terms of latency (delay of activity) and 
amplitude (voltage of encephalogram). Those areas stimulated during intake 
match those activated during recall. The more types of stimuli used in learning, 
the more sites used to store the information. 

 

1.4.3- Suggestions 
1. If what is to be learned is rote, verbatim, categorical, or rule-oriented, the 

taxon system should be emphasised. 
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2. If that which is to be learned must be applied to new and different 
situations, the locale (contextual) LTS should be emphasised. 

3. Being careful to not detract from the clarity of the message, use as many 
types of sensory and theoretical inputs as feasible in setting the learning 
context. 

4. When teaching toward locale (contextual) memory,  stress visual 
representations. 

Haber and Franken and Rowland have found that human picture 
memory is remarkably efficient. There is a tremendously large storage 
capacity for pictorial information and, therefore, visual contexts through 
which to associate other items for recall. While most picture memory 
losses detail, the meaning or sense of the representation is retained, with 
enough of the pattern to reconstruct most of the main elements portrayed 
in the picture.  

5. Combine as much information as possible into a single. 
If a series of items or steps must be mastered by the reader, it is 

best to present them as discrete elements at first. After allowing the reader 
to practice these, perhaps through study questions, the reader will be able 
to recall them more easily as a set. In teaching someone instructional 
design or to perform cardiopulmonary resuscitation, there are literally 
hundreds of separate steps to master. In the end, these steps should be 
logically grouped into sets such as "writing objectives" or "external 
cardiac massage". 

6. The more vivid and active the impression of what is being learned, the 
stronger the memory trace. 

7. Practice is essential, but it has to be the right type. 
Practice to enhance taxon memory should be rote: short, simple, 

and ordered in a logical sequence. It is also helpful if the passage has a 
lyrical cadence. Practice to enhance locale memory should incorporate 
several types of symbols: verbalizations and sensory channels. Recall is 
more difficult than recognition, because recall involves reconstructing the 
memory first. Recognition involves analysing a cue given the reader. 
Recall calls upon both the verbal and non-verbal. The verbal system can 
only report that which is stored there, or strongly networked with non-
verbal storage sites. Therefore... 

8. Speaking or writing the information from one's own thoughts will enhance 
verbal recall.  

9. Ask the learner to verbalize during the learning experience. By 
verbalizing, either in oral or in written responses to study questions, the 
learner develops a neural network for the memory which includes both 
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words and other perceptual images. This allows the language system some 
access to memories stored primarily in the non-verbal systems. 
 

1.5- Left-Right Brain Functions and Holographic Memory 
The first scientific evidence that the two hemispheres of man's brain have 

differing functional capacities came from the work of Broca, who discovered the 
speech centre, and Wernicke, who discovered the area which interprets speech. 
These discoveries occurred in the mid-nineteenth century. In the ensuing century, 
scientists have attempted to map the areas of the brain which house and control 
various human capabilities. Most brain structures in one hemisphere have a 
partner in the other hemisphere. However, that partnership is not always equal. 
That finding, first shown by Broca, spurred investigation of the lateralization of 
brain functions. 

 
Brain Functions during Learning  
 

 
Picture; scene of the beginning of the dialogue. 

 

 
Text: one or two sentences introducing the characters and situation. 
 
Picture       Dialogue:     person # 1 

Dialogue:    person # 2. 
 
Picture       Dialogue:     person # 1 

Dialogue:     person # 2 
 
This pattern continues throughout the dialogue. The beauty of this text 

design, in terms of brain function, is that it provides all of the following: 
 

a) a semi realistic visual image of the persons and what they are doing, 
or a visual image of something they are discussing; 

b) a context which includes a place (the setting) and a concept of time 
portrayed by style of furniture, hair styles, clothing styles; 

c) pictorial cues for the meaning of words being learned; and  

d) use of the reader's left visual field to interpret the pictures each time 
the reader scans a line of verbal information. 
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The last comment may need some explanation. The human eye passes 
images to both the left and right hemispheres of the brain. Focus attention on one 
of the dots next to the word "Dialogue" above. Everything to the left of that dot is 
being sent to the right brain. Information to the right of that dot is being sent to 
the left brain. For most persons, this means that picture information is being sent 
to the side of brain which best processes that image. The same is true for the 
verbal information. Each time the eyes move from the end of one line to the 
beginning of the next, the right brain receives an image of the picture to the left of 
that line. While the reader may not be conscious of it, the right brain is   tying the 
visual image to the words in the dialogue. If the instructor is also reading the 
dialogue aloud or if the reader is speaking the dialogue aloud, auditory word 
impressions are being stored with visual word and picture information. This 
means that at least four brain sites are being employed, including the one which 
interprets vocal intonations. Two of those impressions are primarily stored in the 
left brain and two in the right. 

 

1.6- Use of Reward Systems, Novelty and Sensory Experiences in 
Text Design 

Reward, novelty and sensory experiences tap the limbic system. The first 
two of these are motivators, which apparently trigger the hippo campus into 
generating the short-term and long-lasting proteins necessary to the information of 
long-term memory. 

 

1.6.1- Reward Systems 
Rewards may appear in many guises for the reader but mostly they entail 

the feeling that something new has been learned, that former learning has been 
reconfirmed or perhaps that a new application has been found for information 
learned previously. In each of these situations, the reader has had to reach the 
conclusion that information has been mastered, something has jellied. It is a base 
of exercises,  

 

Authors can enhance this process by structuring some of the questioning 
the reader, as with practice activities and study questions. These questions may be 
fact-oriented, analytical, inductive, deductive or of a synthesis nature. If answers 
are also provided or at least references for the answers, the reader can be 
rewarded (reinforced) for correctly answering the questions. 

 

Much has been made of intrinsic and extrinsic rewards in the past several 
years. To the human brain, all rewards are intrinsic. When a human senses 
something is important (or rewarding), the hippo campus activates. Unless that 
individual consciously or unconsciously senses the reward, the hippo campus 
remains inactive relative to triggering protein production. Fortunately, most 
people feel rewarded for learning, 
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1.6.2- Novelty 
The new and interesting seem to be remembered better than things that are 

old and boring. That bit of common sense will come as no surprise to the reader. 
Yet building novelty into textual materials can be a mind-bending experience to 
the author. When constructing a text, the author can keep in mind particular types 
of presentations in other texts which caught the eye and the imagination, keep in 
mind tried and true methods, and avoid those which seem so old that they no 
longer keep a reader's attention. Authors use humorous examples, clever stories, 
poems, lyrical ditties, interesting graphics, and other novel approaches which 
catch the interest of the reader. 

 

1.6.3- Sensory Experiences 
It is novel to include sensory experiences for readers of text materials. The 

earlier example involving the volleyball "sun", the "Earth", and the basketball 
court should come to mind. It allows the reader to play with the information, gain 
a visual context and be active in the learning process. 

 

There is some justifiable concern among educators that increasing the 
number of information channels will interfere with learning. As Hartman stated:  

"A   common   practice   among   multiple   channel 
communicators has been to fill the channels, especially the 
pictorial,, with as much information as possible., the obvious 
expectation is for additional communication to result from The 
additional information. However, the probability of interference 
resulting from the additional cues is very high. The hoped for 
enhanced communication resulting from a summation of cues 
occurs only under special conditions. Most of the added cues in the 
mass media possess a large number of extraneous cognitive 
associations. The possibility that these associations will interfere 
with one another is probably greater than that they will facilitate 
learning". 
 

1.7- Outlining, Spacing and Repetition 
Outlining, spacing information on pages, and repetition of key facts, 

concepts and principles alert the reader to those items the author considers most 
important and help the reader develop a logical mental ordering of the 
information, 
 

1.7.1- Outlining 
The use of outlines assists the reader in recalling information. 

Categorising facts within major concepts or concepts within underlying principles 
allows grouping, as previously mentioned, for readers learning the individual 
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steps in instructional design or cardiopulmonary resuscitation. Outlining also 
assists the reader in pyramiding information inductively, as shown below.  

 
Fig: 4.  
 
 
 
 

1.Cancer Drugs 
A. Types of Cancer Treated with Drugs 

1. Generic Drugs Used to Treat Different Types  
of Cancer for reach generic drug: the brand names, 

 manufacturer, indications for use, contraindications,  
dosage, method of administration, etc. 

 
The text outline could be structured in a normal outline format: 
1. Cancer Drugs-types of cancer treated? 
A. Carcinoma-generic drugs used to treat this cancer? 
1. (generic drug # 1) 

a. (brand names) 
b. manufacturer) 
c.(indications for use) 
d. (contraindications) etc. 

2. (generic drug 3 2) etc. 
 
This outline could serve as either an advance organizer or a summary, or 

both. The discussion of drugs used to treat different types of cancer could then fill 
in the outline for the reader while keeping the organisation clear in the reader's 
mind. 

 
 

The outline of material need not be formal, in the sense of that style taught 
in junior high school. 

 
1.7.2- Spacing 

Information properly spaced on a page can catch the attention of the 
reader. 

 

1.7.3- This is Important 
And helps the reader keep the concepts separated in his or her mind. When 

the material is still in short-term memory, facts and concepts can become jumbled 
unless the author makes a special point of assisting the reader in keeping them 
separate and distinct. Visually spacing the information, does just this. 
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1.7.4-Repetition 
The reader has hopefully noted that certain key concepts and suggestions 

have been repeated in differing contexts. If you can recall, at this point, answers 
to the following questions, the importance of repetition in text design should be 
obvious. 

1. Why should an author stress examples which will be processed in the 
locale (contextual) long-term memory? 

2. What should be included in discussions and stimulus materials to assist the 
reader in processing information into the locale memory? 

3. How do the left and right hemispheres of the brain differ in their abilities 
to process information? How can an author take advantage of these 
differences to assist the reader in using more centres of his or her brain in 
learning? 

4. In what ways can the R-complex and limbic system affect the ability of 
the neocortex in assimilating cognitive material? 
 
As indicated in the section on Long-Term Memory Storage, repetition 

strengthens memory in two ways. When information is practiced in the same way, 
dendritic spines increase in size and that particular memory becomes easier to 
recall. When information is practised in many different ways, the dendritic spines 
branch, tying memory to more and more areas of the brain. 

 
1.7.5- Giving the Reader the Opportunity to be Active in Learning 

Biologically, learning is active not reactive. To take advantage of this, 
texts should encourage action on the part of the learner: Thought-provoking 
questions, special projects, physical activities, anything to keep the reader alert 
and actively working the information. Several text writers have used these 
techniques in recent years, and the reader is encouraged to seek out examples in 
his or her subject area. 

Activity No.l 
 

If you are assigned to develop a textbook for a particular class level for a 
particular subject, what steps will you design to proceed. Show to your tutor. 

 

1.8- Self-Learning Exercise No.l 
1. How a national curriculum is translated into a textbook and for what 

amount? Discuss! 
2. Write down the procedure for development of a textbook-main 

features. 
3. What should be done in text development in the light of short-term and 

long-term memory or learning? Discuss briefly! 
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2- ANALYZING AND STRUCTURING 
 
Two areas of theoretical and empirical investigation related to the 

understanding and production of text have been receiving increasing attention. 
One of these concerns the important role of a person's existing conceptual 
knowledge in text processing. This focus is most widely represented by what has 
come to be called "schema theory" and is discussed by Jonassen. The other trend, 
developing from a number of different directions, is the attempt to analyze and 
describe the nature and structure of written discourse or text itself-that is, of 
coherent units of prose beyond the level of the individual sentence. That the term 
"text" already has some shared meaning is evident in the title and focus of this 
very volume. However, a major thrust of this later line of inquiry is to make more 
explicit general features of texts and specific characteristics of different kinds of 
texts. 

 
This interest in text structure and description has been motivated variously 

by theoretical, empirical or pragmatic concerns, with the motivation generally 
reflecting the differing academic orientations of the several disciplines engaged in 
studying discourse. Thus, linguists have been concerned primarily with theoretical 
analysis and description of text, psychologists with studying the effects of 
different kinds and aspects of text structure on the recall and comprehension of 
prose, and educators with the possible implications of such investigations for 
practice. Despite the sizeable body of literature which already exists in this area, a 
number of important questions remain and few clear and unequivocal 
recommendations for educational practice or text design can yet be made. To 
present a picture of the current status of text analysis and its potential utility for 
the production of instructional materials, we may review the major systems of 
discourse analysis now in use, summarise research findings that have been 
obtained, and make some tentative suggestions concerning the implications of 
these efforts for the design of instructional texts. 

 

2.1- Systems for Text Analyses 
Recent work in discourse analysis basically has proceeded in two., distinct 

but related, directions. One primarily involves the structural analysis of the 
content or informational base of a passage; the other focuses on the phenomenon 
of discourse itself, on describing what gives a text its text like quality and 
makes  it a recognizable whole rather than a collection of unrelated sentences. 
Several characteristics of prose are implicitly acknowledge in our culture and 
especially in educational practice. Pedagogic emphasis on the "main idea" is 
inherent recognition that well-organized texts typically have a central focus or 
theme which gets expanded through supportive detail, information or argument, A 
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related idea is that different parts of a text or passage vary in their degree of 
importance to this central theme. This notion has received empirical support with 
a method devised by Johnson, which has been utilised by several investigators in 
studies of prose processing. This is a rather simple procedure in which a passage 
is first divided into pausal or idea units; these are then ranked empirically 
according to their perceived importance to the passage. An equivalent number of 
idea units are placed at each of four levels of importance. 

 
2.1.1- Prepositional Analysis 

Programs for analysing the informational content of prose passages 
typically have employed some kind of prepositional analysis. Methods utilizing      
such an approach have been proposed by Frederiksen. Although there are some 
differences among these systems, propositional analysis in general use principles 
derived from propositional logic to represent schematically and abstractly the 
ideas contained in a passage, as well as relationships which may hold among these 
ideas. Most simply, a proposition is composed of a predicate or relation and zero 
or more arguments of that predicate, For example, in the proposition which 
represents the sentence, "Bill hit the ball ", "hit" would be the predicate and "Bill" 
and "Ball" the arguments of that predicate. Most systems of propositional analysis 
have utilized semantic roles or case relations to define the relationship between a 
predicate and each of its arguments. Thus, in the example above, "Bill" fills the 
role of agent (of the action "hit") and "ball", the role of object. 

 
Analyzing the individual propositions in a text in this way can reveal the 

relationships between elements in a single proposition, as well as connections 
among ideas across propositions, since one proposition may serve as an argument 
of another one and arguments can be repeated across several propositions. 
Repetition of arguments in a text provides one indication of the importance to the 
overall theme of that passage of the ideas or concepts which those arguments 
represent. 

The principal use of propositional analysis in the research literature on 
memory for prose and text comprehension has been to compare the semantic 
content of the written recalls produced by subjects in experimental situations with 
that of the original passages they heard or read. The number and kind of ideas or 
propositions recalled can thereby be assessed independently of the exact words 
used to express them in the text. 

 
2.1.2- Towards Understanding the Nature of Text 

In contrast to the emphasis on content in propositional analysis, the other 
major focus of discourse analysis has been on the nature of text itself. In various 
ways, this effort has been directed at identifying those features of prose which 
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make it text like, which serve to create the impression that it is a coordinated 
whole. Much of the work in this area has been less ambitious and more 
descriptive, attempting instead to characterize specific discourse phenomena. 
Several concepts refer to the flow or structure of the information in a passage and 
how this pattern gets expressed lexically and syntactically. A recurring proposal is 
that well-constructed prose has a central theme or focus which gets amplified or 
elaborated by supporting ideas in a theme sets the context for the discourse and 
should be easier to comprehend. 

 
Another distinction is that between "given" and "new" information in 

discourse. Although different descriptions of "givenness" vary somewhat, 
basically they all refer to the idea that some information in a sentence can be 
considered given in that it has been mentioned in a preceding portion of the 
discourse or can be inferred from the situational context, while other ideas in a 
sentence are new since they are a being introduced without immediate prior 
mention. Generally, though not always, the subject of a sentence reflects given 
information. When it does, it serves the function of tying together the ideas in a 
passage across sentence boundaries, since what was introduced as new in one 
sentence can then be presupposed as known in the next. For example, in the 
sequence: "Carol bought a novel yesterday. The book is an historical romance", 
the novel (book) is new information in the first sentence, but-given in the second. 
The more new information in a single sentence, the more difficult it may be to 
process. 

 
Several of the phenomena which serve to connect the ideas in a text have 

been described under the concept of "cohesion", principally by Halliday and 
Hasan. One of the clearest examples of cohesive elements is reference, which 
includes both personal pronouns and demonstratives like "this", "that" and "here". 
In general, there are two kinds of reference-anaphoric, in which a word refers 
back to a word or phrase in the preceding discourse and less commonly, 
cataphoric, in which a word refers to an idea which occurs subsequently in the 
text. Two other cohesive devices are substitution-when a word or phrase is 
substituted for one mentioned previously-and ellipsis-the omission of an idea that      
can be assumed from the prior discourse or context. In the following example of 
verbal ellipsis, the words "read this book before" are omitted from the second 
sentence. 

     Have you read this book before?  
     I have. 

Halliday has suggested that the use of cohesive elements helps to reduce 
the density of text, thereby making it easier to understand, written discourse tends 
to be quite dense, containing a high proportion of lexical or content items. He has 
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also indicated that the kind of cohesion which occurs in a text will vary according 
to the intent, seriousness, and spontaneity of the discourse and whether it is 
written or oral. 

 
While attention to the ideational structure of discourse and text 

characteristics is certainly important, Halliday's work suggests that pragmatic and 
contextual aspects of text production, comprehension and processing are also 
highly relevant. Such concerns include the purpose for reading or writing, the 
audience for which a particular text is intended, the inherent interest someone has 
in a passage, and the situation in which a text is read. Hirsch, in particular has 
emphasised the importance of tailoring writing to the requirements of a particular 
audience. In doing so, an assessment should be made about how much or little the 
intended reader already knows about the subject of the discourse so that the 
writer., can judge what needs to be said. Hirsch contends that, "A shrewd decision 
about the knowledge that the writer can tracitly assume in his audience may be the 
most important decision the writer makes". All language acts, including reading 
and writing are social events and occur in specific contexts. Thus, "....in order to 
understand the cognitive and linguistic processes involved in reading and writing, 
one must do so in light of both the linguistic and situational contexts in which that 
processing occurred". The context and a person's past history with similar 
contexts, influence how a reader or writer will interpret the demands of a 
particular act of text production or comprehension. 

 
2.1.3- Implications for the Design of Texts 

These different perspectives on the nature of written discourse may not yet 
be able to provide precise prescriptions for structuring instructional text but they 
do identify several factors which should be considered in producing them. As a 
general principle, the writer should do whatever is possible to facilitate the 
acquisition of new information by highlighting important ideas and limiting 
demands on the reader. 

 
First of all, a writer should try to develop a clear conception of the 

audience for which the text is intended. This effort should provide a picture of 
that audience's prior experience with similar texts and thus what their expectations 
for such texts may be. Additionally, it will offer insight into the degree of 
knowledge readers already possess about the topic of the text and thereby guide 
decisions about what to include and omit and how to structure the introduction of 
new information so that excessive processing demands are not made. Second, the 
theme of each paragraph or section should be clearly stated at the beginning in 
order to focus the reader's attention on the main point or points being developed. 
To increase the probability that important information will be remembered, the 
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overall organization of paragraphs within longer stretches of text should reflect 
judgements about the relative importance of the ideas being presented. Major 
concepts should not be buried in a mass of detail. 

 
Within sentences, attention should be paid to the given-new distinction by, 

in most cases, treating sentence subjects as given, thus pointing toward new 
information and by limiting the amount of new information included in any one 
clause or sentence. Making given information the subject of sentences also adds 
to the coherent flow of ideas across sentences. Additionally, the use of appropriate 
cohesive devices not only helps to create a density of the information load and 
alerts the reader to the relationships the author sees among the ideas in the text. 
Explicit signalling of these relationships can help ensure that readers of different 
levels of ability will be able to detect and use them. Further analysis and study of 
text structure, it is hoped, will be able to better our understanding of the 
importance  of these  various ^textual elements  and  offer additional 
recommendations for the effective design of instructional texts. 

 

2.2- Structured Writing and Text Design 
(a) Now a Mature Technology 

The structured writing methodology gradually evolved to incorporate the 
comprehensive technology of instructional materials and reference book design 
that is suitable for a very large number of subject matters in academia and in 
business and industry. 

 
(b) Structured Writing is Preferred Generic Name 

We have preferred using the term "structured writing" as the generic name 
for the field, because our research suggests that the properties of organization and 
structure are the most important factors in improving text and in making it a 
uniform, high performance product that a learner can always count upon. 

 
Definition of Information Mapping Writing Services 

Structure when applied to writing refers to different properties of the text 
that permit the structure of the subject matter and the document to be perceived by 
the reader. 

 
Structured writing, using the standards of the Information mapping writing 

services, refers to a process that has: 
1. a specific set of methods for analysis of subject-matter content for 

different kinds of documents 
2. a specific set of principles and criteria to guide major writing and  graphic 

choices.                       
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3. labelled Blocks (each with its own standards) to chunk information into 

organizable, modular units. 
4. Groups of Blocks that from Maps (each with its own standards) and  

aggregate hierarchically into documents. 
5. Specified formatting standards that fit "hand-in-glove" with the context 

analysis for: 
 

 texts, procedures, reference books and manuals 
 reports, memos and other administrative documents 
 computer displayed text (e.g., videotext, computer-assisted 

instruction). 
 

6. specific graphic components (each with its own standards). 
7. specific guidelines and standards on style, sentence length, type and  word 

choice (for different readers and user groups). 
8. specific guidelines and standards for organisation and sequencing of  

different types of text. 
 

(c) Types of Maps 
The method of content analysis for instructional and procedural manuals 

depends on identifying whether any given sentence or graphic in a subject matter 
pertains to 

 
1. process 
2. procedure 
3. structure 
4. classification 
5. concept 
6. fact 
7. principle 
  or to specific document functions, such as the overview function. 
 

(d) Matrix of Content gives Unique Location 
The content analysis method further permits the subdivision of almost all 

subject-matter sentences and/or graphics chunks into large subject-matter matrices 
and specifies that any important sentence in a subject matter has a unique place in 
a particular cell of this matrix. 

 
The matrix below illustrates: 
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Fig: 5 

Subject Matter Terms 
 
 

Subject 
Matter Independent 
Terms 
 
 

 A B C 
Definition Unique 

Sentences/or 
Graphic chunks 
In each cell 

  

Example    
Etc.    

 

With uniquely identifiable locations for sentences and graphics in a 
subject matter, users can access the material quickly and writers can do a variety 
of completeness tests that significantly improve analysis. 

 

(e) Labelling 
Research has also yielded a theory of labelling the chunks of subject 

matter called blocks and maps. 
The importance of a labelling system cannot be overestimated, 
The theory of labelling provides guidelines for naming each block of 

information (each one to seven sentences) in a subject matter the content analysis 
has yielded. 

Our approach to standards, has been to determine when to use specific 
labelling guidelines for each type of subject-matter content and user interaction.  

 

(f) Formatting 
The use of specific formats with particular places for the names of maps 

and labels for Blocks permits the reader to fell great confidence in scanning and 
acts as a kind of checklist and outline for the writer.  

It also permits uniform, evaluative research on properties of chunking  
across widely different subject matters. 

 

(g) Graphics Components 
Just as a numerical table is nearly always a superior method of presenting 

information than a paragraph, so there are other situations when "a picture is 
worth a thousand words". 
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The important question for a technology of text is when and where to put 
in what kind of graphic components. 
 
Our approach is to work with specific, testable guidelines indicating 

exactly when graphics should be included. 
 

(h) Style 
Finally, at the level of words and sentences, it is important that a 

technology of text specifically identify those components which have to do with 
clarity and ease of use by different kinds of users. 

Different styles have been used in structured writing from highly academic 
ones written for researchers to highly informal styles in business memos. 

Evaluation suggests that one can identify with reasonable accuracy distinct 
styles and incorporate them into structured writing. 

 

2.3- Criteria For a Technology of Text (From a Student's Point of 
View) 

(a) Introduction 
The following pages suggest the criteria that a methodology would have to 

meet in order for something to be called a true technology of text and the degree 
to which this can be achieved by present structured writing methods. 

 
(b) Improve Learning 

A technology should improve learning of subject matter and jobs, 
measured by fewer errors and/or faster learning. 

 
It should do so at least as well as current programmed training methods 

and, if possible, improve upon them.- 
 

(c) Quick Precise Access Required 
Text should unfailingly permit the students to fin what they were looking 

for in any page that came across their desks quickly, easily, consistently and 
precisely. 

 
This is absolutely essential in today's era of information overload. As one 

cyberneticist has said, "An interpretation of entropy theory suggests, 'The more 
you know and the more information you have the more disorganisation there is in 
the absence of higher organizational principles and methods". 

Typical values for improved search time in our unpublished studies have 
indicated superiority of structured writing to conventional methods of 
representing text by a factor of four to ten times. 
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(d) Better Big Picture and Detail Access 
A technology of text should enable the reader to get the big picture or the 

context accurately and quickly by skimming only a small part of a page and yet 
have rapid access to the lowest level of detail. 

 
Our page and book formats standards have been designed with this in 

mind. 
 

(e) Wide Applicability 
A technology of text should work for any subject matter in any job that 

you have to do. It should not be an arrow one application method. 
 

(f) Decisions Management Systems 
Recent work suggests that structured writing may have significant impact 

upon the design of large-scale computer-based decision management systems. 
These are four systems where there is a requirement for large-scale file 
management and multi-person use. 

 
It appears that structured writing permits managers to avoid being 

swamped by detail and see the large picture (because the role of the individual 
page in the document is always apparent) and still have as much detail accessible 
as they need when they want to analyse a particular point more deeply. 

 
(g) Better Decision Making 

A technology of text should make the organization of a decision-making 
report instantly visible to readers and enable them to sport the recommendations 
and the supporting data and to aid the thinking and evaluation process in deciding 
whether to go ahead with the options recommended. 

 
Significant opportunity for research in decision-making (using in-box 

appraisal techniques) opens up with structured writing. No studies in this area 
have come to our attention.  

 
(h) More Creative Use of Information 

In relieving readers of the necessity to mentally chunk and label 
information, a technology of text would enable readers to pay attention to how to 
combine the information into larger and more incisive context for larger purposes- 
an important factor according to some researchers in the field of creativity. 

 
Only anecdotal evidence exists to date in this area. Users have reported 

that it is easier to integrate larger wholes and recognise analogical connections 



 179

2.4- Criteria for a Technology of Text (From a Writer's Point of 
View) 
(a) Introduction 

Most of the research on the technology of text has taken the consumer's 
point of view (the reader or referencer or student). Less studied from a formal 
research point of view is the writer's job. Yet, if a technology of text is to become 
widespread, the writer's job must be made easier, quicker and more pleasant. And 
the transition from writing conventional text to structured writing must be smooth. 
 
(b) Writing Process 

A technology of text should "make it easier for the writer to get started, to 
handle transitions, to make it flow, to know where and when to put in detail, 
where to put the big picture and to know when to stop. 

 
(c) Graphics 

A technology of text should enable writers to know just when to integrate 
simple graphics into their writing and enable them to do it or to instruct a typist or 
artist to do it. The guidelines of structured writing provide this specification. 

 
(d) Formatting 

A technology of text should provide writers with ready-made formats that 
are easy for them and their typists to use to put the document together. The 
implementation methods provide this writer and typist aid routinely. 

 
(e) Editorial Review 

A technology of text should, provide writers with methods by which they 
can agree with their editors or bosses who edit their work-not create pitfalls that 
ensure disagreement. No systematic surveys have been done, but anecdotal 
evidence suggests that there are fewer editorial controversies. 

 
(f) Team Writing 

On large projects to which several writers contribute, a technology of text 
should provide writers with easy task assignments and with clear guidelines so 
that all contributors' work looks as though it were written by one person on the 
first draft-not after extensive revisions. Many large organizations routinely 
accomplish this without difficulty when writers and managers have been properly 
trained in structured writing. 

 
(g) Organization of Writing 

To warrant the name, technology of text should enable writers to organize 
their thoughts more easily. 
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A technology of text should give writers carefully labelled chunks of 
information that would permit them to see what data are there and what is missing 
so that they can complete their analysis and, begin writing in the more precise 
fashion. This criterion is, of course, the very basis of the structured writing 
method. 

 
(h) Outlining Procedures 

A technology of text should permit writers to outline many documents 
without any further effort than looking them up in a reference book of outlines. 
Writers should not have to create an outline for every single document that they 
write. 

And for any document, it should provide writers with at least half of the 
outline. 

The content analysis and labelling methodology of structured writing 
provides this tool. 

 
(i) Helps Spot Omissions 

A technology of text should aid writers in identifying what has been left 
out of a piece of writing early in the writing process. Writers report that they 
reoutinely spot important omissions and gaps in systems designs-even those that 
have been carefully checked by normal quality assurance methods. 

 
(j) Methods for Subject-matter Expert Debriefing 

A technology of text should enable writers to get from the subject-matter 
expert what they need in order to write up a document quickly and efficiently.  

The technology should help organize the interview with the subject-matter 
expert. 

Writers and managers surveyed indicate that this has been accomplished 
by structured writing methods. 

 
(k) Computer-Assisted Instruction (CA1) 

A technology of text should make CAI instructional "courseware" more 
transferable from one computer system to another. 

It should enable writers to organize large training courses easily. 
 

(1) Writer Productivity 
A technology of text would give writers higher productivity in terms of 

hours per finished page not only of their own writing but of those managers and 
writers who work for them. Increasing writing efficiency up to 50 percent has 
been reported by practitioners. Most reports are in the ten percent range and 
mention that they would higher except that structured writing requires more 
analysis and organization than conventional approaches. 
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(m) Method gets Better as Complexity and Length Increase 
A technology of text would help writers in all of the areas mentioned 

above. 
 
But as the complexity and sheer volume of the written material increase, a 

technology of text should also help writers even more. The help given should 
increase as the size and complexity 

 
(n) Conclusion 

Does a true technology of text exist? We believe it does exist in the form 
of the standards of structured writing used by the community of writers and 
researchers who have been contributing to this field. 

 

2.5- Conceptual Foundation of Organization 
Learning can be characterised along two dimensions-rote versus 

meaningful learning and reception versus discovery learning (Figure-6). The type 
of learning in which an individual engages, as described along these dimensions, 
is determined by the individual's purpose for learning and the way he or she 
interacts with instructional materials and sequences. On the first dimension, rote 
learning consists of remembering discrete, isolated units that are not related to 
established concepts, i.e., not a part of existing ideational systems. Meaningful 
learning, on the other hand, occurs when ideas can be related to individual's 
cognitive structures, their mental organisation of concepts or ideas.  

 
 

Rote learning 
 
 
 
 
Reception learning     Discovery learning 
 
 
 
 
 

Meaningful learning 
 

Figure: 6 
 

 

Learning from text 
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Learning results when all of the substance necessary for learning is 
presented to the learner. Mental activity is limited to assimilating that material 
and integrating it with what is known. Discovery learning occurs when all of the 
material necessary to solve a problem is not presented, and the learner is required 
to reorganise available information and call upon prior learning for the problem's 
solution. 

 
Learning from text generally represents reception learning. In order for the 

material presented in a text to be effective, it should be meaningful. The goal of 
the text writer/designer is to engage the reader in meaningful reception learning. 

 
2.5.1- Subsumption Theory 
(a) Expository Organizer 
 
Hypothesis 

Rote learning is less resistant to forgetting, because it is not anchored to 
any cognitive context. 

 
Information becomes meaningful insofar as we are able to relate it to 

something we know. Knowledge is encoded into memory in a giant network in 
which all ideas are ultimately related to all other ideas. 

 
Assumption 

Our cognitive structures are organized hierarchically with broader, more 
inclusive concepts at the top subsuming less inclusive sub-concepts, which in turn 
subsume more concrete and specific concepts and instances. 

 
Through this process of progressive differentiation, we elaborate our 

knowledge bases from greater to lesser inclusiveness, each idea in the hierarchy 
linked to the next higher step through a process known as subsumption.  

 
Assumption 

Content or subject matter is also hierarchically organised (see Figure 7). 
What is known about any subject can also be conceived of as a pyramid, with the  
most abstract or inclusive classes of knowledge subsuming less inclusive classes 
of knowledge subsuming less inclusive classes of knowledge on down to 
individual instances. 

 
Assumption 

New material becomes meaningful to the extent that it can be subsumed 
under relevant existing concepts. 
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Example: Subsumptive subject matter structure. The phylogenetic 
classification of living species based upon homologous 
characteristics. 

 
ANIMA 

 
 

CHORDATA 
 
 

MAMMAL AVES   REPTILIA AMPTHIBIA 
 

   
 
 
 
 
PRIMATES   CARNIVORA     RODENTIA             CHELONIA SALIENTIA 

 
 
 

Figure: 7  
 

To the degree that we can incorporate material into our existing cognitive 
structure, i.e., conceptually anchor it to what we know, that new material will be 
meaningful. In so doing, that material will become more stable, i.e., less 
susceptible to forgetting. Stabilisation of new ideas into the learner's cognitive 
structure is a key concept in subsumption theory. Meaningful learning does not 
entail the mere absorption of an idea, but rather the stable incorporation of that 
idea into one's ideational foundation. If relevant subsuming concepts are not 
available in the learner's cognitive structure, the learner will attempt to relate it to 
the most appropriate concepts available, providing less than optimal anchorage 
and resulting in less learning and retention. 

 
(b) Comparative Organizer 

Have you ever struggled with a problem or a unit of novel information, 
unable to "get a handle on it".,.....be not quite able "to see the point?" After an 
unsuccessful period of rumination, enlightenment occurred. The intellectual light 
bulb lit up. You understood the problem or the information. Your sudden 
understanding probably resulted from your being able to relate the problem in 
terms of another that you had encountered previously or in terms of ideas or 
constructs with which you were already familiar. In being able to think about the 



 184

new material in familiar terms, it suddenly made sense to you, that is, it became 
meaningful.  

 
The inclusion of advance organizers in learning materials prevents the 

learner from having to discover the idea that made the information make sense, 
that lit the bulb, so to speak. Organizers tell the learner how to relate the new 
material to what he or she already knows, rather than having to discover that 
context. Organizers short-cut the process of searching for the easiest way to 
understand novel material. They provide learners with the appropriate context for 
understanding the ideas that the learner already understands. When you know how 
to think about a novel idea in terms that you understand, the light bulb comes on 
immediately,. When you do not know how to think about a new problem, you 
may never complete the circuit that connects the ideas necessary for 
understanding. 

 
2.5.2- Advance Organizers 
(a) Definition 

Organizer: Introductory material in advance of instruction presented at a 
higher level of abstraction, generality and inclusiveness than the information 
presented in the text passage. 

 
(b) Characteristics of Organizers 

In order to be considered adequate advance organizers for use in textual 
materials, the organizer passage must be: 

 

 at a higher level of generality 
 at a higher level of abstraction . 
 at a higher level of inclusiveness and 
 in advance of the larger, subordinate passage. It is a characteristic (but  

not a rule) of organizer passages, that their length is usually ten to 
fifteen percent of the length of the primary passage. 

 

(c) Functions of Organizers 
Organizers are written to: 

1. provide advance ideational scaffolding for new material at an appropriate 
level of inclusiveness. 

2. Deliberately introduce relevant and abstract concepts into the learner's 
cognitive structure to enhance incomparability and stability of new, more 
specific and detailed ideas. 

3. Increase discriminability of the new material presented in the learning 
passage from similar and/or conflicting ideas already in the learner's 
cognitive structure. 
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4. Provide anchoring points in the learner's cognitive structure for  
understanding and relating new ideas. 

5. Bridge the gap between what is known and what is to be learned. 
 

(d) Classes of Organizers 
Expository Organizers are used when material is unfamiliar and no 

concepts are known to which new ones can be anchored, i.e., there are no existing 
terms in which new material can be explained. They provide more abstract, 
contextual ideas to which the new material can be anchored. You are saying to the 
reader, "in the bigger picture, this is where this information fits-this is how to 
make sense of it." 

 

Rationale:  ideational  scaffolding-provision  of appropriate 
conceptual foundation, i.e., a building up of the cognitive structure 
for incorporating new  concepts. You cannot add a new room onto 
your house until you have built the frame (foundation). 

 
Comparative Organizers are used when learners are familiar with material 

to which new concepts can be anchored, i.e., which provide an ideational context 
for new material. They must clearly and explicitly delineate similarities and 
differences between the familiar, contextual material (already in cognitive 
structure) and the new material. 

 

Rationale: Integrative reconciliation-consistently relating new 
material back to concepts existing in cognitive structure, 
explaining new ideas in terms of old.   

 
(e) Examples 

Some examples include (others will be considered in the section on 
writing organiszers): 

 
New Material; Topic of 
Presentation 

Organizer Topic Type of Organizer 

Metallurgical properties 
of carbon steel 

Major similarities and 
differences between 
metals and alloys, their 
respective 
advantages/disadvantages 
and reasons for 
making/using alloys.   

Comparative 

Judaism and Principal Judaism Expository 
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characteristics of the 
religion 

doctrine at a high level of 
abstraction 

 Differences and 
similarities between 
Christianity, Islam and 
Judaism 

Comparative 

Endocrindology of 
Pubescence 

Uniformity and 
Variablity of primary and 
secondary sex 
characteristics 

Expository 

Southern interpretation of 
causes of Civil War 

Differences between 
Southern and Northern 
positions of causes of 
Civil War 

Comparative 

Buddhism Comparison of doctrines 
of Buddhism and Zen 
Buddhism 

Comparative 

 

(f) Non-Examples 
Organizers are Not overviews or abstracts, which are: 
1. summaries of main ideas of an instructional sequence 
2. not necessarily at a higher level of abstraction 
3. meant to simply eliminate specific information and detail. 
 

2.5.3- Do Organizers Work? 
(a) Introduction 

The concept and construction of advance organizers have produced a flood 
of research which has resulted in differences of opinion and the absence of 
summative conclusions. Some resolution is possible. 

 
(b) Conclusions from Research 

We may summarize the results of several years of research by concluding 
that: 

1. Organizers seem to facilitate learning and retrieval, although a number of 
studies failed to support this conclusion. 

2. The effects of organizer seem to be specific and cannot be generalized. 
3. Organizers generally benefit older, more intellectually capable learners 

than younger, less able students. 
4. For the less able learners, expository organizers are more effective than 

comparative. 
5. Organizers need not be prose passages; effective organisers have taken the 

form of games, models and visuals. 
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6. Organizers need not necessarily be presented in advance of instruction in 
order to be effective. Post-organisers have also facilitated learning, 
A recent meta-analysis of 132 studies concluded that organizers do in fact 

facilitate learning and retrieval. 
 

(c) Comment 
The obvious explanation for non-significant effects of organizers is too 

often overlooked. Organizers do not always work, nor should they. Their effect is 
relative to the learner and the subject matter. If the learner's cognitive structure 
(schema) for a particular topic is adequate for assimilating (linking) new 
information, organizers will not have a noticeable effect. It is only when one's 
schema or a topic is insufficiently developed that organizers will serve the 
bridging function. 

 
2.5.4- Organizers and Assimilation Theory 
(a)Introduction  

Many of the problem encountered in advance organiser research, 
according to Mayer, result from the theoretical grounding for their use. In place of 
subsumption theory, he suggests that assimilation theory is better supported by the 
existing research base. The assumptions are fairly similar but the results more 
consistent. 

 
(b) Assimilation Theory 

Assimilation encoding theory contends that meaningful learning depends 
upon: 

1. reception of the material to be learned 
2. availability in the learner of a meaningful set of past experiences 

(assimilative context). 
3. Activation of that context during learning. 

 
The key to. assimilation theory is the integration of the new information 

with the learner's prior knowledge. The organizer must encourage the learner to 
actively integrate the new material with the old. If the learner possesses a large 
repertoire of past experiences and normally uses such knowledge during learning, 
the organizers will not facilitate learning. 

 
(c) Research Conclusions  

Based on a review of organizer research, Mayer concluded that organizers 
will work: 

1. When a learner does not posses or normally use an assimilative context for 
learning new material. 
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2. When material is potentially conceptual and unfamiliar to the learner, 
thereby lacking the necessary organization for incorporation. 

3. When the learner lacks related knowledge or abilities. 
4. When the organizer provides a high-level context for learning. 
5. When tests of learning measure breadth of transfer rather than recall. 

 
Based on several of his own studies, Mayer concluded that organizers 

facilitate learning when: 
 

1. Far transfer of knowledge (as opposed to near transfer recall) is measured. 
2. Organizers are presented prior to learning for transfer materials (near 

transfer facilitated by post-organizer). 
3. Conceptual information is presented that relates material to other ideas 

(retention of detail facilitated by post-organisers). 
4. Low-ability subjects fail to possess or use an assimilative context. 
5. Textual material is unorganized. 
6. Discovery method is employed to produce far transfer learning. 
7. Presented prior to task requiring storage and integration of premises (post- 

organizer group retained presented organisation). 
 

(d) Comment 
The use of advance organizers, according to assimilation encoding theory, 

effects the structure of recall. They facilitate the retrieval from long-term memory 
of a relevant assimilative context and the integration of new material into that 
context. This assumes that the encoding process is an active, conceptual process. 
Information is not normally encoded in isolation. When it is, learners focus on 
detail which is soon lost from recall. Organizers activate the conceptualizing 
process needed to provide an appropriate context for encoding, retrieving and 
applying knowledge. 

 

Activity No.2 
 

Can you build a "theory of discourse analysis”? Just write down the steps of 
building and show to your tutor. 

 

 
2.6- Self-Learning Exercise No.2 

1. What is the system of text analysis? Describe. 
2. What you mean by structured writing? Explain. 
3. What are the organizers of structured writing? Explain briefly. 
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3. TEXT ORGANIZERS TUTORIALS 
 

3.1. Textbook and Pedagogy 
 As we know that a textbook is not written, it is developed or organized for 
instructional point of view one might look at textbooks in terms of some 
instructional design models and methods.  
  
 On a prescriptive level, one might argue that authors should use at least 
some kind of backwards design, i.e. define what students are supposed to be able 
to do (e.g. solve problems) and then write the books that enables them to do so. In 
the same spirit, one also could argue that textbooks should respect some first 
principles of instruction, e.g. let's recall Merrill's:  

 The demonstration principle: Learning is promoted when learners 
observe a demonstration  

 The application principle: Learning is promoted when learners apply 
the new knowledge  

 The activation principle: Learning is promoted when learners 
activate prior knowledge or experience  

 The integration principle: Learning is promoted when learners 
integrate their new knowledge into their everyday world  

 The task-centered principle: Learning is promoted when learners 
engage in a task-centered instructional strategy  

 
 However, textbook development is a specific activity and one should not 
forget that textbooks are usually just an element in a wider pedagogic strategy. It 
should be planned together with some possible pedagogical use cases. For 
example Horsley and Walker (2005) identify a changing conception of textbooks 
that is related to changing learning theories. Teaching and learning materials e.g. 
textbooks are used differently according to pedagogical theory:  

 Transmission: Source of information, Basis of transmission, 
Knowledge authority, Structure of a teaching and learning program.  

 Constructivist: Activity and inquiry source; Provision of multiple 
sources for students; student knowledge ;construction Multiple sources 
for teacher selection.  

 Sociocultural: Scaffolds learning; Enculturates students into 
disciplinary knowledge and practices; Source of inquiry activities; 
Basis of explicit teachings.  

 
 This short discussion only tells us that textbooks can be analyzed in terms 
of their function and in this perspective it becomes less clear what a textbook is? 
For example Johnsen (2001) argues that “the definition of a textbook may be as 

http://edutechwiki.unige.ch/en/Instructional_design_model
http://edutechwiki.unige.ch/en/Instructional_design_method
http://edutechwiki.unige.ch/en/Backwards_design
http://edutechwiki.unige.ch/en/First_principles_of_instruction
http://edutechwiki.unige.ch/en/First_principles_of_instruction
http://edutechwiki.unige.ch/en/Pedagogic_strategy
http://edutechwiki.unige.ch/en/Direct_instruction
http://edutechwiki.unige.ch/en/Constructivism
http://edutechwiki.unige.ch/en/Socio-culturalism
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general as to include other books made and published for educational purpose, or 
even any book used in the classroom. The textbook may also be a subset of an 
even broader and increasingly more commonly-used term "teaching media"”.  
 
 Daniel K. Schneider adheres to the idea that a textbook is a special genre 
of teaching media and that includes some kind of "built-in" pedagogy or at least 
affordances to support a range of pedagogies.  
 
3.1.1. Pedagogical Objectives  
 Textbooks are written developed with pedagogical objectives in mind. But 
since teachers and learners must construct their own representation, they 
sometimes re-purpose a text in ways not anticipated. E.g. a textbook could be 
used just for reference instead of for direct instruction. The opposite is also true, a 
good reference book also could be used as textbook.  
  
 For an author, there are several ways to manage objectives Often, advise 
on writing textbooks suggests to plan book chapters in terms of desired learning 
level outcomes. But, again, the author should be aware that teachers define 
reading assignments in function of their pedagogical objectives. These may not be 
compatible with the original intent of the author.  
 
 The most important objectives concern learning objectives, e.g. what the 
student should master after having worked through parts of the textbook. Reading 
is usually linked to other class/homework activities. Again, both authors and 
teachers should also engage in this exercise. There may be: 

1. Knowledge: rote memorization, recognition, or recall of facts.  
2. Comprehension: understanding what the facts mean.  
3. Application: correct use of the facts, rules, or ideas.  
4. Analysis: breaking down information into component parts.  
5. Synthesis: combind parts to make a new whole.  
6. Evaluation: judging the value or worth of information or ideas.  

 
 Depending on global objectives of the book, an author can put different 
emphasis on each of "Bloom" levels.  
 Objectives at book and chapter level should also be associated with 
activities, assessment, etc.  
  
 Usually in textbooks, objectives are not just used to plan the text, but they 
are made explicit. Objectives can be written out at the start of chapters and/or 
sections and activities inserted where appropriate. Hints for self-assessment can 
added too.  

http://edutechwiki.unige.ch/en/User:Daniel_K._Schneider
http://edutechwiki.unige.ch/en/Affordance
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3.1.2. Textbook Language and Prganization of Contents  
 Textbooks, in language research seems to be identified as a genre (or 
genres). Most research focuses on structural analysis of textbooks, but some 
research also produces knowledge that can be used for prescriptions: According to 
Jones (2005), textbook writers have three choices: simplification, easyfication, 
or the scaffolding of concept knowledge. We shall summarize some 
prescriptions can be derived from this:  
 
1. Simplification Strategies - enhanced cohesion/coherence  

 simplification of content: explain new technical terms as they arise  
 simplification of form: make sure that the text has cohesive links and 

restores implicit relationships, e.g. when using general-specific of 
problem-solution progressions.  

 simplification by including explanations and exemplifications  
 using similar structures, i.e. syntactic repetition acts as a form of 

syntactic scaffolding.  
 
2. Easyfication Strategies - enhancing structure  
 The purpose easyfication is to “give learners an additional instructional 
appahttp://en.wikipedia.org/wiki/Textbookratus by developing a kind of "access 
structure" around the text without his [sic] having gone through the intervening 
stages of simplified materials” Bhatia cited by Jones (2005). Examples of such 
devices are:  

 Provide introductory paragraph(s) to a text (or text segment)  
 Provide a structural analysis ('tagging' sections) to a text (or text 

segment), e.g. as in Advance Organizers.  
 Provide a schematic representation of a text (or text segment)  
 Add annotations/explanations to the text, e.g. marginalia  
 Add metadiscursive commentaries (before, in the middle, or after)  
 Add questions to encourage interactions with the text  

 
3. Scaffolding - providing domain knowledge  
 “Scaffolding in the sense intended here means the provision of a series of 
carefully designed pre-task exercises (or activities) which allow students to 
familiarize themselves with concepts of increasing complexity and to explore 
these concepts in terms of their reactances and interrelations.  
 
Typical scaffolding activities can be:  

 filling in gaped texts  
 complete sentences  
 propositional clusters  

http://edutechwiki.unige.ch/en/Advance_Organizer
http://edutechwiki.unige.ch/en/Concept_learning
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 produce or complete tables and flow charts  
 write summaries of various sorts, e.g. include critique, most things 

relevant, organize information, etc.  
 

3.2. The Book Structure and Genre  
 Let's recall that a textbook should be written with respect to an identified 
set of objectives. These should include an analysis of learning objectives and 
pedagogical function of the book within potential learning 
situations/environments. You may have to compromise here, i.e. anticipate 
different use cases.  
 
 In addition, in some areas you may consider switching genres in different 
chapters. e.g. a text on educational multimedia animation may include a chapter 
on learning theoretical background (e.g. cognitive load) and an introduction to 
flash. Clearly, such chapters are not of the same kind and may adopt different 
rhetorics.  
 
3.2.1. Structure 
 Often textbooks are divided into a structure like this:  

(a) Parts either represent different major topics (e.g. conceptual vs. 
technical) or levels  

(b) Chapters contain a clearly identifiable major topics. In the US 
teaching university system, a textbook corresponds to a week's work, 
e.g. two classes and a homework assignment. This may be the reason 
why most textbooks are divided into 8-12 chapters. You need at least 
8 if you want to sell the book to a "teaching professor" it seems.  

(c) Sections contain major subtopics, i.e. a independent unit of 
instruction. Sub-sections usually cover a concept or procedure to be 
learnt. For a reason I do not understand, sections are generally not 
numbered in American textbooks.  

(d) Each heading that has subheadings must have at least to of its kind. 
E.g. a chapter should not have just a single section, but at least 2. In 
most "hard-core" textbooks, everything is usually divided by three or 
four, plus openers and closers.  

(e) Style of headings may be imposed by the publisher, e.g. 
capitalization and numbering scheme. Therefore, structuring is not 
only a pedagogical issue and you may have to give up pedagogical 
beliefs to comply with external constraints. E.g. I find it strange that 
navigation is so difficult in typical US textbooks and I suspect that 
this may be the result of "artistic" guidelines.  

http://edutechwiki.unige.ch/en/Cognitive_load
http://edutechwiki.unige.ch/en/Flash
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(f) Heading structure should have a function as conceptual organizers. 
The structure “reflects the amount of information you are providing, 
the amount of differentiation you are making within and between 
topics, and each topic's relative importance in your scheme of 
things”.  

 
 Lepionka (2003) outlines a few characteristics of good topical structure 
that we reproduce here with different wording:  

1. Each major section (chapter, section and sub-section) should include a 
thesis statement, either typographically marked or in the introductory 
paragraph.  

2. Ideas or points are grouped into meaningful chunks of information.  
3. There should be a balance of topical development and including a 

reasonable amount of information, e.g. for smaller concept (a sub-
section level) between 1/2 and 1 1/2 pages (figures not included).  

4. Topics (sections, subsections, etc.) should lead to each other. In other 
words, a textbook should not be written like an Encyclopedia. (This 
wiki is clearly not a textbook).  

5. These transitions should be clear, i.e. made explicit for the novices that 
your readers are.  

6. Each main concept should be supported, e.g. by data or examples.  
7. Each topic should only be treated once and you should avoid forward 

pointers.  
 
3.2.2. Overview of Textbook Chapter Elements  
 Most textbooks are written or developed with a sort of direct instruction 
model in mind. However, this is not an obligation. Consider that teachers engaged 
in other pedagogical approaches do not necessarily use textbooks, but rather a 
combination of manuals and "normal" academic texts, i.e. a textbook that mainly 
targets research university students as opposed to teaching college students may 
implement very different design principles.  
 
 But in any case, chapters should include various functional elements that 
will at least help the reader to understand the text. These elements also may show 
visually. Lepionka (2003) distinguishes four major kinds of elements which we 
will summarize here, before a more detailed discussion later on.  
 
1. Openers  
 Express “subject, theme, aims, topics, and organization of a chapter [... 
readers should] know at the outset what they are reading and why or to what end”. 
E.g. if you follow Gagné's nine events of instruction then you should include 

http://edutechwiki.unige.ch/en/Direct_instruction
http://edutechwiki.unige.ch/en/Nine_events_of_instruction
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something to motivate and gain attention (step 1), something to help the frame 
and organize (step 2) and something to recall prior knowledge (step 3).  
 
Typical Openers are:  

 overviews (previews)  
 introductions  
 outlines (text, bullets or graphics)  
 focus questions (knowledge and comprehension questions)  
 learning goals / objectives / outcomes / competences / skills  
 A case problem  
 In addition one may use the "special features" used inside chapters, e.g. 

vignettes, photos, quotations, ...  
 
2. Closers  
 Give students opportunities to review, reinforce, or extend their learning, 
i.e. help with transfer of learning.  
 
Typical Closers are:  

 conclusions and summaries (may include diagrams)  
 list of definitions  
 reference boxes (e.g. computer instructions)  
 review questions  
 self-assessment (usually simple quizzes)  
 small exercises  
 substantial exercises and problem cases  
 fill-in tables (for "learning-in-action" books) to prepare a real world task  
 ideas for projects (academic or real world)  
 bibliographies and links (that can be annotated)  

 
3. Integrated Pedagogical Devices  
 These elements aid the learning process in several ways, e.g. by giving 
advice on how to understand / interpret or navigate, by engaging the learner in 
some reflection, by pointing out important elements, or to summarize key 
elements treated in previous text.  
 
Typical Elements are:  

 Emphasis (bold face) of words  
 Marginalia that summarize paragraphs  
 Lists that highlight main points  
 Summary tables and graphics  

http://edutechwiki.unige.ch/en/Transfer_of_learning
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 Cross-references that link backwards (or sometimes forwards) to 
important concepts  

 Markers to identify embedded subjects (e.g. an "external" term used and 
that needs explanation)  

 Study and review questions  
 Pedagogical illustrations (concepts rendered graphically)  
 Tips (to insure that the learner doesn't get caught in misconceptions or 

procedural errors)  
 Reminders (e.g. make sure that something that was previously 

introduced is remembered)  
 
4. Interior Feature Strands  
 “Intext features, whether boxes or portions of text set off through design, 
function pedagogically to attract attention; arouse curiosity; increase motivation 
to read stimulate critical thinking; and provide opportunities for reflection, 
application, or problem solving”.  
 
Typical Elements are:  

 Case studies  
 Problem descriptions  
 Debates and reflections  
 Profiles (case descriptions)  
 Primary sources and data  
 Models  

 
 Some of these four kinds of elements will be discussed in details below:  
 

3.3. Chapters, Openers, Strands and Closers  
3.3.1. Chapter Openers  
 Chapter openers should be used consistently through the text, at least in 
form (in case chapter genres are different). Below we present a few techniques 
that can be used in combination or (as seen in some textbooks) alone.  
  
 Again, it is not always obvious to differentiate between function and 
structure. A well written introductory text labelled "introduction" may very well 
cover preview, introduction and outline without making a clear distinction. But its 
probably best to use a paragraph for each. E.g Alessi (2001) which is a highly 
regarded book since 1985 now in its third edition, structures the introduction to 
the "Hypermedia chapter" with three elements:  

 Topic and definition of the concept  
 A list of 5 topics (truncated below)  
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 A chapter preview (truncated below)  
 
 Below we shall examine various chapter opener elements with some more 
examples.  
 
(a) Chapter Previews  
 Also called chapter overviews (but there might be a slight different), these 
elements summarize the "big picture" and frame the reader for acquiring the 
details. Previews also act as self-monitoring device, i.e. it will you as an author 
whether you are able to understand what you wrote ...  
 
(b) Introductions  
 Introductions both at chapter and section level rather focus on the 
problem, i.e. try to convey to learner why the topic is important and in which 
context this knowledge is relevant. It also can link to previous chapters.  
 
(c) Chapter Outlines  
 Chapter outlines either support or integrate (replace) the function of 
Preview and Introduction. In addition to an introductory text, one may also just 
display the chapter's internal table of content. It may replace the outline 'if' the 
section titles are well chosen.  
  
(d) Learning Objectives  
 Learning objectives can be interwoven with any of the above, but in a 
"hard-core" textbook they are usually stated in box à-part in list form.  
 
(e) Focus Questions  
 Focus questions or in terms of Reiser (2007) "knowledge and 
comprehension questions “at the start of each chapter require students to identify 
the key ideas presented and demonstrate their understanding of those ideas”  
 
(f) Case Problems  
 Case problems have two functions:  

 They motivate since the link topics to be covered to a real world problem  
 They provide an example which can structure and/or exemplify the 

discourse  
 

Clark use what the call a Design dilemma for each chapter. It is part of the 
chapter preview, i.e. follows a paragraph in the proper sense of preview as 
illustrated above. Design dilemmas are marked in a grey box and take up 1 or 
pages.  
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 Carey (2007) in his chapter design only uses a list of objectives and a case 
to open chapters. The case description usually takes a half a page (but specifics 
are introduced throughout the rest of the chapter).  
 
3.3.2.Other Elements  
 At chapter start one also may use typical features that are use as interior 
feature strands. 

1. Integrated pedagogical devices  
2. Special features strands  
3. Case studies and scenarios  
4. Quotations and epigrams  
5. Pictures  
6. Summary and reference tables  

 
3.3.3. Chapter Closers  
Conclusion  
 A conclusion should make a point. It may be seen as the "alter ego" of the 
Chapter Introduction.  
 
 Alessi (2004)'s conclusion takes up a bit more than a page and is more of a 
summary. But it starts like this, i.e with a point:  
 The summary has a similar function as the chapter preview. It may be part 
of the conclusion or be labelled as a separate section or sub-section. It may for 
instance summarize essential points for each section. “A summary should be a 
content review, not a catalogue of what has been covered”  
 Alessi hypermedia chapter conclusion is mostly a summary of design 
principles, i.e. 2 paragraphs and a longer item list. 
 Carey (2007) ends a tutorial (a chapter) with a tutorial summary(a 
paragraph) and a list of "naked" key terms, followed by several "practice pages".  
 This is rather useless, unless it is meant to challenge the student to make 
sure that he integrated definitions of these.  
 Carey (2007) inserts review questions at the end of sessions (sections).  
 This is a short and open ended case problem for which the student is 
support to sketch out a design. Self-assessment, Exercises, Projects, Further 
reading and other exercises can be added. Pedagogical discourse should be 
reflected in layout. However, as it is the general rule in educational technology, 
there is no single solution. Daniel K. Schneider believes that a lot of design 
decisions are rather based on intuition than on solide knowledge what works.  
 Globally speaking, there exist two extremes. Textbooks that relatively 
"sober" with relatively few words per page and the opposite end textbooks that 

http://edutechwiki.unige.ch/en/User:Daniel_K._Schneider
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use wide pages, lots of color and graphical markup. Here are two examples from 
"real" textbooks. 
 

Activity No.3 
 

If you are assigned to develop a textbook on any subject/disciplines, how will you 
write openers and closers? give examples. 

 

3.4. Self-Learning Exercise No.3 
1. What is the use of adding pedagogical objectives in a textbook? 
2. What is a book structure and genre of a textbook? 
3. How you will define chapter openers, closers and other items in between. 

 
 

3. IMPORTANT POINTS 
 

1. A textbook defines curriculum but not 100%.  

2. There is a little co-ordination between the curriculum and the textbook 
developer. 

3. Chairmen textbook boards can not exercise the policy decision powers. 

4. Presentation related questions be considered: who will supervise, 
content be analyzed, where insertions, how structured? how much is 
readable, who will plan? 

5. The procedure for textbook development is: sequence of ideas in the 
whole book and written chapters, relation with the prior knowledge, 
strategies, format etc. 

6. Steps of development are: mapping with the curriculum, reviews, 
analyzing, finalizing the script, page layout, text designing, language, 
textbook development, editing, revision, model lesson testing, teacher 
guide, final. 

7. Left and right brain functioning should be considered in text 
development/organization. 

8. Text analysis for its main idea and words is necessary.  

9. Structured writing be viewed for text designing: labelling, formating 
etc. 
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10. Meaningful learning and discovery learning are the basics of 
organizers of text. 

11. The objectives and pedagogical points must be reflected in the 
textbooks. 

12. Textbooks have specific genre of language that is based on the 
structure. 

13. The structure of textbooks include chapter objectives, openers, strands, 
closers and other structured items. 

 

4. ANSWERS 
 
All the answers of the exercises are embedded in the text of the unit. 
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INTRODUCTION 

 
Now we reached to our goal of this 1st part of the course, i.e., Textbook 

writing and validation or finalization. Textbook development process needs 
writing and its feasibility testing or validation as its vital parts. To discuss these 
parts as a whole the unit is divided into four portions. 1st portion is reserved for 
the writing process, 2nd and 3rd depict validation tryouts and in the 4th portion a 
special report of Middle School Project of Pakistan is given as an example to do 
the evaluation job. Exercises, activities and bibliographic references are given 
for the enhancement of learning and achievements. 

 
 

OBJECTIVES 
 

After studying this unit, you will be able to:  
1. know about the writing and validation processes. 
2. draw attention towards readability and feasibility processes before 

actual publishing of the textbooks.. 
3. become a tryout expert of textbook validation process. 
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he textbook writing and validation seems to be the head and tail of the 
process. The head is the writing process that consists of the strategies and 

techniques and it tails at its feasibility testing for validation. 
 
 

1- THE CHALLENGES OF  
WRITING PROCESS 

 

1.1- The Textbook Writing --- A Challenge 
 The Dann and Dann franchise has become one of the most recognised 
names in Australian text book marketing, sparking quips from some publishers. 
Beginning in 2000, Susan and Stephen have published a series of coauthored 
textbooks in the Australian and New Zealand markets.   
 
 As a business to business product, it’s a complex task to create a product 
that satisfies the needs of the gatekeepers (Academics who set the text) and 
wants of the end users (students who pay for the text).  The balance between the 
need of the academic and student is under research in many aspects – for 
example, are photos and colour illustrations needed to break up the text and 
make it interesting, or are the texts just not being sufficiently interesting, and 
the demand for pictures is a symptom of a bigger problem?  Other problems 
exist with the lack of market data on what supplemental materials are used, 
useful and what supplements are problematic and adoption stoppers.  Since the 
text is chosen by the lecturer, targeting to the students also requires some 
finesse – writing a readable and enjoyable text can fall flat where the lecturer 
perceives the text as “too lightweight” to be credible simply because they 
believe texts should appear difficult. It is stated: 
  

1. You have to be in it for art, not the money.  
2. Is it teaching or research? The Dann and Dann franchise are firm 

believers in the power of academic research, and incorporate new 
content, original research and peer reviewed work into their texts.  

3. You’re not going to get the support of the Administration. 
4. Textbook writing is immensely rewarding for the depth of knowledge 

you gain in the area, and the reward of actually paving the way for 
others to teach, and for giving voice to new ideas and knowledge. It’s 
just something you have to want to do for reasons other than career or 
finances, since it doesn’t really help either these days. 
 
Writing is an essential job skill, and it is a part of every job. It has some 

T
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principles or keys to work. Houghton Mifflin suggested the steps of successful 
writing.                                                       
 

1.2 - Four Keys to Effective Writing 
There are at least four keys to effective writing: identifying audience, 

establishing purpose, formulating message, and selecting style and tone. To 
accomplish these tasks effectively, ask these questions: Who will read what I 
write? Why should they read what 1 write? What do I have to say to them? How 
can I best communicate? 
 
(a) Identifying Audience 

The first step in occupational writing is to ask yourself who your 
audience is. How big is your audience? How well do they understand? Do they 
already know anything about your topic? What is their attitude toward you and 
your work? It is important to identify your audience before you begin writing, 
since you will need to tailor your message to your audience. If you are not able 
to identify your audience, assume a general audience and keep your writing as 
simple and straightforward as possible. Here our audience are students of a 
particular class level. 
 
(b)Establishing Purpose 

Identifying why you are writing will help you communicate your 
message better and make it easier for you .to write. An important rule in 
occupational writing is to get to the point right away. Don't feel that you have to 
entertain or impress your readers. Here the purpose is to translate the objectives 
of the curriculum into a text. 
 
(c)Formulating Message 

Your message includes the scope and details of your communication. 
The details are the key points you want your readers to absorb. The scope refers 
to the amount of information you provide about those details. You must adapt 
your message to fit your audience. The formulation is specific to the specific 
textbooks. It needs a textual designing and the word, sentences, digits, symbols 
etc. are provided as per design. 
 
(d)Selecting Style and Tone 

Style is how something is written. It includes such considerations as 
paragraph construction, sentence length and patterns, and word choice. In 
occupational writing, you will select a style appropriate for your message, your 
purpose, and your audience. Your tone expresses your attitude toward your 
topic and your audience. It can be formal and impersonal or informal and 
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personal. An instructional style is different from a general style. It has its own 
genre. 
 

1.3 - Characteristics of Occupational Writing 
Occupational writing serves six basic functions: to provide practical 

information, to give facts (not impressions), to clarify and condense information 
using visuals, to give accurate measurements, to state responsibilities precisely, 
and to persuade and offer recommendations. The instructional writing also bears 
these characteristics. 
 

Practical information may be provided using either an action-oriented or 
a knowledge-oriented approach, Visuals such as flowcharts, tables, diagrams, 
and drawings clarify and condense information and make detailed relationships 
clear to readers. Likewise, graphic devices such as headings and subheadings, 
bulleted lists, icons, and hypertext can make your work easier to read and help 
organize your ideas, preview and summarize ideas, and group related points. 
 

The ability to write persuasively is critical to success in the teaching 
world. Much occupational writing aims to persuade people to buy a particular 
product or service or to adopt a particular plan of action. Effective persuasive 
educational writing requires a wide range of skills, ranging from analysis and 
research to effective designing and tone. 
 

1.4 -Ethical Writing 
Ethical writing means the ethics of textbook writing. It is clear, accurate, 

fair, and honest. Ethical writing is a reflection of ethical practice. Writing must 
be based on rules of ethics. To help yourself always to make ethical decisions: 

1. follow these guidelines: follow your conscience; be suspicious of 
convenient (and false) appeals that go against your beliefs; 

2. maintain good faith in meeting your obligations; 
3. take responsibility for your actions; 
4. weigh all sides before committing to a conclusion; and  
5. anticipate the consequences of your decisions. 
 
 Unethical writing is usually guilty of one or all of the following faults 

(the "three Ms of unethical writing"): misquotation, misrepresentation, and 
manipulation. Examples of unethical writing practices include:  
plagiarizing,   selectively . misquoting   other   sources,   arbitrarily 
embellishing numbers, manipulating data or context, using fictitious benefits to 
promote a product or service, unfairly characterizing hiring or firing conditions, 
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and misrepresenting through distorting or slanted visuals. Textbook writers be 
ware of these faults. A textbook writer should be an ethical writer. 
 
 The ethical principles which a writer of textbooks should observe might 
be regarded as obvious if it were not for the fact that writers occasionally fail to 
observe these principles. Even the most obvious plagiarism sometimes occurs 
and it is well known that a member of the APA, after a thorough investigation 
by the Committee on Professional ethics, was dropped from the Association for 
copying, almost world for word, long passages from the works of other writers 
and, without any recognition of his sources, presenting the work as his own. 
Thus, even though they may appear obvious, the principles of ethics that one 
should follow might well be formulated for the guidance of those who write 
textbooks. 
 
 One should perhaps never write a book unless he feels that it fills some 
need of colleagues, students or the general public. There is no place for just 
another book of the same kind that others have written. Before undertaking to 
write a book on a subject previously dealt with in textbook form, the writer 
should feel that he can do a better job than other have done, that a different 
systematic treatment is worthwhile, that a fresher approach is necessary, or that 
a more up-to-date treatment is called for. The principle that one should 
contribute something new rather than just another book will probably not be 
cover by any formal code. Such a principle, although it should be kept in mind, 
is difficult to apply anyway. The person who writes a textbook is the sole judge 
of whether he feels that he is doing something not done before. Furthermore, if 
his textbook is just another of the same kind as those which already exist, the 
negative response, or lack of response to the book, will probably be sufficient to 
discourage further efforts along similar lines. Certainly neither prestige nor 
financial reward could be gained unless the book filled a need and was therefore 
accepted by colleagues or others. Thus the writing of a hackneyed textbook is a 
useless undertaking whether or not it infringes on principles of professional 
ethics. 
 
 Many textbooks appear under multiple authorship. When there is more 
than one author there should be clear recognition of the contributions which the 
different authors have made. It usually happens that some mutually agreeable 
form of credit is arranged by the parties concerned. But there are perhaps some 
instances where joint authorship is forced upon the writer of a textbook by an 
academic superior, who may have encouraged him to write the book and who 
may even have given it the advantages of his criticism. It the author rebuffs his 
superior it may injure his chances of advancement. But if the ethical code 
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covers this sort of contingency the coercion may never be attempted, and if it is 
attempted, the writer can refer to the code as the basis of refusal to comply with 
the request for joint authorship. Nobody should appear as an author unless he 
has actually written all or part of the text. Encouragement and criticism may be 
appropriately recognized in the preface. 
 
 Anybody who writes a book, wholly or in part, should be recognized as 
the author or one of the authors of a book. This statement is important because 
there have been cases where psychologists allegedly wrote or rewrote large 
parts of textbooks for a fee without receiving credit or joint authorship. Usually 
the ghost writer, who is more or less well paid for his work, ha no complaint. 
But it is obviously unethical for any writer to receive credit for what somebody 
else has done. Whether our projected code should or can cover such a situation 
is at least an interesting question for discussion. 
 
 In keeping with the principle that the contributions of individuals should 
be recognized, many government-sponsored publications have been written by 
individuals but published under the authorship of government agencies or 
committees.  
 
 Quite apart from the ethical question, but worthy of note in this 
connection, is the problem of how many names and dates are going to appear in 
a text, and where. There beginning student should not have his textbook 
cluttered up with the names of individuals and the dates of their discoveries. 
The best plan, probably, is to follow the recent custom of putting sources at the 
end of a chapter or at the end of the book, calling attention to them by use of 
inconspicuous numbers at appropriate places in the text. In this way the sources 
are acknowledge, and may be traced by the interested reader, but the emphasis 
in the text proper is where it should be --on fact and ideas. The only exception 
to his rule should be names and date of outstanding historical importance. 
Sometimes, of course, as in the case of the James-Lange theory, the name of the 
originator is necessarily involved in the discussion of ideas. In higher level 
textbooks or handbooks whose function is primarily to present and integrate 
research or theory, there is probably good reason to mention names in the body 
of the text. The more advanced reader may wish to have these names and even 
dates before him as he reads and attempts to evaluate what he reads. It is 
frustrating to him to have to search for the elsewhere in the book. When such 
books are used with less mature students, the instructor should, in my opinion, 
explain to the students why the references are there and make it clear that they 
will not be required to memorize names and dates. 
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 After he has decided to write a book, at whatever level, and has settled 
to his satisfaction the issues considered so far in this paper, the author is still 
confronted with certain ethical problems pertaining to quotations and use of 
illustrations. Obviously the textbook writer must not copy any material verbatim 
without giving his source somewhere in the book. Material so copied should 
appear in quotes, in smaller type than original material, or indented so that it is 
evident that the author is now using another's material. The name of the author 
of quoted material should appear, as will as the title of the original book or 
article, the name of the publisher or journal, and the pages of the source from 
which the particular material is quoted. Before publication, moreover, 
permission to reproduce should be obtained from the publisher or the editor of a 
journal. In the case of quotations form journal owned by the American 
Psychological Association, permission should be requested from the Executive 
Secretary of the Association. 
 
 One should of course be sure that he is quoting an author accurately. 
This requires a careful word-for-word check of the quotation and the original 
material. When statements are quoted only in part, care should be taken to see 
that the author's meaning has not been distorted by the lifting of items out of 
their context. Whether the quotation is of words or of ideas, equal care should 
be exercised. To give an author credit for some distorted version of his ideas is 
irritating to him and to the reader who recognizes the error. An ethical code 
should, if possible, protect the author against those who misrepresent the 
outcome of his research, or his ideas, even though they may do so without 
intention to deceive. Although it is common enough in the popular press, such 
misrepresentation is probably rear in textbooks. 
 
 When material is paraphrased one should clearly indicate that it is 
paraphrased. Its source should be indicated, as when it is quoted, but permission 
to paraphrase is usually not necessary. It would of course be a serious breach of 
ethics if material were paraphrased without proper recognition of its source or if 
it were paraphrased in such a manner as to misrepresent the facts or ideas 
presented by the original author.  
 
 What has been said about verbal material applies also to illustrations. No 
photograph or line drawing should be copies wholly or in part without obtaining 
permission from the publisher. The source of the illustration should be indicated 
under the reproduction or in the preface or some other suitable place. When 
permission to reproduce is requested of them, publishers of books usually 
specify the form of acknowledgment. When illustrations are modifications of 
those already published by another, the source should be acknowledged in some 
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such form as "After Lashley" or "Redrawn from Lashley." Whether or not 
permission is needed may depend upon the amount of modification introduced. 
If a line drawing is a tracing of or is based directly on a published photograph, 
permission should certainly be requested. 
 
 Although some writers request permission of authors as well as 
publishers, this is not necessary. Authors are usually glad to have summaries of 
their work in textbooks. Their only objections come when their material is not 
appropriately acknowledged or when it is inadequately represented. 
 

1.5 - The Writing Process 
1.5.1-What Writing is and What it is Not 

Writing is not something mysterious done according to some secret 
formula. Anyone can learn to write well. It does not proceed in a set or 
predictable way, with introductions always written first and conclusions last. 
Instead, writing is a dynamic process, requiring judgement calls and evaluation. 
Good writing requires a certain amount of effort, but the time it requires costs 
less than the misunderstandings, lost sales, and confusion bad writing can 
produce. 
 

Houghton Mifflin suggested some key stages at their website. 
 
1.5.2-The Five Stages of the Writing Process 

The writing process can be broken down into five basic stages: 
researching, planning, drafting, revising, and editing. 
 
(a)Researching 

All writers need to do some research before they begin writing, no 
matter what or for whom they are writing. To communicate the right 
information in the best way possible, you need to research not only your topic 
but also your audience. In fact, you should research your audience first-are they 
experts? trainees? Infants Grown up? etc. This will help you determine what 
information they need, which in turn will guide your research on your topic. 
This research might include interviewing people, doing fieldwork, surfing the 
net, conducting surveys, reviewing reports, or other activities. It's never a waste 
of time to research your audience and topic before you begin to write; it usually 
saves time and effort in the long run. Also, research is not confined to before 
you begin writing; it continues throughout the writing process. 
 

(b)Planning 
At this stage, your goal is simply to get started, to get something-

anything- down on paper. For most writers, this is the most difficult part of the 
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process, but once you've got something down on paper, it becomes easier to 
clarify and organize your thoughts. Three useful strategies for planning are 
clustering, brainstorming, and outlining. For most writers, outlining is the most 
familiar strategy. An outline need not be formal or neat to be useful. The point 
is simply to get moving. 
 
(c)Drafting 

When you draft, you take the words or phrases you generated during the 
planning stage and convert them into sentences and paragraphs. Begin with the 
easiest part, regardless of where it will end up in the finished work. First start 
with the vocabulary you will use at this level and for this topic. As you draft, 
don't worry about spelling, punctuation, or word choice; you will fix these 
things in the revising and editing stages. Drafting is preliminary work-you won't 
end up with a polished or complete version after drafting. The purpose is to get 
your main points down in the most logical order for the students. As you draft, 
ask whether you're starting your discussion in the best way possible; whether 
you're giving your audience the right amount of information; whether all the 
points you're including are necessary, relevant, and logically ordered; whether 
you're contradicting or repeating yourself; and whether you're ending your 
document appropriately. In most cases, you will have to create many drafts 
before proceeding to the next stage in the process. 
 
(d)Revising 

Revising is an essential stage in the writing process. It should be done 
only after you've produced a draft that conveys the appropriate message for the 
students. It's important to leave enough time for revising. Like planning and 
drafting, revising can't be accomplished effectively in one sitting. Plan to read 
through your revisions more than once. Revising involves reseeing, rethinking, 
and reconsidering your material. It means asking again the questions you asked 
yourself during the planning and drafting stages. The three big issues to be 
concerned with as you revise are content, organization, and tone; how you 
approach these depends on your audience's reason for reading your work. 
 
(e)Editing 

Editing is the last stage in the writing process. It is done only after you 
are completely satisfied with the work's content and organization. At this stage, 
you are concerned with the details of sentence structure, word choice, 
punctuation, spelling, grammar, and usage. The goal is to produce a final, 
polished document for your publisher. As you edit, cut needlessly long or 
complex sentences, and combine choppy sentences. Arrange information 
logically within sentences. Replace verbs used as nouns with strong, active 
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verbs, and cut excess modifiers. Replace wordy phrases or clauses with concise 
ones. Finally, be sure to eliminate all sexist language. 
 

1.6 -Advantages of Collaborative or Co-Writing 
Collaborative writing builds on collective talents-a group of writers can 

do a better job than one writer. It provides writers with productive feedback. It 
increases productivity and saves time. It ensures more effective writing. The 
more people involved, the greater the thoroughness and cohesion. It offers 
psychological benefits, boosting employee confidence and morale. And it 
contributes to the service and satisfaction, since collaborative teams are better 
able than individual writers to assess and describe products effectively. 
 
1.6.1-The Process of Writing Collaboratively 

Groups use the same strategies and confront the same problems as 
individual writers do. They must plan, research, prepare drafts, and revise and 
edit. Before groups begin writing, however, they must establish ground rules for 
how these tasks will be accomplished. This includes assigning tasks, 
establishing schedules, and selecting a facilitator. 
 
Here are some guidelines by Houghton successful group writing: 

1. Know your group. Learn group members' schedules, backgrounds, 
special competencies, and so on. Being concerned and friendly will help 
you create an atmosphere that increases productivity. 

2. Do not regard anyone as more important than the others. Think 
collectively: everyone's input is important for optimum success. 

3. Establish guidelines. Before you begin, discuss the document's audience, 
scope, format, and importance at an introductory meeting. 

4. Agree on the group's organization. Will there be a group leader? What 
will his or her responsibilities be? Who will speak for the group to upper 
management? 

5. Identify each member's responsibilities. Each member should feel 
comfortable with his or her assigned duties. 

6. Establish the times, places, and length of group meetings. Establish a 
schedule, considering likely conflicts and other obligations of group 
members. 

7. Follow a timetable, but leave room for flexibility. Don't forget: projects 
always take longer than initially planned. 

8. Provide clear and precise feedback. Don't frustrate others with 
nonspecific feedback ("Needs work" or "Looks good"). Offer detailed 
advice, and don't hold back valid criticism. 

9. Be an active listener. Be an active participant, not a passive observer.  
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10. Use a standard reference guide for matters of style, documentation, and 
format. Many companies have their own style manuals; if not, make sure 
everyone in the group uses the same standard reference. 

 

1.6.2-Managing Conflict in Collaborative Groups 
(a) To avoid conflict, stress these principles: 

1. Individuals must seek and adhere to group consensus. 
2. Compromise may be necessary to meet a deadline. 
3. The group leader's final decision on resolving conflicts must be 

accepted. 
(b) Here are a number of guidelines to avoid some common problems in 
collaborative writing groups: 

1. Don't resist constructive criticism. Collaboration requires being open to 
suggestions, and constructive criticism is vital to group success. 

2. Don't give unhelpful criticism. Don't be negative, be diplomatic, and 
point out how a specific revision will help the document, 

3. Don't refuse to participate. Withholding your opinion hurts the group 
effort. 

4. Don't interrupt with incessant questions. Some people interrupt so often 
that nothing gets done; don't be one of them. 

5. Don't inflate small details out of proportion. Nitpicking can derail the 
group. 

6. Don't dominate meetings. Group members need to share and respond, 
not try to take over. 

7. Don't be too deferential. You won't help your group by being a "yes 
person" to avoid conflict. 

8. Don't finish late or submit an incomplete document. Meeting deadlines 
is the group's most important obligation to themselves and their 
company. 

 

1.7 -Models of Co-Writing 
There are many different models of collaboration. The scope and 

complexity of your document and the organization of your group will determine 
which one you use. Here are a number of possibilities: 
 

(a)Cooperative Model 
In this model, an individual goes through all of the stages of the writing 

process but gets feedback from colleagues or supervisors along the way. 
 

(b)Sequential Model 
In this model, each individual in a group is assigned complete 

responsibility-from brainstorming to revising-for a section of a document. One 
employee writes the introduction, another writes the body, and so on. 
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(c)Functional Model 
In this model, the work is divided by skills or job functions. A group 

leader schedules and conducts meetings, issues progress reports to management, 
and so on. A researcher collects data, conducts interviews, and the like. A 
designated writer and editor prepares outlines and drafts and circulates them for 
review. A graphics expert handles visuals and document layout. This model 
fosters much more group interaction than the sequential model. 
 
(d)Integrated Model 

In this model, all the members of a team are engaged in planning, 
researching, and revising. Members participate in every stage of the document's 
creation and design, and the group goes back to each stage as often as needed. 

 
(e) Collaboration Model 

In this model, the team drafts the document together, word for word. 
This model offers the highest degree of collaboration but is unwieldy and 
inefficient. It works only for short documents such as memos. 
 
1.7.1- Collaborating On-line 

There are many advantages to collaborating on-line. It eliminates time 
barriers and removes geographic limitations: team members can send and 
receive messages anywhere, anytime. It generates more information, since 
people are more willing to risk making innovative suggestions on-line than in 
face-to-face meetings. Likewise, it makes it easier to give and receive criticism. 
E-mail allows for flexible group organization and lowers the cost of 
collaboration. More and more companies are using handheld computers such as 
Palm Pilots to make collaborative meetings, writing, and editing more efficient. 
 

1.7.2-Meetings 
To prepare for a meeting, jot down the main ideas your group must 

cover and collect any data you will need to discuss. Then write an agenda: a one 
or two-page outline of the main points you will cover in your meeting. The 
minutes of a meeting are a written summary of what happens m a meeting. They 
help people recall what happened at previous meetings and function as the 
official record of a group's deliberations. They are regarded as legal documents 
and must be clear, accurate, and objective. 

 

1.8-General Advice on the Writing Projects 
If your publisher assigns one or more of the writing projects, you are 

fortunate. Written communication skills are of utmost importance in today's 
world of information. In doing the research for such essays, you will become 
familiar with the literature in many areas of mathematics and computer science, 
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and you will hone your library and information gathering skills. Tracking down 
the information is half the challenge! 
 
1.8.1-Here are several ideas and points to bear in mind 
(a)  There is a meta-source for information today: the "information 

superhighway." If you don't already have access to the Internet, ask the 
appropriate people for access privileges and some guidance on how to 
use the Internet. Then explore its nooks and crannies, such as e-mail, 
Use net (try the sci.math newsgroup), googles, the World Wide Web, 
and so on. You will find lots of sources of information, and you will get 
to communicate with other people who have the kinds of information 
you want, or know where to get it. Ask around- people tend to be very 
friendly and helpful in this community. It's a fascinating social dynamic! 

 
(b)    The first place to search for material on any of the writing projects Is 

probably the World Wide Web. In fact, the existence of the World Wide 
Web and search engines makes it embarrassingly easy to find sources of 
information on any topic one desires. To use a search engine, you type 
in one or more key words or phrases (such as "graph theory" inside 
quotation marks), and the search engine looks over the billions of 
websites around the world to find those that mention these words or 
phrases; then you can visit those sites. The whole process takes only a 
few seconds. One particularly good search engine is called Google. It 
shows you the "best" hits (those sites that contain your words or phrases 
most prominently, and/or are sites that many people link to). The URL is 
http://www.google .com. You may go on msn.com to search sites. 

 
(c)   You should definitely check the website for this textbook: htttp: 

//www.mhhe .com/rosen. There you will find many useful links that can 
get you started on researching the writing projects. Notice the various 
Web icons throughout the textbook, which indicates relevant material on 
this website. 

(d)     Most libraries have on-line search facilities that allow you to look for 
key words in titles of books in their collection. For example, to find 
resources on fuzzy sets or fuzzy logic, you could search on the word 
fuzzy. You can also search for authors or titles, of course. Ask a 
librarian for assistance if necessary. Also, catalogs to many university 
libraries (and the Library of Congress) are available on the Internet; sec 
ht-tp://www,libdex. com.  

 

(e)    The following library research technique should come in handy. If the 
source you are looking at does not deal in enough detail with the topic 

http://www.google/
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you are investigating, then consult the references given in that source. 
Continue this process backwards as deeply and broadly as necessary. Of 
course this is particularly easy to do on the Web.  

 
(f)     We shouldn't need to mention obvious things, like using the index and 

table of contents of any book you consult- When looking up items in an 
index, don't forget to try possible variations of what you are looking for 
(e.g., you may find one of the entries "induction, mathematical" or 
"mathematical induction" but not the other). 

 
1.8.2-Here are several points to bear in mind about writing 

(a)     All the rules and advice you have learned over the years about good 
writing apply to technical writing as well as to other forms of prose, It is 
often more difficult to express mathematical ideas clearly and precisely, 
so do not expect these writing projects to be easy.  

(b)       Know your reader! Keep in mind for whom you are writing, and pitch 
the level to that audience. Think about how much you will assume your 
reader knows and how much you will need to fill in. (When in doubt, do 
not assume the reader knows much.) 

(c)     Organize; organize, organize! Essays need to have an introduction, a 
body, and a conclusion. If the work is going to be long, it probably 
makes sense to have labeled sections covering the different, points. 
Make an outline of what you plan to say, and think a lot about how to 
order it, both before you start writing and throughout the process. 

(d)     Use a word processor if you have access to one. This makes it much 
easier to revise and edit your work numerous times, until it is just the 
way you want it. Make sure to take advantage of special features like 
spelling, grammar and usage checkers. Pay some attention to the format 
(fonts, spacing, layout, etc.); most word processors let you design a very 
pleasing document. Print, your essay1 on a laser-quality printer if you 
can. If your essay will contain much mathematical symbolism, try to use 
a mathematical word processor or typesetter. The best of these is TEX, 
which it would definitely be worth your while to learn to use (although it 
is not easy). To give you an idea of how nice TEX can look, note that 
tins solutions manual was produced using TEX. 

(e)     Finally, be careful to give credit to the sources you use. Plagiarism has 
become a major problem, and it" you copy material from the Internet or 
other sources and present it as your own, you arc stealing another 
person's property or you are misguided by another person's ideas. 
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Activity No. 1 
 
            Good notes use as few words as possible. For example, the following 
sentence is very long. It contains words that are not needed in a scientific note. 
            "Some of the acid was added to the powdered chalk while I was staging 
at the bench and the whole mixture fizzed up and bubbles and froth showed" 

The sentence could be rewritten as: 
•       Acid was added to the powdered chalk and the mixture fizzed. 
An even shorter version would be: 
•       Add + powdered chalk gives fizz. 
Rewrite the following sentences using as few words as possible. Try to 

keep the scientific facts and leave out the rest. 
     1.  We watched the lion while we were eating our ice-creams and it spent 

most of the time resting, almost as if it was watching TV. 
     2.  Fine sand is used to dry flowers because it absorbs moisture and it can 

be collected when the tide in the bay is out. 
     3.  To make the cement that you buy in cement bags at hardware stores, you 

need to mix powdered limestone and shale and heat the mixture in a kiln 
to 800°C which is as hot as a Bunsen burner flame. 

     4 .  Small bits of gold are swept from rocks into the water of the stream and 
they fall and mix with the mud on the bottom. The gold is heat and it can 
be separated from other substances by swirling the mud with some water 
in a large pan. 

 

1.9- Self-Learning Exercise No. l 
1. What are the keys to effective writing? 
2. What are the key stages of the writing process? 
3. Write down the process of co-writing. 
4. Which model of co-writing you think better? 
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2-TRYOUT OF TEXTBOOKS 
 

One aspect that seems to be trussing from the state-sponsored textbook 
development /adoption model is feasibility testing or tryout of trial editions with 
target -users. However, it must be noted that in consumer-driven countries such  
as the United States, where competition is fierce for a share of the textbook 
'market, private publishers themselves usually undertake some kind of product 
research or feasibility testing to get the pulse of the end-users even before they 
enter the competition. This is akin to product service, or brand positioning that 
is usually done in the manufacturing sector. In the Philippines, this is not as 
common, given the expense required for a tryout. However, the DECS review 
committee sometimes recommends tryout of the materials by the publishing 
companies before final approval for adoption is given. 
 

One materials development project in Pakistan that undertook the 
feasibility testing process was the Science Curriculum 6-8 Project of the 
Institute for the Promotion of Science Education and Training (1PSET) of the 
Ministry of Education, Islamabad. The 1PSET, in collaboration with Science 
Education Centres developed textbooks. Pupil's Manuals, Teacher's Guides, and 
Science Kits for the middle stage level. After the materials development 
process, a one month tryout in May, 1992 was done in 30 schools all over 
Pakistan. Qualitative data gathering procedures were used which included 
evaluation checklists, observation schedules, and lesson diaries which were 
filled out by review teams and teachers, and an interview schedule used with 
students.  

 
Another materials development project that takes the UNESCO advice 

most seriously is that of the Middle School Project of the Ministry of Education. 
Islamabad. The textbook development process undertaken by the MSP was an 
Asain Development Bank-assisted project in 1998. Dr. Balmores was the team 
leader, Dr. Shauket Siddiqi as Dy. Team leader and Dr. Hermosa as textbook 
consultant tried out this test.  
 

2.1- Pre-try out Activities 
Pre-try out activity of textbook validation is only a step called planning 

the feasibility. One should take care for preparing and planning the following at 
least one month before the testing. 

1. Preparation of the lesson to be tried (i.e. representative lessons). 
2. Preparation of tests to be administrated (objectives of the feasibility 

testing be kept in view). 
3. Steps of testing be planned. 
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4. Training of the personnel to take the tests and note the results. 
 

2.2- Post-tryout Procedures 
After the 2-week experimental period, the following activities were 

undertaken: 
 

1. Administration of post-tests (Details are discussed under experimental 
procedures). 

2. Administration of Cloze Procedures for Readability. 
3. Focus group interview of selected students from the two experimental 

groups. 
4. Focus group interview of teachers and Master Trainers, to be conducted 

by consultants, 
5. Collection of tests and completed instruments. 
6. Data analysis. 

 
Because of the limited period of the materials try-out, the role of more 

qualitative data gathering measures as the Questionnaires, Cloze Procedure for 
Readability and the Focus Group Interviews take on added significance. More 
than the numbers and statistics generated by the tests, these instruments may 
provide the authors with very specific points for revision of their manuscripts, 
especially in terms of the determinants of textbook quality and effectiveness 
that have been identified earlier: content, pedagogical approach, language, 
organization, and format, 
 

When the textbooks are in their final form and produced and distributed 
countrywide, a more rigorous feasibility testing may be conducted for a longer 
period and covering a wider scope of the MSP materials. 
 

A more detailed description of the data analysis procedures and  
statistical treatment were made after the instruments had been structured. 
 

2.3-When Reading is done in Class/in Interaction with Others 
Some principle for testing readability were suggested by Dr. Hermosa. 
These are as follows:  

Principle: Reading involves interaction (much like a conversation) between text 
and reader. Thus, readers must be actively engaged while reading in order to 
make meaning and construct knowledge. 
Key Phrase: Scaffolding learning with texts 
Teacher's role: To support reader-text interactions by creating instructional 
frameworks and providing reading guidance 
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Evaluating the readability of a textbook is a two-fold exercise. It shows 
the level of the text to be read. (i.e. class VI or VII should have a different level 
of readability for the students) It also shows the potential of this channel 
(reading) for the achievement of curriculum objectives/competencies (i.e. 
cognition, behaviourl and skills) There are two or three methods of determining 
and establishing the levels of readability in any textbooks, (i.e.) CLOZE, 
SMOG, Flesch-Kincaid formulas etc. 
 

2.4- CLOZE PROCEDURE (to determine readability) 
The cloze test (Taylor, 1953) determines how well students can read a 

particular text as a result of their interaction with the material. It is a method by 
which you systematically delete words from a text passage and then evaluate 
students' ability to accurately supply the words that were deleted. An encounter 
with a cloze passage should reveal the interplay between the reader's prior 
knowledge and their language competence. Knowing the extent of this interplay 
will help in determining whether the text is difficult, easy, or just right for the 
target readers, 
 

The cloze procedure is an alternative to a readability formula because it 
gives an indication of how students will actually perform with course materials. 
 
2.4.1-  Construction 

a) Select a reading passage of approximately 275 words from material that 
students have not yet read. 

b) Leave the first sentence intact. Starting with the second sentence, select 
at random of the first five words. Delete every 5th word thereafter, until 
you have a total of 50 words for deletion. Retain the remaining sentence 
of the last deleted word. Type one more sentence intact.  

c) Leave an underlined blank of 15 spaces for each deleted word as you 
type the passage on a master sheet. 

 
2.4.2-  Administration 

a) Inform student that they are not to use their textbooks or to work 
together in completing the cloze passage. 

b) Explain the task that students are to perform. Show how the cloze 
procedure works by providing several examples on the board. 

c) Allow students the time they need to complete the cloze passage. 
3.1.3- Scoring   

a) Count as correct every exact word students supply. Do not count 
synonyms even though they may appear to be satisfactory. Counting 
synonyms will not change,, the scores appreciably, but it will cause 
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unnecessary hassles. Accepting synonyms also affects the reliability of 
the performance criteria, since they were established on exact word 
placements. 

b) Multiply the total number of exact word replacements by 2 in order to 
c) determine the student's cloze percentage score. 
d) Record the cloze scores on a sheet of paper, showing the number of 

students under each of 3 categories (see figure below). 
Textbook:_____________________________________ 
Teacher:______________________________________ 
School:_______________________________________ 
 

Below 40% Between 40-60% Above 60% 
  

 
 
 
 
 

 

 
2.4.3- Interpretation 

1. A score of 60% or above indicates that the passage can be read with a 
great deal of competence by students, they may be able to read the 
material on their own without reading guidance. 

 
2. A score of 40-60 indicates that the passage can be read with some 

competence by students. The material will challenge students if they 
are given some kind of reading guidance. 

 
3. A score below 40% indicates that the passage will probably be too 

difficult for students. They will need either a great deal of reading 
guidance to benefit from the material or more suitable material. 

 
Note: The nature of the test itself will probably be foreign to students. 
Having to provide words for a set of blank spaces in running text may 
seem like a formidable task. It will be a good idea to provide some 
practice work with shorter and easier material. I.e.. with more words 
between deletions. 
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Fig: 1 Relationship between characteristics of printed materials and factors 
involved in the learning process (Anderson et al. 1980) 
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2.5 -The SMOG Readability Formula 
The SMOG Readability Formula is a simple method you can use to 

determine the reading level of your written materials. If a person reads at or 
above A grade level, they will understand 90-100% of the information. 
Generally, you need to aim for a reading level of sixth grade or less. In addition, 
to ensure that the text is clear and readable, read your draft aloud. It was 
developed by Harold C. McGraw in Baltimore Co. Public Schools Towson, MD 
in 1969. See different relationships at figure 1 and figure 2. 
 
How to use the SMOG formula: 

Count 10 sentences in a row near the beginning of your material. Count 
10 sentences in the middle. Count 10 sentences near the end. (30 total 
sentences) Count every word with three or more syllables in each group of 
sentences, even if the same word appears more than once. 

 
Add the total number of words counted. Use the SMOG Conversion 

Table I to find the grade level. At figure 3. 
 
If your material has fewer Than 30 sentences, follow the instructions for 

"SMOG on Shorter Passages" and use SMOG Conversion Table II at figure 3. 
 

World Counting Rules: 
 A sentence is any group of words ending with a period, exclamation 

point, or question mark. 
 Words with hyphens count-as-one-word. 
 Proper nouns are counted. 
 Read numbers out loud to decide the number of syllables. 
 In long sentences with colons or semicolons followed by a list, count 

each part of the list with the beginning phrase of the sentence as an 
individual sentence. 

 Count abbreviations as the whole word they represent. 

 
SMOG for Shorter Passages (< 30 sentences) 

Use this formula and SMOG Conversion Table II for material containing 
less than 30 sentences, but not less than 10 sentences. 

1. Count the total number of sentences in the material. 
2. Count the number of words with 3 or more syllables. 
3. Find the total number of sentences and the corresponding conversion 

number in SMOG Conversion Table II at figure 3. 
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4. Multiply the total number of words with 3 or more syllables by the 
conversion number. Use this number as the word count to find the correct 
grade level from Table I at figure 3. 

Fig: 3 

SMOG Conversion Table I 

(for longer materials) 

SMOG Conversion Table II 

(use on material with < 30 sentences) 

Word Count Grade Level # of Sentences Conversion# 

0-2 4 29 1.03 

3-6 5 28 1.07 

7-12 6 27 1.1 

13-20 7 26 1.15 

21-30 8 25 1.2 

31-42 9 2 1.25 

43-56 10 23 1.3 

57-72 11 22 1.36 

73-90 12 21 1.43 

91-110 13 20 1.5 

111-132 14 19 1.58 

133-156 15 18 1.67 

157-182 16 17 1.76 

183-210 17 16 1.87 

211-240 18 15 2.0 

  14 2.14 

  13 2.3 

  12 2.5 

  11 2.7 

  10 3.0 

   

2.6-Another Readability Option 
The Flesch-Kincaid Grade Level Index 

While the SMOG Readability Formula is an easy way to determine 
readability, another option is the Flesch-Kincaid Grade Level Index. This test is 
automatically calculated on your Microsoft Word documents. After Microsoft 
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Word completes a grammar check (under tools in the tool bar), readability 
statistics are displayed. 
 

One of the formulas that is similar to the SMOG formula is the Flesch- 
Kincaid formula. This index computes readability based on the average number 
of syllables per word and the average number of words per sentence. The score 
in this case indicates a grade-school level. For example, a score of 8.0 means 
that an eighth grader would understand the document. Standard writing 
approximately equates to the seventh- to eighth-grade level. However, for 
Patient Education for U documents, the recommended reading level is around 
the sixth grade. 
 

2.7 - Discriminability Measures for Predicting Readability 
Several discriminability measures were correlated with reading speed 

over a range of screen backgrounds. Reading speed was measured using a 
search task in which observers tried to find one of three words in a short 
paragraph of black text. There were four background patterns (one plain, three 
periodic) combined with three colors (gray, blue, yellow) at two intensities. The 
text contrast had a small positive correlation with speed (r = .43). Background 
RMS contrast showed a stronger, negative correlation (r = -.78). Text energy in 
the spatial frequency bands corresponding to lines and letters also showed 
strong relationships (r == -.80 and r = -.80, respectively). A general procedure 
for constructing a masking index from an image discrimination model is 
described and used to generate two example indices: a global masking index, 
based on a single filter model combining text contrast and background RMS 
contrast, and a spatial-frequency- selective masking index. These indices did not 
lead to better correlations than those of the RMS measures alone (r =- .79 and 
.78, respectively), but they should lead to better correlations when there are 
larger variations in text contrast and masking patterns. 
 
2.7.1-Introduction 

The increased use of computer-presented text displays has increased the 
interest in predicting their readability. Readers may leave displays which are not 
easy to read, and poor readability can slow processing. While most displays 
have text presented on plain backgrounds, an increasing number use textured 
backgrounds, especially on the Internet. In addition to background texture, 
several other factors have been shown to influence the readability of text 
displays, e.g., contrast, polarity, foreground and background colors, font style, 
line spacing, and text and margin widths. Although such information is useful, it 
does not necessarily allow a designer to predict how a new combination of such 
variables will influence the readability of his display. Also, text display 
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designers may not be able to assess readability subjectively when making their 
design choices; correlations between subjective preference ratings and 
readability measures are consistently near zero. 
 

Although they did not provide metrics to predict the readability of text 
as a function of display parameters, researchers have investigated letter 
discrimination and identification as a function of such variables as spatial 
frequency and noise. In particular, Solomon and Pelli measured the effect that 
selectively low- or high-passed additive noise had on letter identification. They 
showed that letter identification seemed to depend mainly on the text contrast 
passed by a mid- frequency, band-passed filter (between 1.5 and 6 cycles per 
letter). These results suggest that only those background textures which contain 
the critical band-pass frequencies will lead to strong masking. 
 
2.7.2- An Experiment Measuring Readability 

The experiment used a 4 (texture) x 3 (color) x 2 (saturation/lightness) 
design. Full details of the methods and results are reported in Hill and Scharffl. 
The twenty-four conditions were each repeated six times, leading to a total of 
144 actual trials. 
 
(a)Apparatus and Stimuli 

Macintosh Power PC 7200/120 computers were used to create and run 
the experiment. The text portions of the stimuli were created in B/C Power 
Laboratory (an experiment application), which was also used to present the 
stimuli and collect the data. The color and saturation of the textured 
backgrounds were set in Adobe Photoshop. Viewing distance was controlled by 
a chin rest.  

 
There were three background colors, and within each color, two 

saturation/lightness settings. The RGB values were as follows; Gray (204, 204, 
204), Lt. gray (250, 250, 250), Blue (20, 20, 204), Lt. blue (66, 66, 250), Yellow 
(204, 204, 20), Lt. yellow (250, 250, 66). Average luminance values (cd / m2) 
for each color condition were: Gray (65.6), Lt. gray (84.8), Blue (12.3), Lt. blue 
(25.1), Yellow (60.1), Lt. yellow (80.1), Black (3.0).  
 

The textured backgrounds were taken from a popular web page 
dedicated to supplying free graphical backgrounds to designers. We selected 
three backgrounds with a range of texture sizes that designers might choose to 
use with black text, (i.e. black text was legible). See Figure 4(a-d) for plain and 
textured background examples. The texture have a period of 72 pixels 
horizontally and vertically. The final, textured background size was 15.5 cm x 
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12.7 cm (18.36 x 16.83 deg at a viewing distance of 476 mm). Each textured 
background was centered at the top of the screen. Heavy black lines on the left 
and right separated each textured background from the surrounding white 
background. 

 
Fig: 4 (a) Plain (b)  Fine          (c) Medium          (d) coarse 

 
 Figure 4 (a-d) Textured backgrounds used in current experiment. Black 

text was placed on top of the textured backgrounds. Other variables were font, 
and the text blocks (10.2 cm x 12.7 cm ) were centered at the top of the screen, 
leaving a 2.5 cm margin on either side. 
 

The text excerpts were from a newspaper. A text block to be read 
contained 99-101 words. A target word ("triangle", "circle", or "square") was 
placed randomly within each text block. At the bottom of each screen there 
were three black geometric shapes (circle, square, and triangle) that 
corresponded to each of the three possible target words. These 1 cm x 1 cm 
shapes were spaced 3.5 cm apart and centered below the textured area. 
 
(b)Procedure 

Fifty-two participants completed the experiment. The data from thirty-
four low-error-rate participants were included in the analyses. All participants 
except two, the experimenters, were naive to the hypothesis. All participants 
had self-reported 20/20 or corrected to 20/20 vision. 
 

Participants were instructed to scan the text and find a target shape word 
("triangle", "square", or "circle"). Once they found the target word, they clicked 
(using the mouse pointer) on the corresponding shape at the bottom of the 
screen. The start of each trial was self-paced, and each trial ended when the 
participant clicked the target-word shape. Participants were instructed to 
respond as quickly and accurately as possible 
 
(c) Results 

The data were sorted by each condition for each participant and the 
median for each was calculated. The data from participants with an overall 
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accuracy rate of at least 95% were used in the analyses, and of those, only 
reaction times from correct responses were used. 
 

Results of a 3-way, with-in groups ANOVA showed several significant 
effects and interactions; see Figure 5 for means of all conditions. A Tukey HSD 
analysis of the main effect of texture (F (3,99) = 3.80, p < .05) indicated that the 
plain background was read significantly faster than the medium-textured 
background, although all textures were responded to more slowly than the plain 
backgrounds. 

 

Color also significantly affected reaction times (F (2,66)= 20.74, p< .05) 
in that the yellow and gray backgrounds were read significantly faster than the 
blue background. There was no significant main effect for lightness/saturation. 

 

 
 

Figure 5. Three-way interaction, from Hill and Scharff1 
 

These main effects were modified by interactions. The color x saturation 
interaction (F (2,66) = 3.50, p < .05) showed that light blue backgrounds were 
read significantly slower than all others except dark blue, and dark blue 
backgrounds were read significantly slower than the light gray and light yellow 
ones. 
 

The significant three-way interaction (F(6,198) = 3.86, p<.05) indicated 
that the major effects were due to a significant slowing of search times when 
using the light-blue, medium-textured background and to relatively fast search 
times when using the dark-gray, plain-textured background. 
 

As seen in Figure 5, texture did not change search times with yellow 
(dark or light) backgrounds or light gray backgrounds. There are large effects 
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when using the blue backgrounds. Finally, within the dark-gray background 
conditions, the plain background was much faster than any of the textured 
backgrounds. However, the plain-textured dark-gray was not significantly faster 
than the plain-textured light-gray. 
 

Activity No.2 
 
Prepare a lesson on any theme already discussed or laid down in any textbook 
lesson. Compare them and find the learning differences. 

 

2.8 - Self-Learning Exercise No.2 
1. Explain CLOZE test with its salient features. 
2. How would you prefer SMOG test. Give reasons. 
3. Which readability formula you will use to test a script of lesson and 

why? 
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3- MIDDLE SCHOOL PROJECT FEASIBILITY 
 

The feasibility testing of the draft textbooks and teacher's guides, aimed 
to obtain the best possible quality and relevance of these materials. MSP 
feasibility was administered in oct. 1998. 
 

3.1- Objectives 
The objectives of feasibility testing were to identify evident and 

important problems in the manuscripts so that the respective authors could make 
the corrections and revisions which would make the books valuable learning 
and teaching tools before they go through final production, distribution, and use. 
 

Since the concern here was for quality, evaluation and review 
continually focused on those aspects that have been identified as determinants 
of the quality of textbooks: content, pedagogical approach, language, 
organization and format.  

 

The objectives of the feasibility testing programme under each of the 
above determinants are as follows. 
 

3.1.1-Content  
1. To assess the extent to which the content of the manuscripts corresponds 

to the stipulated curricula for Classes 6-8. 
2. To assess whether content is appropriate to the level of target students. 
3. To assess the content of each manuscript in terms of the following 

criteria, within the context of each discipline: 
a) accuracy. 
b) precision/clarity/comprehensibility. 
c) topicality/recency. 
d) objectivity. 
e) sufficient elaboration of curricular items. 

4. To assess the extent to which content contributes to social objectives. 
5. To ascertain if concepts are transmitted through a natural progression or 

hierarchy (e.g.. simple to complex; elementary to advanced): 
6. To ascertain the inclusion of learning experiences that enhance learning, 

stimulate thinking, provide for practical application and encourage 
student autonomy. 

7. To assess content integration/interdisciplinarity as called for by 
particular subject matters. 

 

3.1.2- Pedagogical Approach 
To-ascertain if the methodological framework. 
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1. Corresponds to a pedagogical concept recommended by education 
authorities. 

2. Takes into account different levels of ability of students. 
3. Considers students' prior knowledge in the presentation of concepts and 

information 
4. Arouses and sustains student motivation in a variety of ways. 
5. Provides for the development of the following student abilities and 

traits, among others: 
a) An inquiring mind. 
b) creativity. 
c) ability to work with others. 
d) ability to access, use, and generate information. 

6. Uses varied and appropriate learning exercises and activities. 
7. Provides for appropriate assessment of learning outcomes. 
8. Provides opportunities for self-evaluation by students. 

 
3.1.3- Language/Style 

1. To assess if the language used is understandable and adapted to the level 
of the target students in terms of: 

a) The use of appropriate subject-specific vocabulary and the 
adequate provision of context to ascertain their meanings. 

b) use of appropriate word length, sentence length, sentence 
complexity, paragraph length. 

2. To ascertain that the writing style is appropriate to the subject matter 
(e.g., sober and efficient vs. too dramatic) 

 
3.1.4- Organization 

To assess the organization of the text in terms of: 
1. Logical divisions. 
2. Appropriate spacing of concepts throughout the text. 
3. Over-all balance achieved through chapter organization and length of 

chapters vis-a-vis themes. 
4. The use of continuous links (e.g., themes) 
5. The presence of external organizational aids like introductions 

summaries. 
6. study guides, glossaries, indexes, etc. 

 
3.1.5- Format 

1. To evaluate the quality of the illustrations in terms of:: 
a) Their correspondence/relevance to content. 
b) Clarity and accuracy (including captions) 
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c) Ability to evoke and arouse interest. 
d) Appropriate ratio to written text. 
e) Appropriate location vis-a-vis text. 
f) variety and appropriateness of style, medium. 

2. To ascertain if the typographic layout/design supports students 
understanding of content and sustains their motivation to study the 
material. 

 
3.1.6- Teacher's Guide 

To assess the teacher's guides in terms of: 
1. Its complementation with the textbook. 
2. Clarity and soundness of pedagogical approach. 
3. Adequacy of support and guidance given to the teacher in terms of: 

a) Useful background information. 
b) Alternative teaching approaches. 
c) Additional remedial and enrichment materials. 
d) Time allotment for units/chapters/lessons. 
e) Assessment measures. 

4. Congruence between and among learning objectives, teaching methods 
learning activities, and evaluation measures. 
 
The various components procedures and activities undertaken by the 

MSP to achieve. The  objectives enumerated above are discussed in detail in the 
succeeding sections. 
 

3.2- Components 
The MSP Feasibility Testing Programme had four components. These 

were:  
1. Training of Master Trainers who conducted the FTP. 
2. Training of teachers who taught the tryout lessons in the FTP sample 

schools. 
3. The actual classroom tryout of the materials and evaluation by end users. 
4. Post tryout procedures. 
 
The social studies and Urdu textbooks tryout was a follows: 

 
(a) Social Studies 

The report on Social Studies was not yet available as of the writing of 
this paper. The following feedback and suggestions were, however, reported 
during the debriefing session conducted by the Project Team right after the FTP: 

1. Some facts have to be checked for accuracy." 
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2. Some lessons are too long, e.g., the topics of the United Nations. 
3. Language used is difficult. 
4. Presentation of maps need to be improved. 
5. Format has to be improved. 
6. Activities should be made more interactive. 

 
(b)Urdu 

The following synthesized feedback was reported by the National 
Consultant for Urdu: 

 
Content: The content was considered suitable and relevant for all the levels, 
except in Grade 6 which was considered difficult by most respondents. They 
thought that the Grade 6 text would be particularly difficult in those areas where 
Urdu is used as a second or foreign language, e.g.. in the rural areas of NWFP 
and Balochistan. The text was considered easy in the areas where media 
exposure informally helps in the teaching of Urdu. The total opinion, however, 
was positive, and the content was found interesting and stimulating. 
 
Language: Except for the reservations expressed regarding difficulty of Grade 
6 material for certain students, the sentence structure and vocabulary of the 
textbooks were deemed appropriate. Some suggested simplifying certain 
portions of the text. The multi-discourse orientation in Grade 8 was highly 
appreciated. 
 
Instructional Design: The Urdu textbooks were welcomed as a major 
innovation in language teaching, since existing textbooks teach literary 
discourse rather than language functions and skills. Everyone expressed 
appreciation for the pedagogical or instructional design used in the book. The 
approach where the four language areas of listening, speaking, reading and 
writing are integrated and taught holistically together with creative thinking, 
problem-solving, and contextualized activities, was considered a first for the 
country. The interactive and functional nature of the activities such as peer 
discussion, library periods, pre- and post lesson activities, life-oriented 
activities, recall questions, instructions, and illustrations, as well as modern 
concepts taught through a meta-discourse technique, were fully appreciated. 
 
Organizational/Learning Aids: Chapter divisions were deemed all right. 
Although most appreciated the consistency of the pattern in which the lessons 
were organized and presented, a few thought this was boring and suggested a 
break in the pattern at some points. Some also felt the need for a glossary of 
meanings to be added to the books. 
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Format: The format and lay-out of the books was very well-liked. Students 
found the illustrations and contrasting printing fonts interesting. 
 
Teachers Guide: The teacher's guides were considered adequate, with up-to-
date teaching suggestions and techniques. Some even thought that there was no 
need for teacher's guides, as every lesson was self-explanatory. 
 
Bases for revision 

A few areas of the Urdu textbooks seem to need revision on the basis of 
the feedback. These are: 

 
1. Simplifying the text, especially in Grade 6. 
2. Including a glossary of meanings, if possible. 
3. Introducing a new pattern in the lesson presentation at certain points to 

break the monotony of the lesson design. 
 

3.3- Summary, Conclusions and Recommendations 
This concluding chapter presents a summary of the feasibility testing 

programme conducted by the Middle School Project and the conclusions made 
on the bases of the results and feedback yielded by the programme. The 
recommendations given include suggestions for revising/improving the MSP 
materials, as well as recommendations regarding certain aspects of feasibility 
testing as well as textbook development and design. The report was compiled 
by Nema Hermosa, international consultant (MSP). 
 
3.3.1- Summary 
 
(a) The FTP: Design and methodology 

Description of the FTP as implemented. The feasibility testing 
programme conducted by the Middle School Project in October-November, 
1998 aimed to gather evaluative information on the textbooks and teacher's 
guides developed by the Project so that the materials could be revised and 
further improved before they are produced and distributed. Trial editions of 15 
textbooks - one for each of Grades 6 through 8 in English, Mathematics, Skill 
Orientation, Social Studies, and Urdu - and five consolidated teacher's guides - 
one for each subject - were tested in the programme. 
 

Sixteen (16) middle schools participated in the feasibility testing 
programme consisting of four schools in Quetta, Peshawar, Lahore, and 
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Hyderabad, each representing a rural-female, rural-male, urban-female, or 
urban-male school. Approximately 1500 students, 80 teachers. 16 headmasters/ 
headmistresses and 40 Master Trainers comprised the sample population. 

Two major activities preceded the actual classroom tryout: 1) a National 
Workshop to train the Master Trainers, conducted on 12-17 October, 1998 in 
Peshawar; and 2) a 3-day Orientation Workshop to train the teachers involved in 
the study, conducted simultaneously in the four provincial sites on 22-24 
October ]998. Ten Master Trainers - two for each subject area - trained the 
teachers and supervised the implementation of the programme in each province, 
under the over-all coordination of two National Consultants/resource persons of 
MSP. 
 

The two-week actual classroom tryout was conducted on 26 October to 
7 November, 1998. It made use of a quasi-experimental design involving two 
experimental groups: 1) Experimental Group 1, which studied the tryout lessons 
(selected 2-3 lessons from the textbooks) in a regular classroom situation, with 
teacher guidance; and 2) Experimental Group 2, which studied the lessons on 
their own. Students were grouped by alternately assigning a student to one or 
the other experimental group based on alphabetic listing of each class. The 
maximum number of students in each experimental group was 20. 
 

Quantitative and qualitative data-gathering instruments were used in the 
feasibility testing programme. Pretests and posttests based on the tryout lessons 
for each subject and level, with an average of 10 items, were administered to the 
sample students on 26 October and 7, November, respectively. During the 
second week of the tryout. Cloze tests averaging 20 deleted items were also 
given. The procedure, using passages from the textbooks which were not part of 
the tryout lessons, aimed at assessing the readability level of the materials. 
 

Instruments/Procedures used to gather qualitative feedback on the 
materials included the following: 1) Focus group interviews of students; 2) 
Evaluation. Questionnaire for Teachers; 3) Evaluation Questionnaires for 
Master Trainers; 4; Lessons logs of teachers; 5) Observation sheets of Master 
Trainers; 6; Focus group interviews of teachers and Master Trainers; and 7) 
Questionnaire for Headmasters/Headmistresses. 
 

The Evaluation Questionnaires guided both teachers and Master Trainers 
in doing an in-depth evaluation of the textbooks and teacher's guides in each 
subject area. All Master Trainers assigned for a subject evaluated the whole 
textbooks and teacher's guides. Similar evaluation was also done by the teachers 
in the four provinces on selected textbooks/teacher's guides, viz: Math and Urdu 
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in Balochistan, English and Social Studies in NWFP; Skill Orientation and 
English in Punjab; and Social Studies and Skill Orientation in Sindh. 

 

Lesson logs summarizing the strengths and weaknesses observed during 
the lesson were accomplished daily by the teachers for each class taught 
Observation sheets were also accomplished by Master Trainers for classes 
observed. The headmasters and headmistresses also gave their perceptions 
regarding the materials, especially those in Skill Orientation, from their point of 
view as school head/instructional leader. 
 

Focus group interviews were conducted by Master Trainers with ten – 
five from each experimental group - students from every class in each 
participating school on 7 November. 1998- Reactions were gathered from the 
students on difficulty interest level, usefulness, and aspects of format of the 
tryout lessons. The focus group interviews with teachers and Master Trainers 
were conducted by the National Consultants after the tryout period, on 9-10 
November 1998. The interviews synthesized the observations made by the 
respondents in the questionnaires, lesson logs and observation sheets and 
enabled the consultants to identify patterns of responses and consensus of 
reactions towards the tryout materials. Additional and more specific feedback 
were made by the teachers and Master Trainers in the form of critical notes and 
comments written on the pages of the tryout materials which they returned at 
the end of the feasibility testing programme. The instruments were critiqued, 
pilot-tested and finalized during the National Workshop for Master Trainers in 
Peshawar. Individually and collectively, they focused on gathering data on the 
following determinants of textbook quality. 
 

1. Content,    2. Pedagogical approach or instructional design, 
3. Language  4. Organization and   5.  format 
 

Teacher's guides were evaluated on the basis of. 
1. Clarity of the instructional philosophy 
2. Feasibility of the approach used; and 
3. Adequacy of guidance provided to the teacher in terms of how to teach 

the lessons in the textbook. 
 

With extensive planning and detailed training given to the Master 
Trainers and teachers, the implementation of the feasibility testing programme 
went without any major hitches and the expected outputs were ready for sorting 
out and analysis at the end of the programme. 

 

(b)Data analysis: 
 The feasibility testing programme generated data contained in about 

25.000 student papers and 3,000 other papers from the other respondents These 



 241

papers were sorted and organized then analyzed using both quantitative and 
qualitative procedures. The paired-samples T-test was used to compare the 
pretest and posttest mean scores of each experimental group to find out of there 
were significant gains in score that could be attributed to the experimental 
treatment. The independent -samples T-test was used to compare the means of 
the derived scores (pretest-posttest difference) between Experimental 1 and 
Experimental 2 groups to find out if there were significant differences between 
the two groups that could be attributed to differences in experimental treatment. 
The same test was used to compare differences in the means of derived scores 
between rural and urban subjects, and between male-female subjects. The one 
way ANOVA (F-test) was used to compare means of derived scores among the 
provincial groups with post hoc pairwise multiple comparisons made with the 
Scheffe test. A significance level of .05 was set for all these statistical measures, 
The SPSS 8.0 computer programme was used to apply the above statistical 
procedures. 
 

The Cloze test scores were categorized under three readability estimates: 
difficult (below 40%), just right (between 40% to 60%) and easy (above 60%), 
A passage was deemed difficult, just right, or easy if the greatest clustering of 
scores was in that particular category. 
 

Qualitative analysis was done on data gathered by the focus group 
interviews, questionnaires, lesson logs observation sheets, and critical notes 
submitted by teachers and Master -Trainers. After the data were sorted out by 
category responses were compared across respondents, with the objective of 
identifying points of consensus. The comparisons made were along the lines of 
the parameters (and factors under each) used in the instruments, viz: 1) content; 
2) aids for teaming; 3) readability; and 4) practical considerations. Those used 
for the teacher's guides were 1) philosophy and general approach; and 2) 
specific teaching guidance provided in the units/lessons. The synthesized 
reactions from the focus group interviews were augmented/exemplified by 
specific comments gathered by the other instruments and procedures used in the 
feasibility testing programme. 
 
3.3.2- The FTP: Results and findings 
(a) Quantitative results: 

 The results of the data analysis of pretests, posttests, and Cloze tests are 
enumerated below: 

1. The differences between the mean pretest and posttest scores of students 
in both Experimental 1 and Experimental 2 groups were very significant 
in all subjects and across the three grade levels, with t-values reaching 
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the .001 level. The results indicate that the tryout lessons were highly 
effective in achieving desired learning outcomes, whether they were 
taught in a regular classroom situation, or studied independently by the 
students. 

 
2. The comparison of mean derived scores between the two experimental 

groups in Grade 6 had mixed results, with significant differences in 
English and Social Studies, and no significant differences in the three 
other subjects although the means of the Experimental 1 group were all 
larger than those of the Experimental 2 group. For Grades 7 and 8.  
respectively, the results showed significant to very significant 
differences between the two experimental groups, in favor of 
Experimental Group 1. These imply that the teacher did make. a 
difference in learning. Even if the tryout materials already resulted in 
gains when studied by the student on his own, the guidance of a teacher 
would most likely increase those gains even more. 

 
3. Comparisons between the derived scores (gains made in posttest scores 

over pretest scores) of rural and urban groups yielded the following 
results: 

a) In Grade 6, rural groups registered higher gains in English, while 
urban groups made better gains in Social Studies and Urdu; 

b) In Grade 7, urban students made higher gains in Math, while 
rural students had higher gains in Skill Orientation; and b. In 
Grade 8, there were no significant differences between the rural 
and urban groups. 

 
4. Comparisons between the derived scores of male and female groups of 

students showed the following results: 
a) In Grade 6. females registered better gains in English and Math; 
b) In Grade 7, math had higher derived scores than females in 

English and Urdu. while female students scored higher gains in 
Math; and 

c) In Grade 8, males had better derived scores than females in Skill 
Orientation and Urdu while female students had higher gains in 
Math. 

 
The gender differences shown by the results above seem to contradict 

traditional expectations of females performing better than males in language and 
males doing better than females in mathematics.  
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5. Comparison among derived scores of students by province yielded the 
following results: 

 
a. No significant differences were registered in Grade 6; 
b. Some differences were yielded in Grades 7 and 8 with certain 

provincial groups registering better gains than others, but no 
clear pattern clearty emerged. 

 
6. These are the readability estimates yielded by the Cloze procedure: 

a. The English passages in all three grades were very difficult; 
b. The Maths passage in Grade 6 was somewhat difficult but those 

in Grades 7 and 8 were just right; 
c. The Grade 6 passage in Skill Orientation was somewhat difficult 

but those in Grades 7 and 8 were just right; 
d. In Social Studies, the Grade 6 passage was difficult, the Grade 7 

passage was just right, and the Grade 8 passage was very 
difficult; and 

e. In Urdu. the Grades 6 and 7 passages were somewhat difficult 
but the Grade 8 passage was just right. 

 
(b) Qualitative Feedback: 

 The qualitative data gathered from the observations, reactions, critical 
comments made by the different groups of participants in the 
feasibility testing programme are .summarized below, by subject. Feedback on 
other aspects of the programme is also given. 
 
(i ) English: 

 The English materials were very well-received in terms of their 
interesting and relevant content, pedagogical philosophy and approach used. 
which was communicative, integrated, and interactive, and the manner in which 
the materials were presented. The organizational and learning aids used as well 
as the book layout and design were also well-appreciated. However, most of the 
respondents were of the opinion that the difficulty level of the materials were 
above the level of the target student users and that there were too many lessons 
that could be covered in the time prescribed by the curriculum for the subject. 
Some specific suggestions were given on how the materials could be improved 
but mostly, the recommendations centred around the reduction of their volume 
and the lowering of their readability level. Request was also made for including 
in the teacher's guide more specific strategies and techniques for teachers in 
meeting the requirements of the units and lessons in the textbooks. 
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(ii)Math: 
 The mathematics textbooks were generally perceived to be easy and 

understandable by the students, teachers, and Master Trainers who participated 
in the study even if some concepts were identified as difficult and unfamiliar to 
students. The activities and exercises were rated as interesting, relating Math 
concepts to daily life. However, many respondents thought there were too many 
activities, some of them repetitive. The inclusion of puzzles, riddles and brief 
history of Math was well-received. Critical notes were made on the incorrect 
composition of some mathematical symbols and statements in the textbooks. 
Recommendations were mostly on, reduction of activities and improvement of 
some aspects of organization and format, particularly the recomposition of those 
items identified as incorrectly printed. 
 
(iii)Skill Orientation: 

 The reception given to this new subject was very encouraging, with 
majority endorsing it as part of the new middle school course of study. The 
lessons were rated as interesting, easy to understand and very useful for 
students in developing a proper work ethic and positive attitudes toward work. 
Most activities were deemed feasible, even if some were identified as difficult 
to do without the teacher's guidance. 
 

Many respondents acknowledged that certain conditions are needed for 
the new course to be successfully implemented, such as funds, equipment and 
facilities the cooperation of parents and the community and the need for the 
training teachers. Interestingly, majority of the participating school heads 
perceived that such mechanisms could be put in place in their respective 
schools. 

 

Recommendations for further improvement included reduction of the 
volume of lessons, explanation of some technical terms, inclusion of examples 
and precautionary measures for some activities, and lesson summaries. 
Suggestions for improving the format and general book design, as well as 
inclusion of more specific teaching suggestions in the teacher's guides, were 
also given. 
 

(iv) Social Studies: 
The feedback gathered on the; Social Studies materials. limited to the 

FTP. debriefing reports, pointed to the following areas for improvement: 
accuracy of some content information had to be checked, some lessons 
needed to be shortened, presentation of maps and other aspects of format 
needed to be improved, language was difficult and needed to be simplified, and 
activities should be made more interactive. 
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(v)Urdu: 
 The reactions to the Urdu materials were mostly positive, with many of 

the respondents considering the content interesting, suitable and relevant, the 
approach and instructional design innovative and timely, and the format and 
layout very good. The teachers' guides were also considered adequate. However    
some suggested that the Grade 6 text be made easier. 
 

(c)The feasibility testing programme: 
 The participants-expressed general satisfaction with the manner in 

which the whole feasibility testing programme was conducted. They especially 
appreciated the detailed planning that went into the process, the sense of 
openness it generated and the fact that their feedback as potential users of the 
MSP textbooks and teacher's guides would be factored into the final shaping of 
the materials. 
 

4.3.3-Conclusions 
Both the quantitative and qualitative data gathered by the feasibility 

testing programme point to the effectivity of the MSP textbooks and teacher's 
guides as instructional materials for achieving the objectives laid out in the new 
middle school curriculum. There was also strong consensus among the different 
groups of respondents regarding areas that need to be improved. In the absence 
of major conflicting feedback, the revisions to be done on the materials seem to 
be straightforward and present no apparent dilemmas to the textbook developers 
as far as the revision tasks are concerned. The books were then revised. 
 

Activity No.3 
 
Check the readability of a textbook of any grade using any test procedure 
(CLOZE) and show your results to your tutor. 

 

3.4- Self-Learning Exercise No.3 
1. Which textbooks developed by the Middle School Project were declared 

the best and why? 
2. What were the main objectives of the Middle School Project (Textbook 

Development). 
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4-IMPORTANT POINTS 
 

1. There are four keys of effective writing: Identifying audience, 
establishing purpose, formulating message and selecting style. 

2. The writing must be based on rules of ethics. 
3. These are five stages of writing: research, plan, draft, revise, edit. 
4. Models of co-writing are: cooperative, sequential, functional, integrated 

and co-writing. 
5. Feasibility testing has some steps to be followed like: pre-tryout, post-

tryout, reading/lesson. 
6. The CLOZE test has a feature of eliminating every seventh  English 

word and the student has to fill with the exact words.  
7. The SMOG formula test is to read loud. 
8. There is another readability index i.e. flesch- kincaid. 
9. English and Urdu were the good textbooks developed by the middle 

school project (1998). 
10. The textbooks developed by MSP were revised accordingly. 

 
 

5- ANSWERS 
 

The answers of the exercises are to be found in the text of the unit. 
 

 
 
 
 
 
 
 
 
 



 247

6- BIBLIOGRAPHY 
 

1. Balmores, Dr. Nestor, Report Middle School Project, Ministry of 
Education, Islamabad, 1998. 

2. Hermosa, Dr. Nemma N., Strategies for Content Area Reading, MSP, 
Islamabad, June 1998, 

3. 3. "      "        " , MSP Feasibility Testing Programme, Ministry of 
Education, Islamabad, Dec. 1998. 

4. Hill, A and L.V. Scharff, "Readability of screen displays with various 
foreground/background color combinations, font styles, and font types," 
Proceedings of the Eleventh National Conference on Undergraduate 
Research, Vol. II, 1997. 

5. McLaughin G., SMOG Grading: A New Readability Formula, 
Journal of Reading", 12(8), 1969. 

6. Nolen, B. and Goetz, D., Writers Handbook for the Development of 
Educational Materials, Government Printing Office, Washington D.C., 
1959. 

7. Sulliqan, P., Writing Educational Material, Papua New Guinea 
University of Technology, LAE, 1983. 

8. McGraw, Harold C., The SMOG Conversion Tables, Office of 
Educational Research, Baltimore Co. Public Schools, Towson, MD., 
1969. 

9. Shahid, S.M., Textbook Development (Urdu), Majeed Book Depot, 
Lahore, 2008. 

10. Vacca, R. &T. Vacca., Content Area Reading, (5th Ed.), Harper 
Collins College Publishers, 1996. 

 
 
 
 
 
 
 
 



 248

8- Websites 
 

1. stephendann.com/far-less-serious-and-much-more-readable-and… 
2. comnet.ca/~pballan/Munnethics.htm 
3. hubel.sfasu.edu/research 
4. med./edu/pated/authors/readability.html 
5. lidix.com 
6. mhhe.com/rosen 
7. maa.org 
8. college.hmco.com 
9. history.mcs.st 
10. google.com 
11. libdex.com  

 
 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



 249

 
 
 
 
 
 
 

 
 
 
 
 
 
 
 
 

LESSON DESIGNING 
 AND  

TEXT ORGANIZATION 
 
 
 
 
 
 
 
 
 
 
 
 
 

 

UNIT---6 



 250

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



 251

 
INTRODUCTION 

 
This unit emphasizes the textbook designing on a top or high level. It is 

also the extension of the previous units. It elaborates the technical aspect of the 
lesson/text designing of a textbook using the same theories. Middle school project 
experience and other models exemplify the designing procedure. CORE designing 
is elaborated in the 2nd part and the theories are discussed in the 3rd part of the 
unit. Activities and self-learning exercises also support the content. 

 
 
 

OBJECTIVES 
 

 After studying this unit, you will be able to: 
1.     know the basic theories and of text designing and organization. 
2.   may distinguish different arrangements by different designing 

theories. 
3.     may become a design expert at top-level designing work. 
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extbook development and textbook designing are two different terms. 
Development is an overall procedure and designing is a part or step of it. A 

design of any lesson is the basic unit of text organization. 
 
 

1- TEXTBOOK DESIGNING 
 

Textbooks are presented in such a way that it may become helpful to 
incubate cognitive, behavioural and prycho-motor  elements  of the 
curriculum/content/activities. It is not merely the reading matter that is to be laid  
in the pages of book. Its layout includes activities, exercises, illustration, pictures, 
vocabulary, explanations, other angles and points to ponder for students as well as 
for teachers. Pakistani textbooks (private or public) lack these conditional ties/ 
features. 
 

1.1- Textbook Development: Process, not Just Product 
Know-how about textbook development is available through appropriate 

technology transfers in the areas of design, production, distribution, and 
utilization According to a UNESCO report the main reason why many textbook 
development projects fail is the lack of coherent interaction among the different 
educational, political, economic, administrative, and technical partners involved, 
Another problem is the priority given to the manufacturing processes to the 
neglect of conception and design tasks. 
 

UNESCO suggests that more importance be given to the conception and 
design phase. Planning must mobilize all possible partners, including decision 
makers and users. It is crucial that textbooks be designed in close coordination 
with the authorities responsible for setting out curricula. Manuscript authors or 
textbook writers who have the ability to draft must be available. Other 
considerations include the processes in textbook elaboration such as editing, text 
composition, designing and lay-oat, evaluation, try-out, and revisions 
 

1.2- The MSP Textbook Development Process 
The Middle School Project of the Ministry of Education, (1998) Pakistan 

believes that the success of any School reform programme depends much on the 
quality of accompanying measures, such as ensuring availability of appropriate 
educational materials. Therefore, it has included the, development and elaboration 

T
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of textbooks in the overall plan for revising the middle school curriculum of 
Pakistan. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 

Phase 1 
Determining the characteristics of the 
textbooks and norms for elaboration of 
manuscripts 

Phase 2 
Writing and elaboration of textbooks 
and teacher’s guides. 

Phase 3 
Typesetting and page layout of the 
manuscripts 

Phase 4 
Evaluation of  
the learning 
materials by a 
panel of experts 
 

Phase 5 
Feasibility testing of textbooks and 
teacher’s guides through actual 
classroom tryout and evaluation by end-
users 
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Revision of manuscripts 
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Submission of revised manuscripts to 
provincial 
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Production of prototypes of the 
textbooks and teacher’s guides 

Phase 9 
Submission of prototype to the 
Ministry of Education and provincial 
textbook boards 
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Actual production and distribution of 
textbooks by textbook boards 
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Fig: 1. The MSP Textbook Development Process (1998) 
 The MSP textbook development component has been envisioned and 
planned and controlled process with several distinct phases. These are shown in 
Figure 1, and are enumerated as under. 
 
1.2.1- Determining the characteristics of the textbooks and norms for the 

elaboration of manuscripts 
Activities undertaken by the Middle School Project before the textbooks 

Were developed included: a) a review of existing curriculum for middle stage 
education; and b) the development of a textbook guide and lesson plan to serve as 
framework for writing the textbooks. Inputs were provided by various 
stakeholders, students, teachers, school administrators, subject specialists, 
Provincial Textbook Boards, Provincial Curriculum Bureaus, Ministry of 
Education officials, national and international consultants. 
 
1.2.2- Writing and elaboration of textbooks and teacher's guides 

Fifteen textbooks and teacher's guides (see Fig:2) were developed by the 
Middle School Project. Eight National Consultants who were recognized experts 
and specialists in their respective disciplines were commissioned to write the 
manuscripts of these learning materials. One National Consultant wrote the whole 
set of learning materials for each of English, Maths. Social Studies, and Urdu. A 
team of three National Consultants developed the set of teaming materials for 
Skill Orientation, they are writing the lessons for Agriculture, Industrial Arts, and 
Home Economics, respectively. 
 

The textbooks have been based on the curriculum for middle schools 
developed earlier by the MSP Curriculum Team for the five subjects mentioned 
This curriculum has been approved by the Ministry of Education in mid 1998. 
 

To insure the proper utilization of the textbooks, teacher's guides to 
accompany them were also developed by the Textbook Team. One teacher's 
guide, consolidated for Levels 6-8, was prepared for each of the five subjects. 
Thus, a total of 20 books have been developed by the Middle School Project.  
 

The MSP teacher's guides were designed to reinforce the necessary 
convergence between the textbooks and the curriculum. Built around units and 
lessons, they closely interweave with the textbooks, indicating the links between 
the objectives set out in the textbooks and those described in the curriculum. The 
guides also provide the philosophy and rationale for the approach and strategies 
used in the lessons as well as detailed examples of such strategies. MSP hopes 
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that through the teacher's guides, innovations in the educational process can get 
accepted by the teachers. 
 

Fig: 2 Materials developed under the MSP Textbook Development 
Component  
 
Textbooks 
Everyday English 6  
Everyday English 7  by Dr. Amina Nasir 
Everyday English 8      
Rosemarah Riazi (Maths) 6 
Rosemarah Riazi (Maths) 7  by Prof. Razia Abbas 
Rosemarah Riazi (Maths) 8    
Maharat Shanasi (Skill Orientation)    6 
Maharat Shanasi (Skill Orientation)   7     by Dr. Khalid H. bukhari 
Maharat Shanasi (SkSI Orientation)  8      
Moaharatie Uloom (Social Studies) 6 
Moashartie Uloom (Social Studies) 7    by M. Hashim Abbasi 
Moashartie Uloom (Social Studies) 8       
 
Urdu 6      
Urdu 7     by Dr. Attash Durrani 
Urdu8            
 

Consolidated Teacher's Guides 

Teacher's Guide for Everyday English 6-8 

Teacher's Guide for Rosemarah Riazi (Maths) 6-8 

Teacher's Guide for Maharat Shanasi (Skill Orientation) 6-8 

Teacher's Guide for Moashartie Uloom (Social Studies) 6-8 

Teacher's Guide for Urdu 6-8 

 
As the lessons were being written, they were subjected to internal review 

through  discussions of the Project Textbook Team composed of the National 
Consultants, MSP Team Leader and (Dr.Balmores) and Co-Team Leader (Dr. 
Shauket Siddiqui), and International Consultant for Textbook Design 
(Dr.Hermosa). Revisions and improvement were therefore continually being done 
with the emerging textbooks.    
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1.2.3- Typesetting and page layout of the manuscripts                   
Typesetting and page lay-out of the manuscripts were done through 

computer- assisted desktop publishing systems which provide access to a large 
number of  different characters, wide-ranging page format possibilities and 
flexible integration of graphics and drawings. However, as a general guideline, 
the MSP decided not to deviate much from the standard format of existing 
textbooks. Page size was to be based on 20 x 30 signatures of eight pages, body 
text 15 pts for the textbooks in Urdu and 12 pts. for the English textbook, and 
number of pages were to be no more than 10-15 % more than the existing 
textbooks. This was to ensure that prices of the books, when produced, would not 
be much costlier. 
 
1.2.4-Review of the definitive manuscripts by a panel of experts 

After the definitive manuscripts have been composed, illustrated and laid 
out, they were evaluated by a panel of experts composed of a curriculum experts, 
subject specialist, and practicing Teacher. The next pages describe what has been 
done during this phase in more detail. 
 

1.2.5- Feasibility testing of the textbooks and teacher's guides 
MSP gives utmost consideration to the quality of the textbooks and 

teachers guides. Feasibility testing of the materials was undertaken to generate 
information from various stakeholders, especially teachers and students as to 
aspects that need improvement and revision. This was to ensure that the materials 
are relevant to the objectives and content of curricula and serve as very valuable 
tools for learning and acquiring knowledge, 
 
1.2.6-Next Stages 

These stages of the MSP textbook development process subsequently 
follow the Feasibility Testing Programme.  

a) Revision of the manuscripts based on inputs from Phase 5. 
b) Submission of revised manuscripts to provincial Textbook Boards for their 

comment and concurrence. 
c) Production of prototype copies of the textbooks and teacher's guides. 
d) Submission of the prototype copies to the Ministry of Education through 

its Curriculum Wing.    
e) Production and distribution of the books for use in the middle schools of 

Pakistan by the respective provincial Textbook Boards. 
 

1.3- Models for Textbook Development 
The nature and quality of textbooks depend partly upon the choice of 

model. Crossley has strongly argued that choice of options for textbook 
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development depends upon the context, need analysis, resources available, skills 
and personnel, system established and barriers to change. It is difficult to refute 
this argument in the context of third world experience, but, many developing 
countries do not follow such guidelines, which results in failure to produce quality 
textbooks. Dr. Muzaffar Abbas observed some critical points. 

 
In the context of his experience in Pakistan and Papua New Guinea, 

Crossley has further explored the dimensions of textbook development in 
developing countries in comparison with those of the developed world. Reflecting 
the international literature he argues that developed countries have presented open 
dimensions in textbook process like, diversity, choice, home and school, whereas 
Developing Countries have limited them in close dimensions such as, prescribed 
texts, central control, less diversity, school alone. 
 

The four important models which are in practice throughout the world and 
suggested by Dr. Abbas are: Adapt, Develop (within country) and Develop(with 
external assistance). Below we discuss these four models in details: 
 
1.3.1-  "Adopt" 

Literally means "to take someone else's child as one's own" - in our 
terminology, it means not to publish, but to import textbooks from other 
countries. 
 
Example 

Macau is the extreme example of this model and until the 1990s no 
textbook was produced in this country internally and all were imported. In this 
model, there is every chance of having textbooks which do not suit the context of 
a country. 
 

Added to this, we face some peculiar problems in Muslim countries like 
Pakistan related to the interpretation of the religious rituals. Here is an example 
from our country. 
 

In the 1980s, a particular organization which runs a chain of private 
English medium schools in big cities throughout the country, introduced a new 
series of textbooks for English language for primary classes.  The books were 
imported from Hong Kong, published by a publisher of international repute. In 
one of these textbooks, there was a story in which the name of a dog happened to 
be "Tipu". Tipu is the surname of Sultan Hai'der Ali's son of Massur, who is 
considered to be a great Muslim hero of the subcontinent; on the other hand, a dog 
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is, religiously, regarded as impure by Muslims, This textual presentation created a 
lot of controversy and as a result, the import and teaching of this series in schools 
was banned by the education department. 
 

However, there are, certainly, some advantages of this model such as; 
 high quality textbooks are available 
 durability may be guaranteed 
 good content can be made accessible to the pupil 
 syllabus is fully covered and 
 books are immediately available. 
 

1.3.2- Adapt 
This model of textbook development requires existing texts to be altered 

for new use or new conditions In the case of textbooks, adoption is conditioned 
with the availability of a good book with suitable structure, needing "very "minor 
changes at places, but, the initial assessment for suitability to adoption must be 
rigorous or disadvantages could outweigh advantages. 
 
Example 1 

Biology for life: Michael Roberts and June Mitchelmore published by 
Thomas Nelson and Sons Ltd., U.K. 
 

This complex Biology text was adapted as a two year examination course 
for CXC examination in the Caribbean. The reuse of the artwork with the addition 
of local examples offered exceptionally high quality for a tiny market. This 
quality would be impossible without the reuse of film. 
 
Example II 

Steps to English: Doris Keman, Adapted version by M A. Quadeer 
published by McGraw-Hill. U.S.A.,1974 National Book Foundation, Islamabad 
(Pakistan). Adapted edition, 1977  

 
Steps to English was considered to be a suitable second language 

programme for use in Pakistan. Adaptations to the series were felt necessary 
keeping in view the cultural and environmental needs of both the teacher and the    
pupil thus ensuring the effectiveness of the materials (Steps to English (4), 
1988:iii). 
 

This is one example of a whole range of textbook adaptations in Pakistan 
which were conducted under the authority of the Federal Government in 
pursuance of subsection 2A of section 10 of the copyright ordinance, 1962. The 
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adaptation was conducted in a variety of subjects including medical and 
engineering disciplines from primary to the level of higher education during late 
1970s and this practice is to some extent, still in vogue. 
 

The advantages of adaptation are that it may provide initial structure as 
guidelines, it may be quicker and cheaper and may offer good quality of 
textbooks. 
 

The utmost disadvantage of tins model, is that it evolves the tendency of 
being dependent, however, we consider it as a lesser evil than the imported 
textbooks. It is especially useful for textbooks of natural sciences in higher 
education. 
 
1.3.3-  Develop (within the country) 

This is the most popular model in many middle income countries (MICs) 
and newly industrialising countries (NICs) and the future target of the least 
developed countries (LDCs) these days. This model has many advantages. This is 
most suitable in the context of the local environment and cultural background of a 
country because it seems appropriate to local and cultural requirements, involves 
local authors, editors who have more understanding of cultural, religious and 
environmental needs of users of textbooks. It strengthens the local publishing 
industry and provides quality of product with prices closely related to the local 
demands. 
 
Example 

The example of Anguilla, as quoted by Bray strengthens our argument. To  
cite the author's own words: 

 
"One example of what is possible is that of a primary school social 
studies textbook produced in Anguilla in 1990. With a population 
of just 8000, Anguilla is among the smallest of the small. But the 
book, entitled Anguilla; our island is both attractive and 
successful". 

 
Nevertheless, we are facing some problems while adopting this model in 

the context of skills and infrastructure available in the developing countries. 
 
1.3.4- Develop (with external assistance) 

This model suggests a mixture of external assistance and the indigenous 
system of textbook development. 
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Since the 1980s, when international agencies launched comprehensive and 
active programmes for improving the textbooks of developing countries, this 
model has been a most popular one in the developing world. Many examples of 
good results of this model are the evidence of its effectiveness in countries like 
Malaysia, Thailand. Mexico, Uganda, Chile, Brazil and Ghana. 
 

The limitations of the model are also worth mentioning here as noted by 
Crossley in his article: 
 

"For too long the developed world has exported its own policies 
and practices to former colonial territories with scant regard to 
their own indigenous traditions and achievements or the differing 
contextual factors that make such transfer appropriate. Indeed, 
developing countries themselves often make the mistake of too 
readily seeking solutions to their own distinctive problems from 
the west, with questionable research agenda and methods, and 
through the services of too many consultants lacking relevant 
experience or training from a comparative and international 
perspective." 

 
Apart from these extreme examples, there are still chances of learning 

from the experience of others. Sharing views and experience of others, in many 
cases, is better than totally depending on one's own, however, it should be 
reciprocal. 
 

This argument is much strengthened when we see that learning from the 
experience of the developing countries has become widely spread approach in 
academic spheres of the developed world within the last decade Beeby and Curie 
may be considered pioneers who emphasized research about the educational 
problems of the developing countries while planning for the global education 
future. Later supporting these ideas, Watson argued that the United Kingdom has 
much to leam from developments in less developed countries. This view was 
shared with many others (for example, Crossley: and Mebrahtu: and most 
recently, Heyneman argues: 
 

"On some issues there might be more reform experience in 
developing countries than in OECD countries. There may be more 
activity in reforming University finance in French speaking Africa 
than in France; more experience of fiscal incentives in Brazil than 
in Britain. ,. 
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The future suggests that there will be fewer and fewer differences 
between OECD and developing countries in the nature of their 
managerial concerns in education and lessons are likely to be 
increasingly shared across country categories," 

 
The textbook is one of the most cost effective means of upgrading 

academic achievement and increasing the effectiveness of a school system and an 
investment in textbooks will produce earning gains. Secondly since the 1980s, 
textbook development in developing countries has been increasing than being 
totally dependent on an external product. Some good examples of textbooks 
produced with external assistance are also visible in developing countries, e.g. 
Mexico's free textbook programme.  The Mexico's free textbook scheme is a 
matter of pride for third world countries. The World Bank Staff Working Paper 
abstracts the scheme with high gradations in the following manner: 
 

"Mexico has set an example other nations may well wish to emulate." 
 

Developing countries have also been facing problems of developing a 
textbook publishing infrastructure since the late 1960s. Pakistan is one of them. 
 

Activity No. 1 
 
While standing in an old book shop enlist the imported textbooks for any class or 
subject as "adopt" list and show it to your tutor.  
 

 

1.4- Self-Learning Exercise No. 1 
1. Do you think that "adapt" model is better than "adopt" model for textbook 

procurement in Pakistan? Discuss!  
2. Teaching MSP textbook development project in view write down some 

lines on "develop" model within country. 
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2- ORGANIZATION OF TEXT 
 

We have already discussed the brain function in reading the textbook. 
After knowing the brain implication how should instructions be designed  as a 
text in the teaching material is the 2nd basic question of text designing/ if this  be 
student centred or teacher's helper. 
 

The effective instruction has four elements, designated by the acronym 
CORE. Effective instruction connects to student knowledge, organizes new 
content for the student, provides opportunities for students to reflect strategically 
and gives students occasions to extend what they have learned to new contexts. 
Note that the first two elements are hallmarks of comprehensibility. Not 
surprisingly, students must understand before they can reflect or extend. The four 
elements in effective instruction are linked flexibly. The linkages, in short, hinge 
on the dynamics of the lesson. If the teacher sees wrinkled frowns, then it may be 
time to reconnect; a wide-ranging, discussion may call for organization. The 
linkages depend on the students' reactions rather than a fixed sequence.  
 

The theme-student-centred-guides both the elements and linkages, 
Student-centred instruction is inherently social. It presumes a community of 
learners, working together to construct their own understandings. Student-centred 
instruction also must as a zoom lens. Any lesson may entail several CORE'S, 
framing the overall activity in a series, or embedded within one another. A CORE 
can be as short as a two-minute group interaction or as long as a 30-minute 
"reading lesson" or a three-week class project. The theme, student-centred, 
renders the design infinitely capable of capitalising on the moment of building on 
the resources and responding to the. interests and needs of the particular students 
in a classroom. 
 

This design contrasts sharply with the teacher-directed instruction typical 
of today's elementary and middle-school classrooms. Current practice has been 
well-documented. The most prevalent design is the multi-step lesson plan. The 
teacher, guided by the textbook manual, opens by stating the objectives, presents 
information, leads a discussion and closes with practice and assessment. The 
student's task is to follow instructions, which generally means reading the text 
material, answering teacher questions that call for regurgitation of the passage and 
completing assignments and worksheets that are part of the textbook package. 
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Connect, Organize, Reflect, Extend (CORE) should be the pedagogical 

pillars of a textbook development process. 
 

Figure 3: A CORE model of student-centred instruction 

 

 
 
2.1- The Design of Student-Centred Instruction 

To replace teacher-centred with student-centred instruction, one must 
focus on the special strengths and needs of a classroom of students in the middle 
grades. We make several assumptions about students and schooling: 

 
(a)  any classroom of students knows a great deal relevant to virtually any topic; 
(b) this pre-existing knowledge can easily remain unspoken, unanalysed and  

unconnected ("mind sharing" is a tough and unnatural task); and 
(c)  instruction can resolve this paradox. The key to the riddle is to lead the class         

to activate "group knowledge", and to process, structure, and transform    
available data (both personal experience and the lesson content) into a 
construction or concept or understanding. 
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Designing student-centred instruction is not a trivial task. Even instruction 
that includes elements to connect, organise, reflect, and extend can lead to 
instruction that is actually sequential rather than flexible, and teacher-centred 
rather than student-centred. 
2.1.1-Connect 

Learning that is not connected to a person's experiences follows well- 
known patterns. First, it is more difficult and time-consuming. Second, it has 
limited transferability: individuals fall back on what they "really know". For 
instance, you know the theory that the sun moving across the sky is actually an 
illusion caused by the daily rotation of the earth. Yet when you gaze at the 
horizon toward a gorgeous sunset, like most people you see the sun set, because 
the theory is not connected to your perceptions. 
 

How can the teacher promote connections in the classroom? Our 
experience and a meagre research base, leads to two suggestions: 
(a) Questioning strategies that elicit and articulate students' thoughts; and 
(b) Genuine interest by the teacher in the substance of students' thoughts. 
 

The research suggests that more questions may be better than fewer but 
the real key seems to be the character and quality of the questions. Certain 
question types are more evocative than others; "yes-no" and "literal detail" 
requests generally lead nowhere, even when followed by "Why?" But asking the 
right question is easier said than done. For example, Suzanne Wilson, a teacher 
turned researcher, asked students, "What makes it hard to draw a good map?" 
Students responded with blank looks. She regrouped and asked, "What's the 
difference between a map and a picture?" They came to life. 
 

After the fact, you can probably generate several hypotheses about why 
the first question failed and the second one worked. "Picture" is more familiar 
than "map" and the contrast between the two jumpstarts students. The key may be 
that Wilson was genuinely interested in what students thought about the topic and 
was willing to experiment with different ways of posing the question. Cazden 
gives marvellous examples of real questions that engage elementary students in 
complex and familiar topics, allowing them to use what they know while 
approaching an unknown. 
 

2.1.2- Organize 
Classroom conversations have a purpose that goes beyond the particular to 

the general. Instruction that only makes connections will not help the student to 
acquire the expert's lens. We suggested earlier that the expert's lens has a structure 
to it; that the expert uses the lens to make sense out of the world's chaos. If 
students and teachers are to use such a lens, coherence must permeate each lesson. 
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We have already suggested two structural systems, which are also useful for 
organizing instruction: rhetorical patterns and domain design.  
 

Particularly useful for instruction are the graphics that we introduced in 
textbooks. Wilson's third-graders, while comparing maps and pictures, could fill 
in a matrix to organize their discussion and keep a permanent record of their 
thoughts. Sixth-graders wrestling with how plate tectonics explains earthquakes 
and volcanoes could complete two parallel falling domino sequences to organize 
the causal relationships in both sequences. Teachers can use domain design to 
choose one graphic over another. For example, a matrix could organize 
differences and similarities between earthquakes and volcanoes but its geologist. 
Parallel falling dominoes allow for the same comparisons (How does each causal 
sequence begin? How do the intervening events differ?-and so on) while 
capitalising on the structure in the domain, 
 
2.1.3-Reflect 

A conceptual advance springing from cognitive psychology has been the 
investigation of meta-cognition, the human capacity to think about thought. The 
idea has a long history under other names: for instance, Piaget's formal 
operational thought is a parallel concept. During the past three decades 
psychologists have examined developmental changes and individual profiles and 
have evaluated the impact of instructional programs designed to promote 
reflective thought.  
 

The bottom lines seem clear. Reflective thought fosters the transfer of 
learning from one situation to another. Moving to a meta-cognitive level is costly; 
it takes more time and effort. But the cost seems worth the long-term benefits. 
Virtually all students, including low achievers can learn to meta-recognize and 
their academic achievement improves as result. Finally, the reflective teacher is 
most effective in promoting high levels of students growth. 
 

What does reflection "look like?" How does it sound in the classroom? 
The key is the timing and placement of questions that lead students to back away 
from the task and talk about what has been done, the essential goals of the activity 
and the potential for application in other settings. The individual capacity to 
introspect builds on reflective social experiences. The development of the 
reflective impulse seldom arises because we naturally look inside our minds but 
through the process of explaining our thoughts to others. In a sense, a teacher 
cannot teach meta-cognition but can only promote it by modelling and by setting 
the stage for students to explain themselves to other youngsters. 
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2.1.4- Extend 
Momentary reflection at the close of a lesson easily becomes an 

ineffective add-on. For an incident to become a habit of mind, practice is 
essential. For practice to have an effect, the exercises must be genuine, connected 
to previous experience and purposeful-hence our suggestion that a textbook lesson 
not simple end but that it be extended to engage students in a larger activity, one 
in which they transfer the concepts and procedures to a new situation. Extension 
as we envision it involves both autonomy and cooperation where the teacher no 
longer instructs but acts instead as facilitator and assessor. 
 

Imagine a text-based science lesson that leads students through a well- 
controlled experiment with a present outcome. Assume that the students are 
connected, organised and reflective. They have surveyed the relation between 
plant leaves and soil conditions; they have found that the leaves of plants growing 
in loose, moist soil differ noticeably from plants growing in packed, dry soil. 
They have created a matrix of leaf and soil characteristics to highlight the 
contrast. They have reflected on the possible cause-effect relations. How might 
they now extend the lesson? One possibility is an experiment in which they 
transplant several species, make predictions and check it out. The aim is not only 
to confirm the ecological principles but to reinforce the exploratory strategy as a 
habit of mind. The experiment is the core of textbook lesson. 
 

2.2- CORE in the Classroom 
CORE is a dynamic design itself, created in response to the multiplicity of 

cultures and languages that are streaming into today's classrooms. In the CORE 
model, these variations become opportunities; creativity is joined with 
responsibility.  
 

2.2.1- Relating CORE to Text Design 
Our depiction of CORE may leave you wondering what implications 

student-centred instruction could have for textbook design. In many ways, CORE 
departs sharply from more traditional instruction where the teacher's primary task 
is to move students through the textbook. You might conclude that the most 
sensible approach would be to abandon textbooks altogether. We have already 
discussed and rejected this alternative. Instead, we propose a third test for a well-
designed textbook passage. To what degree does the material provide connections 
to the wide variety of students (and teachers) who comprise the audience? How 
well and clearly organized is the presentation? What opportunities does the text 
advance for reflection? To what extent does the material open the way to go 
beyond the information presented? 
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Equally important, how flexible is the text design? Does it lend itself 
readily to group work, for example? Could the material be considered from 
different angles depending on the instructional goals of the teacher and students? 

 

Connect, Organize, Reflect, Extend-not only must the well-designed 
passage be comprehensible and reflect and expert’s lens but it must also support 
student-centred instruction. 

 

2.3- Implications for Text Design 
We have described the themes, elements and linkages for each of these 

designs at some length. In this section we pull comprehensibility and instruction 
together, explain how they can affect the design of a single textbook passage, look 
again at "How Does Plate Tectonics Explain Earthquakes and Volcanoes", and 
present to rewrite of this passage to demonstrate our notions. 
 
2.3.1- Comprehensibility, Curriculum, Instruction and Passage Design 

 The relationships among comprehensibility, curriculum, instruction and 
passage designs are portrayed graphically in figure 4. According to the figure, the 
well-designed passage grows out of or is based on other designs. Another way to 
express the relationship is that comprehensibility, curricular and instructional 
themes coverage to guide the creation of well-designed textbook passage. These 
three themes determine the elements-the content of the words, sentences, 
paragraphs and sections in the passage-and how they are linked-both the 
rhetorical pattern and the functional devices. It is easy to say and to picture these 
notions in a graphic, probably challenging to understand theme and certainly 
difficult to bring them off. 
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Fig:4. The relationships among comprehensibility, curriculum, instruction 

and passage design 

2.4- Designing the Ideal Textbook 
An ideal textbook must sustain themes of comprehensibility, curriculum 

and pedagogy over hundreds of individual passages if it is to nurture the minds of 
children. The passages, chapters, units, divisions, and grade-level books of a 
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series must work together to trace an adequate curriculum path and support 
student-centred instruction, while exhibiting the three features of 
comprehensibility (familiarity, interest and structural coherence). Figure: 5 shows 
the relationships among curricular, instructional and comprehensibility designs on 
the one hand and textbook design on the other. 
 

Our goal is to show how top-level design can play a crucial role in 
supporting children as they acquire the lens of the expert. Alfred North Whitehead 
(and Dewey before him) admonished educators to teach a few things well, 
implying materials carefully organised around a handful of important ideas and 
abundant opportunities throughout the year for children to construct their own 
understanding by trying out the ideas in a community of learners. Textbooks that 
meet these criteria will not occur by happenstance. 
 

We are not alone in focusing on top-level design. As educators have 
turned away from behavioural objectives toward broad content understandings 
and strategies, curriculum frameworks have begun to focus on a larger picture. 
 

2.4.1- But First: A Few Words from the Audience 
 Before we launch forth on a discussion of “idea textbook design”, what do 
users have to say? These remarks are typical of what has come our way during the 
past several years: 
a)  Students: "Books ought to interesting and easy to read. They shouldn't be big 
and heavy. If they're any good, they ought to belong to me, so I can write in them, 
take them home and keep them", 
 

b) Teachers: "Textbooks should be interesting and understandable. They should 
allow me flexibility in handling different students and situations. But I also need 
guidance; as a sixth-grade teacher, I can't be an expert in everything". 
 

c) Principals: "Books need to be cheap, they need to last and they need to do the 
job. I'm not a curriculum expert and I rely on the books to ensure that teachers 
teach what they should teach and kids learn what they need to learn". 
 

d) Educational Managers: "Textbooks should be programmatic. My staff doesn't 
have time to study everything and so the objectives should clearly labelled. We 
ought to be able to see right away how they mesh with our curriculum 
frameworks. They should incorporate the latest research and guarantee high 
scores on state tests". 
Figure 5: The relationships among comprehensibility, curriculum, instruction and 
textbook design. 
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e) Publishers: "A textbook series has got to sell; if it's too far off the beaten track, 
no one will buy it. We try to produce the best materials we can, but we need to be 
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competitive. We want to be responsive to the needs of different states and districts 
but we can't develop different materials for every client". 
 

According to textbook users, books should be comprehensible, present a 
sound curriculum and support effective teaching the same list we described in the 
previous two chapters. But the design task in developing an entire book or series 
can be complicated. To adhere to sound comprehensibility, curricular and 
instructional themes across scores of passages, activities and ancillary features 
such as glossaries and indices can be an overwhelming task. Our analysis of 
current textbooks has led us to conclude that while a few books are well-designed 
at the top-most level, many more have a list-like quality to them. Most textbooks 
are revisions of previous editions, and incremental modifications quickly lose the 
original author's plan and voice in the process. Tradition is an important 
influence. Social studies books always begin with map skills; the publisher who 
disregards this practice may lose sales. State frameworks, whether intentionally or 
incidentally, for better or worse, dictate both content and organisation. 
Professional organisations now add their voice to the cacophony. The result can 
be a mishmash of content rather than a theme-driven design; countless fact lets 
rather than a small number of well-developed major ideas. 

 

2.5- Guidelines for Top-Level Textbook Design 
A design implies a designer, someone who fashions the elements and links 

them to convey a particular theme, in designing a textbook decisions must be 
made at several levels: whole-book, unit, chapter and section. Writing is a 
recursive enterprise and so content and organization must be chosen anew at each 
level according to a theme. For instance, a eight-grade history textbook might be 
organized sequentially according to major historical periods. Historians have 
found it useful to chunk artificially what otherwise is a long string of small 
events; exploration of the new world, the colonial period, founding the new 
nation, growth of the nation, internal conflict and so on. Each unit, covering one 
period could be organized descriptively because historians have also found it 
useful to study each period according to certain features: the culture of the times, 
ways of making a living, politics, historical events and so on. Each chapter, 
covering one of these topics, could have its own organization. For example, the 
chapters on culture might be organized descriptively and cover lifestyles, the arts, 
and religious practices, while the chapters on historical events could be organized 
sequentially. The decision to organize around major events leaves open the choice 
of structure within each unit, chapter or section, although we suspect that both 
teachers and students would have an easier time if the choices were consistent 
throughout the book 
 

The same design principles hold for each of the levels in a book. As with 
an individual passage, the basic, elements or "chunks" must be clearly 
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distinguished, along with the linkages that relate them and the theme that gives 
meaning to the enterprise as a whole. In an entire textbook, two of the major 
elements are the unit and chapter; in a unit, the elements are the chapters and 
sections; and so on. These elements are linked by the same rhetorical patterns 
texts, the theme casts the "expert's" lens on the entire collection while upholding 
standards of comprehensibihty and student-centred instruction. 
 

A textbook contains many elements besides prose: an abundance of 
colourful photographs; graphic and tables displaying maps and population data; 
skill activities for students to practice concepts such a longitude and latitude; 
sidebars on incidental topics; reviews and tests; and end matter such as glossaries 
and atlases. In the ideal textbook, these elements would not be ancillary to the 
substance, but would adhere to the same themes. Graphics, for example, would 
reflect the structure and content of the prose. A history book the units of which 
are organized sequentially according to major events would be introduced by a 
sequential graphic with the same events as the text. A unit with a descriptive 
design would be introduced with a descriptive graphic that matches the major 
chapter subtopics. (These suggestions may seem obvious. But we have seen many 
examples where there is little relationships between the elements and linkages in 
the prose and those in the graphics). Sidebars would highlight the major ideas in 
the prose, rather than trivial but interesting, details that could "seduce" the 
attention of a young reader away from the author's important ideas. Student 
activities in the ideal textbook would give youngsters practice reflecting on what 
they have read and extending their new understandings. Following through with 
the history example, students could create a series of large "sequential matrices" 
on butter paper, one matrix for each historical period, marching across the wall 
sequentially. They could use these matrices to keep track of the culture, ways of 
making a living, politics, and major historical events for each period. As they 
create the matrices over the course of a year, they could reflect on how the 
historical periods are alike and different. They also could discuss the effects of 
culture, ways of making a living and politics on the major historical events and 
vice versa for each period.  

 

2.6- The Concepts of Design 
For a passage to be comprehensible, for an argument to persuade, for an 

explanation to lead to understanding, each must be constructed in a principled 
fashion. Designs exist at different levels and styles. A passage is inherently linear. 
What is to go first? Least? In the middle? A passage is necessarily limited. What 
is essential and what is decorative? Art is important but these and related 
questions suggest the importance of playfulness of design, in creating the 
passages that are the basic building blocks of a textbook. 
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Coherent design starts with a small set of distinctive elements and uses 
linkages to mould the elements into a thematic whole. The -elements in today's 
texts are too often lists of specific topics (earthquakes, volcanoes, plate tectonics, 
dinosaurs, stages in the life cycle, magnets, the solar system) and skills (learning 
vocabulary definitions, finding main ideas). Textbooks keep expanding because 
nothing is discarded and the result is understandably chaotic and confusing. The 
linkages are topical; chunks of content elaborated with examples, facts and 
activities. The theme is a form of cultural literacy, education as coverage of the 
minutiae of our heritage. This ever-increasing list of Topics often leads to what 
Harriet Tyson-Bernstein has called the "mentioning" effect. The present approach 
is what cognitive psychologists label "bottom up". A mass of information is 
presented for the reader to integrate into a coherent whole; a reasonable task for 
the expert but an overwhelming challenge for the novice student-or teacher.  

 

The obvious alternative is a "top-down" approach. The development of an  
overarching "big picture" and a commitment to "keep it simple", in short, a 
design. Nobel laureate Herbert Simon describes design as the difference between 
happenstance and artifice, between chaos and planfulness. 
 

How does one create a design? The previous examples combine art and 
technology and may seem beyond the reach of the publisher struggling to prepare 
a few pages of text that say something significant about earthquakes and 
volcanoes.. And so we will fall back on a couple of metaphors-bicycles and 
turkeys to illustrate the concept of a coherent design, and to indicate how things 
can go awry. The elements of a bicycle include handlebars, saddles and wheels 
(Figure.6). linking these elements are welds, bolts and chains. The theme, in this 
instance the function is to propel a person efficiently from one place to another to 
another. The bicycle in the top panel of Figure 6 is well designed; elements and 
linkages support the theme coherently with no extra parts or cluttered 
connections. The middle panel shows what happens with the right elements but 
strange linkages. The bottom panel has reasonable linkages but the elements are 
peculiar. 
 

The concept of theme is the most subtle facet of a design and we will look at it 
from several perspectives. We begin by discussing what we do not mean. The 
term "theme" has lately become quite popular among educators. Teachers are 
encouraged (or directed) to "do" thematic projects; publishers are expected to 
support these endeavours. The results can be rather silly, as when a second-grade 
class spends a week on "green": Dr Seuss' Green Eggs and Ham as literature, 
fractions by cutting up green pickles and so on. Nothing wrong with some of the 
pieces but the theme is inconsequential and the lessons fail to mesh. 
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Figure 6: Bicycle designs that illustrate relationships between design 

elements, linkages 
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For our purposes, theme has a broader, deeper meaning. A theme reflects 
the substance of the problem and is purposeful. A bicycle has a transportation 
theme, as does a boat, car or plane, A theme can also have more than one facet. 
The theme for a bicycle can also be recreational or competitive; in a good design, 
a theme guides the choice of elements and how they are linked into a meaningful 
whole. 
 

Elements, linkages and themes, this design concept will guide our 
discussion in the remainder of the book. We will proceed from top to bottom, 
looking at how the elements in a passage, the sentences, paragraphs and 
sections can be linked according to a purposeful theme: comprehensibility. We 
summarize the research on comprehensibility, which has identified the sub- 
themes of familiarity, interest and coherent organisation. It also introduces 
rhetorical patterns and functional devices, two types of linkages that authors use 
to connect the elements in a comprehensible text. 
 

In today's objectives-based curriculum, individual passages are convenient 
repositories for conveying factoids. In tomorrow's curriculum, individual passages 
will carry some information-but of equal or greater importance-they will impel 
students to think and reflect, to understand and to feel, to go beyond the 
information given. We consider the design of an entire textbook, we look again at 
comprehensibility, curriculum and instruction from a slightly different 
perspective. 

 
Figure: 7. The elements, linkages, and themes in comprehensibility, curriculum, and instruction 

designs. . 
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2.6.1- Designing a Comprehensible Text 
We have all enjoyed friendly pieces of writing and growled at passages 

that made no sense despite repeated efforts. What makes the difference? What 
makes one text easy to read and another one an absolute horror? 
 

Early answers to this question relied on simplistic readability formulas; 
commonplace words and short sentences make for a readable text, while 
uncommon words and longer sentences lead to greater difficulty. At one level, it 
is clear why these formulas predict reading time and performance on multiple- 
choice tests. Short words and sentences are easy to read and remember. In 
contrast, the writer who calls upon a more extensive lexicon and embeds these 
entries in complicated syntactical constructions challenges both comprehension 
and retrieval/ these two preceding sentences illustrate the point; the first is sixth- 
grade material, while the second is more appropriate to doctoral students. 

 
Comprehensibility is the pre-eminent hallmark of well-designed written 

material for young readers. The sixth-grader who cannot understand a three- 
paragraph discussion of electric motors will fail to learn from the text. 
Fortunately, during the past two decades educational researchers have 
concentrated on identifying text features that enhance the comprehension of 
young readers. Researchers gave texts that differed according to particular feather 
(e.g., familiarity of content) to school-age children with various levels of reading 
skills. After reading they completed comprehension tests, writing down 
everything that they could remember, creating a summary, answering multiple- 
choice comprehension questions or choosing sentences consistent with the text, 
Three general features consistently affected their answers: familiarity, personal 
interest and text structure. 
 
2.6.2- Familiarity: Connecting with Student Knowledge 

The relationship between a reader's background knowledge and his or her 
success in comprehending a text is 'yell established, A student who already knows 
a lot about a topic performs better on comprehension tests than one with less prior 
knowledge. Select a text in an area about which you know little. No matter how 
competent you may be in your own field, you will struggle to remember bits and 
pieces of what you read. Background knowledge varies with the reader, of course. 
For a passage to connect with everyone, it must include words, examples and 
analogies that touch base with a wide range of everyday experiences. 
 

A leader in reading research, Richard Anderson, along with his colleagues, 
has clearly demonstrated the relationship between familiarity of both vocabulary 
and text topic and school-age children's comprehension. In a seminal study, sixth- 
graders read a passage with either familiar vocabulary or a more difficult 
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synonym substituted for every fourth word. Students who read the familiar 
version recalled and summarised it more accurately than those who read the less 
familiar text. Another group of sixth-graders was even more strongly affected by 
their familiarity with a text's topic. They read a text about either a visit to a 
supermarket or the game of horseshoes, both familiar topics, and another text 
about either a visit to a Niugini Sing-Sing (an intervillage musical ceremony) or 
an American Indian game called huta, both unfamiliar topics. After reading each 
passage, students wrote down whatever they could remember. They also read a 
list of sentences that were both consistent and inconsistent with the passage's 
topic and marked sentences that they thought fitted with the passage. The students 
performed far more accurately on both tasks for familiar than for unfamiliar 
topics. 
 

Vocabulary familiarity is an attribute of individual words. Topic 
familiarity is a characteristic of entire texts. Unfamiliar topics can cause 
readers more problems than unfamiliar vocabulary. Readers can use dictionaries 
and context to decipher word meanings. They have no readily available tools or 
strategies to understand an entire topic that is unfamiliar. 
 

You have probably wrested with unfamiliarity of both vocabulary and 
topics in your own reading. Government documents often pose a challenge for 
this reason. Connecting is the key to familiarity. No matter how abstruse the topic 
of a passage, most of us know something that can help us to understand it, if only 
we can make the link. On the other hand, a writer can confuse the reader, even 
when the passage is about a commonplace matter. Psychologists have tested 
comprehension with texts designed to obscure the familiar: 
 

"The procedure is actually quite simple. First you arrange 
the pieces into different groups. Of course, one pile may be 
sufficient, depending on how much there is to do and how different 
the pieces are. If you have to go somewhere else due to lack of 
facilities, that is the next step. Otherwise, you are set. Do not, 
however, overload the unit." 

 
Test results showed that college students could not understand these 

materials not because the words or sentences were unknown but because they 
could not relate the text to anything they knew. When told that the passage was 
about laundry, readers gasped and giggled. 
 

Familiarity is more of a problem in passages about science and social 
studies than in basal reader stories. Millennia of human experience in variety of 
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cultures have generated a repository of life-like stories. As long as publishers tap 
into these stories from many cultures to match the cultural mix in many 
classrooms, they can hardly go wrong. In contrast, the topics in science and social 
studies are genuinely new to most students. You may be familiar with concepts 
such as democracy and molecules and sixth-graders may have heard the words. 
But genuine comprehension of these abstractions requires fundamental shifts in 
perspective. "My vote doesn't count" versus "E pluribus unum" is a giant step for 
most individuals even in US.  

 
In science and social studies, publishers confront a real challenge; they 

have to connect abstract topics such as plate tectonics with the varied range of 
backgrounds throughout the United States. Students in California neighbourhoods 
have first-hand experience with earthquakes and youngsters in the Hawaiian 
islands live atop active volcanoes; children in Lowa or Florida know more about 
tornadoes or hurricanes. 
 
From the student's perspective, familiarity means more than "being there", 
however. Television ensures some degree of familiarity with virtually everything 
in the entire world-indeed, almost anything that can imagined! Moreover, first- 
hand experience does not guarantee understanding, California children walk 
across earthquake fault lines without appreciating the experience and Hawaiian 
youngsters play with volcanic rocks unaware that molten lava seethes beneath 
their feet. 
 

From the writer's perspective, familiarity depends on sensitivity to the 
audience-a "familiar" challenge.  
 

Activity No.2 
 
Take a textbook of any social or physical science discipline of any class and mark  
the works unfamiliar to that class (not included previous class). 
 

 
 

2.7- Self-Learning Exercise No. 2 
1.  Write down Matures features of the textbook design. 
2.  What is familiarity? Discuss. 
3.  Explain the acronym CORE in textbook designing 
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3- DESIGNING THEORIES 
 

There are different theories to design a text book namely, instructional 
theory, component theory, elaboration theory. We can discuss them in a pattern as 
follow: 
 

I. The Importance of Instructional Theory in Writing and Evaluating 
Textbooks. 
Instructional theory indicates how to improve the instructional quality of 
textbooks, which will be of special benefit to disadvantaged students, since 
they are hurt most by poor quality textbooks. 

II. Advances in Instructional Design: Component Display Theory and 
Elaboration Theory.  
Component display theory and elaboration theory are intended to integrate 
existing knowledge about instructional design into optimal models of 
instruction. They prescribe different models for different conditions (goals, 
content, learners, etc.). each theory is analyzed in terms of the basic 
propositions on which the theories are based. 

III. A Procedure for Designing and Developing Textbooks using Elaboration 
Theory. 
The seven-step design and development procedure is intended for use in a 
team approach to textbook writing. It describes the content analysis, 
methods selection and development phases of instructional development 
models. The use of this procedure results in the determination of what ideas 
to each, how to sequence those ideas and how to present each idea. 

IV. A Procedure for Evaluating Textbooks using Elaboration Theory. 
Evaluation (and revision) of existing textbooks is a very important activity 
for improving the instructional quality of textbooks. A procedure is outlined 
for performing an "intrinsic" evaluation of an existing textbook on the 
basis of the elaboration theory and its subset: component display theory. 

V. A Procedure for Revising Textbooks using Elaboration Theory. 
Revision of existing textbooks (after evaluating them and finding problems 
with them) is another important activity for improving the instructional 
quality of textbooks. The revision procedure determines ways to correct 
each instructional problem identified as a result of the evaluation procedure. 

VI. Conclusion 
More work is needed to integrate the proven principles of instructional 
design into theory. A major conscious effort in building better models now 
will enhance our ability to realise the potential of instructional design theory 
to improve the quality of textbooks. 
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3.1- The Importance of Instructional Theory in Writing and 
Evaluating Textbooks 

Part of the importance of instructional theory for textbook writing and 
evaluation lies in the importance *of textbooks. Current practice testifies that 
teachers tend to adopt-or even become "slaves" to the content and organization of 
the textbooks they use. Also, Phase Two of the Beginning Teacher Evaluation 
Study found that the great majority of a student's productive learning time was 
spent in interacting with materials (usually textbooks), while only about five 
percent of their productive learning time was spent in interacting with the teacher. 
Hence, anything that improves textbooks is likely to have a major impact on 
learning. And this is where instructional theory comes in.  
 

Instructional theory is a body of knowledge about instruction. Unlike 
curriculum theory, which focuses more on what to teach, instructional theory 
focuses on how to teach. Its major purpose is to improve the quality of instruction. 
It can do so by making it more effective that is, by increasing the amount of 
learning and reducing the amount of forgetting. And it can do so by making 
instruction more efficient-that is, by decreasing the amount of time and effort 
required to learn the same amount of knowledge. And it can do so by making 
instruction more appealing, that is, by making learning more enjoyable and 
increasing the learner's desire to learner. Of course, improving the quality of 
instruction in one of these three dimensions often has a positive effect on the other  
two also. 
 

As a discipline, instructional theory is very young and far from being able 
to achieve its potential for improving the quality of textbooks, teacher behaviours 
and other forms of instruction. But tremendous progress has been made during the 
past ten years. Ways of presenting knowledge are being identified, analyzed and 
improved. And the kinds of situations in which each of those ways is better than 
all other known ways are being identified. Research and field testing have been 
major parts of both of these kinds of activities, so that instructional "theory" is 
now comprised of a substantial body of validated knowledge about instruction. 
And unlike learning theory-which is usually difficult to apply to the improvement 
of instruction-instructional theory is easily and directly applied by practitioners. 
 

3.2- Advances in Instructional Design: Component Display 
Theory and Elaboration Theory 

During its infancy, the field of instructional design was focused on very 
general and vague method variables, such as discovery vs. expository, lecture vs. 
discussion and inductive vs. deductive methods. But it was soon discovered that 
there was more variation within each of these types of methods than between 
them.  
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This led instructional theorists and researchers to devote most of their 
efforts to analyzing methods of instructional into more elementary components 
and studying the effects of each such "strategy component" under fairly controlled 
conditions. This emphasis produced a substantial amount of knowledge about 
instruction in the form of better strategies and principles for making instruction 
more effective, efficient and appealing. However, this knowledge has been either 
too piecemeal or too vague to be optimally useful to textbook writers and other 
instructional designers. Even though this emphasis on investigating very precise, 
elementary, strategy components has been an important phase in the development 
of the field, the resulting knowledge does not help designers and textbook writers 
to combine strategy components into optimal configurations for the design of 
their instruction. 
 

Consequently, emphasis within the field of instructional design is 
beginning to turn to the integration of these highly reliable and validated 
principles into complete, prescriptive models for the design of instruction. The 
following is a brief summary of some recent work that has been done along these 
lines. 
 

There are at least two major types of design considerations in writing 
textbooks: 
 

1. micro considerations, which apply to teaching a single idea (such as 
the use of examples and practice); and 

2. macro considerations, which apply to the teaching of many related 
ideas (such as sequencing and systematic review). 
 

About eight years, M. David Merrill and his associates began to integrate 
much of the existing knowledge about micro design considerations (for single 
ideas) into five major models of instruction. Those models, along with 
prescriptions for their optimal use, are referred to as Component Display Theory. 
About six years ago, C.M. Reigeluth and M.D. Merrill began to integrate much of 
the existing knowledge about macro design considerations (for many related 
ideas) into three models of instruction. Those models, along with prescriptions for 
their optimal use, are referred to as the Elaboration Theory. These two sets of 
models (which were designed to fit together) are primarily concerned with the 
effectiveness and efficiency of instruction within the cognitive domain. In 
addition, the Elaboration Theory devotes a moderate amount of attention to 
motivational considerations for instruction in the cognitive domain. These two 
sets of instructional models are briefly described below. 
 

3.2.1- Component Display Theory 
Men-ill's Component Display Theory is based on the assumption that a 

given presentation can be segmented into a series of discrete displays, most of 
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which are called "presentation forms". Component Display Theory is based on the 
following eight propositions: 
 

1. Primary Presentation Forms. A segment of instruction should include all 
three of the primary presentation forms: generality, example and practice. A 
segment is defined as that instruction designed to teach a single generality or co-
ordinate set of such generalities. 

2. Primary Presentation Form Sequence. The primary presentation forms for a 
given segment of instruction should be sequenced in some variation of generality-
example-practice. Acceptable variations include the use of a reference example 
simultaneous with or previous to the presentation of the generality. 

3. Primary Presentation Form Isolation. The primary presentation forms for a 
given segment of instruction should be identified and isolated in such a way that a 
student can easily locate, skip or review any given form.  

4. Learner Control. The student should be encouraged to alter his or her primary 
presentation form sequence by returning at will to previously presented forms 
after having studied subsequent displays. The student might return to the 
generality after studying an example or practice display, skip to a practice display 
before studying the generality, etc. 

5. Generality Representation. The generality should be restated, represented in 
other than verbal form, and/or elaborated via a mnemonic or an algorithm.  

6. Mathemagenic Information. Example displays should be elaborated via 
mathemagenic information prompting (such as underlining, bold print, colour, 
exploded diagrams or other kinds of attention-focusing devices) and more than 
one form of representation (e.g., a verbal description and a visual representation). 
Practice displays should include mathemagenic information on feedback, in 
addition to correct answer or right/wrong knowledge of results. 

7. Attribute Matching. Example displays should include matched non- 
examples (i.e., non-examples that are as similar as possible to and are presented 
simultaneously with, the examples that are provided). Practice displays should be 
randomly sequenced an unmatched to non-examples. 

8. Instance Sampling. Instances in both example and practice displays should be 
divergent, range in difficulty, be presented in an easy-to-difficult sequence, and/or 
include a variety of representation forms.  

 

3.2.2- Elaboration Theory 
Elaboration Theory was developed to integrate knowledge about 

instruction on the macro level (aspects of instruction that relate to more than one 
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idea). This includes such considerations as the selection of the content to be 
taught, the sequencing of that content, the delineation of important relationships 
among the content ideas and the systematic review of the ideas. 
 

Elaboration Theory argues that: 

1. structural relationships in content should be explicitly taught and 
tested, resulting in more meaningful, stable learning, and 

2. the instructional sequence should be organized around these 
relationships, following an "elaboration approach". Elaboration Theory 
prescribes one of three models based on the goals of the instruction. Each 
model is made up of the same seven major strategy components.: 

1. a special type of general-to-detailed sequence for the main structure of 
the course, 

2. a learning-prerequisite sequence within individual lessons of the course, 

3. a summarizer at the end of each lesson, 

4. a synthesizer at the end of each lesson, 

5. analogies where appropriate, 

6. cognitive strategy activators where appropriate, and 

7. a learner control format. 

 

Although these seven strategy components are present in all three models, 
some of their characteristics vary from one model to another. Each model 
provides a "blueprint" or description of what the instruction should be like for any 
piece of instruction. 
 

The most fundamental aspect of Elaboration Theory is its prescription of 
an elaborative sequence for instruction. The instruction should start with the most 
general or simple ideas that are to be taught and should gradually elaborate on 
those fundamental ideas by adding layers of detail or complexity, one layer at a 
time. However, it is important to note that the simple or general ideas do not 
summarise the course content-rather, they epitomise the course content; that is, 
they are but a few ideas which are taught at the application level rather than many 
ideas that are lightly touched on at the remember level. 
 

3.3- A Procedure for Designing and Developing Textbooks using 
Elaboration Theory 

The procedure to design and develop effective, efficient and appealing 
instructional materials according to Elaboration Theory (including its subset, 
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Component Display Theory) varies in important ways, depending on which of the 
three organizations is chosen; conceptual, procedural or theoretical. Nevertheless, 
all three procedures can still be characterised by seven general steps. More 
detailed variations are described elsewhere (as referenced below). 
 

Using the seven-step procedure which is presented in this section will  
result in the determination of: 
 

1. What ideas should be taught in order to achieve the course goals,  

2. How those ideas should be sequenced, synthesized and systematically 
reviewed, and 

3. What micro strategy components should be used to optimise learning for 
each idea? 

 
The third aspect reflects the Component Display Theory knowledge base 

that has been incorporated into Elaboration Theory's design and development 
procedure. 

This seven-step procedure is intended for use in a-team approach to 
textbook writing. The major members of the team are: 

1. A teacher who has several years of experience in teaching the subject 
matter of the textbook and 

2. An instructional designer who is experienced in using the seven-step 
procedure. Additionally, the team might include 

3. A practising expert in the subject matter to be taught, 

4. An art/graphics expert, 

5. A subject matter assistant, and 

6. An editor. 

Naturally, these people will not all work the same amount of time on the 
project. Designer time seldom runs much more than a quarter of teacher (or SME) 
time; and the subject matter assistant (who is less expensive than the experienced 
teacher) can cost-effectively work up to two or three times as long as the 
experienced teacher during the writing of the textbook. Hence, a typical project 
might hire a full-time designer, a full-time experienced teacher, two or three 
subject matter assistants (development phase only), a half-time practicing expert 
in the subject matter (design phase only), and part-time art/graphics and editing 
persons (early production phase only). 
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Design and Development Procedure 
(7 steps) 

1.  Select and sequence the organizing content ideas. 
1.1  Select the kinds of organizing content ideas. 
1.2  List all of the important organising content ideas. 
1.3  Arrange the organizing content ideas into an elaborative sequence and 

group into chapters. 
1.4  Allocate organizing content of chapters. 

 

2.  Select the supporting content for each chapter and sequence all content 
within each chapter. 
2.1  List all of the important supporting content ideas for each chapter. 
2.2  Sequence both the organizing and supporting content within each 

chapter. 
 

3.  Select strategies for relating new knowledge to prior student knowledge.  
3.1  Decide what within chapter synthesizers to include and where. 
3.2  Decide what cumulative synthesizers to include and where. 
3.3  Decide what student experiences can be used as instances. 
3.4  Decide what analogies to include and where. 
3.5  Decide what motivational components to include and where. 

 

4.  Select the review strategies. 
4.1  Decide which content ideas should be included in within chapter 

reviews. 
4.2  Decide where to put cumulative reviews and what to put in them. 

 

5.  Select micro strategies for each idea. 
5.1  Select the appropriate micro model for each idea or fact. 
5.2  Decide on the appropriate level of richness for that model. 
5.3  Write the test items and the primary and secondary strategy components 

for each idea. 
 

6.  Write the remaining strategy components. 
6.1  Write the integrative test items. 
6.2  Write the synthesisers. 
6.3  Write the reviews. 
6.4  Write the analogies. 
6.5  Write any remaining motivational components. 

 

7.  Decide how to format all of the instruction. 
7.1  Separate and label all ideas and strategy components. 
7.2  Format other aspects of the instruction. 
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Motivational, clear and easy-to-produce layout is always essential for easy, 
meaningful learning and good retention. No matter how instructionally useful 
each idea is and no matter how well-organised those instructional ideas are, they 
might not serve their function if they are not presented to the learner in the best 
possible format. 
 

Activity No. 3 
 
1.  Define your own 7 or 8 step procedure for designing text and show to your 

tutor. 

 

3.4- Using Instructional System and Taxonomy 
 Instructional theories end up to an instructional design or system based on 
any learning taxonomy. The main goal of an Instructional Design model or 
process is to construct a learning environment in order to provide the learners 
with the conditions that support the desired learning processes. It shows a design 
concept map. Such as: 
 

 
 
 Bloom’s revised taxonomy can be used in textbook designing in its form 
of function (verbs) Lorin Anderson, a former student of Bloom, revisited the 
cognitive domain in the learning taxonomy in the mid-nineties and made some 
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changes, with perhaps the two most prominent ones being, 1) changing the names 
in the six categories from noun to verb forms, and 2) slightly rearranging them.  

This new taxonomy reflects a more active form of thinking and is perhaps 
more accurate:  

 

 
 
 Application of bloom’s verbs can be reflected in activity charts as follows: 

Level 1:  Knowledge Level 

Useful 
Verbs 

Sample Question Stems Potential activities and products 

tell 
list 

describe 
relate 
locate 
write 
find 
state 
name 

What happened after...? 
How many...? 
Who was it that...? 
Can you name the...? 
Describe what happened 
at...? 
Who spoke to...? 
Can you tell why...? 
Find the meaning of...? 
What is...? 
Which is true or false...? 

Make a list of the main events.. 
Make a timeline of events. 
Make a facts chart. 
Write a list of any pieces of 
information you can remember.  
List all the .... in the story. 
Make a chart showing... 
Make an acrostic. 
Recite a poem. 
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Level 2:  Comprehension Level 

Useful Verbs Sample Question Stems Potential activities and products 

explain 
interpret 
outline 
discuss 

distinguish 
predict 
restate 

translate 
compare 
describe 

Can you write in your own 
words...? 
Can you write a brief 
outline...? 
What do you think could of 
happened next...? 
Who do you think...? 
What was the main idea...? 
Who was the key 
character...? 
Can you distinguish 
between...? 
What differences exist 
between...? 
Can you provide an 
example of what you 
mean...? 
Can you provide a 
definition for...? 

Cut out or draw pictures to show 
a particular event. 
Illustrate what you think the main 
idea was. 
Make a cartoon strip showing the 
sequence of events. 
Write and perform a play based 
on the story. 
Retell the story in your words. 
Paint a picture of some aspect 
you like. 
Write a summary report of an 
event. 
Prepare a flow chart to illustrate 
the sequence of events. 
Make a colouring book. 

 
Level 3:  Application Level 

Useful Verbs Sample Question Stems Potential activities and products 

solve 
show 
use 

illustrate 
construct 
complete 
examine 
classify 

Do you know another instance 
where...? 
Could this have happened in...? 
Can you group by 
characteristics such as...? 
What factors would you change 
if...? 
Can you apply the method used 
to some experience of your 
own...? 
What questions would you ask 
of...? 
From the information given, 
can you develop a set of 
instructions about...? 

Construct a model to 
demonstrate how it will work. 
Make a diorama to illustrate an 
important event. 
Make a scrapbook about the 
areas of study. 
Make a paper-mache map to 
include relevant information 
about an event. 
Take a collection of 
photographs to demonstrate a 
particular point. 
Make up a puzzle game suing 
the ideas from the study area. 
Make a clay model of an item in 
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Would this information be 
useful if you had a ...? 

the material. 
Design a market strategy for 
your product using a known 
strategy as a model. 
Dress a doll in national costume. 
Paint a mural using the same 
materials. 
Write a textbook about... for 
others. 

Level 4:  Analysis Level 

Useful Verbs Sample Question Stems Potential activities and 
products 

analyse 
distinguish 
examine 
compare 
contrast 

investigate 
categorise 
identify 
explain 
separate 
advertise 

Which events could have 
happened...? 
I ... happened, what might the 
ending have been? 
How was this similar to...? 
What was the underlying theme 
of...? 
What do you see as other possible 
outcomes? 
Why did ... changes occur? 
Can you compare your ... with that 
presented in...? 
Can you explain what must have 
happened when...? 
How is ... similar to ...? 
What are some of the problems 
of...? 
Can you distinguish between...? 
What were some of the motives 
behind...? 
What was the turning point in the 
game? 
What was the problem with...? 

Design a questionnaire to 
gather information. 
Write a commercial to sell a 
new product. 
Conduct an investigation to 
produce information to support 
a view. 
Make a flow chart to show the 
critical stages. 
Construct a graph to illustrate 
selected information. 
Make a jigsaw puzzle. 
Make a family tree showing 
relationships. 
Put on a play about the study 
area. 
Write a biography of the study 
person. 
Prepare a report about the area 
of study. 
Arrange a party. Make all the 
arrangements and record the 
steps needed. 
Review a work of art in terms 
of form, colour and texture. 



 293

Level 5:  Synthesis Level 

Useful Verbs Sample Question Stems Potential activities and products 

create 
invent 
compose 
predict 
plan 
construct 
design 
imagine 
propose 
devise 
formulate 

Can you design a ... to ...? 
Why not compose a song 
about...? 
Can you see a possible solution 
to...? 
If you had access to all 
resources how would you deal 
with...? 
Why don't you devise your own 
way to deal with...? 
What would happen if...? 
How many ways can you...? 
Can you create new and 
unusual uses for...? 
Can you write a new recipe for 
a tasty dish? 
can you develop a proposal 
which would... 

Invent a machine to do a specific 
task. 
Design a building to house your 
study. 
Create a new product. Give it a 
name and plan a marketing 
campaign. 
Write about your feelings in 
relation to... 
Write a TV show, play, puppet 
show, role play, song or 
pantomime about...? 
Design a record, book, or magazine 
cover for...? 
Make up a new language code and 
write material suing it. 
Sell an idea. 
Devise a way to... 
Compose a rhythm or put new 
words to a known melody. 

Level 6:  Evaluation Level 

Useful Verbs Sample Question Stems Potential activities and products 

judge 
select 
choose 
decide 
justify 
debate 
verify 
argue 

recommend 
assess 
discuss 

rate 
prioritise 
determine 

Is there a better solution to... 
Judge the value of... 
Can you defend your position 
about...? 
Do you think ... is a good or a bad 
thing? 
How would you have handled...? 
What changes to ... would you 
recommend? 
Do you believe? 
Are you a ... person? 
How would you feel if...? 
How effective are...? 
What do you think about...? 

Prepare a list of criteria to judge 
a ... show. Indicate priority and 
ratings. 
Conduct a debate about an issue 
of special interest. 
Make a booklet about 5 rules 
you see as important. Convince 
others. 
Form a panel to discuss views, 
eg "Learning at School." 
Write a letter to ... advising on 
changes needed at... 
Write a half yearly report. 
Prepare a case to present your 
view about... 
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3.5- Self-Learning Exercise No.3 
 
1.  Write down the 7 step design and development of text procedure. 
2. What is the elaboration theory? How will you differentiate from other 

theories? 
2. How can we use learning or instructional taxonomy in textbook designing? 
 
 

4- IMPORTANT POINTS 
 

1. Textbook development is an overall procedure and designing is a part of 
it. 

2. The MSP development process determined the textbook norms to be 
followed. 

3. There are four models for textbook development i.e. adopt, adapt, develop 
(within) develop (with assistance). 

4. There are four elements of effective instruction to be used in textbook 
designing CORE (Connect, Organize, Reflect, Extend). 

5. Familiarity is the key term to connecting with the prior student knowledge.  
6. There are instructional, component display, elaboration theories of text. 
7. There are micro and micro design consideration. 
8. Component display theory has eight proposition: presentation, sequence, 

isolation, control, representation, information, matching and sampling-
aspects.  

9. Design and development procedure has 7steps: select content, support 
strategies, review strategies, micro strategies, remaining strategies and 
decide how to format.  
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5- ANSWERS 
 

All the answers of the self-learning exercises embedded in the text of the 
unit. 
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7- Websites (http://www.) 
 

1. textbookleague.org 
2. calorg/resources 
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4. nwlink.com 
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INTRODUCTION 

 
This unit is basically an art designing elaboration unit to be set with a text 

of instructional books. Affecting textbooks through pictures, diagrams and charts 
is its basic theme. Though some principles of illustration are given, a separate 
portion (3) is provided to know generalize guidelines to illustrate textbook. 
Activities and self-learning exercises have been provided in each section to 
reinforce learning. Being a technical unit, a list for further readings and websites 
is given at the end. Volume is so enhanced due to the addition of examples 
illustrations etc. 

 
 

OBJECTIVES 
 

After studying this unit, you will be able to:  
1. know the principles of illustrations (pictures, diagrams and 

charts) to be used for a textbook layout. 
2. understand the needs of visual aids to be used in a textbook 

lesson. 
3. become a good layout master to design a page of any lesson of a 

textbook. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



 300

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



 301

 

CONTENTS 
 

   Introduction        299 
   Objectives         299 
 

1. Affecting Textbooks through Pictures     303 
1.1.  Expanding the Role of Pictures      303 
1.2.  Directing Attention       304 
1.3.  Captions         306 
1.4.  Pictorial Format        308 
1.5.  Pictorial Complexity       312 
1.6.  Dynamic Quality       314 
1.7.  Size         315 
1.8.  Picture Placement       315 
1.9.  Conclusion        316 
1.10. Activity and Self-Learning Exercise No. l    317 
 

2. Design for Diagrams and Charts      318 
2.1. The Designs of Diagrams and Charts     320 
2.2.  Individual Differences       331 
2.3.  Conclusion        334 
2.4.  A User-Oriented Approach      334 
2.5.  Conclusions        344 
2.6.  Activity and Self-Learning Exercise No.2    347 
 

3. General Guidelines for Textbook Layout and Design   348 
3.1.  Content         348 
3.2.  Illustrations        348 
3.3.  Corrections in the Text       350 
3.4.  The Final Manuscript       350 
3.5.  Activity and Self-Learning Exercise No.3    351 
 
4. Important Points       352 
 
5. Answers         352 
 
6. Bibliography        353 
 
7. Websites        354 



 302

 
 
 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



 303

ictures, Illustrations and page designing or layout are the basic themes to be 
discussed in the process of textbook designing. Designing is the art concept in 

this connotation of book designing. 

 

1-AFFECTING TEXTBOOKS 
THROUGH PICTURES 

 

A brief glance through most of today's instructional textbooks shows that 
they are replete with pictures and visual illustrations. Photographs of people, 
objects, and events, detailed drawings, labeled diagrams, simple line drawings, 
graphs, and charts can all be found in modem illustrated textbooks. In spite of the 
pervasiveness of pictures in instructional textbooks, an uneasy feeling remains 
about the reasons for their inclusion. However gratifying it would be to think that 
pictures are selected on the basis of their instructional value, supported by 
empirical evidence; pictures are probably most often selected for more mundane 
reasons such as their attractiveness, cost, and availability. In fairness to text 
publishers and designers, it must be pointed out that although considerable 
research has been conducted on various aspects of pictures, research on the effect 
of learning from instructional textbooks has been limited. Yet, bits and pieces of 
relevant information from various sources can be used to offer some advice that 
will enable pictures to be included in textbooks on the basis of their instructional 
qualities rather than on their decorative qualities. 
 

Before discussing some of the ways in which text can be affected by 
pictures, it is necessary to indicate that in the context of this unit "instructional 
textbook" will not refer to all books used for instruction, nor will "picture" refer to 
all visuals found in books. As used here, the term "instructional textbook" will 
refer after the literacy level is achieved only to those books which possess 
specific, identifiable characteristics. Most importantly, the book must be primarily 
designed and utilized for the purpose of direct instruction in a specific academic 
discipline or subject, to an audience with identified characteristics. Not included 
under this definition are those instructional books, such as basal readers, which 
are generally free from subject-specific objectives or used for 3'rs only. Similarly, 
the suggestions offered in this unit will not refer to all visual forms. While some 
of the suggestions offered may be appropriate to such illustrative devices as 
flowcharts and-graphs, treated elsewhere, they are primarily related to the more 
iconic forms of representation such as photographs, drawings, and paintings. 

 

1.1- Expanding the Role of the Picture 
Probably the most important, yet overlooked, step in using the full 

potential of pictures to improve learning from text is determining the various 

P
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functions or purposes a picture can serve. Decisions related to type of picture, 
manner of representation, complexity of information, size, and location, to name a 
few, are all secondary to, and dependent on, the instructional functions the picture 
is to fulfill. With a little imagination, pictures can emerge from their traditional 
decorative role to a varied, dynamic, instructional element that can make a 
substantial contribution to the effectiveness of an instructional text. 

 
Not only can pictures repeat the information presented in the verbal 

portion of the text, but they also can provide additional information, particularly 
that which can be verbalized only with great difficulty. Since pictures are often 
remembered better than words, they can help ensure the retention of information. 
Similarly, pictures can be used as a  basts for forming mental images which can 
also be used for information acquisition and retention. Pictures can serve other 
instructional functions; they can stimulate recall of previous knowledge and 
abilities to better prepare students for the information to be presented in the text. 
They can also provide an introduction to the new materials as well as a review 
of the material after it has been read. 

 
Probably more exciting is the suggestion of recent research that pictures 

can affect the internal cognitive processes of the learner. While the precise 
relationship between picture elements and cognitive processes has not been 
clearly delineated, the implications are clear. Through careful analysis, it may be 
possible to' design pictures that will not only help the student gain content 
competence, but also develop a specific cognitive skill or strategy. For example, 
not only can graphic techniques be used to help isolate pictorial elements so that 
the viewer can better acquire the information, but also to better develop the skills 
related to isolating relevant information. 

 
Once the desired function of a picture has been determined, it is possible 

to begin an. examination of other pictorial variables which may affect learning 
from instructional textbooks. 

 

1.2- Directing Attention 
For textbook pictures to be most effective, they must be used in the 

manner intended by the text designer. Unfortunately, achieving this state of affairs 
is often difficult and elusive. One reason for this is the fact that skills related to 
picture utilization and interpretation vary considerably between learners. The 
dilemma is compounded when it is realized that picture utilization skills are 
developmental; thus, assumptions made about one group of learners may not be 
valid or accurate for another group. This problem can be very acute. Textbook are 
usually designed for use by a variety of age groups and instructional levels. Even 
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when all members of the textbook intended audience are at the same 
developmental level, their varied backgrounds and idiosyncracies reduce the 
likelihood of the picture being used appropriately by many. The potential 
difficulties are many; some students may not examine the picture at all, while 
others may look at it but not understand what they are looking at. Still others may 
not examine the picture at the optimal moment in teaching sequence, thereby 
increasing the difficulty of relating the picture to the written passage. In such a 
situation, the picture could become distracting, consequently reducing its 
instructional value. Thus, for a picture to be used most effectively, it is necessary 
to control both what the learner is looking at and when it is to be examined. 
 

Some of the difficulties associated with directing attention to the picture at 
the proper moment can either be eliminated or reduced through the placement of 
the picture on the page. A picture can be placed either before a particular 
passage or after it; thus increasing the possibility that the picture would be 
examined at the intended moment. While often useful, this and other techniques 
based on graphic. design and composition cannot always work. It is difficult, for 
example, to place a picture in the middle of a paragraph; there may be a lack of 
space for a picture on the specific page or column; the overall attractiveness of the 
page, probably the prime determinant in picture placement decisions, may suffer. 
Though not as elegant as directing attention by graphic design and layout 
techniques, probably the most effective and efficient way to ensure that a student 
examines a picture at the proper moment is to direct the student to do so by 
referring to the picture in the written narrative. This reference can be made as 
an aside to the written narrative by placing references. 

 
Similarly, the reference to the picture can be integrated with the main 

narrative by using such phrases as "Figure 1 shows" or "As seen in Figure 1." The 
exact manner of the reference has been rarely studied, and it is doubtful whether 
any significant findings would come from such a study. Rather, the point to be 
made is that a major, and often overlooked, factor in influencing the instructional 
effectiveness of pictures in instructional textbooks lies in the ability to direct 
student attention to the picture at the time most appropriate for learning. An 
examination of current instructional textbooks reveals somewhat systematic, 
discipline-based biases toward making direct reference to a picture in the 
narrative; science texts, for example, seem to make reference to specific pictures 
more often than social science texts. Even within a specific discipline, practices 
vary considerably between publishers. Some science texts, for example, directly 
refer to 30 or 40 percent of the pictures, while others refer to less than ten percent. 
These figures raise serious questions as to whether or not publishers use pictures 
primarily for their ability to make a book more attractive or for their ability to 
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increase the instructional effectiveness of the book. It would seem that if pictures 
are to serve a more substantial role than mere decoration, then more of an effort 
should be made to have the written narrative refer directly to the appropriate 
picture. 

 
The primary instructional function of directing attention to a picture at a 

particular moment is to place the picture in an appropriate context, thus 
reducing the number of possible interpretations. Viewing a picture of a third 
world family working together, while reading about extended families, will 
certainly result in a different set of interpretations than viewing the same picture 
during a section concerned with the economics of developing nations. In spite of 
its obvious instructional value, directing attention to a particular picture is a 
necessary, but not sufficient, condition for the proper integration and utilization of 
pictorial information; its success is dependent on the extent that viewers possess 
similar processing strategies as well as share common experiences with the 
content being represented. Since individuals typically vary greatly in regard to 
these conditions, all that can be expected is for the picture to be examined at the 
same moment of instruction, but with interpretations differing between learners. 

 
 
 
 
 
 
 
 

 
 
 
 
 
 
 
 
 

Figure 1: Appropriate captions help reduce student's ambiguity. 
 

1.3-Captions 
It is well established that picture interpretation is closely tied to individual 

experiences and expectations; even students with similar backgrounds and 
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abilities do not always interpret a picture in the same manner. One possible 
explanation for this is that while looking at the same picture, each student may 
focus on a different aspect or component of that picture. When viewing the 
Victorian mansion in Figure may focus on the interesting roofline, while another 
may focus on the windows or entryway. Similarly, even when examining the 
same component of a picture, individuals will vary on the values attached to that 
component. The mansion may be viewed by some as an instance of the "good old 
days," while others may view it as a symbol of the power and wealth of a 
privileged few. 
 

Even though we are somewhat familiar with the content of the above 
example, it demonstrates the difficulties involved with maximizing the 
effectiveness of pictures used for instructional purposes in textbooks. The 
magnitude of this problem is increased when the picture represents something that 
is relatively unfamiliar, for without the parameters placed by personal experience, 
the number of possible picture related conclusions expands considerably. 

 
Therefore, in addition to placing the picture in an appropriate context and 

directing the student to examine it at the proper instructional moment, an effort 
must be made to provide the learner with more precise and detailed 
information, that will help answer many of the questions raised: What is this a 
picture of? On what aspects of it should I focus my attention? How will I use it? 
How is this picture related to what I have been reading? Several of the graphic 
techniques previously mentioned (e.g.,arrows, color, shading, size) can help 
answer some of these questions. In particular, these traditional techniques are 
most useful in informing the learner of what is to be examined. However, graphic 
techniques offer less information regarding the purpose of the picture or how the 
learner should interact with it. One of the most efficient ways to answer many of 
the questions raised upon viewing a picture is to simply and directly inform the 
learner of picture content and purpose. Rather than placing this information in the 
body of the text, it is probably more desirable to place it in a separate caption, 
adjacent to the picture. This will allow for smoother and easier reading and 
comprehension of both the text and the picture. Numerous captioning 
techniques are available. Often, the caption includes only a title for the picture; 
other times it is desirable for the caption to provide an explanation or ask a 
question of the learner. Additionally, various combinations of the major element 
of a caption-title, explanation, question---have also been used. 

 
Although little is known about the comparative effectiveness of the 

various forms of captions, several observations can be made. An examination of 
textbooks reveals that within a given book, there is little variability in the forms of 
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captioning used. This would suggest that most publishers make their captioning 
decisions on the basis of non instructional factors. While a certain degree of 
similarity is needed for continuity and unity, too much similarity can become 
uninteresting and boring. When all captions are almost identical, it is likely that 
students will soon stop looking at many of them, thereby reducing the potential 
effectiveness of the picture. 

While first appearing to be of minor utility, the importance of captions 
cannot be overlooked captions are to be one of the most critical variables in the 
proper understanding of pictures. So important is the role of captions that they can 
often compensate for lack of context. The instructional value can only grow when 
they are placed in I textbooks where the information, content, and context are 
somewhat unfamiliar and the backgrounds of - the intended audience diverse. 
 

1.4- Pictorial Format 
The selection of the appropriate pictorial format is an important 

consideration when choosing pictures to be included in the texts. Among the 
numerous pictorial formats available, those most commonly found in textbooks 
are: color and black-and-white photographs; detailed, realistic, colored drawings; 
highly stylized drawings; labeled diagrams; simple line drawings; and cartoons. 
While the relative benefits of different formats have been examined by 
researchers, the often contradictory results make it quite difficult to provide very 
many explicit recommendations. Perhaps the most that can be said regarding the 
comparative effectiveness of photographs, detailed drawings, and other pictorial 
formats is that no single format is best for all occasions. What does seem 
apparent, though, is that the effectiveness of a particular pictorial format is 
dependent upon its relationship with assorted contextual components of the 
instructional system, including, but not limited to, types of learners, objectives, 
and instructional strategies. Although limited by lack of diversity of content and 
pictures, Dwyer's series of studies offers valuable. suggestions into the import of 
contextual factors. Most specifically, Dwyer indicates that realistic photographs 
were most effective when the learner was able to control viewing time, while line 
drawings were most effective when viewing time was externally controlled as in 
television and slide/tape presentations. This is in contrast to the traditional audio-
visual belief that realistic visual formats, such as photographs and detailed 
drawings, are generally more effective than less realistic formats. 

 
Research on student picture preference offers some information that may 

be useful in the selection of appropriate visual formats. At the outset, it must be 
pointed out that while adding insight into this problem, the relationship between 
student and instructional outcomes is rather tenuous; as indicated previously, 
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preference for a particular visual format does not necessarily result in increased 
learning. Yet, in the absence of more substantial data, information based on 
student preference has a meaningful role to play in affecting learning from 
instructional texts. All other things being equal, we should provide formats which 
are preferred by the viewer, thus making the text more attractive, and hopefully 
more motivating. 

Fig:2  Some examples of illustrations 
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Some kinds of picture format, depicted by dots, can be viewed given in 
Fig:2 for example high style and low style drawings, cartoons and read pictures, 
graphs and layouts etc. 

 
Picture preference pattern is remarkably stable for students of all ages. 

Generally, students seem to prefer photographs and realistic detailed drawings to 
the less realistic formats, such as line drawings. In one of the more comprehensive 
student picture preference studies examined the picture preferences of students in 
several different grades, from kindergarten through high school, and concluded 
that both children and young adults seem to have greatest preference for 
photographs and second greatest preference for realistic drawings. Similarly, 
Dwyer reported that college students also have a preference for more realistic 
formats. 

 
While using student preference information as a guide, care must be taken 

that the format is appropriate for the sophistication of the learner and the level of 
information required to achieve the instructional outcome: jet propulsion could 
probably be explained better to fifth grade students by including line drawings 
rather than color photographs of a jet engine. Additionally, it is necessary to 
remember that learning is often increased when students are presented with 
relatively novel instructional situations. This would seem to call for the use of 
several different visual formats within a book, for student interest will soon be 
reduced if one mode of pictorial representation dominates. 

 

1.5- Pictorial Complexity 
In addition to decisions related to the selection of appropriate visual 

formats, the effect of pictures on learning from instructional textbooks can be 
increased by considering the complexity of the content represented. As 
demonstrated in Figure 2, and 3 one of the major factors in determining the 
complexity of a picture is the number of elements in the picture; as the number of 
elements increases, so does the complexity. A picture of a world leader 
surrounded by advisors has more elements and is somewhat more complex than a 
picture of him or her alone. The use of several variations of standard design 
elements also leads to greater pictorial complexity. Variations in the types of 
lines, shapes, textures, spatial arrangements, and color can all increase the amount 
of detail represented, thus adding to pictorial complexity. 

 
The importance of providing pictures with the appropriate level of 

complexity is underscored by research which suggests that children find complex 
pictures more interesting and will spend more time examining them than 
relatively simple, less complex pictures. However, caution must be used, for there 
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seems to be a point where too much complexity results in decreased interest and 
examination time. Similarly, it appears that both too much and too little interior 
detail can reduce the effectiveness of a picture placed in an instructional textbook. 

 
Figure 3: Adding pictorial elements increases complexity. 

 

Determining the most appropriate level of pictorial complexity is a 
difficult task, for complexity is ever-changing and is dependent upon the 
developmental stage of the learners as well as their previous experiences with the 
subject matter. What seems terribly complex today may appear rather simple 
tomorrow. Yet, it seems that some complexity can often be safely added to 
pictures without reducing their effectiveness. For example, many middle/junior 
high science texts are replete with pictures of animals or objects taken out of 
context. Both the polar bear and the praying mantis are shown against similar 
neutral-colored backgrounds. By carefully adding some background information 
and detail, such as placing the animals in their natural habitat, the pictures could 
be made more interesting, and probably more effective. Of course, care must be 
taken to make certain that the background information does not distract from the 
main subject of the picture. 

 

The above discussion has referred to complexity in terms of the physical 
elements in a picture. However, this construct can also refer to the relative 



 314

complexity of the theme represented by the picture. The major lesson to be 
learned from considering the complexity of a theme is that young children seem 
to have considerable difficulty in properly interpreting and integrating pictures 
which represent themes that need to be examined from several perspectives in 
order to be understood. That is, the theme will only be understood if the learner is 
capable of understanding it. 

 

1.6- Dynamic Quality 
Pictorial complexity is not the only factor related to pictorial content 

which must be considered in order to maximize the effectiveness of pictures in 
learning from instructional text. One such factor or be considered is the dynamic 
quality of the picture. Figure 4 shows that the major elements of a picture can be 
represented as being static and somewhat lifeless, or as being in motion, involved 
with some activity. Although some academic content negates the need for this 
pictorial quality, the importance of using pictures of a dynamic nature is 
underscored by the apparent tendency of students to look longer and respond 
more readily to pictures which show dynamic action. Thus, pictures of events 
would usually be more effective in instructional texts than would static pictures or 
portraits. In science texts, for example, a picture of an animal catching its food or 
climbing a tree should usually be used rather than a picture of the animal standing 
around, not doing much of anything. Similarly, social studies texts are encouraged 
to include more pictures of events and activities and fewer portraits. However, 
when analysis indicates that instructional objectives can best be met by showing a 
picture of a specific individual or group, it would be desirable to show the 
individual(s) in a dynamic setting: show Quad-i-Azam coming out of a session 
rather than a posing portrait. 

 
Figure 4: Dynamic images are more interesting than static images 



 315

1.7- Size 
After many decisions and considerations related to the elements of the 

pictures to be included in instructional texts, it is still necessary to determine the 
size of the picture: should the picture be large? small? full page? half page? The 
importance of picture size grows when it is recognized how closely related arc 
picture size and publication costs-as pictures increase in size, so does cost. 
Unfortunately, little has been established about the instructional effectiveness of 
various picture sizes, for most of the research related used projected images rather 
than printed images integrated into instructional texts. It does appear, however, 
that appropriate size is dependent on how much inspection time is available; 
as the amount of time available increases, picture size can be reduced. When 
reducing the size of the picture, care must be taken to ensure that the relevant 
pictorial features can readily be discriminated and identified by the target 
audience, while maintaining the overall attractiveness and interest of the picture.  

 
The relative size of the objects being represented may be more pertinent to 

the design of instructional texts than the actual size of the picture. More details of 
a mental image of an object are remembered when the object is imagined next to a 
small object. This would seem to suggest if the purpose of a picture is to assist the 
learner in remembering and recognizing the pictured object and its features, this 
purpose can be more effectively achieved by juxtaposing the object of interest 
with a small object, as well as informing the learner, through captions, of the 
learning task. Thus, it may be possible that details of the frog in Figure:5 would 
be better remembered when the frog is placed adjacent to the spider than when 
placed next to the squirrel. 

 

1.8- Picture Placement 
One of the most important, 'Yet least studied, issues related to the use of 

pictures to improve instructional textbooks is the placement of the picture relative 
to the written-text. For the most part, decisions regarding picture location have 
been based on aesthetic rather than instructional characteristics. The little that 
is known about the instructional implications of picture placement muse usually 
be extrapolated from studies that are basically unconcerned with the picture-text 
relationship. 

 
Pictures can serve a useful function whether placed before or after a 

reading passage. When placed before, they can serve as an introduction or 
overview, preparing the reader for the content to follow. Similarly, when placed 
before a passage, a picture can serve as a bridge between the learner's previous 
experiences and the new content. Much as questions placed after a reading 
passage seem to be somewhat more effective than those placed before the 
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passage, there is a limited degree of evidence which suggests that pictures placed 
after a passage may cause the reader to covertly review the written text, resulting 
in increased retention when compared to pictures placed before the passage. One 
should not infer from this discussion that pictures should always be placed after a 
reading passage, for this review function can be served by several instructional 
techniques, including, but nor limited to, the use of questions, formal summaries, 
and outlines. What needs or be remembered is that students are quick to recognize 
patterns, and as placement patterns remain unchanged, boredom and lack of 
interest will increase. In addition to basing placement decisions on aesthetic 
considerations, it is also possible to utilize information gained from an analysis of 
the functions to be served by the picture. 

 
Figure 5: The relative size of the frog may affect our ability to remember and recognize it. 

 

1.9- Conclusion 
Although their instructional value has often been assumed, pictures have 

the potential to make significant contributions to the textbooks. In addition to 
their traditional decorative role, pictures can excite the learner, explain difficult 
concepts, and expand the written narrative. Furthermore, there are indications that 
in addition to aiding in the acquisition of information, pictures can affect 
intellectual skills and processes. In spite of the fact that this unit focused on some 
of the ways that the potency of the textbooks can be increased through the use of 
pictures, a clear conception of which pictorial elements, either alone or in 
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combination, affect learning from the textbooks is missing. For the most part, 
information concerning these elements must be pieced together from disparate 
studies which are only tangentially concerned with the picture text relationship. 
 

Yet, some suggestions for increasing the instructional effectiveness of 
pictures placed in instructional textbooks can be offered: 
 1.  Pictures should be referred to in the written narrative. 
 2.  Captions can help students understand the relevance of the pictures. 
 3.  Photographs and realistic detailed drawings are usually preferred to 

simpler formats such as line drawings. However, preference is not 
always related to student achievement. 

 4.   Within limits, students will spend more time examining complex   
   images. 
 5.   Pictures containing dynamic images are generally more interesting than 

those which contain static images. 
 6.   Placement of pictures should be based on the function the picture is to 

serve. 

 
The need is clear: the increasingly visual nature of modem life, new 

economic realities, and increasing frustration with modem educational practices 
all demand more effective instructional materials. The question is whether or not 
instructional materials designers, supported by an expanded research base will 
increasingly consider pictures for their instructional, rather than their 
decorative, capabilities.  

 
 

Activity No.1 
 

Take any textbook of any class level published by any textbook board. 
Count the illustrations added in it and find the volume percentage and compare it 
with any foreign textbook. 

 

1.10- Self-Learning Exercise No.l 
 1.  Do you think that the pictures affect textbooks? Discuss. 
 2.  Write a note on pictorial complexity and its usage. 
 3.  What is the dynamic quality, size and placement of picture to be inserted 

in a text? 
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2- DESIGN FOR DIAGRAMS AND CHARTS 
 
Our studies have led us to believe that pictures, illustrations, diagrams can 

be an extremely powerful medium provided if they are properly designed and 
used. It is the purpose of this unit to explain the research findings in applied terms 
so educators and technologists can develop diagrams and charts of high quality 
for textual applications. First, we will describe some of their important 
characteristics based on the analyses. We will then present specific suggestions, 
derived from the research, as to how designers might improve the effectiveness of 
the diagrams and charts they create. To do this, we will describe ways of 
developing diagrams in isolation, in relationship to accompanying text material, 
and in terms of how they affect students with different mental abilities. 

 
The words "diagrams" and "charts" are used without distinguishing 

between the two forms. It is generally understood that charts are the more formal 
of the two media, usually consisting of single words or short phrases placed in the 
rows and columns of a rectangular matrix, accompanied by category headings. 
Diagrams, on the .other hand, usually have more of the properties of pictures 
(e.g., schematic drawings). However, the most psychologically important 
characteristic of diagrams and charts is one that is common to both. Both 
diagrams and charts differ from texts in that the logical or syntactical relationships 
that exist among the concepts they describe are represented spatially on the page 
rather than in sentence form. For example, Figure6 is a simple diagram describing 
predator-prey relationships in a typical food chain. 

 
If we look at the right-hand end of the central block, we find "Mice," 

"Snakes," and "Hawks" arranged one above the other, with arrows between them. 
"Hawks eat snakes, and snakes eat mice" is the equivalent textual message. In a 
text, the chain that relates these three concepts, hawks, snakes, and mice, is 
created by the verb "eats." But this word does not occur in the diagram. In the 
context of food chains, it is clear from the fact that the word "Mice" is above the 
word "Snakes," which is in turn above the word "Hawks," and from the direction 
of the arrows, who is eaten by whom. 

 
This diagram also communicates analogous, and more general, 

relationships than merely examples of predation. Such relationships among 
concepts are known as "principles." For instance, biology teachers are concerned 
that students comprehend the principles "herbivores (mice) are consumed by first 
level carnivores (snakes) which are then consumed by second-level carnivores 
(hawks)" and "all three animals consume energy-rich material in this order." 
Clearly, such principles are more easily learned when relationships among 
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concepts are presented in ways requiring the least mental effort on the part of the 
student. Indeed, proper use of diagrams can reduce the complexity of many 
relationships by allowing students to inspect related pieces of information at a 
glance. So, while moving down the page describes a sequence of processes that 
occur in the food chain, moving across the page describes a scheme whereby the 
animals that play roles in the food chain can be classified. 
 

 
 

Figure 6: A simple block-word diagram 
 

To understand fully the spatial expression of syntactic or logical 
relationships in diagrams and charts, it is useful to apply the metaphor of 
"semantic distance." This term has rather special connotations for psychologists. 
However, in everyday usage, we refer to one concept being "closer to" a second 
concept than to a third, "more distant" concept. For example, we might think of 
cats being "closer to" dogs than to aardvarks, by virtue of the fact that cats and 
dogs are domestic pets, while aardvarks are not. It is obvious that the property of 
being "closer" is conceptual rather than spatial in this case. However, diagrams 
and charts express this metaphorical proximity in literal spatial terms. In the food 
chain diagram, "Hawks" is conceptually and literally further from "Mice" than 
from the concept "Snakes." It is this spatial rendering in layout of the "distance" 
metaphor that makes diagrams and charts powerful agents of communication. 
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From all of this, we can conclude that diagrams and charts possess 

characteristics of both text and pictures. Like text, diagrams explain and 
describe by means of written words. However, they reduce syntactical complexity 
through the use of language forms that are considerably abbreviated, usually to 
single words or short phrases. Like pictures, they convey meaning through the 
exploitation of two-dimensional space. But they do so to create easy-to-read 
abstract expressions of syntactic and logical relationships among concepts, not 
"realistic" representations of the physical world. 

 
In addition to studying the spatial properties of the two forms, our work 

has been directed to other characteristics of diagrams and charts. We have found 
that including small drawings within diagrams can facilitate students 
understanding of commonly taught concepts and principles. We have also studied 
how the way in which the sequence of concepts is presented affects learning. 
Also, we have considered the fact that diagrams and charts usually occur in 
prose passages. There is a whole host of relationships between them and adjacent 
text. These complex relationships dearly affect students' understanding of the 
information presented, according to our research. 

 
Finally, we have learned that diagrams are not the best way for all 

students to learn. The correct interpretation of diagrams requires various mental 
skills that designers should not take for granted. 

 
Design principles will be stated at appropriate places throughout the 

following discussion to stress how our research-based conclusions directly apply 
to the design of diagrams and charts. 

 

2.1- The Design of Diagrams and Charts 
 
2.1.1- Spatial Layout 

Since a major characteristic of diagrams and charts is that they express 
logical relationships among concepts spatially, the first thing the designer must be 
conscious of is the accuracy with which the diagram or chart captures these 
relationships. This presents few problems in fairly simple cases like the food 
chain diagram, where processes ran neatly down the page, and a classification 
scheme across it. However, in the case of a flow diagram, like the one in Figure6 
things get a little less easy to deal with. Again, the verbal portion is reduced to 
one or two words primed in various locations on the page. In this case, though, the 
greater complexity of the information to learn precludes any straightforward 
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vertical and horizontal organization of concepts. The other complexity may be 
seen in Fig.7. 

 
First, notice that the processes are cyclical, centering around the plant. 

This conceptual organization is expressed in the diagram placing the word "Plant" 
at the center of the page. Its importance is heightened by the larger type face, and 
by surrounding it with a box. The four cycles are placed, quite literally, around 
this central concept. The effect of this is to draw attention immediately to the 
most important concept, and then to lead the eye to the other concepts that are 
related to it. 

 
Second, the concept labels have the same sequential relationships as the 

processes the diagram describes. For example, the portion of the diagram that 
describes fossil fuels being created and burned to produce carbon dioxide leads 
directly into the next process in the cycle, the absorption of carbon dioxide by 
plants through photosynthesis. Thus, the sequence in the diagram follows the 
steps in the real process. In terms of semantic distance, the label "Carbon 
Dioxide" is located further from the words "Fossil Fuels" than it is from "Car." 
Similarly, the name of the process "Evaporation" is further from the word "Plant" 
than the word "Transpiration." Our research has suggested that the superior 
learning observed' when such diagrams are used is attributable in part to this 
spatial differentiation of concepts 

 
Figure 7: A fairly complex flow diagram 
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Principle 1 
 
Make sure that the distances among concept labels in the layout on 
the page correspond to the "semantic distance "between concepts 
in the content you are teaching. Also, be careful that layout 
accurately reflects any sequential relationships among.               

 
Illustrative Example of Fig: 7 

 
A third feature of this particular diagram is that arrowed lines are used to 

indicate the direction of the cycles described in the display. These cycles are 
descriptions of specific principles. Thus, the burning of fossil fuels (concept) 
causes (relationship) the creation of carbon dioxide (concept) which enables 
(relationship) photosynthesis (concept) to take place. In prose, the verbs "causes" 
and "enables" are used to describe these cause-and-effect relationships. In the' 
diagram, the syntactic conventions are effectively replaced by arrowed lines. 
Other graphic devices, such as separation, shading, color, grouping, and ordering 
can also be used to clarify relationships like these. 
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A final feature of layout is the use of boxes to help students distinguish 
concepts that belong together from those that do not. For example, the words 
"Car" and "Factory" appear together in the same rectangle. The effect of placing 
them so is to isolate them perceptually, and thus conceptually, from the other 
concepts. The result is that the words inside the box are thought of as belonging 
together, and distant from the other concepts. This has two results. First, the 
"semantic distance" effect created by spatial layout is enhanced. Second, placing 
concepts in the same box tends to emphasize their common characteristics while 
putting them in different boxes stresses differences. 

 

Principle 2 
 

Use arrows and lines to indicate direction and sequence of 
concepts within processes. Use boxes and other graphic devices to 
enhance the "distance" effect, and to assist students to generalize 
and discriminate concepts. 
 

 

2.1.2-Pictorial Elements 
You may, have noticed that in Figure7 there is a parallel between the 

location of concepts on the page and where they might occur naturally in the real 
world. For example, "Lime-stone" and "Fossil Fuels" are located in the lower 
portion (beneath ground level, as it were), while the gaseous components of the 
Carbon Dioxide cycle are where you would expect the sky to be. This concept is 
better illustrated in the diagram shown in Example of Figure7. Here we have a 
different version of the same diagram, incorporating several characteristics of 
pictures. 

 
This may be a chart like Fig.8. Notice that there is indeed a 

correspondence between the position of a concept on the page and where you 
would expect to find it in the real world. The water cycle takes place largely 
above ground level; the nitrogen cycle both above and below ground. This fairly 
realistic placement of concepts within the diagram increases the ability of students 
to learn the information, according to our research findings. 

 

Principle 3 
 

Whenever possible, arrange the layout so that concept labels are 
found in positions corresponding to where they would occur in the 
real world. 
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Figure 8: A typical picture-word diagram 

 

 
 

Example of Fig: 8 
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The other very obvious feature of this diagram is that concepts are 
described by means of small pictures as well as in words and phrases. The 
technique of illustrating concepts in a diagram with pictures has been shown 
particularly to help students of low verbal ability. The matter of how student 
abilities relate to learning from diagrams and charts will be discussed in more 
detail below. However, it is worth mentioning at this point that if diagrams are 
designed in such a way as to supplement mental skills in which students are weak, 
then learning will be improved for those students. 

 

Principle 4 
 
Include small pictures in diagrams to teach concept identification, 
especially with students of low verbal ability 

 

 

 

Figure 9: Left-to right, top-to-bottom sequencing 
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Example of Fig. 9 
 

2.1.3- Sequence 
The sequence of events in cycles or processes often constitutes an 

important part of the information that diagrams aim to teach. For examle, the food 
chain diagram like Fig.8 and example of Fig.8 illustrates sequential predator-prey 
relationships, and the biogeochcmical diagram shows events by which fossil fuels 
bum, and carbon dioxide is used in photosynthesis. However, in some of our 
studies, the use of diagrams to teach sequences was studied more specifically. 
Figure9 shows one such diagram. This is more explained in its example with 
arrows and small pictures. 

 
Here in Fig.9 the objective was to teach the evolutionary sequence of 

dinosaurs. They are shown evolving from left to right, which is stressed by the 
fact that they also appear to be walking from left to right across the page. The 
evolutionary sequence is reinforced even further by the use of arrows, and by the 
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time scale at the top of the page. In contrast, we showed some of the students in 
our study the diagram shown in Figure 10 

 
 

Figure 10: Reverse-order sequencing 
 

The order, and the direction the animals are facing, have been reversed, 
and the diagram has been turned around top-to-bottom as well. Our goal was to 
determine the importance of displaying pictorial information left-to-right and top-
to-bottom. The students were tested for a variety of things, including the 
evolutionary sequence. Those who saw the first diagram were far more successful 
in learning this than those who saw the diagram where the sequence had been 
reversed. In fact, learning the sequence from the reversed diagram proved to be so 
difficult that the students performed no better on the test than students in a control 
group, who had been given no diagrams and no information about evolutionary 
sequence at all. We concluded that the reversed diagram group had learned 
virtually nothing about the sequence. 
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We drew two conclusions from our results that have a direct bearing on 
the design of diagrams. The first was that essentially all students "read" diagrams 
from left to right and from top to bottom, just as they read prose, and that this 
habit is so strongly ingrained that they try to learn sequences presented in the 
opposite direction backwards, even if to do so goes against all logic. Our second 
conclusion was that the usual techniques for showing direction, such as arrows, 
are not sufficiently strong to override the conventional way of reading 
information. 

 

Principle 5 
 
Be sure to arrange any sequences of concepts so that they run left-
to-right and top-to-bottom on the page. 

 
A second objective was to have the students learn to classify the dinosaurs 

into superordinate classes. Looking at Figure9 it is clear that each animal can 
belong to at least two categories. Triceratops can be classified as a homed 
dinosaur, and as bird-hipped. On tests of classification ability, we found, once 
again, that students who had seen the reversed diagram scored poorly. We saw 
this as an evidence that students reading the reversed diagram from left to right 
would encounter the names of the dinosaurs before they read the names of the 
categories to which they belonged. In the case" of the "normal" diagram, the 
opposite would be true- Students would read the names of the superordinate 
categories first. Students seeing the normal order diagram would therefore first 
establish a classification scheme, and then be able to classify the animals quite 
easily. Students seeing the reversed diagram would not have established such a 
classification scheme before learning about the animals, and would have greater 
difficulty assigning them to categories. 

 
This conclusion was confirmed indirectly using the chart shown in Figure 

I 0. This chart was used to teach students to identify insects at different stages of 
metamorphosis. 

 
The row and column headings were the names of superordinate categories 

to which the various insects belong. In addition, two headings in capital letters 
embraced two columns each. This chart proved superior to pictures and narration 
in teaching the type of metamorphosis each insect goes through. Apparently, the 
headings in capital letters allowed the students to establish a simple two-category 
classification scheme before they read the other headings and looked at the insects 
in the chart. (Incidentally, this finding was confined to high-verbal students more 
on this later.) This provided further evidence of the need for arranging names of 
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superordinate categories, in this case column headings, so that they were read first 
by students. 

Principle 6 
Arrange the layout of diagrams and charts so that the names of 
superordinate categories of concepts are read first, from left-to--
right across the page or top-to-bottom. This is especially important 
when teaching classification. 

 

2.1.4- Diagrams in Text 
Diagrams rarely occur alone. Most often they are found in books adjacent 

to text materials, which they serve to elaborate. As a consequence, there is often a 
certain amount of redundancy between diagrams and charts and the adjacent text. 
It is perhaps because of this redundancy that students sometimes prefer not to 
look at diagrams at all. We have found that diagrams are better than text and 
diagrams text at teaching biogeochemical cycles, such as those shown in Figure7 
and Figure 8). The finding that the addition of a text to a diagram reduced its 
effectiveness as an aid to learning was interpreted as suggesting that students believed 
they could get all the information they needed from texts, and therefore did not 
bother to look at the diagrams. This idea is by no means original. It has been 
discussed that students used the least possible amount of effort, and thus the most 
familiar medium, to learn. Designers can obviously encourage students to look at 
diagrams and charts by making them eye-catching as shown in examples of these 
figures. But we have tended to study other ways in which students' attention can 
be directed to particular parts of diagrams and charts. 
 

 
Figure 11: Chart with two-level column beadings 
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 The technique for directing students' attention that we have given most attention 
to has been adjunct, or study, questions. Students are asked questions about the 
material they are studying while working through it. These questions tell the 
students what is important information in the diagram. As a result, they tend to 
pay more attention to it, and learn it better. This has been demonstrated 
particularly well in a study by Holliday, using the diagram shown in Figure 11 
Study questions improved students' performance on a comprehension test. It was 
also found that if only some of the information was covered by the study 
questions, the students performed worse than those who saw the diagram and 
were questioned on all of the information, and worse than those who simply saw a 
diagram without study questions. This suggests to designers that while study 
questions can focus students' attention on important information in a diagram, 
unless the questions are carefully constructed to cover all of the material to be 
learned, they can misdirect attention away from important details. 

 
 

VITAMIN CHART 
 SOURCE EFFECTS 
Vitami
n Letter 

One Name One Food Can help 
produce 
healthy 

Lacking or too 
little can 
produce 

unhealthy 

A carotene red peppers lungs night blindness 
B1 thiamine organ mea t muscle appetite loss 
B2 riboflavin almonds eyes premature aging 
B3 niacin rice bran tissues swelled tongue 
B4 pantothen yeast adrenals sleep disturbances 
B5 biotin egg yolks fats mental disorders 
B6 pyridoxine nuts an tibodies muscle weakness 
B7 choline peas nerves liver problems 
B8 folacin gland meat babies gray hair 
B12 cobalamin soybeans bones fragile cells 
C ascorbate parsley capillaries tooth loss 
D calciferol fatry fish carrilage muscle spasms 
E tocophenol margarine skin cell breakdown 
K naph thoquinone alfalfa sprouts liver internal bleeding 

 
Figure 12: Chart used with study questions 
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In a similar vein, Holliday & Benson used the chart shown in Figure 12 to 
teach about vitamins. Different sets of study questions were used to direct 
attention to the different columns in the chart, and to column combinations. In 
addition, some students were told that the study questions were important, while 
others were allowed to see the posttest before they studied the chart. While the 
results from this study are varied and complex, it is relevant for designers to know 
that, again, study questions improved student performance on a test of the 
information given in the chart. In particular, it was found that students whose 
attention was directed to all the columns learned no more than those who had no 
questions to study. On the other hand, those students whose attention was focused 
on particular columns learned much more in those columns than students in other 
treatment conditions. This again suggests that while study questions are useful in 
directing students attention to important parts of diagrams and charts, they should 
be designed to focus attention only on those places where attention needs to be 
focused, otherwise learning will not be improved and may even be impaired. Put 
another way, study questions used with diagrams and charts should be precisely 
targeted on important information. 
 

Principle 7 
 

Use study questions to focus students' attention on important: 
details of diagrams and charts. Take care that the questions cover 
all of the material to be learned. 

 
In another study, Holiday showed that study questions which over 

prompted students were not as effective as those that did not over prompt them. 
This suggests that, as with other kinds of materials, a degree of relatively deep 
mental processing is necessary if students are to learn from diagrams. Again, there 
is a message for designers here. Study questions used with diagrams should no 
make the answers so obvious that students need not think about what they are 
learning. 

 

Principle 8 
 

Make sure that study questions used with charts and diagrams do 
not over prompt students. 

 

2.2- Individual Differences 
Diagrams and charts are not equally effective means of instruction for all 

students. Several of our studies have looked at the way in which various student 
abilities predict the success with which they will learn from diagrams and charts. 
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The abilities that we have studied in particular have been verbal and spatial 
ability. One of our conclusions concerning student ability has already been 
mentioned. This was the finding that adding pictures to a diagram helped students 
of low verbal ability to learn the information. What was of more interest to us, 
however, were the relationships between verbal and spatial ability and the mixed 
verbal and spatial nature of diagrams themselves-a complex research problem. 
We felt that the use of a chart or diagram, regardless of whether it contained 
pictures, would help low-verbal and high-spatial students to learn, because the 
spatial aspect of either medium would correspond to a way of presenting and 
processing information that the student would be comfortable with. Surprisingly, 
this was found not to be the case. It did not matter whether we measured students' 
verbal or spatial ability. On no occasion did we find that diagrams were of 
particular help to either low-verbal or high-spatial students. What we did find, 
though, was that the diagrams seemed to help high-verbals more than the low-
verbals. 

 
Aptitude tests are designed primarily to predict performance. They 

therefore have high predictive validity. But since the main concern of those who 
design them is with prediction, a precise knowledge of what they actually 
measure is of secondary importance. This is fine as long as researchers do not 
assume that just because a test is labeled a test of spatial ability that this is in fact 
what it measures. 
~ 

It would be easy to leave the matter there. However, our studies do tend to 
confirm more precise theories about verbal and spatial processing. For instance, it 
has been reported that the speed at which people are able to make judgments 
about symbols or sentences that they see is related positively to scores on tests of 
verbal ability. This suggests that these tests measure general intellectual ability 
and not just skill with language. This interpretation of "verbal ability" would 
make a lot of sense given our results. First, in some of the studies, the diagram 
treatments tended to be more information dense and redundant. More generally 
able learners would be better able to handle these formats. Also, it is likely that 
learners who are better able to process information in general (not just verbal 
information) would be better able to use a relatively novel instructional format to 
its best advantage. 
 

As far as spatial ability is concerned, the situation is not as clear. 
Construct validity is again a problem, perhaps even more so. Indeed, there may 
not be any current aptitude test that measures visual learning. Be that as it may, in 
more than one of our studies, a serious attempt was made to select visual aptitude 
tests that tapped into the ability learners would have to use in order to perform the 
tasks we required of them. For example, it was expected that a test of the ability to 
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rotate and flip over visual shapes would assist in coping with the reversed order of 
the diagrams in the dinosaur study. However, even this serious attempt to deal 
with the construct validity problem was not successful. It can only be concluded 
that when diagrams serve as abstract schemata to which the information they 
contain is to be assimilated, they play a role in cognition that goes beyond the 
visual. Again there is evidence and theory that would suggest this is a viable 
explanation- Such theory proposes that visual information is processed in word-
like prepositional forms at those levels in the cognitive system where 
comprehension and restructuring of schemata take place. This would mean that 
the comprehension of diagrams and charts does not rely primarily on visual or 
spatial ability, but rather on more abstract powers of reasoning. 
 

Our result~, then, make a great deal of sense when considered in light of 
the most recent developments in the theory of how people process information. 
This has implications for design. When diagrams and charts are used with text, as 
they usually are, there is a degree of redundancy in the materials. It has been 
shown on numerous occasions that redundant, and consequently information 
dense materials, are processed best by more able students. In our case, only high 
ability students were able to handle the extra information provided by the 
diagrams. It also seems reasonable to assume that, since diagrams and charts are 
less familiar to students than straight text, students need to have attained a certain 
level of "diagram literacy" in order to be able to extract information from them. 
High-ability students would be more likely to possess these skills. 

 
So it seems that what predicts a student's success in learning from 

diagrams is neither spatial nor verbal ability. Rather it is general ability (or 
intelligence; if you will), which appears to be measured quite well by some verbal 
tests. This means that designers of diagrams need to bear in mind the general 
intellectual ability of the students for whom they are designing diagrams and 
charts. In practical terms, this boils down to the fact that complex and redundant 
diagrams and charts are not appropriate for low-ability students, while high ability 
students will handle them more easily. In short, keep it simple, do not make 
diagrams and charts too redundant, and give students, particularly those who are 
less able, enough time to study them. 
 

Principle 9 
 
Do not use complex and redundant diagrams and charts with low-
ability students. Remember, understanding diagrams requires 
certain mental skills. Diagrams are not necessarily "easier" forms 
of instruction. 
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2.3- Conclusion 
Often, designers develop diagrams and charts without attending to 

research findings that suggest ways of improving the chances of student 
comprehension. Instead, most designers at publishing companies are more 
concerned about the marketability of their product, whose fate is often decided by 
textbook adoption committees or curriculum wing, boards etc. consisting of 
educators equally naive about such research findings. Our research, however, has 
allowed us to come up with several principles for the design of diagrams and 
charts which have the potential for reducing this problem. One note of caution, 
though: our work has been conducted with junior and senior high school students, 
and some of the principles may not apply to younger students. (We are reasonably 
confident that they apply to older people.) 
 

It is hoped that our nine principles, and some of the other comments we 
have made, will help instructional designers to create diagrams that are effective 
and suitable for the intended students. However, we feel that for all their potential 
value, poorly designed diagrams and charts are best not used at all. While we 
advocate the use of diagrams, we are the last people to recommend their 
indiscriminate use. But with careful design and moderation in application, we are 
certain that diagrams and charts can be most beneficial to students. 

 

2.4- A User-Oriented Approach 
2.4.1-Overview 

This part evaluates some of the design choices available when presenting 
information' in tables and flowcharts. The similarities between tables and 
flowcharts become apparent when considering the decisions that users must make 
when looking up information. In both formats, a desire to save space can lead 
designers to remove "redundant" information which would have been helpful to 
readers. One critical factor in determining how easily tables and flowcharts can be 
used is the decision structure selected by the designer. This selection needs to be 
based on an understanding of how readers will interact with the information. This 
understanding is also needed to motivate the selection of graphic and typographic 
options. Although firm design guidelines are inappropriate, general principles 
based on a user-oriented approach can improve the "user-friendliness" of tables 
and flowcharts. 

 
2.4.2- Introduction 

The suggestion has been made that tabulation schemes are one of the 
natural functions of written language. Certainly in the history of the development 
of writing, tables have played a very important role. Inventories of various 
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sorts form a large proportion of what remains of very early writings. Furthermore, 
as Goody has pointed out, such lists have no direct oral equivalent. People rarely 
enumerate lists of items in the course of everyday conversation. Therefore, the 
ability to understand and interpret tabulated information requires special reading 
skills. Appropriate design of the information in tables can help readers who may 
have only a weak grasp of some of the necessary skills. This is why a user 
oriented approach to information design is so important. Design options, which 
appear to offer comparable alternatives to the information provider, can differ 
considerably in terms of their ease or use. 
 Whenever people use a table, they nearly always have to do at least three 
things:  

1. grasp the logical principles on which the information has been organized; 
2. find the required information within the table; and 
3. interpret the information once it has been found. 
 

        Design factors can influence each of these activities that users undertake, 
but this does not mean that there are simply three groups of design factors. Each 
of the three user activities will often have several constituent processes. For 
example, the activity of finding the required information may start with the user 
making decisions about which page or column to scan. Then perceptual search 
will be needed before a specific item is located. Similarly, when comparing 
several values within a table, multiple decision and search processes may be 
required as part of the activity of interpreting the information. Design factors 
produce their effects at the level of these constituent cognitive processes. 
 

It is because the user of tables is often faced with making decisions that 
certain similarities arise in the design factors which influence the ease of using 
tables and the ease of using flowcharts. Flowcharts usually provide explicit 
questions which form the basis for the user's decisions. In contrast, most tables 
usually leave these questions for the user to formulate on the basis of information 
given in the row and column headings. 

 
When looking up information in a table, there are various sorts of 

questions that readers may ask. Sometimes the reader is looking for a particular 
numerical value. On such occasions, the questions are usually well-specified, in 
the sense that the reader knows many relevant derails (such as what kind of train, 
where from, where to, etc.). It has been suggested that using tables to answer 
these well-specified questions draws upon sets of skills which are closely related 
to those used when reading factual texts and reference manuals. Therefore, many 
of the design characteristics which are relevant to such texts may have their 
counterparts in the design of tables. 



 336

Not all questions that the reader may wish to ask will be well specified. 
Sometimes the reader's activity seems more aptly described as browsing or 
exploring. For example, the reader's interest may center not on particular cell 
values but on comparisons among cells, trends over time, etc. Tables may not be 
the ideal way of presenting information that helps readers make these km 
comparisons. Sometimes diagrams, graphs, or charts may be more appropriate. 
For this reason, the present discussion will not be primarily concerned with these 
kinds of questions. Instead, it will focus on the design features which can help 
readers find the answers to specific questions. Even here it must be realized that 
there will be no universal optimal design for a table. Much will depend upon the 
reader's ability to specify the problem in a way that maps onto the organization of 
the table. However, the ease with which readers can do this will depend on how 
well the designer has anticipated the kinds of questions that readers will want to 
ask and then selected an appropriate format for providing the answer. 

 
The absence of a single "best way" of presenting information has 

extremely important consequences. Indeed it applies to all elements of textual 
presentation, not only to tables and flow-charts. One consequence is that there is 
no appropriate alternative to analyzing the user's requirements in detail. Recent 
studies of flowcharts and various alternatives used for designing computer 
programs have shown that a presentation format which helps people to flow 
through the information in a particular sequence “lay make thing” very difficult 
for a reader who wants to use the information in some other way. Flowcharts may 
be good at taking readers from some general state to one specific option, but 
people may wish to move in other directions. For readers who identify their 
starting point as being a terminal node in the tree and who want to know how they 
got there or how they can get to some other terminal node, tables may be more 
helpful than flowcharts. 

It is a fact that the user's specific purpose, together with other 
characteristics of the context in which the information is being consulted, 
determines the relative effectiveness of alternative information displays. This is 
why there is a need for a user oriented approach to designing tables and 
flowcharts. This emphasis on users contrasts with adopting a text-based approach. 
The focus of the text-based approach is exclusively on the nature of the 
information to be provided. On this basis alone, design options are selected and 
presentation factors determined. 

 
It was shown many years ago that an exclusively text-based approach is 

inadequate. People were given either a flowchart or a table and were asked to 
consult this information to solve various problems. Even though the information 
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remained the same and the readers remained the same, the relative advantage of 
the flowchart compared with the table varied considerably.(Figure13) When 
problems were easy and few errors were made, then the information was found 
more quickly in the tables than in the flowchart; but when the problems contained 
many irrelevant details, then the error rate rose and the advantage of the flowchart 
lay in the accuracy with which people used it. These results emphasize the 
need for carefully analyzing the user's needs. These results also indicate that there 
are likely to be severe limitations to simple guidelines. The most appropriate 
format for presenting specific information will depend on the precise combination 
of many factors. These factors include the characteristics of readers-their 
knowledge and intellectual abilities which will interact with characteristics of the 
task such as its complexity. 

 
 
Figure 13: Comparisons of alternative versions of the same information, read by 
the same readers, under different circumstances. When errors were low, the table 
was read more rapidly than the list or flowchart. When errors were high, the 
flowchart was read more accurately than the table or list. 
 

2.4.3- The Value of Redundancy 
There is a sense in which all tables are essentially lists of items. Some, of 

course, are cleverly convoluted lists, but there is research evidence suggesting that 
readers find tables easier to use if the underlying list structure is made more 
obvious. For example, many people would find it easier consult the table shown 
in Figure 14a than that shown Figure 14b. The difference is the redundant 
repetition of the left-hand column in Figure 14b. Such redundancy is missing 
from the conventional matrix arrangement shown in Figure 15. 
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Distance in Kilometers From 
AGADIR CASABLABCA FES NARRAJECG RABAT TUZBUT ZAGIRA 

To To To To To To To 
Casablance 

500 
Agadir 

500 
Agadir 

791 
Agadir 

303 
Agadir 

593 
Agadur 88 Agadir 

474 

Fes 
791 

Fes 
291 

Casablanca 
291 

Casablanca 
230 

Casablanca 
93 

Casablanca 
601 

Casablanca 
565 

Marrakech 
303 

Marrakech 
230 

Marrakech 
493 

Fes 
493 

Fes 
198 

Fes 
879 

Fes 
830 

Rabat 
593 

Rabat 
93 

Rabat 
198 

Rabat 
323 

Marrakech 
323 

Marrakech 
371 

Marrakech 
376 

Tiznit 
88 

Tiznit 
601 

Tiznit 
897 

Tiznit 
371 

Tiznit 
694 

Rabat 
694 

Rabat 
658 

Zagora 
474 

Zagora 
565 

Zagora 
830 

Zagora 
376 

Zagora 
658 

Zagora 
534 

Tiznit 
534 

(a) 
 

Distance in Kilometers From 
 AGADIR CASABLANCA FES MARRAKECH RABAT TIZNIT ZAGORA 

To        
Agadir - 500 791 303 593 88 474 

Casablanca 500 - 291 230 93 601 565 

Fes 791 291 - 493 198 879 830 

Marrakech 303 230 493 - 323 371 376 

Rabat 593 93 198 323 - 694 658 
Tiznit 88 601 879 371 694 - 534 

Zagora 474 565 830 376 658 534 - 
(b) 

Figure 14: Removing the repeated items in the paired list (figure 16 a) gives the matrix (Figure 16 
b). People often find it easier to use a list than to read a matrix, particularly as the size of the table 
increases. 
 
Conversion Tables 

Liters  Pints Meters  Yards 
0.28 0.50 0.88 0.91 1 1.09 
0.43 0.75 1.32 1.83 2 2.19 
0.57 1.00 1.76 2.74 3 3.28 
0.71 1.25 2.20 3.66 4 4 
0.85 1.50 2.64 4.57 5 5.47 
0.99 1.75 3.08'    
1.14 2.00 3.52 Kilometers  Miles 
1.42 2.50 4.4.0    
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1.70 3.00 5.28 1.61 1 0.62 
1.99 3.50 6.16 3.22 2 0.24 
2.27 4.00 7.04 4.83 3 1.86 
2.84 5.00 8.80 6.44 4 2.48 

   8.05 5 3.11 
Liters  Gallons 9.66 6 3.73 

   11.26 7 4.35 
4.55 1.00 0.22 12.87   
6.82 1.50 0.33 14.48   
9.09 2.00 0.44    

11.36 2.50 0.55 Centigrade  Farenheit 
13.64 3.00 0.66    
15.91 3.50 0.77. -18 0 32 
18.18 4.00 0.88 -15 5 41 

20.46 4.50 0.99 -12 10 50 

22.73 5.00 1.10 -9 15 59 

27.28 6.00 1.32 -7 20 68 

31.82 7.00 1.54 -4 25 77 

36.37 8.00 1.76 -1 20 86 

40.91 9.00 1.98 2 35 95 

   4 40 104 

  Pounds 7 45 113 
   10 50 122 

0.11 0.25 0.55 13 55 131 
0.23 0.50 1.10 16 60 140 
0.45 1.00 2.20 18 65 149 
0.68 1.50 3.31 21 70 158 
0.91 2.00 4.41 24 75 167 
2.27 5.00 11.02 27 80 176 
2.72 6.00 13.23 32 90 194 
3.18 7.00 15.43 38 100 212 

 

Figure 15: Yet another way of removing the repeated items from a list of paried values. People 
find it more difficult to use a table were the access route is via the enter column than to read a 
matrix. 

A similar argument applies to the tabulation scheme shown in 'Figure law. 
Many diaries present metrication information in this way because it requires less 
space. A listing of the pairs of corresponding units would require four columns 
(two to enable conversions from miles to kilometers and two to enable 
conversions from kilometers to miles). However, there is reason for thinking that 
people find it difficult to use these tables where access to particular cell values has 
to be made through a center column that has no constant referential interpretation 
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(i.e., it sometimes means meters and sometimes yards). If designers remove 
redundancy from tables, this may increase the amount of cognitive processing that 
the user must undertake when consulting the table. This in turn makes it harder to 
consult the table' if the user has to decide where to look for the missing 
information. 

 
It has been implied that tables are usually numerical. While this may be 

true, there are also many listings of verbal information. The index at the back of a 
textbook would be one example. Here, as with numerical tables, it is often 
necessary to combine the information from the main heading with the items listed 
underneath. Sometimes it may also be necessary to re-order the wording of the 
phrases at the same time. There does not appear to have been any systematic 
research into the problems that users have with indexes of this kind; but it 
scarcely needs research to show that untwisting the phrases and putting the 
redundancy back into each entry is likely to be found helpful by most users 
(Figure 16,a,b). 

 
The desire to eliminate redundancy takes a different graphic form in 

flowcharts. Here the designer's objective may be to have as few choice points as 
possible. As with tables, the advantage of such a design strategy is that it saves 
paper. However, from a user-oriented approach, there may be good reasons for 
structuring the decision sequence in some other way. For example, it can be 
helpful to have the easy questions early and the harder questions later in the 
sequence. This will often mean that if readers make a mistake, then a wrong 
decision made late in the sequence will not take them too far away from the 
correct goal. Consequently, there is less back-tracking necessary in order to 
rectify mistakes. An alternative decision sequence might be based on a desire to 
keep the most frequently used path as short as possible. This will obviously 
require knowing how the information is used in practice. Sometimes diagnostic 
trees are designed to exactly the opposite criterion in order to encourage the user 
to consider the unlikely possibilities. Designing an .appropriate decision structure 
is an important element in both tables and flowcharts. 
 

2.4.4- Choosing an Appropriate Decision Structure 
Some of the issues about decision structure are perhaps easiest to see 

when considering the interrogation of a very large data base. The user has to have 
some understanding of the way in which the data base, or the retrieval system, is 
organized before starting to search for the answer to a specific query. This is 
obvious if you consider using information such as that given in the Yellow Pages 
telephone directory. You have to look for Mr. Baber Khan under B for Baber or 
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perhaps M for meat) not under K for Khan as you would in other kinds of telephone 
directory. The need for the reader's prior understanding applies not   only  to  very  

(a) 
ignorance, educational, 47-56; alternative to, 55-6; definition, 47-8; distribution, 
48-9; hard-core, 50; political issue, 47; on reading process, 50-1; 
 

(b) 

 
Ignorance:   educational_ignorance   47-56 
                         alternative to edl. ign.   55-56 
                         definition of edl. ign.     47-48 
                         distribution of edl. ign.    48-49 
                         hard-core edl. Ign    50 
                         edl. ign. as political issue   47 
                         ed1. ign. on reading process    50-51 
                         soft-core edl. ign,    49-50 

 
Figure 16: The organization of index entries can sometimes require the reader to untwist the 

phrases. Designers can help by doing this untwisting for the reader. 
 
 

large data bases, including those held on computer systems, but also to the smaller 
data bases that will fit within a single printed page. Sometimes people may have 
strong assumptions about the likely organization of the information within a table. 
If the designer chooses some other organization, then readers easily become 
confused and make many mistakes. 
 

The need for the decision structure to be "natural" to users was also 
evident. They measured the time it took readers to find a piece of information in a 
36-item list. This list was presented either as a single alphabetic sequence or was 
subdivided into six familiar categories, such as fish, meat, vegetables. The results 
of this comparison showed that people were able to find items more quickly 
within the categorized list than within the single alphabetic sequence. However, 
from a subsequent experiment, Barnard et al. concluded that it was not just the 
display of six categories which created the improvement, but the choice of 
categories that were already familiar to the users. The creation of six categories on 
the basis of some arbitrary criterion (such as number of letters in the word, or 
relative size of the product) would not have been likely to facilitate performance 
in the same way. Much remains to be done to make more explicit this notion of a 
"natural" decision structure and to relate it to characteristics which may be 
inherent in different kinds of data base. Wason has suggested that one advantage 
of flowcharts is that they help -writers to appreciate the structure of the material 
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and to make an- 'informed choice about the presentation of the material, even 
though this choice might be for something other than a flowchart. 

 
 As has already been mentioned, it is not possible to achieve design 
solutions without considering the characteristics inherent in the data base itself. 
The range of meaningful design options will vary with the nature of information 
being presented. For example, a table showing the weather in various parts of the 
world might be categorized into continents, or a time table might be categorized 
into morning and afternoon services. 
 
 The design issues that are important for the design of tables and 
flowcharts also have a great deal of relevance,,-to some of the other written 
materials which are encountered as part of daily life. For example, application 
forms often include questions which are structured on the principle of a matrix. 
The questions are provided by row and column headings answers are supplied by 
the form-filler as cell values. The importance of appropriately designing such 
matrices was illustrated. They found that a simulation of a published matrix 
question produced 26 percent errors in their tests. Altering the decision structure 
by changing the layout of the information on the page, without changing the 
wording of the questions, reduced the error rate to eight percent. 
 

Whatever choice the designer may make about the decision structure of a 
flowchart or a table, there remains a variety of options about how this structure is 
physically depicted on the page. Both tables and flowcharts present designers with 
novel problems and spatial constraints that do not apply to many other kinds of 
textual materials.  
 
2.4.5- Presentation Factors 
 Ehrenberg has suggested that the following three principles should be 
applied to the presentation of numeric information in tables. 
 

1.The numbers should be rounded to just two or three figures. This will 
help readers make comparisons easily. 
 

2.Averages, of rows or columns as appropriate, help readers evaluate individual 
cell values. Often, readers may wish to know whether a particular item is above 
average or below average. The inclusion of these average values also helps the 
reader appreciate the scatter among the cell values. 

 
3. Where practicable, the numbers should be arranged in some meaningful 

order, such as decreasing size from the top of the column. Obviously, such a rule 
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cannot apply to tables that have an inherent ordering determined by row or 
column headings (e.g., a chronological order); but many tables in educational 
texts present data concerning lists of items that have no intrinsic structure, and 
Ehrenberg’s principle can be helpful here. 

 
It is quite common to find tables in which the printer has spaced all the 

columns at an equal distance from each other. Presumably, the reason for this is to 
satisfy some aesthetic criterion. Nevertheless, readers will find it more helpful to 
have functional groupings, so that those items which belong together are spatially 
closer than those items which do not. There is no need for column headings to be 
centered over the column. Typists find it easier to align the left-hand edge of a 
column. Spacing between columns may be an important factor to consider here. 
Simple "guidelines" always have exceptions. 

 
One way of misusing the' space in tables is by the introduction of 

unnecessary gaps- This is common in many tables of contents, where the page 
numbers on the right of the page are a long way from the chapter titles on the left. 
Another misuse of space is the failure to provide gaps which would be helpful to 
readers. For example, Tinker recommended that there should be a perceptible gap 
every four or five rows in a table. This gap helps readers to look along rows 
without the eye "slipping." When adequate functional grouping is achieved by the 
use of space, then the addition of ruled lines appears superfluous. A splendid 
example of the use of space to clarify the structure of a college prospectus can be 
found. When tables become very wide, it can help readers if the new readings are 
given on both the left and right sides of the table. 

 
Another way of creating perceptible grouping within a table is by the use 

of typographic variation. The success of this technique may depend in part on 
how well the typographic conventions are understood by users. Marland has 
reported that, when reading plays, children will often read the stage directions 
instead of acting upon them. Here the significance of the italic cue in the text is 
not being noted by readers. Certainly, there are tables which have so many 
typographic signals that the reader is almost overwhelmed by the amount of 
information. Among the examples of this are some train timetables, which 
differentiate fast trains from slow ones, as well as through trains and trains where 
changes must be made, and trains with dining or sleeping facilities. The trade-off 
between using space and using other typographic cues in tables such as indexes 
has been explored. 

 
Typographic differentiation within flowcharts rakes a rather different from 

the choice of font or weight. Often the text of flowcharts is confined within a 
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geometric outline, and the shape of this outline indicates the nature of the 
contents. For example, tests and questions are often enclosed in diamonds, 
whereas sequential stages are enclosed in rectangles. Although this convention 
has become widely established, particularly in computer circles, its value to users 
has been challenged. There is a risk that these outline shapes will reduce the 
legibility of the text inside them. One solution might be to retain the signaling 
function of the shapes but make them smaller and place the text outside them. 
This solution is easier to implement with small flowcharts, where the appropriate 
space can be introduced between shapes and text. With large flowcharts, the 
assignment of the text may be ambiguous for the reader if the front of the text is 
adjacent to one shape and the tail adjacent to another. A quite different solution is 
to dispense with the shaped boxes altogether. For many readers' purposes, since 
the text makes it quite clear that a question is being asked, there is nothing to be 
gained from over-emphasizing this fact. 

 
In spite of the conventions which have become accepted in the computer 

world, there are a great many different ways of graphically depicting a flowchart. 
Certainly, there is no need for them to look like electrical 'circuit diagrams. 
Sometimes tables and "flowcharts" may be combined, as for example, when 
presenting information about bus routes alongside a bus timetable. Adequately 
meeting the full range of user requirements may require inventing compromises 
of this kind. 

 
One problem, common to both tables and flowcharts, arises from the 

constraints of getting the information to fit into the available space. This problem 
is sometimes solved by the use of "telegraphese" or abbreviations. On other 
occasions, the designer may resort to a footnote to explain in more detail what 
was meant by the heading of a particular column in a table or a particular question 
on a flowchart. All these solutions have disadvantages. Telegraphese and 
abbreviations can lead to ambiguities, or even complete failure to understand if 
the reader is unfamiliar with the particular contraction being used. Footnotes may 
seemed to be part of the problem that readers had when using matrices. 
Inevitably, having left the table to find the footnote, it is necessary to remember 
where to go back to. At best, this can be inconvenient. 

 

2.5-Conclusions 
It is not possible to summarize the findings of research on tables and 

flowcharts in a neat list of guidelines. Specific design decisions have to be taken 
in a way that is sensitive to the internal structure of the data being presented, the 
needs of the readers who want to use the information, and the constraints of the 
production system being used to print the material. Therefore, as was pointed out 
earlier, there is no universally "best" way of communicating a specific piece of 
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information. Nevertheless, there are some general principles which can be helpful 
for designers to bear in mind. These principles have been discussed in greater 
detail in the three main sections of this review. They are summarized below: 

 
2.5.1- Redundancy 

Eliminating redundancy can be a false economy. When designers remove 
information from a table, so that it requires less space, this can often mean that 
users have more problems in trying to extract information from the table. This 
increased difficulty can generate errors when people are looking up information in 
tables. 

 
2.5.2- Decision Structure 

Designers need to be able to provide the users of tables and flowcharts 
with a decision structure which is "natural" in the alternatives it specifies and 
"error reducing" in the sequence through which it takes users. The sequencing of 
decisions for tables is not confined to the design of the headings for columns and 
rows. It extends to considering what the user will do with the cell value in order to 
answer the question which was the reason for consulting the table. 
 
2.5.3- Presentation 

Designers of tables and flowcharts need to be able to use space to help 
readers perceive the functional groupings within the material. Failure to use space 
appropriately can result in legibility problems, particularly in flowcharts and in 
large tables. Even the physical location of the table or chart in relation to 
references to it in the text can critically determine how effectively the information 
is used. 

 
The research findings which support the principles outlined above have 

shown that it is not sufficient for the information to be physically present on the 
page. Ease of use requires much more than this. In particular, it requires that the 
designer be aware of how readers interact with primed materials. Designers need 
to be able to make explicit, as part of their pre design analysis, how readers 
proceed on a .step-by-step basis from formulating question that motivates their 
turning to the table or chart, through to arriving at an answer. Detailed discussion 
of how such an analysis can be undertaken for texts in general is provided 
elsewhere. The present review has simply tried to extend the currently popular 
notion of "user friendliness" from the computer domain to the realm of highly 
formatted information. Many of the problems of information design are similar in 
both areas. Detailed consideration of the user's needs provides an approach that 
can increase the effectiveness of textual communication.  See also figure 17. 
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Figure 17: Some more Illustrations for review and copying 

(a) Structure of Self-concept 
Students have many separate but sometimes related concepts of 

themselves. The overall sense of self appears to be divided into at least three 
separate, but slightly related, self -concepts--- English, mathematics, and 
nonacademic. 

 
Source: H.W. Marsh and R.J. shave son (19885). Self-concept: Its multifaceted, hierarchical structure. 
Educational Psychologist, 20,p. 114. Adapted by permission of the publisher and authors. 

 
(b) Correlations Do not show Causation 
 When research shows that broken homes and crime are correlated, it does 
not show causation. Poverty, a third variable, may be the cause of both crime and 
broken homes. 
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(c) Brain Lies, Textbook Illustrations 
 

 
 

Activity No. 2 
 

Collect some printed cartoons and arrange them for a theme or topic or a lesson. 

 
2.6. Self-Learning Exercise No.2 

1. Write down the principles of designing diagrams and charts. 
2. How will you choose the appropriate decision structure for a chart? 
3. What factors are involved in the presentation of a chart? Discus briefly. 
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3-GENERAL GUIDELINES FOR TEXTBOOK 
LAYOUT AND DESIGN 

 

Dr. N.N.Hermosa of Middle School Project (Islamabad, 1998) suggested 
the following general guidelines: 

 

3.1- Content 

1. Page numbers should be well separated from the body of the text. 

2. Titles of chapters and sub-chapters should be typed in capital letters and 
stand out from the body of the text (quadruple interline spacing). 

3. Location of illustrations should be clearly indicated. 

4. Italic type should be used sparingly. 

5. A chapter, lesson, or important section should always start on a new page. 

6. Summary at the end of a lesson/chapter can be presented in a "frame" to 
better retain the reader's attention. 

7. Use logos/special symbols (indication important sections, activities, etc) 
consistently. 

8. Long quotations from books' or documents for insertion in the text should 
be visible, with wide indentation. 

9. A footnote or a reference should be separated from the body of the text by 
a line across the page. 

10. Limit the number of variations in a book (lettering, different chapter  heads, 

 too diversified types of illus., changes in lay-out) to facilitate reading and 
use. 

 

3.2- Illustrations 
Illustrations in textbooks are not for decoration. They are used to 

concretize, clarify, enhance, and elaborate on the written text. They are most 
useful in parts of a text giving information about items or events not encountered 
in the students, daily life. Here, illustrations can show more evocative and more 
accurate representations of the outside world, human life, geographical 
environments, and landscapes which are unfamiliar to the students. 

 
3.2.1- Presentation of Illustrations 

1. In the manuscript, clearly indicate the correct place of the illustration in 
the text. If for reasons of format or printing, it is not possible to juxtapose 
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text and illustrations, the latter should be very carefully placed so that the 
reader has no difficulties in consulting them rapidly. 

2. Attach captions accompanying illustration which are to be inserted in the 
text. 

3. Make a detailed list of illustrations, indexed by category (photos, 
drawings, graphs, maps, technical diagrams, comic strips, etc). Indicate 
the number of the page on which each should appear. (very helpful in 
dealing with the artist/compositor) 

4. Supply references indicating origin of illustrations, especially photos, or 
original drawings. 

5. Try to give and accurate, detailed description of illustrations, along with 
their characteristics, according to the educational goal. If possible, make a 
sketch or outline, to show the illustrators exactly what you are looking for. 

6. Compose and insert tables (with figures, statistics or information classifies 
under headings, including columns, rows, vertical and horizontal lines, 
titles, sub-titles, etc.) where they appear in the text, and not separately. 
Number the tables consecutively. 

3.2.2- Characteristics Conditions of Good Illustrations 
(a) How evocative is the illustration 

Consider affective and esthetic elements (human interest, emotional  
appeal) 

1. Will a photo be more effective than a drawing? (landscapes, 
portraits, scenes of everyday life in other regions). 

2. Can a drawing be just as effective as a photograph? 

3. Drawings are preferred in children's reading books, because of heir 
evocative force (e.g.,) strip cartoons which highlight, simplify and 
symbolize the essential message) 

 
 (b) The quality of the message transmitted 

Consider pedagogic motivation and precise objectives of information 
1.  E.g., a drawing can be more effective in transmitting an item of 

information than a photo because it emphasize details or important 
elements of an object or an experience to be highlighted (botany, 
study of the human body and its function, biological experiments, 
chemistry, physics, technical instruments), even if only a black line 
is used. 
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 (c) Clarity and accuracy 
Consider faithfulness and lack of ambiguity in depicting what is 
described in the written text 

1. Is the Illustration true to life as possible? Fantasy can hamper 
 comprehension.  

 
2. Do artistic aspects inserted in the text have a pedagogical function? 

Excessive search for aesthetic quality may divert reader's attention 
from the real aim of the illustration, or decorative aspects may 
dissimulate weakness in objectives and text content. 

 
(d) The cost of illustration 

Consider the budget available to the publisher and the purchasing  
power of the customer " 

Cost of illustration is determined by: 

1.  Quantity (generally higher in primary school books, geography, 
natural   history and biology textbooks) 

2. Use of original images. 

3.  Expenses involved in reproduction. 

4.  Number of colours (cost of photo engraving, colour separation 
processes. 

 

3.3- Corrections in the Text 
3.3.1-  Corrections are better made in the body of the text than in margin, for 

easy comprehension and to avoid errors in copy preparation and 
typesetting. 

 
3.3.2-  Rather than altering a letter, word, or phrase, it is better to cross out the 

part to be corrected clearly and re-write it legibly above in printed 
letters. 

 
 3.3.3- Corrections which are too long to be written above a line of text should 

be typed on .a separate piece of paper and pasted to the relevant page 
without covering up non-corrected text. A page with a lot of 
corrections should be completely retyped. 

 

3.4- The Final Manuscript: Elements  
3.4.1- Front Matter: 
 1.  Title page and name of the author(s). 2. Copyright page. 
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 3.  Summary or table of contents. 
4.  Preface or introduction, or both. 
 

3.4.2- Body of the Text: 
- The whole text, divided into chapters and sub-chapters, table, graphs, 

footnotes, exercises/activities, sets of question, summaries, keys and 
answers, with details about illustrations. 

 
3.4.3- End Matter, Where Applicable: 

1.  All the appendices., 
2.  A glossary of definitions. 
3.  An index of illustration. 
4.  An index of author and subject matter.  
5.  A bibliography and list of references. 

 
 

Activity No.3 

 

Develop an index of illustrations used in a textbook of any class and show it to 
your tutor. 

3.5- Self-Learning Exercise No.3 

1.   How will you reduce cost of illustration while adding good pictures and 
diagrams in a textbook? 

2.   Write down some characteristics of good illustrations. 
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4. IMPORTANT POINTS 
 

1. Pictures are selected on the basis of their instructional value. 

2. Instructional textbook or textbooks are the books used after literacy level. 

3. Pictures can emerge from their traditional decorative role to instructional 
element. 

4. Pictures affect the internal cognitive processes. 

5. Pictures should be placed either before a particular passage or after. 

6. Pictures can be integrated with the main narrative by using a phrase. 

7. Each student may focus on different aspect of a picture. 

8. Photographs are more effective than less realistic formats. 

9. College students prefer realistic formats. 

10. A picture should be in a motion pose of dynamic nature. 

11. Size is dependent on how much inspection time is available. 

12. Picture placement is aesthetic rather than instructional. 

13. Charts and diagram possess both text and picture characteristics.: 

14. Diagrams are not the best way for all the students. 

15. There are nine principles to illustrate text with diagrams. 

1. Distance among concept labels be semantic, 2. Use arrows 3. Be 
near to real world, 4. Include small pictures, 5. Left to right and top-to-
bottom, 6. Superordinate names be read first, 7. Use study questions, 8. 
These should not over prompt, 9. Don’t use complex and redundant 
diagrams and charts with low ability students. 

16. Use an appropriate decision structure. 

17. Follow the general guidelines for layout. 
 
 

5- ANSWERS 
 
All the answers of the exercises are embedded in the text of the unit. 

 
 



 353

 
6. BIBLIOGRAPHY 

 
1. Attash Durrani, Dr. The Development Points and Steps for the 

Textbooks, "Taleem-i-Musalsal” Islamabad, No., 24, 1997.  
2. Chamblins, Marilys J.& Robert C. Calfee, Textbooks for Learning, 

Blackwell, Moldan" Massachusettes, 1998. 

3. Dwyer, F.M., A Guide for Improving Visualized Instruction, State 
College, P A: Learning Services, 1972. .~ 

4. Gombrich, E.H.., The Visual Image, "Scientific American", 1972, 82-96. 
5. Goody, J., The Domestication of the Savage Mind, London: Cambridge 

University Press, 1977. 
6. Harley, J., Designing Instructional Text, London: Kegan Pall; New 

York: Nichols, 1978. 
7. Hermosa, Dr. Nemma, MSP Fasibility Testing Programme, Ministry of 

Education, Islamabad, 1998. 
8. Holliday, W.G., Teaching Verbal Chains Using flow Diagrams and 

Texts, “AV Communication Review”, 1976,24,63-78. 
9. Holliday, W.G., Selective Attentional Effects of Textbook Study 

Questions on Student Learning, “Journal of Research in Science 
Teaching” 1981, 18. 

10. Holliday, W.G., Brunner, L., L., & Donais, E.L., Differential Cognitive 
and Affective Responses to Flow Diagram, "Journal of Research in 
Science Teaching", 1977, 14. 

11. Hunt, E., The Mechanisms of Verbal Comprehension, "Psychological 
Review", 1978,85, 109-130. 

12. Jonassen , David H., The Technology of Text, Education Technology   
         Publication, Englewood Cliff, New Jursy, June 1982. 
13. Richards, C., & Johnson, R., Graphic Godes for Flowcharts, 

"Information Design Journal", 1980, 1. 
14. Samuels, S.J., Effects of Pictures on Learning to Read, 

Comprehension, and Attitude, "Review of Educational Research", 
1970,40,397-407. 

15. --  Shahid, S.M., Textbook Evaluation and Selection in the Curriculum, 
"Journal of Education and Research", Lahore, Vol.4, No.l, June 2001. 

16. Shahid, S.M., Textbook Development (Urdu), Majeed Book Depot, 
Lahore, 2008. 

17. -- Travers,  R.M. W., & Alvarado, V., Design of Pictures for Teaching  
Children in the Elementary School, “AV Communication Review”, 
1970. 



 354

18. --  Winn, W.D., Visual Information Processing: A Pragmatic Approach 
to the Imagery Question, "Educational Communication and Technology 
Journal", 1980, 28. 

 
 

7- Websites (http://www.) 
 

1.     Text-tech.com 
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INTRODUCTION 

 
We have already learnt some points for revised and evaluation of textbook 

in the unit on need of textbooks. In this unit the same methods are to be given for 
evaluating and selecting the textbooks only when there is an alternate textbook 
culture or policy. The unit is divided into four parts i.e. (i) Preparation, (2) 
Procedure, (3) Evaluation Checklist, (4) A practical review report. The existing 
textbooks publishers i.e. the textbook boards and the private publishers may also 
be evaluated. This unit is an extension of the unit no.2 as well as of no.3. In the 
last part of this unit the textbooks of middle stage are evaluated so that a practical 
example may be presented. This unit is also useful for review committees. 
Activities, self-learning exercises and the suggested readings are also provided in 
the unit. 

 
 
 

OBJECTIVES 
 

After studying this unit, you will be able to: 
1. understand and comprehend the textbook selection 

procedure. 
2. know the textbook review at a detailed points level. 
3. may become a very good expert of the textbook evaluation. 
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o uncover the concepts and theories that underlie teaching as a profession, 
certain tools can help the teacher receive, organize and utilize information. 

The most common tool is the textbook. Here, a textbook is defined as "a 
systematically arranged book, on a' specific topic, that is intended for use at a 
specific level of instruction and as a source of reference material for that topic." In 
this unit the method is presented for evaluating and selecting textbooks that will 
meet certain identified needs and goals in order to give the best return on the 
investment. 
 

1- PREPARATION FOR REVIEW/EVALUATION 
 

Too often textbook selection occurs with the thought given to why that 
book is chosen, what purpose it will serve and whose needs will be foster through 
its use. Unfortunately, with an informal system of evaluation and selection, 
educators sometimes find that a large amount of money has been invested in a 
textbook that fall short of the expected goals and needs of the intended users. A 
systematic approach enables a faculty to survey the broad range of literature 
available in teacher education and then make decisions based on an awareness, of 
purpose and need, so that the financial investment will be cost effective to the 
institution and the student. 
 
1.1- Establish a Philosophy and Framework 
 Only by first establishing a philosophy and then a framework for the 
curriculum is it possible for the teacher to select a textbook that will support the 
ideals inherent in the curriculum. On scrutinizing course curricula and content, 

T
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how may educators would find the format to by pattern after the textbook used for 
a reference? Too often, teachers plan and design curricula based on the topics 
included in textbooks, rather than select books that enhance learning as perceived 
by the curricula. 
 

The approach taken towards textbook selection can have a considerable 
influence on the direction learning will take within the educational system. The 
educator may reflect on what impact will be on students if teachers are portrayed 
in the textbook as never having to deal with or resolve issues that compromise 
moral freedom when they are in fact, likely at some point to be faced with 
situations in which they are forced to critically think through and make such 
decisions. For example, something to consider is how often the reader encounters 
situations where a student disagrees with an order the teacher has given. 

 
Generally, conflict situations within the-literature today are rare. If these 

exist at all. Something to be concerned about is the lack of controversy and how 
to cope with as portrayed in literature which leads students to believe 
controversies do not exist. Of even greater concern should be the kinds of 
impressions students form regarding the options available to them in problem 
solving and conflict resolutions. 

 
The curricular issues regarding textbook selection may be raised by investigating 
which topics arc not included in certain books. For example, the teacher should 
question what experiences students being prepared for if the content represented 
in a textbook is only those of the middle class value system. 

 
These are not easy issues to resolve. It is hoped, however, that a 

methodical approach to textbook selection will minimize the extent to which such 
weaknesses in a textbook can cloud the core of student learning. 

 
1.2- Decide who will be Responsible 

The first step in implementing an organized approach to selecting a 
textbook is to decide who will be responsible for reviewing the textbooks and 
making the recommendations about purchasing them. The advantages of having 
each teacher select his or her own materials are that the decisions can be made 
quickly and they will be based on the individuals preferences. 

 
There are however, disadvantages to having one person be responsible for 

textbook selection in his or her area. First of all, a limited amount of time may not 
allow for a wide range of available materials to be reviewed properly. In this case, 
the teacher may select course texts that arc familiar perhaps used in previous 
years, or he or she may select from too narrow a range of convenient choices. 
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A second disadvantage is that a lack of expertise in certain areas may 

make is difficult to reach a decision on subject matter that reflects the current 
knowledge in an unfamiliar field. 

 
Thirdly, biases and preferences may limit the educator from selecting 

materials that will expose the student to differing or controversial points of view 
in a specific content area. 

 
1.3- Form a Committee 

It is recommended that a textbook selection committee be formed. A book 
published by Education Research Service Inc. suggested that textbook selection 
done by committee encouraged staff morale, obtained a variety of viewpoints and 
provided the faculty with information on the choices made. One argument that 
faculty may have against the development of and participation on a formal 
committee is that a lack of time does not permit adequate devotion to such an 
enterprise. 

 
Counter to that argument, however as reported in the introduction of an 

appraisal guide for instructional materials. The willingness of the faculty to 
participate in the appraisal process has increased with the realization that the time 
they spend in appraising materials results in a more efficient use of their time and 
resources in the future. 

 
To increase the effectiveness of the selection committee, it is essential that 

a certain amount of time within the curriculum be allotted to the activity of 
materials selection. Selection should assume the same importance as other 
educational tasks, and adequate time and resources should be allowed for it. 

 
1.4- Include Student Representation 

It is preferable that the selection committee, in addition to being composed 
of faulty members, should have some student representation. A study conducted 
by the Institute. of Educational Development in D.S. in 1969 concluded that 
"though students may use materials they do not select them and have no choice in 
what materials they are required to use". 

 
Not only would such participation allow students to have a role in the 

decision making process, but also it would provide a channel of communication 
between faculty and students enabling students to use leadership skills and 
increase their motivation in developing professional responsibilities and 
accountability. 
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Another way in which student input can be obtained for the textbook 
selection process is to administer evaluation forms for students to indicate which 
features they liked about a particular text, which features they objected to and 
which parts of the book could be better read in 3 sequence other than the one 
presented in the text. Such feedback can aid the evaluation committee in 
establishing which books are viewed as useful by the students, which may be 
made optional for a course of study, and which may not be useful at all. 

 
1.5- Develop an Outline: 

Once the task or choosing committee members is completed, the group 
can begin to develop an outline of the purposes and criteria the selected materials 
must meet. The Educational Products Information Exchange Institute of U.S. 
suggests that "the very development of such a statement of criteria helps, to make 
the biases for selection explicit to all". 

Identifying the purposes of a textbook can be arrived at by answering 
several questions. First, who will be reading the book? In order, to evaluate the 
appropriateness of the vocabulary, the use of concepts and the overall content of a 
book the educator needs to know the backgrounds, education and experiences of 
the individuals for whom the book is intended. 
 

Second, is the book to serve as a general reference or as part of a library 
collection? A book that is apt to be seldom used as reference should not be 
selected for students to maintain as art of personal library collection. Such a book 
however may be a valuable asset to the media centres catalogue of materials. 

 
Third, for what length of time will the book reflects current 

knowledge? There is a real concern among educators that due to the rapid 
changes and advances in technology and teaching some books are outdated by-the 
time they are published. Therefore, it is important to determine how long a 
textbook can be "expected to reflect up to date information. 

 
Fourth, does the book stimulate the reader to think critically? 

According to Kay Leonard, "Critical thinking helps to establish relationships, 
compare and contrast concepts and principles rather then merely act on them.". 
The teacher should consider whether a particular textbook creates an environment 
in which the reader goes beyond merely receiving the information to actively 
analyzing and using it. 

 

General agreement on the purposes for textbook selection and knowledge 
of the working budget will help the group assess and list priorities so that the 
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ultimate decisions will reflect the identified needs within the framework of the 
available resources. 

 

1.6-Acquire the Materials for Review 
The next step in the selection process is to acquire the materials for review 

and analysis by the committee. Having served on an instructional materials 
selection committee, Fleming and Penta write from their experiences that for 
efficiency and consistency a permanent convenor was appointed whose 
responsibilities included acquiring materials for preview, establishing a time and 
location for when the materials could be previewed, and notifying the appropriate 
members for each appraisal panel. An ideal person for tills task may be a media 
specialist or "any person in a similar position and with similar skills." 

Suggestions for the collection of materials to be reviewed can come from 
several sources. The Board of Education of Carrol Country, Maryland has 
identified the following informal approaches for obtaining materials. 

1. Advertisements. 
2. Catalogues of publishers. 
3. Meetings with sales representatives. 
4. Receipt of sample copies of textbooks. 
5. Lists and samples obtained at conferences.  
6. Consultation with colleagues. 
 

In addition to these approaches, it may be helpful to browse through the 
card catalogued of a library or to analyze a bibliography of a recent literacy work 
for ideas of possible selections to review. 

 
1.7- Use the Evaluation Tool 

When the committee is prepared to convene, it is necessary that there will 
be some way of comparing opinions, ideas and conflicts. There are a number of 
tools that can be devised to sort through the information compiled by the various 
members. Generally, these tools are designed to evaluate several aspects of a 
textbook. 

 
The proposed model categorizes data into four areas: organization, 

content, ideological considerations, and design. In terms of overall organization, 
the evaluator must determine the ease with which information can be located and 
assimilated within the text. 

 
a) The questions in this category are designed to help the evaluator determine 

the overall usefulness of the textbook in terms of its organization. 
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b) The content of the book will, of course, reflect the usefulness to the reader 
of the specific subject matter. These questions are designed to aid the 
evaluator in critiquing the quality of the material found within the text. 

c) Ideological considerations are designed to assist the evaluator in 
determining what a particular book has to say about teaching as a 
profession. Anyone defines ideology as, "an explanation or interpretation 
of social reality which, although presented as objective, is demonstrably 
partial in that it expresses the social priorities of certain political, 
economic or other groups". For example, whether or not a textbook 
includes information on students joining 'unions may be considered an 
ideologica1 issue. 

 
There are two other specific ideological areas to keep in mind when the 

teacher is weighing the benefits and shortcomings of a textbook. "One is the issue 
of appropriate minority representation and the other is avoidance of sex 
stereotyping in instructional materials chosen. 

These issues are especially important for the teacher who is concerned 
about eliminating role biases that may be conveyed through instructional 
materials. Traditionally, textbooks have performing any tasks teaching illustrated, 
a practice that, if continued may seek to maintain the image of teaching as strictly 
teacher's work. "Also traditionally, people from minority groups have been under 
represented in textbook illustrations. Such practices should be scrutinized to 
determine what in influence they have on teaching as a profession. 

 
d) Questions on the design of the book are aimed at helping the evaluator 

determine the durability of a textbook as well as an overall appeal the book 
will have to the reader. 

 
 Once the materials have been reviewed, the committee then has several 
options to pursue. First, new materials may be purchased on the committee 
recommendations. 
            Second, the committee may conclude that the supplies on hand are 
adequate to meet the needs and priorities that have been identified. Third, the 
committee may decide that more information is needed before making a final 
decision. 
 

Activity No.1 
 

Form a selection committee for textbooks telling the areas of the experts to be the 
member on board. 
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1.8- Self-Learning Exercise No.1 
1. How will you establish the philosophy and framework to evaluate a 

textbook? 
2. How the students are involved in a textbook review? 
3. What are the basic steps of outlining the purposes and criteria of textbook 

evaluation? 
 

 
 
 
 
 
 

2- A PROCEDURE FOR EVALUATING 
TEXTBOOKS 

(Using Elaboration Theory) 
  

2.1- Analyze the Organizing Content: 
Its Selection and Its Chapter-Level Sequencing. 
 
(a) Select the Kind of Organizing Content 
 This step prescribes evaluating the selection of an “organization” on the 
basis of the goals or purpose of the instruction. It is a means to check whether or 
not the requirements for design/development has been satisfied. 
 

(b) Identify the Most Important Organizing Content Ideas 
 This step entails listing all important organizing content ideas that are 
presently discussed in the textbook. 
 

(c) Is All Important Organizing Content Included? 
This step requires a subject matter expert and an experienced teacher to 

decide whether or not all of the important organizing content ideas listed (either 
concepts, principles, or procedures) have been included in the text. A subject 
matter expert is needed to prioritize the important organizing content ideas, and 
an experienced teacher (for the target population of students) is needed to 
identify, in consideration of time limitations for the course, a reasonable cut-off 
point for that prioritized list. The cut-off point is based primarily on the ability 
level of the students (e.g., average high school juniors) and the length of the 
course (e.g., one-hour meetings three times a week for 32 weeks) 
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(d) Elaborative Sequence of Organizing Content and Good Chapter 
Allocation? 

This step requires the design expert, with the help of a subject matter 
expert or an experienced teacher, to decide whether or not the chapters are 
sequenced in an elaborative way with respect to the organizing content and 
whether the organizing content is appropriately allocated to chapters. The 
resulting content distribution should satisfy sequence, grouping, and size 
considerations as describe in design/development. 

 

2.2- Analyze Both the Organizing and Supporting Content: 
Its Within- Chapter Selection and Sequencing. 

 

(a) No Inappropriate Organizing Content Included? 
This step requires a subject matter expert or experienced teacher, by 

referring back to the prioritized list of organizing content ideas and its cut-off 
point, to decide whether or not any inappropriate organizing content has been 
included within each chapter. 

 
(b) All Important Supporting Content Included? 

This step requires an experienced teacher to decide whether or not all of 
the important supporting content ideas have been included within the same 
chapter as the organizing content ideas which they support. 

 
c) No Inappropriate Supporting Content Included? 

This step requires an experienced teacher to decide whether or not any 
inappropriate or unimportant supporting content has been included in any 
chapters. This decision will depend primarily on the degree of importance and the 
degree of relevance of the supporting content to the organizing content. 

 
(d) Organizing and Supporting Content Sequenced 
Well? 

This step requires an instructional design expert and an experienced 
teacher to decide whether or not the organizing content ideas and supporting 
content ideas are grouped appropriately, according to the guidelines in the 
design/development procedure. 

 

2.3- Analyze the Strategies for Relating New Knowledge to Prior 
Student Knowledge. 
 
(a) Sufficient Within-Chapter Synthesis? 
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This step requires a design expert and a subject matter expert to determine 
for each chapter whether or not there is sufficient synthesis of the within-chapter 
content. This tells whether or not important relationships among ideas are 
explicitly taught and appropriately located. 

 
(b) Sufficient Cumulative Synthesis? 

This step requires the design expert and a subject matter expert to 
determine whether or not there is sufficient explicit teaching of relationships 
between content in one chapter and content in earlier chapters. They should also 
determine whether the location of such synthesizers is appropriate. Such explicit 
synthesis is likely to come at the end of a chapter or at the end of a unit. 

 
(c) Sufficient Familiar Instances? 

This step requires an experienced teacher to determine whether or not 
there are sufficient familiar instances within each chapter. Familiar instances are 
examples of a concept, applications of a principle, or performance of a procedure 
that are closely related to the previous experience of the learner. Using familiar 
instances facilitates learning and increases motivation. 

 
(d) Sufficient Analogies? 

Analogies relate new knowledge to closely-related knowledge that the 
student has already acquired outside of the subject matter content of the course. 
This step requires the design expert and a subject matter expert or teacher to 
determine whether or not sufficient analogies have been presented within each 
chapter. 

 

(e) Sufficient Motivational Components? 
This step requires the design expert and teacher to determine whether or 

not sufficient motivational components are built into each chapter, based on the 
types of motivational problems that the teacher anticipates for the chapter content 
and the target Student population. The design/development procedure). Also, you 
should determine whether or not their locations are appropriate. 

 

2.4- Analyze the Review Strategies 
(a) Sufficient Within-Chapter Review? 

This step requires an experienced teacher to analyze the chapter 
summaries to determine whether or not sufficient provided to analyze the chapter 
within-chapter review. 

 
(b) Sufficient Cumulative Review? 
 This step requires an experienced teacher to analyze the unit summaries to 
determine whether or not sufficient cumulative review is provided. 
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2.5- Analyze the Micro Strategies for Each Idea 
(a) Select the Appropriate Micro Model for Each Idea or Fact. 
 This step entails determining the appropriate micro model for each idea 
that is to be taught. 
 

 (b) Select the Appropriate Richness for Each Model 
This step prescribes deciding on the appropriate richness for each model, 

on the basis of the difficulty, of the idea that is to be taught in relation to student 
ability and experience. 

 

(c) Test Items and Primary and Secondary Strategy Components 
Appropriate? 

This step entails determining whether or not the test items are appropriate 
and whether or not the optimal primary and secondary strategy components are 
presented in the textbook for each idea to be taught. 

2.6-Analyze Integrative Test Items, Synthesizers 
Reviews, Analogies, and Motivational Components 

This step checks to see whether or not integrative test items, synthesizers, 
reviews, analogies, and motivational components are all well-designed and 
written. Clarity and conciseness are important considerations (see 
design/development Steps for details). 
 
2.7- Analyze the Formatting of all Strategy  
Components Analyzed Above 
 (a) Are the Ideas and Strategy Components Separated and Labelled? 
 This step requires a design expert to decide how well the strategy 
components are separated and labeled so as to facilitate learner Control. 
 
(b) Are Other Aspects of the formatting Appropriate? 
 This step requires a design expert to decide how attractive and 
communicative the page layout is. 
 

2.8- Procedure for Revising Textbooks 
       (Using Elaboration Theory) 
 

In addition to originating new text and evaluating existing text for 
instructional quality, instructional design theory can also be used as a basis for 
modifying and correcting instructionally problematic text. The following revision 
procedure is only used after the Elaboration Theory's evaluation procedure has 
been used to diagnose design problems. 
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For instructional materials which are found to be highly problematic with 
regard to all or most of the evaluation criteria (of the evaluation procedure), the 
optimal revision procedure is to deal with those design problems in the order that 
they were identified by the evaluation procedure. The necessary revisions for each 
problem are made by using the corresponding step of the design/development 
procedure. 

 

However, if the instructional materials need revision only with regard to a 
few criteria, then revision should be done by using isolated parts of the design/ 
development procedure. In this case, it is still recommended to do the revisions in 
the order in which the evaluation steps are listed, because otherwise you may 
waste time revising something which ends up being deleted altogether. For each 
weakness revealed by the evaluation procedure, you should and the comparable 
design/development step and revise the material accordingly. 

 

After the revision procedure has been completed, a final check is 
recommended. You should go through the evaluation profile (the results of the 
evaluation procedure) once more to make sure that you have not missed any 
important point to be revised. If you have missed any such points, go to the 
appropriate steps of the design/development procedure to make required 
revisions. When you are finished with this final check, the revision procedure is 
concluded. 

 
Instructional theory is at best in its early adolescence at the present time. It 

is only very recently that investigators have begun to build individual strategy 
components into optimal models of instruction for different goals and different 
conditions (e.g., different kinds of students and different kinds of subject matter). 
Much work remains to be done before instructional theory will realize its potential 
contribution to improve textbooks. Using ideas such as those presented in this 
chapter is likely to yield as much useful information as formal research, but there 
is clearly a need for much of both. It is our hope that this chapter will contribute 
in some small way to encourage both kinds of endeavors to improve our 
knowledge about how to write effective, efficient, and appealing textbooks. 

 

Activity No.2 
 

Enlist the selection and evaluation steps and show to your tutor. 
 

 

2.9- Self-Learning Exercise No.2 
1. What are the basic steps of the evaluation procedure? 
2. How will you start and forward the evaluation of textbooks? 
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3. Discuss the elaboration theory procedure for revising textbooks. 
 

 
 
 
 
 
 
 
 
 
 

3-TEXTBOOK EVALUATION  
(DETAILED CHECKLIST) 

 
In the checklist which follows, significant question are raised within each 

of these areas. After consideration of these specific aspects of the book and its 
contents, a broad-based evaluation may be made on a five point scale as outlined 
below. Textbooks may then be compared, category by category, and an overall 
rating established for each. Teachers will weight those areas which are 
particularly important to them in their situation. For instance, in some situations, 
areas 3.1.1 and 3.1.4 may be of major importance; in others, where the course is a 
general nature, teachers may feel that areas and it will make a great difference to 
the success of the class. Some will feel that 3.1.3 is a very important 
consideration. Where a committee is deciding on the adoption of a textbook, the 
broad-based evaluation chart will make comparison of individual 
recommendations much more feasible, (If weighed pointes are added together for 
an overall rating when using this chart, the lowest will indicate the most desirable 
book.) 

 

3.1- Detailed Checklist for Textbook Evaluation 
 
3.1.1- Appropriateness for Local Situation 

1. What objectives did the writer have in mind? (See preface or foreword 
of book.) Are these the objectives of your course? (e.g., four skills? 
listening and speaking as primary goal, general reading? specialized 
reading?) 
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2. For what level of study was the book designed? (Look very carefully at a 
book which claims to be usable at several levels, e.g., middle high 
school and secondary school; higher secondary school and 
undergraduate level.) 

3. For what kind of course in the book intended? (a. three periods per 
week. five periods per week, intensive? b. teacher taught? 
individualized? students study followed by class activity?) 

4. Pace of material. Having studied the material in the book carefully, do 
you think it moves too fast or too slowly or just right for the class you 
have in mind? Would it require a great deal of supplementing? Would 
you have to leave out a lot of material to complete the course in the time 
you have available? Could the extra material be used for enrichment for 
the faster learners, or is it too repetitive? Would it provide extra practice 
for the slower learners? Is there so much material that the teacher would 
feel smothered or pressured? 

5. Is material supplied for students of different abilities? 
6. Is the material of a kind that would interest student at the level and of the 

age you have in mind? (Is it too juvenile? Is it too dull? Does it too 
obvious an effort to amuse? Is the material dated?)  

 

3.1.2- Appropriateness for Teachers and Students 
1. On what method is the book based? Is the method appropriate for your 

purpose? Is the method carried through well the unit design? If you 
intend to present new work in oral from first, does the book make 
provision for this? 

2. How much is the native vocabulary used in the exercises (or in other 
sections of the book)? Could the target language have been used instead? 

3. Are tapes or cassettes, films, slides, filmstrips, transparencies, large 
pictures, or flashcards available with the book? If so, are they well 
constructed for teaching purposes or individual students learning? Is the 
technical quality acceptable? Are they well integrated with lesson 
material in the book? Are the pictures useful for discussion? Do you pay 
extra for these? If so, are they reasonable priced? If not, can the book be 
used successfully with out them?  

4. Are supplementary readers available .with this book? Are these 
satisfactory for the level of your class? Are they of the level of difficulty 
which can be easily read by students at this level? Do they repeat what is 
the textbook or provide interesting variants of the material? 

5. Is there a student's workbook for laboratory or home use? Is the work 
different from that in the textbook, requiring a creative response from 
the students? Is the sequence of material well planned, so that work 
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which has not yet been encountered in the textbook does not suddenly 
appear in an exercise? 

6. Does the book leave scope for student- initiated participation or is it so 
tightly structured that it could only be used in to lockstep, teacher 
directed fasion? 

7. Is this the type of book that students could use for independent study or 
to catch up on work on their own? 

8. Is there a table of contents setting out clearly which structures are 
introduced and in what order? (Check the way of particular structure 
which causes students problems is persented and practiced) is there an 
index to help students (and teachers) find grammatical explanations. 
Special lists of paradigms? 

9. Does the publisher provide a teacher's manual with indications on how 
to use the book and suggesions for extra to dominate the teachers?  

10. Has the book been pretested in the school for a similar level to that of 
your students and revised before being printed in its final form.  

11. Is the language in the lessons authentic (not stilted or artificial; not old 
fashioned; free of unnatural language not used by native speakers; 
correct for the persons and relationships in the situation in which it is 
used; free of dated slang or obscure dialectal idioms?)  

12. Is there an interesting theme through the book, or related themes for 
sections of the book?  

13. Are the situations in dialogues or practice activities realistic and thought    
provoking, or they merely banal vehicles for linguistic material?  

14. Is the content of the reading material interesting and worth while?  
15. Does the material give an unprejudiced and balanced picture of 

contemporary life in countries where the language is spoken? Does it 
bring out contrasts between the foreign culture and the culture of your 
students? Similarities? Are cultural stereotypes avoided? Is any of the 
cultural material out-of- date? If customs of an earlier period are 
included, is this made clear? 

16. Are there chauvinistic, racist, or sexist elements, implicit or explicit, in 
the text, illustrations or supplementary aids? 

 

3.1.3- Linguistic Coverage and Organization of Material. 
1. How is pronunciation dealt with? Is the treatment satisfactory? Is 

attention paid to distinctions between similar sounds in the native and 
national languages, and within the other languages? Is the sound 
system, taught as an interdependent whole? Are stress, intonation, and 
juncture considered? 

2. Is the grammar presented through structures? Some other way? Does 
the type of presentation suit your purposes? Are the most frequently 
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used structures introduced early, irrespective of any difficult ordering, 
so that students can express themselves adequately? Are these 
common structures continually reentered? Are there summaries of 
grammar? 

3. Are the exercise well- designed? Do they give adequate practice in 
what has 'been learned, or would they have to be supplemented? Do 
they introduced any material which has not been studied up to that 
point? Do the exercise move from simple to more complex. Are all 
exercise sentences ones that would be used? Do the exercises provide 
ample practice before a testing exercise is presented. Are there too my 
exercises in each unit of practical use? 

4. Is reading introduced early or late? Is the timing of its introduction 
appropriate for your course? Does the reading material provide for 
progressive teaching of the reading skill? Is it interesting in content 
and written in language which is appropriate for your students? Is the 
content of the later reading material worthwhile?  

5. Is the vocabulary well-presented? How much new vocabulary per 
lesson? Is the vocabulary reentered sufficiently within the unit and 
successive units? Is it summarized in some way? At the end of the 
book. It is in a dictionary format in the taught language or in a 
bilingual list? How is the vocabulary to be taught? Is incidental 
vocabulary glossed within the text? (At foot of page, in margin, 
between lines, at end of passage?) Is attention paid to word formation 
(prefixes, suffixes, common roots?) To cognates, synonyms, 
antonyms? To thematic groupings? To the semantic coverage of 
related words? Are prepositions, conjunctions, and common adverbs 
given sufficient attention? Is choice of vocabulary based on a 
frequently count? If so, is the level of the count for this book 
sufficient, or too advanced, for your purposes? If not, does the 
vocabulary appear to be generally useful, or is it esoteric?  

6. Is writing introduced early or late? How does the timing suit your 
purposes? Do the writing exercises provide for progressive 
development of this skill? Do you consider there is enough (too much) 
writing? Is there provision for original writing? If there is a new 
writing system to be learned, is this presented clearly and practiced 
adequately? 

7. Does the unit design allow for progressive development of and 
practice in listening comprehension; speaking, reading, writing? What 
is the proportion of working time allowed to each skill in the unit 
design? Is the proportaion appropriate for the objectives of your 
course?  
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8. Is adequate opportunity provided for review at regular interval? Does 
this give reference to elements teamed earlier as well as to current 
work?  

9. If tests are provided with the text book, do they test what the students 
have been learning (that is, all items are drawn from material studied 
and practiced to that (point)? Are they of an appropriate level for your 
students? Does the book teach one way and test another (for instance, 
provide for oral teaching which are then tested in writing)? Do the 
tests contain review items as well as current items? Is there a good 
balance in the aspects of the work they test? Are they of a suitable 
length for your purpose? Is provision made for integrative as well as 
discrete point testing? Are alternative items proposed for retesting or 
for make up tests? 

 

3.1.4- Types of Activities 
1. If there are dialogues, do they represent realistic situations within the 

culture? Is the language authentic for use in such situations and 
relationships? Are the sentences short enough for students to be able to 
use them actively? Are there segments within the sentences which can 
be useful in creating variants for communicative interaction? Are the 
dialogues cluttered with new structures which could more effectively 
be presented in some other way? Are the dialogues too lengthy to be 
useful in the classroom? Can other material than dialogues be 
dramatized?  

2. Are the indications of way in which students can be encouraged to use 
what they have learned in .actual communication (in speech, and 
writing?  

3. Is there variety in the types of exercises? Do they encourage 
students to create utterances of their own?  

4. Are indications given of extra activities (games -songs poems 
crossword puzzles, things to look for) which would add variety to the 
lessons?  

5. Is provision made for, students- conducted activity? for group work 
without the teacher's direction?  

6. Is some material introduced just for fun and relaxation while using the 
language; humor, problems to solve, anecdotes, rhymes, cartoons. 
Curious customs? 

 
3.1.5-Practiced Considerations 

1. Is the book part of a series which would be adequate for the sequencer 
courses in 'a school? Are the other books In the series satisfactory for 
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the purposes of your classes? Is the transition from level to well 
worked out? Can this book be used satisfactory even if the other books 
in the series are not used? 

2. Are the illustrations in a style which is likely to make the book seem to 
your students old-fashioned: ridiculous, or just dull? Are they of a type 
which can ad as a stimulus to class discussion? 

3. Are there appropriate maps somewhere in the book? Are they top 
detailed or too sketchy? 

4. Is the book printed in an interesting style? Is the type calligraphy clear 
is the page layout attractive? Is the work set out so that it is easy to 
find what you want? Are the binding, cover, quality of paper, and 
clarity of illustrations satisfactory? Is the cover attractive? Would the 
books stand up to normal wear and tear?  

5. Is the book free of printing errors? In the dialogues, reading passages, 
in the exercises and in the glossary?  

6. Is the price reasonable for your school situations?  
7. Is the book reading available in the area in which you are teaching? 

 
3.1.6- Enjoyment Index. 

1. Would you enjoy working with this book at this level? Is it hard for the 
teacher in any way? Could the teachers (particularly the inexperienced 
ones) work with it? Does it provide scope for individual teaching, 
styles? From these selection points one can easily develop the 
checklist for the developing of textbook and other materials. 

 

3.2- Proforma for Evaluation 
The Percentage of teaching literate is increasing as theories and ideas 

expand the horizons of existing information about the profession. It would be 
impractical to assume that one person would be able to keep pace with the growth 
of available literature and resources. It is hoped that a systematic approach will 
enable educator and students to pool their experience and expertise to be able to 
sort through instructional materials and select those textbook that will fill the 
needs of each individual group. The proforma is suggested by S.M. Shahid. 

 
   Yes No Other 
I.Organization A. Is the table of contents well 

organized? 
   

 B. Is the index complete?    
 C. Is there a bibliography?    
 D. Are there suggested references?    
 E. Are the appendices useful?    
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 F. Is there a glossary?    
 G. Are instructions included for use of 

the text? 
   

 H. Is the vocabulary appropriate for the 
intended reader? 

   

II. content A. Is the content compatible with the 
Philosophy and framework of the 
educational institution? 

   

 B. Is the subject mater factual?    
 C. Is the material current?    
 D. Is the subject matter presented in a 

readable format? 
   

 E. Does the content follow a logical 
scequence? 

   

 F. Does the content stimulate the reader 
to think critically? 

   

 G. Does the content stimulate the 
reader's curiosity? 

   

 H. Does the content achieve its intended 
purpose? 

   

 1. Is the author's qualification 
appropriate for writing the text? 

   

 J. Are sources documented?    
 K. Are there practice or study exercise?    
III .Ideological 
Considerations 

A. Does the book expose the reader to 
conflicts or controversy? 

   

 B. Is the material free of sexual, racial, 
and role biases? 

   

IV. Design A Is the size of the book appropriate 
for intended use? 

   

 B. Is the cover and binding durable?    
 C. Is the print readable?    
 D. Are the illusbations and photographs 

clear and useful? 
   

 E. Are captions easy to read and 
identify? 

   

 F. Is the paper of sufficient quality?    
V Conclusions A. Who would the book be suitable for? 

Student--- Instructor---Other--- 
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 B. How would you recommend this 
book be used? Classroom  
instruction---library Reference---
personal reference---other 

   

 C. Would you recommend this book for 
purchase? Yes--- N o---Other--- 

   

 

3.3- Evaluation Report (Guidelines) 
             All the following suggested questions of NN Hermosa, consultants 
Middle School Project can serve as guidelines for evaluation. Some can be more 
or less important, depending upon the discipline under consideration, the teaching 
objectives and the level of instruction. 
 

3.3.1- Content 
1. Does content correspond to the objectives of the curriculum for the 

subject and level under consideration? 
2.  Does the set of materials cover adequately the learning units prescribed 

for the subject and level? Is it sufficiently enriched? 
 

a) Subject Matter Content: 
1. Is the content accurate? Are there any unsupported generalizations? 
2. Are the textbooks and teacher's guides up-to-date? 
3. Are concepts clearly explained? Arc there topics/concepts that are 

unclear or ambiguous? 
4. Is content sufficiently objective? 
5. Is the content appropriate to the learner's grade level? 
6. Will the content stimulate the interest of the target learner? 
7. Does progression in learning and concepts transmitted by content go 

from the simple to the complex, from the elementary to the advanced?  
8. Has the author tried to integrate elements from two or more disciplines 

where possible and desirable? 
 
 
 

(b) Social Content 
1. Is the content relevant to Pakistani conditions, environment, and society? 
2. Does material foster values that contribute to; 

a) respect for the Constitution of Pakistan and the law? 
b) national identity and pride in our country? 
c) responsible citizenship? 

3. Are the materials respectful of the needs, values, and sensibilities of; 
a) urban/rural and different socio-economic groups? 
b) different cultural and religious beliefs and practices? 
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c) different cultural communities? 
d) disabled and aged persons? 
e) different lifestyles and family patterns? 

4.  Is there balance in the text and illustrations in the treatment of gender 
roles,   occupations, and contributions? 

5.  Is there any material which may be worrisome to parents, learners, or 
teachers such as language, illustrations, and/or topics? 

6. Are any references to commercial establishments or brand names or 
products which are unnecessary or inappropriate? 

7. Where safety and/or health are of concern with suggested activities, are 
adequate warning/cautionary notes provided? 

 
 

3.3.2- Pedagogical Approaches/Instructional Design 
1. Does the method applied in the textbook correspond to a pedagogical 

concept recommended by the educational authorities? 
2. Do learning activities and experiments proposed in the different chapters 

help to enhance learning? Are they varied? Formulated clearly? 
3. Does the manuscript propose research activities for the pupil: 

observation, surveys, measuring, information? 
4. Do such activities call for continued intervention of the teacher? Or do 

they encourage student autonomy? 
5. Are there provisions for the development of higher cognitive skills such 

as critical thinking, creativity, learning by doing, inquiry, problem 
solving, etc? 

6. Are there strategies that allow for development of social skills such as 
striving for excellence, accepting responsibility, and working 
harmoniously with others? 

7. Are they prepared in such a way that the pupil can verify his own 
progress and success (for instance, answers contained in an appendix, 
solution routes proposed)? 

8. Is there provision for adequate and appropriate self-evaluation of 
learners' progress as to learning competencies? 

9. Is there adequate provision, such as remediation and enrichment for 
individual learners? 

10. Does the sequencing of learning activities facilitate the achievement of 
objectives?  

11. Does the development of the lessons allow for review, comparison, and 
integration with other lessons?  

12. Are the interests of pupils taken into account to stimulate learning and 
has the author included motivational aspects (such as overviews and 
advance organizers, familiar environment, evocative illustrations, etc)? 
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13. Has the author taken account of some of the pupils' characteristics, such 
as age, environment, to arouse their interest? 

 
3.3.3- Organization 

1. Does the manuscript clearly reflect the existence of logical organization 
of the text Presentation? Main text divided into chapters and sub 
chapters according to the curriculum, Summary, Exercises, Evaluation)? 

2. Do the units/chapters provide helpful introduction, review, and 
summaries? 

3. Is the summary placed at the beginning or the end of the chapter? Is it 
clear, concise and does it correspond to the main aspects other text? 

4. Does the introduction or the presentation clearly establish the objectives 
of the book and the meaning of the subject? 

5. Is the table of contents detailed and accurate? 
6. Are some chapters organized in a different way from others, destroying 

the balance of the overall text, or is this difference justified? 
7. Does the length of chapters correspond to the importance of themes? 
8. Are some chapters too long, despite the importance of the topic? Or, too 

short?  
9. Would an index be helpful? If there is an index, is it adequate? 
10.  Would a glossary be helpful? If there is a glossary, is it adequate? 
 

3.3.4- Language/Writing Style 
1. Is the vocabulary level as well as the length of sentences in the textbook 

suited to the comprehension level of the target learners? 
2. Are the sentence and paragraph structures appropriate, varied, and 

interesting to the target learners. 
3. Does the textbook use concrete and specific language? 
4. Is subject-specific vocabulary or terminology used? Are definitions 

given of new or unfamiliar words? 
5. Is the punctuation in the text always justified? 
6. Is there spontaneity and naturalness of speech in any oral or written 

dialogues?  
7. Is there a logical relationship and smooth flow of ideas and activities: 

a) within a lesson? 
b) from lesson to lesson? 

8. Is there consistently good use of transition devices to focus on the main 
topics and to singal change of topic? 

9. Are the Instructions, exercises, questions and activities clear to the target 
learner? 
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10. Is the style sober and efficient or are there too many enumerations, 
imprecisions, dramatisation? 

 
The Continuous Link or Thread 
 Where content permits, has the author used a continuous link or main 
theme to arouse the interest of the reader and incite him to further study the text? 
 
3.3.5- Format/Book Design 

Do they typographical organization and design of the headings and the 
text enable the learner to easily identify themes and ideas and to rank them in 
order of importance? 

 
Illustrations and other visuals 

1. Are all the illustrations contained in the textbook fully justified? Or, 
are there too many? 

2. Do they correspond to the content of the chapters in which they 
appear? 

3. Are they clear and accurate? 
4. Do they transmit interesting information, and visual representations? 

unfamiliar to pupils or outside their environment?  
5. Are illustrations evocative and will they arouse the pupils' interest?  
6. Has too much attention been paid to aesthetic quality of illustrations to 

the detriment of their role of transmitting accurate information? 
7. Are they in the right place? Is their location clearly indicated in 

relation? to the texts to which they refer? 
8. Are accompanying titles and captions clear and accurate? Have they 

been numbered? 
9. Is their cost justified. (For reproductions of photos, works of art, 

processing of   original images, printing, number of copies of the book 
foreseen?) 

 
3.3.6- Teacher's Guide 

1. Does the manual sufficiently complement the textbook, providing 
adequate support and suggestions to guide the teacher to facilitate 
development of all the learning competencies for the target subject and 
level? 

2. Is there congruence between the learning objectives and teaching 
methods/learning activities/evaluation measures? 

3. Does the guide include: 
a) Philosophical framework or rationale? 
b) Alternative teaching approaches? 
c) Useful background information? 
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d) Suggested additional remedial and enrichment materials? 
e) Suggested time allotment for the units/chapters/lessons? 
 

3.3.7- Summary 
  1. Major Strengths:……………….. 
 

2. Major Weaknesses: ………….…. 
 
3. Comments:……………………… 

 
4. Recommendations: 

______ I/We recommend the approval of these learning materials, as adequate 
support for the curriculum for the target subject and level, provided the following 
adjustments and corrections are made: 

 
______I/We do not recommend the approval of these learning materials and do 
not believe that they adequately support the curriculum for the target subject and 
level, for the reasons stated below: 
 

I certify that the above evaluation and recommendations are my own and 
have been made without any undue influence from others. 

 
Evaluator; ……………….. 
Signature:………………… 
Date:……………………… 

 Activity No.3 
  

Find the differences in the part/one and two of the unit to enlist the 
evaluation procedure and show to your tutor. 
~ 
 
 
 

3.4- Self-Learning Exercise No.3 

1. Enlist the detailed checklist for its salient feature to evaluate a textbook. 
2. Draw a proforma of evaluation as per your own suggestion. 
3. How will you write an evaluation report for the textbook revision made by 

you? 
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4- CONSOLIDATED REVIEW OF TEXTBOOKS AND 

TEACHERS' GUIDES 
(Class VI to VIII ) URDU(by: Attash Durrani) MSP.1998 

4.1- Textbooks  
All the textbooks of all the classes and Textbook boards were reviewed 

and found improper and inadequate to teach with. These books are just a 
collection of articles, poems and some exercises. These texts are teacher oriented 
rather than students centered. These lessons are thematic rather than the language 
lessons. The objectives of the said curriculum (1985) are not achievable through 
these books. There is no room for listening/speaking skills. The cognitive aspect 
in the abilities development is considered only. The other abilities can not be 
developed through. The national objectives which are supposed to be achieved 
through Urdu are overemphasized and the books seem to be the books on Social 
Studies, Islamiat, Pakistan Movement, Jehad, National Enthusiasm etc. rather than 
language books. These are not good in their presentation, layout and illustrations. 
Though there are some good writings and somewhere good illustrations. The 
books are written and not developed as textbook. Students participation, activities, 
interaction, group. work etc. found no place in these books: The old words are 
often used and the local contribution is neglected Classical language and technical 
writers are thought suitable to be considered. The text is basically descriptive. 
Story telling, metadiscourse, dialogue, poems on nature etc. are not thought to be 
the techniques of language teaching. Classvise gradient is not found. Reading 
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habits development, skimming, scanning and other techniques of reading, 
dictionary consultation, seminar, discussion, dramatization, role-playing, projects 
and activities were not given anywhere. 20% objective type questions were 
compulsory but found no place in the exercises. No teaching point/help is given. 
Grammar is considered to be taught separately. 

 

The textbooks of Urdu in the Middle School Stage are hopeless and 
useless in avoiding the basic techniques of language teaching. Students' needs, 
curiosity and initiatives are not made the part of text development. Important 
sensitivities are not considered. The cognitive and thematic/conceptual aspect is 
over emphasized. 

 

4.2- Grammar 
Separate books on grammar by the Balochistan are published. Teaching 

grammar separately rather than a functional one is discouraged in the new 
curriculum. The deductive method is used in this book. Exemplary essays are 
given rather than points or pictures. The students are expected to memorize the 
grammar points/ definitions/terms and the essays. 

4.3- Teachers' Guides  
The Balochistan textbook board prepared a teachers guide for every class 

for all the boards. Only the general instructions are given in these guides. It is not 
mentioned that how the objectives are to be achieved; which method is relevant to 
which step of the lesson; How the A.V. Aids are to be procured; How grammar is 
related to the text. Model reading step is given in a limited number of lessons. 
Sources/Dictionaries are not recommended. Test papers are given. Extra 
Information is given for the teachers in some lessons on personalities. It is the 
only good attempt. Appreciation step is only given in the poem lessons. Over all 
the Text and Teaching material is not prepared or developed even according to the 
current curriculum. 

 

Draft Design (Common Component) 
Form for Review of Textbooks and Teacher's Handbooks 

 
Relevance 
-National 
 Needs 
-Child 
 (Needs/ 
 Interest) 

Abilities 
Concepts 
Skills, 
Attitudes 

Important 
Sensitiv- 
ities 

Sequencing/ 
Gradients/ 
Articulation 

Language 
(Difficult! 
Easy/ 
Adequate 

Initiative/ 
Interaction 
Curiosity 

Ewer- 
cises/ 
Activ- 
ities 
Tests 

III ustra 
ti ons/ 
Graphs 

Remedial/ 
Enrich- 
ment 
Materials 

Teacher 
points 
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4.4- Class VI-Urdu 
Review of Textbooks and Teachers Guides 
The following Textbooks and Teacher Guides are to be reviewed: 

1. Urdu Kee Chhati Kitab by Punjab Textbook Board, pp. 188. 
2. Urdu Kee Chhati Kitab by NWFP Textbook Board, pp. 148. 
3. Urdu Kee Chhati Kitab by Sindh Textbook, Board, pp.120. 
4. Urdu Kee Chhati Kitab by Balochistan Textbook Board, pp.120. 

 These books are written on the basis of the Curriculum 1985, 

published in 1986, by the Curriculum Wing, Ministry of Education, Islamabad. 
Overall the books are not upto the mark. 
 

4.4.1- Objectives 
A. All the Textbooks of all the 4 textbook boards are seemed to be the books 
on Social Studies, Islamiat, Pakistan Movement rather than the books on Urdu 
language. None of the language teaching-text model is followed in any of the 
textbooks. 
 
B.  The books are worst in their presentation, layout content, development, 
and in pedagogical aspects. These are not the textbooks to teach with. These are a 
jumble of articles and writings having some exercises given in an unattractive and 
uneffective way. The books are written not developed. These are written by some 
writers and teachers but the methodical presentation is ignored. These books have 
no divergent of creative patterns. It shows the forced text rather than culturally 
accepted. Students participation, activities and group works are nil. These even do 
not help teachers to plan their lesson. None of them is illustrated properly. 
 
C.  There are approximately 44 lessons in every textbooks (Sindh 43, 
Balochistan 38). .Reading lessons need atleast 175 periods out of total of 225 
periods in an academic year. The page range from 120 to 188 (NWFP 148). 
Glossary is added in Punjab and Balochistan. 
 

4.4.2- Textbooks = Recommendations 
1. Size: 20x30/8 archived. 
2. Pages VI: 1 84-Not achieved. If the Quwaid in text of Balochistn is 

added, the numbers of Pages go up to 250. 
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3. Langauge: Simple. The glossary reveals that more than fifty words 
(given are obsolete and old.  

4. Articulation: Every book is different in its treatment. A poem in class 
VI in one text book board is given in Class VII of the other board's. 
The lesson on Seerat is not different from the one in class V.  

5. Language skill should be proffered: It is considered to be achieved 
though grammar. The text is basically descriptive. 

6. Short vowels: Seldom given. 
7. Pictures/Illustrations: Hopeless. Detailed review follows. 
8. 20% Objectives Questions: Not achieved in the exercises. If fill-in the 

blanks is not/objective type. 
 

4.5- Components  
(a)National Needs: 

National needs are over emphasized in all the textbooks directly depicting 
the themes and not descriptive lessons. More than 20 lessons are presented in this 
way. Abstract concepts are made the topics of lessons and not related with the 
concrete or daily life experiences-Story telling technique is not used for these 
national themes. Activities are not given to show Urdu as national language. 
~ 

(b)Child's Needs/Interests: 
The lessons do not start often in a meta discourse or story telling way 

except some as mentioned below. There are only 2 or 3 in narrative and 2 or 3 in 
dialogue/conversation form. Stories are seldom given (one or two lessons only.)-
Pre-lessons activities/interest arousing starts are not presented. Nothing is 
included or illustrated for enjoyment, interest or relating with the child's needs 
and experiences, imaginations and visualizations. The poems are seldom 
enjoyable from their rhythmic or poetic emotional aspects. The most of the 
selection of poems is from classical period of Urdu literature in somewhat old 
language. Nature theme is not represented accordingly. Only one or two poems 
are given. Jokes and cartoons are not attached with the lessons. Cartoons are not 
added. The appropriate selection is as follows Hamd of Punjab and Balochistan,  
WFP (Ismail Merthi) is appreciable for this level. Prayer (Dua) at the end of 
NWFP's book by Sufi Tabbasum is really a Hamd may be presented in the 
beginning. 
 

Naat in Punjab and Sindh (Altaf Hali's) in of old words; in NWFP (Salam) 
is a popular one and in Balochistan (Shaft Nayyer) is of better discourse. Poems 
on nature in Punjab (Merthi's Ganni Ka Mausam) Jugnu and Bachcha, in Sindh 
(A. Nadeem Qasimi's) Badil Ka Geet, (Nazeer's) Barsat Kee Baharein, in 
Balochsitan (none) is representable. The poems on national and ethic values are in 
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Punjab (Naseem Amrohi's) Uth Mujahide Wattan, (Iqbal's) Aik Makra aur 
Makkri, in Sindh (Inayat Ah Khari Tonki) Mehnat Kee Azmat, (Zameer Jafri's) 
Apna Parcham, (Hamid Ullah Afsar) Khizar Ka Kam Karun, (Merthi's) Thora 
Thora Bahut, (Saqi Javed's) Chand Meri Zameen are appreciable. 

 
In prose the lessons written in a better presentable discourse are in Punjab: 

Chand Ka Safar (Space Science), Sirf Aik Dirham (Events of Shahaba), In Sindh: 
Do Bahnun Kee Kahani (Selection from a Novel), Khushi Ke Ansu (ethical 
story/event), Mehnat Kee Barkat (dignity of labour), (Travelogue) Ibne Batuta 
(descriptive), Gudde KA Walima (Dialogue). In NWFP Mehnat Kee Barkat 
Dignity of Labour), Meri Diary (Diary), Hadisa (Accident), Wadi Kaghan (Place), 
in Balochistan: Bachun Ka Faisia (Events/Dialogue), Amur Khana Dari 
(Cleanliness), Aqlmand Beevi (Story) are appreciable. 
 
(c)Abilities: 

Cognitive aspect is emphasized in all of the books. Deducing meanings 
and using into sentences/concept making are depicted in a traditional style. 
Creativity and inquiry based approach are not placed anywhere. 
Concepts/Informations are not introduced at a pace appropriate rather in a cluster. 

 
(d)Skills: 

Listening/Speaking abilities are ignored. Language activities are 
emphasized on grammar, idioms, phrases, meanings, paragraphs, sentence 
correction and seldom on literary appreciation/reciting etc. Functional activities 
are not provided. Thinking and imagination are not provoked. 

 
(e)Attitudes: 

National enthusiasm, integrity and ethical values depend upon the 
cognitive/informative/conceptual aspects. No interactive element/activity or 
project is given. Even appreciation of literary works is not given in a teachable 
way. 

 
4.5.1- Important Sensitivities: 

Character Building is emphasized in most of the lessons. One lesson on 
environmental education is given in Punjab in a dialogue form. One lesson of 
dangers is given in NWFP. Drug abuse is treated in a lesson in Punjab. Civic 
sense is given in one lesson in Punjab. Often male domination in the 
characterization of dialogues/dramas takes places. Urban/rural, socio-economic, 
global village, traffic education, gender balance etc. are not the sensitivities of the 
lessons except some lessons given for the girls in their sphere of life. 
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4.5.2- Sequencing/ Articulation: 
No gradual lesson arrangement. Poems are given after two or three prose 

lessons. The gradient is reverse. The easy, interesting and motivational lessons are 
at the end of the book and the book starts with the abstract learning. All the 
Islamic descriptive articles and poems are given in the beginning. No previous 
experience is related or gradual articulation with class 7 is taken into account e.g 
Both the lessons on seerat in class 5,6 or 6,7 are without any gradient of discourse 
level. 

 
4.5.3- Language: 

Idiomatic/figurative rather than simple informative or of daily use. Poetic 
discourse is difficult due to its idioms and figures. The language is also old and 
artificial. Real or current language and Pakistani Urdu usage is not depicted. 
Dialect differences are not given i.e. Rural, Urban, Cultural/Uneducated 
discourses have no representation. Equal gender works are not used. Proper new 
vocabulary of conversational language. Newspaper discourse, Official and police 
Urdu is not represented in any form. Needed local words (common and specific) 
are not identified. Though some are given in a lesson on local games. 

 
Themes are not interesting and even not presented in any interesting form. 

These are not equally distributed e.g. Islamic topics take more lesson i.e 7, 
Pakistan movement 6, local 3, international/global 1, scientific or technical 2, 
modern concepts 1, health 1, literary jokes 1, Novel (old discourse) 1, letter 
1,puzzles 1. Even the poems are not equally distributed e.g. Religious 4, Pakistani 
3, Ethical values 4, Nature 1 and Humour 1 in Punjab, and approximately the 
same in NWFP and Balochistan. Only Sindh differs in counting. A Glossary of 
700 difficult (often old) words is given in Punjab and Balochistan but not 
explained. 
 
4.5.4- Initiative/lnteractive/Curiosity: 

The lessons are meant for reading only. No initiative or curiosity is 
encouraged. No other language activity or interactive element is given. Functional 
or practical aspects of language is ignored. No point for student/group 
works/project/self study etc. is given. 

4.5.5- Exercises: 
These are short answers type questions along with fill-in-blanks items. 

Questions are on information, concepts etc. Language questions are on grammar 
of writing etc. Matching, Association, Multiple choice, or other types of exercises 
are not found. Group work/discussion etc. is not encouraged. Language objectives 
of  evaluation is ignored. 
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4.5.6- Illustrations: 

None in Punjab, Two three pictures and sketches better in Sindh, two or 
three photogrphs in Peshawar and some sketches in Balochistan. The 
concepts/events/life are not illustrated. 

 
4.5.7- Remedial Enrichment Material: No 
4.5.8- Teacher Points: 
 No. Even the textbooks are not developed in a teachable way. A teacher is 
expected already trained. The 44 lessons have not time proportion. 120 Pages of 
text are to be taught with in 225 periods. If one lesson takes 5 periods, no period 
is left for writing, reciting, appreciation and drill and other activities. Seminars, 
Library, role playing, dramatization and other practical activities are neither 
recommended nor placed in this time-table of periods. 
 
4.5.9- Language Needs: 
 Schematic or other language structures or captive organizers are not given 
in any form. Boxes, points, heading-subheadings (in informative articles), pre-
lesson activities, speaking, listening activities, cause-effect relationship, compare-
contrast elements, solutions of problems and vocabulary learning exercises are not 
given. Use of dictionary, library, print material and other resources is not 
recommended. Words with more than one meaning are often used. Literary 
way/discourse is encouraged rather than pragmatics. There is no modem, 
linguistic or phonetic approach is used. The local genre is discouraged especially 
in Sindh it leads to think Urdu as a separate language of community rather than a 
Pakistan national, emotional lingua franca that emerges from the local roots of 
variety of registers, genres and discourses. 
 
4.5.10- Teacher's Guide 

No Teachers' Guide is prepared or published for these textbooks. Once a 
teacher guide for class VI was prepared in curriculum wing, Islamabad for the old 
course/old curriculum. That is why this teachers' guide is not considerable. A 
guide by the Balochistan is prepared in a descriptive style that is also mentioned 
in the next class review. Only the guide in class VIII is considerable. 

 

4.6- A Book on Grammar Class VI 
A book on Grammar for Urdu class VI is published by the Balochistan. 

Teaching Grammar separately rather than a functional is discouraged in the new 
curriculum. So a separate book is not needed that required more than Hundred 
Pages. 
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4.7. Class Vii-Urdu 
The following textbooks and Teacher Guides are to be reviewed:  
1. Urdu Kee Satween Kitab by Punjab Textbook Board. Pages 179.  
2. Urdu Kee Satween Kitab by N.W.F.P Textbook Board. Pages 164.  
3. Urdu Kee Satween Kitab by Sindh Textbook Board. Pages 176.  
4. Urdu Kee Satween Kitab by Balochistan Textbook Board. Pages 123.  
5. Urdu Qawaid-o-Insha by Baochistan Textbook Board. Pages 127.  
6. Rahnuma-e-Asatiza by C.R.D.C Textbook Board. Pages 260. 
 
These book are written on the basis of the Urdu Curriculum 1985, 

published in 1986 by the C.W., Ministry of Education, Islamabad. Overall the 
book of the N.W.F.P is better. 

 
4.7.1- Objectives: 

All the textbooks of the 4 textbooks boards are seemed to be written to 
present partially the Urdu curriculum and finally the topics mentioned in the 
curriculum and there are six out often objectives of middle school to be achieved 
for Urdu teaching and four to be achieved through Urdu. In the textbooks only 
two out of six objectives are to be achieved, i.e Reading and writing. Another 
objective structure of language is to be achieved by teaching grammar. 
Speaking/Listening skills and study habits are to be achieved through extra 
curricular objectives. The objectives through Urdu are behavioral i.e training of 
observation, of memory, thinking and imagination have no place in any textbook 
in any form (text or exercises), the other three are the national objectives (i) love 
to religion and respect to the world personalities, (ii) National Identity: 
inculcation of emotions for nation (iii) National integrity: inculcation of emotions 
for nation. These objectives are to be achieved indirectly through reading and 
activities. Only the readings are based on such national topics but there is no 
activity given to indicate such emotions. The other aspects of the objective 
(Conversation, Activities, Newspaper, Dramatization, Story writing, Group work, 
Dictionary use, Discussion etc) are not made achievable through textbooks. 

 

4.7.2- Textbooks: Recommendations 
1. Size: 20 x3 0/8= achieved. " 
2. Pages VII: 208- Not achieved. If one adds the Quwaid in Text in 

Balochistan. The number of Pages reach up to 250. 
3. Language: Simple- The glossary reveals that more than hundred words 

given are obsolete and old. 
4. Articulation: Different textbook boards used different methodologies. A 

poem in one board in class VI is given in class VII of the other board. 
5. Language Skill should be preferred: It is only considered through 

grammar. The text is basically descriptive and has cognitive aspect. 
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6. Short Vowels: Not given in the Punjab (only Pesh or Shad), To some 
extent in NWFP. (Also Zabr and Zer) Sindh and Balochistan too. 

7. Pictures/Illustrations: In relation to the text: Not given in Punjab, 
NWFP, Some Sketches of personalities, and (Photographs of Switzerland 
in Sindh) Some sketches of personalities and four scenic pictures in one 
lesson on Kaghan in Balochistan. 

8. 20% Objective Questions in exercises: One objective "fill in the blanks" in 
some lessons of Punjab, NWFP. None in Sindh and Balochistan.  

9. A Glossary at the end: Only Balochistan Practiced it. 
 

 

4.8- Components 
(a)National Needs: 

Through Urdu the national needs are over emphasized in all the 
textbooks/curriculum depicting the themes into descriptive lessons. 23 out of 51 
lessons are descriptive. 30 lessons are given on Islamic or national topics. These 
abstract and secondary themes are made direct and primary topics and are not 
related with the real life situations rather with the past. Other than descriptive no 
technique is used. Activities are not given to inculcate national emotions and 
feelings. 

 
 

(b)Child’s Needs/Interests: 
Like class VI the most of the lessons do not start with a meta discourse. 

There are only 2 or 3 in narrative and dialogue form and one in story/events 
description. Pre-lesson activities/interest arousing starting is not given. Nothing is 
included for enjoyments, imagination or visualization. The poems are seldom 
enjoyable except some anthems/national poems. The most of the poems are 
selected from the classifical period of Pakistan Urdu. Nature is represented in one 
poem out of 14.1essons. Jokes and cartoons are not given in the lessons. 

 The appreciable selection is as follows:- 
 A Dialogue "Yeh Dhuan Sa Kahan Se Uthta Hay". "Roti Ke Badle Jannat" 
(Events Story), Gul Sanobar Kee Kahani (Story by Rashid ul Khairi), Marco Polo 
(Description) in the Punjab Textbook. "Udas Ghanti" (Story), Chitral Travelogue, 
Hazrat Pir Baba (Personality), Lumri Kee Chalaki (Story), Lans Naik Lal Hussain 
Shaheed (Personality) Choti Choti, Batein (Narrative) of NWFP textbooks. Farabi 
(Personality) Switzerland Kee Sair in Sindh. Baba Farid (Personality) Mirza Kee 
Bicycle (Story by Patras Bukhari), Dianat Ka Inam (Drama) in Balochistan. 
 
(c)Abilities: 
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Only cognition is emphasized. Deducing meaning and using into 
sentences/concept making are depicted in the same traditional style. Creativity 
and inquiry approach are not placed. Concepts are not introduced with a pace 
appropriate. 

 
(d)Skills: 
 Listening/Speaking skills are ignored. Language activities are achieved by 
grammar exercises and drill. Functional activities are not given. Speech, debate 
and other skills are to be achieved by the extra curricular activities and these are 
not mentioned and pointed in the textbook. 
 
(e) Attitudes: 

No activity is given to develop attitudes and behaviours rather through 
reading and writing only. Interactive elements are not used to change the 
behaviour. Even appreciation of literary works is not given. Thinking and 
imagination are not provoked. 

 
(f) Important Sensitivities: 

Male characters are given in the dialogue situations except in the lesson 
on Home-Management or in "Chitral;" and "Masnaui Sayyare" in NWFP. Socio-
Economic sensitivity is considered to somewhat in all the books. Rural/Urbans 
sensitivity is not considered. 

 
(g) Sequencing/ Articulation: 

The poems are given with a pace of two or three lessons. No gradual 
lesson arrangement is made. The gradient is reverse. The easy, interesting and 
motivational lessons are at the end of the books and the book starts with abstract 
learning. Only - the NWFP textbook has given interesting lessons with a 
proper pace. No previous experience is related anywhere. Some poems selected 
in VII were also given in class VI. One aspect of articulation is appreciable that 
the excerpts form the literature are enhanced in number. 

 
(h) Language: 

Language is idiomatic, figurative but not on the upside level of class VI. 
Poetic discourse is difficult. Real and current language and Pakistani Urdu usage 
is not depicted. Dialect difference of Urban/Rural areas are not given. 
Cultural/uneducated discourses have no representation. Proper new vocabulary of 
newspapers. Official Urdu are not represented any where. Applications are to be 
written in " Qawaid" and not in the activities. Needed local words (common and 
specific) are not identified. Though some names are given in a dialogue in NWFP. 
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Themes are not presented in any interesting way/situation/metadiscourse 
rather to some extent in NWFP. 

 

(i) Initiative/Interactive/Curiosity: 
Nill. Passive attitude of the students is required. No points for 

student/group words/projects/self study etc are given. Seminars/Discussions/ 
Library work/Dramatization etc. are not recommended. 
 

(j) Exercises: 
Short answer or essay type questions on the concepts/information rather 

on the language aspects except on grammar are given. Fill in the blanks items are 
given as objective type questions Matching, Association, Multiple choice (rather 
in fill in the blanks items) or other types are not given. 

 
(k) Illustration: 
 Not Proper. If given, not useful. 
(I) Remedial/Enrichment Material: Not given. 
 

  (m)Teachers Points: 
No. Even the text is not given in a teachable way: It is understood that 

teacher is well trained in teaching of Urdu. All the 51 lessons have no time 
proportion. 150 Pages of text are to be taught with in 225 periods. No periods is 
left for other language activities,' composition, drill etc. AV aids are not 
suggested. 

 

(n) Language Needs: 
Language" structures are not given. boxes, points, headings subheadings 

(in informative artic1es). activities, directives, cause-effect relationship, compare-
contrast elements, solutions of problems, and vocabulary learning activities, are 
not given, use of dictionary/library, scrap book work. use of printed material, 
handling of resources, AV Aids etc is not suggested or given in any activity. 
Words with more than one meanings are often used. Pragmatics are seldom used. 
The local genre is discouraged. Variety of registers, genres and discourses to 
which a student meets in his daily life is not given. 

 

4.9- Teacher's Guide 
A Teacher's Guide is prepared for all the textbook boards is Balochistan 

and published with the collaboration of C.W. Islamabad. Behavioral Objectives, 
Teaching Methods, AV Aids, Teaching Styles, Recapitilize, Activities, Grammar 
are main division of every lesson. Expected outcomes are not mentioned 
(objectives only). Assumed previous knowledge is not given. Further explanation 
of the concepts is not given. Text items are not given. How AV aids are to be 
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developed or procured, is not given. No reference of further reading material is 
mentioned. Overall discourse is descriptive rather than a technical one, grammar 
is explained. 

 

4.10- A Book on Grammar Class VII 
A book on grammar and composition is published by the Balochistan 

textbook board. Teaching it separately is not the consideration of the new 
curriculum. Only the functional grammar is needed (Discrimination and 
application and not the rote memorization). A separate book is not needed that 
requires more, than 125 pages. 
 
4.11- Urdu-Class Viii 

The following textbooks of the 4 Textbook Boards were reviewed and 
analyzed accordingly. Two hundred and twenty two pages were recommended 
and 25% Poems were recommended. 

1. Urdu Kee Aathween Kitab, Punjab,  Punjab  PP: 239 
2. Urdu Kee Aathween Kitab, NWFP,  NWFP  PP: 208 
3. Urdu Kee Aathween Kitab,  Sind,  Sind   PP: 150 
4. Urdu Kee Aathween Kitab, Baluchistan, Balochistan  PP: 170 
5. Urdu Quwad-o-Insha, Baluchistan,  Balpchistan  PP: 120  
6. Rehnuma-e-Asataza, Baluchistan,  Balochistan  PP: 261 
 

4.11.1- Objectives 
There are 6 objectives to teach Urdu at middle stage and 4 objectives to be 

achieved through Urdu. Only 3 objectives are expected to be achieved by the text 
i.e. reading and writing and structure of language. Listening, speaking, Study 
habits were given no place in the text. There are three national and Islamic 
objectives understood to be achieved through Urdu. So why there are at least 50% 
lessons directly written on the Islamic and national themes. We may analyze the 
objectives cum text one by one: 

 
4.11.2- Structure of Language 

Nothing is given to recognize Urdu as living and developing language 
except a lesson on Urdu Zaban in Sindh. Language articles are 
understood/believed to be written and having a literary discourse. Nothing is 
given to recognize that Urdu is a language franca of Pakistan. Scientific and 
Academic discourses are seldom treated. Radio and Television casting 
programmes are not related or pointed in any activity. Use of dictionary is not 
advised and no activity to develop own personal dictionary is given. In the lesson 
of "Letters to Editor" in NWFP, it is said that you already know the use of 
dictionary. 
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a) Listening: No activity is given. 
b) Reading: No activity is given for speedy reading, skimming and scanning. 
c) Writing: School magazines are not encouraged. Activities or projects are 

not given to write diary, letter, story autobiography; enlist books to be 
read. 

d) Study Habits: No encouraging or interactive element or suggestion for 
library own collection etc. 

e) Thinking and Visualization: Speech, writings, expression have no place 
in the textbooks. 

f) Love to Religion: Direct articles on these topics are given. Indirect 
achievement is expected. 

g) National Identity: Indirect inculcation is expected. 
h) National Integrity: Indirect inculcation is expected. 
i) Content: Recommended in the curriculum as follows: 

1. Poems 25%  done 
2. Stories 10 Topics  Seldom  done 
3. Essays 32 Topics  3040  done  
 

Some good examples of content written in a better discourse are: (1) A 
travelogue to Tarbella Regional Story, Sabr Ka Phal ,Hikayat Roomi, Folk Story, 
and Event Story Island Akhuat, is NWFP Textbook (2) Event Story lesson on 
Civil Defence, Humour Poem (along with its illustration) folk story. Space Story 
in Balochistan, (3) -Event Story Khwaja Bahud Din A Story on Concept of 
Struggle in Sindh (4) Story on Discourse written in Story in Punjab. The NWFP 
Textbook is comparatively better in the 4 textbooks. Some exercises/questions are 
also better formed in NWFP. Illustrations are good in Baluchistan. 
j)  Grammar: From Prefixes, Noun, Pronoun, Verb, to Correction of sentences - 

Local versions suggested to be corrected. 
k)   Activities: Suggested in the curriculum for teachers only and not in the text for  

students. The books are neither suitable for students nor for teachers. These 
are not developed to teach with rather a collection of writings. 

 

4.12- Review as per Design 
(a) Relevance: 

National needs are overemphasized. Direct articles/essays are given with 
the expectation of achievements of national goals: There are 24 out of 44 Islamic 
and national essays in Punjab, 30/56 in NWFP, 20/46 in Sindh and 19/45 in 
Baluchistan. These lessons do not start with meta discourse. 
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Students needs are overlooked. Nothing is given for interest arousing or to 
fulfill the needs of children at the age of 13 (i.e. puberty age the age of aspiration, 
dreams, actions etc.). The lessons do not start with interesting events except in the 
same stones. 
 
(b) Abilities/Concepts/Skills/ Attitudes: 

Only the cognitive abilities are expected to be developed through the 
essays written directly on the themes like the books written for VI and VII. 
Speaking/listening skills are ignored. Change in attitude/behavior is expected to 
be inculcated indirectly without any type of activities, to some extent be 
developed through the exercises. 

 
(c) Important Sensitivities: 

Urban/Rural dialogue/situations are not given. Gender sensitivity is 
seldom taken into account. A character of uncle is mostly given in the 
dialogues/situations that creates irrelevance of the character. Modem concepts are 
not considered to be the part of the text rather a lesson on population in all the 
books is added and a lesson on drug abuse in Punjab is added. 

 
(d) Sequencing/Gradients/ Articulation: 

Like the previous classes, this is not taken or considered rather an interval 
of poems after 3 or 4 topics. The easy and interesting lessons are given, as used, 
in the end of the book. Some poems are given in class VII in another textbook 
board. 

 

(e) Language: 
No proper language glossary in Punjab and Balochistan only. Having no 

local words/versions/no scientific/technical/official discourse. The old words are 
used frequently and modern Pakistani Urdu finds no place in the text. A lesson on 
Punjabi Literature is given in Punjab only with Urdu Translations and with no 
Punjabi word. 

 
(f) Initiatives: 

No activity/project/interactive element is placed. Some language structures 
are given in the Balochistan. 

 
(g) Exercises: 

Exercises are given to elaborate or clarify the concepts or to judge the 
understanding. Some exercises are given to drill the grammatical. One matchings 
items in Karbala in Balochistan in Urdu Zaban in Sindh are given. Test or test- 
papers are not prepared. 
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(h) Illustrations/Maps/Graphs: 

No illustration in Punjab, 2 or 3 Photographs in NWFP, some good 
illustrations in Sindh and good illustration in Balochistan. A map with a poem is 
unnecessarily given in Sindh. 

  
i)  RemediallEnrichment Material: Not given.  
(j) Teacher Points: No teacher point in the text. 

 

4.13- A Book on Grammar Class VIII 
 A separate grammar book is recommended. Deductive method is used. 
The terms are defined. The students are expected to memorize these definitions. 
Exemplary letters and Essays are given rather the points or pictures. The book is 
not a teaching tool. 
 

4.14-Teacher Guide 
 A book published by Balochistan prepared for all the textbook 
boards. Its design is as follows:  
 

1. Behavioral Objectives 
2. Teaching Method 
3. A.V. Aids (list) 
4. Teaching Styles 
5. Recapitulation 
6. Additional Activities 
7. Grammar 
8. Objectives Questions (In some lessons) 

 
Only the general instructions are given. It is not mentioned that how the 

objectives are to be achieved-Which method is relevant to which step of  the 
lesson How the A.V, Aids are to be procured/prepared. How grammar and the  
activities are related with the text and whether the objective questions are to be 
solved by the teachers or the students. Appreciation is given in the poem lessons. 
Model readings by the teacher and explaining is given in a limited number of 
lessons, mostly in the poem lessons. Sources are not recommended e.g. 
Dictionaries, etc. Test papers are given. These are also solved. Instructions for 
talented or poor students are not given. Extra information is given for teachers in 
some lessons, (e.g. Personalities). It is a good attempt. 

 

Activity No. 4 
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Take a textbook of any class and evaluate it on the lines set in this example and 
show the report to your tutor. 

 
 

4.15- Self-Learning Exercise No.4 
1. What is the basic criteria used in this report to evaluate textbooks? 2. What 
textbooks were considered better published by which  textbook board and why? 

 
5. IMPORTANT POINTS 

 
1. Establish a philosophy and framework. 
2. Decide who will be responsible. 
3. Form a committee to evaluate. 
4. Include students representation. 
5. Develop an outline for the purpose: 

a. Who will be reading the book? 
b. Is the book to serve as a general reference? 
c. For what length of time the book reflects current knowledge? 
d. Does the book stimulate the reader to think critically? 

6.    Acquire the material/textbooks to evaluate. 
7.    Use the evaluation tools for organization, content, ideology and design. 

8.Analyze the organizing content. 

8.    Analyze the stratiging for relating new knowledge to prior students 
knowledge.  

9.    Analyze the strategies for each idea. 
10. Analyze integrative text items. 
11. Analyze the formating of all strategies. 
12. Use elaboration theory to revise textbook. 
13. The checklist for textbook evaluation should be appropriated for local 

situation and teachers, students etc. 
14. There must be linguistic coverage and material be organized. 
15. Activities should be according to the practiced considerations. 
16. There should be an enjoyment index. 
17. Evaluation report should reflect, content instructional design, organization, 
18. Writing style, book design, teachers guides and a general summary. 

 
 

6. ANSWERS 
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The answers are embedded in the text of the unit and may be grasped 

through a careful study. 
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INTRODUCTION 

 
This unit is opening discussion of textbook development for specific 

disciplines in view of their general needs. It also opens a window to validation 
and testing feasibility of the textbooks to be introduced. The first portion of the 
unit describes strategies for specific reading and its knowledge rating. The 
second part provides lesson designing models for general, middle and higher 
level. These will help to design specific lessons. Activities and self-learning 
exercises are given to enhance the learning. Specific needs will be discussed in 
their respective units. The examples enhanced the unit volume.  

 
 

OBJECTIVES 
 

After studying this unit, you will be able to:  
1. know specific area issues and their general forms as well as the 

lesson designing models. 
2. prepare yourself to study feasibility testing of textbooks. 
3. develop strategies to visualize and prepare a general lesson model. 
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very academic discipline shows its specific issues to be tackled according 
to its unique nature. Reading is a common issue among different 

disciplines. A textbook or teaching material is not valid until and unless it goes 
under an experiment of feasibility testing or reading testing. 
 
 

1- STRATEGIES FOR SPECIFIC AREA 
READING 

 
Some strategies for reading were suggested by the international 

consultant on textbooks. Dr. N.N. Hermosa in the Middle School Project of the 
Ministry of Education in 1998 and the textbooks so designed were tested 
accordingly. It has some steps to be followed as: 

 

1.1- Instructional Framework in Content Areas 
 
 
 
 
 
 
 
               To establish purpose, activate 
       Before reading             Background knowledge, sustain 
               motivation and provide direction
     
 
 
      During reading             To prompt an active response 
               to reading 
 
 
      After reading                    To extend and elaborate ideas 

                      from the text 
 
  

 1.2- Prereading: Some Instructional Alternatives 
 ("When the student is ready, the teacher appears"-Anonymous) 

Principle:  Piquing interest in and raising expectations about the meaning of 
texts create a  context in which students will read with purpose and 
motivation. 

E

Instructional Sequence Rationale 

Prereading 

Prereading 

Prereading 
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Key Words: Schema, Purpose, Motivation 
Teacher's role: Developing students' cognitive readiness and interest in the text 

by activating prior knowledge, arousing curiosity, eliciting 
predictions and questions, and providing perspectives/frames of 
reference. 

 
1.2.1- Semantic Maps (Brainstorming and Clustering) 

Semantic maps may be used to depict spatial relationships among 
words. They include brainstorming and the use of collaborative small groups, 
allowing students to cluster words/ideas belonging to categories and to 
distinguish relationships among words. 

1. The teacher or the students decide on the core concept to be explored. 
2. Students, depending on what they have been studying and on their 

background knowledge and experiences, offer as many words or phrases 
as possible related to the concept term. these are recorded by the teacher 
on the chalkboard. 

3. Small groups of students create semantic maps and share their 
constructions in class discussion. A consolidated semantic map may be 
constructed.  

4. The semantic map can be expanded and/or refined at the post reading 
phase. In this manner, students learn to organize new and prior 
information systematically. 

 
 
 
 
 
Lion   Bear     Cat       Parrot 
Leopard  Gorilla     Dog Hamster 
 
 
 
 
 
 
 
Buffalo  Elephant   Dargon Unicorn 
Horse   Donkey 
Camel 
 
1.2.2- K-W-L Strategy 
      (What do you Know?  What do you want to Know? What did you Learn?) 

Wild Animals 

ANIMALS 

Pets 

Work Animals Imaginary Animals 
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 K-W-L creates an instructional framework that begins with what 
students know about the topic to be studied, moves to what the students 
want to know as they generate questions about the topic, and leads to a 
record of what students learn as a result of their reading/study.  

 K-W-L may be initiated with small groups of students or the whole 
class. When they develop confidence and competence with the strategy, 
students may begin to use it for independent learning. 

 Steps in K - W - L revolves around the completion of a K - W - L 
strategy sheet. 

 
Example: K-W-L for a text on "Mathematics and Nature" (Fibonacci numbers) 

K- What I know W - What I want to Know 
 

L-What I Learned and 
still want to Learn 

Planetary motion 
Spirals 
4 seasons 
landscaping 
multiplying populations 
phases of the moon. 
 

What does a pineapple 
have to do with Math? 
How are growth patterns 
in plants related to 
Math? How is  
mathematics specifically 
related to nature? 
 

Pineapples are hexagons 
on the surface that are 
arranged in sets of 
spirals These spirals are 
related to Fibonacci 
numbers. Fibonacci 
numbers found in leaf 
arrangements in plants. 
The rate that bees 
regenerate males is 
related to Fibonacci 
numbers. 
Who is this Fibonacci 
guy? 
What is the big deal 
about the "golden ratio"? 

(Example from Vacca & Vacca, 1996) 
 
 The L column is filled up at the end of the lesson. 
   

1.3- Knowledge Ratings 
 KRs get students to analyse what they know about a topic. The steps 
are: 
 1.  Present students with a list of vocabulary in a survey like format and 

ask them to analyze each word individually as in this example. . 

 From a newspaper unit in a language arts class: 
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How much do you know about these words?  
 A lot! Some Not much 
Wire service  X  
AP  X  
Copy  X  
Dateline X   
 
2.  Follow up with a discussion: Which are the hardest words? Which do you 

think most of the class doesn't know? Which are the easiest ones? Which do 
most of us know? 

3.  Within the context of the discussion, encourage students to share what they 
know about the words. In this way, you can get some idea of the knowledge 
the class brings to the text reading or a larger unit of study. 

 

1.4- Anticipation Guides 
 An anticipation guide is a series,; of statements to which student must 

respond….. 
 individually before reading the text. Its values lies in the discussion that 

takes place after the exercise. 

 
 T's role: To activate and agitate thought; T must remain open to a wide 

range of responses, and be nondirective in order to keep the discussion 
moving. 

 
 May vary in format but not in purpose, i.e., readers' expectations about the 

text's meaning are raised before they read it. 
 
 Steps: 

1. Analyse material to be read. Determine major ideas-explicit and 
implicit with which students will interact. 

2. Write those ideas in short, clear declarative statements. These 
statements should reflect the world the students live in or know 
about. Avoid abstractions.  

3. Put statements in a format that will elicit anticipation and prediction 
making. 

4. Discuss students' predictions and anticipation before they read the 
text selection. 

5. Assign text selection. Have students evaluate the statements in light 
of author's intent and purpose. 

6. Contrast the readers' predictions with the author's intended meaning. 
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An Anticipation Guide for "Cliches about the Weather" 
Directions: Put a check under Likely if you feel that the weather saying has any 
scientific basis. Put a check under Unlikely if you feel that it has no scientific basis. Be 
ready to explain your choice. 
Likely Unlikely 
                                                1. Red sky at night, sailors delight: red sky at  
                                        morning, sailors take warning. 
                                                2. If you see a sunspot, there's going to be bad weather. 
                                                3. Aching bones means a cold and rainy forecast. 
                                                4. Rain before seven, sun by eleven. 
                                                5. If a cow lies down in a pasture, it is going to rain soon.                                         

1.4.1- Expectation Outlines 
Expectation outlines help students ask questions about the text before 

reading and approach the material with inquisitive minds. There are several 
ways of approaching this. 
 For factual material, the following steps may be followed: 

1. Students preview the text. Then teacher asks: "What do you think is your 
assignment going to be about? Have students formulate questions about 
their expectations. 

2. As questions are suggested, teacher writes and groups them on the 
chalkboard. Teacher asks: "What prompted you to ask this question?" 
Students can refer to the text to support their questions. 

3. Students label each set of questions. Through discussion, they being to 
see the major topics which will emerge from the reading. Teacher should 
point gaps, if there are any and may add a topic or two to the outline 
about which no questions were raised. 

4. Students read the text to answer the questions generated. 
 For narrative material, students formulate questions from the title of the 

selection or pictures, or key words and phrases in the text. 
1. Students preview story by skimming, studying pictures (if any) and 

jotting down 5-10 key words or phrases that appear to indicate the main 
direction of the story. 

2. Teacher writes the key words and phrases on the board and have 
students categories them.  

3. Teacher asks students, what they expect to find out from the story. 
Students may raise questions about title, setting, characters, plot and 
theme. 

 

 Another variation is this: 
1. Students listen to or read a portion of the text from the beginning of the 

selection.  
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2. Students write 5-10 questions that they think will be answered by the 
selection. 

3. Class discusses some of the questions asked. These are written on the. 

board.  
4. Students then read to see if the questions are answered.  
5. After reading, which questions were answered? Which weren't? why no? 

1.4.2- Establishing Perspectives and Problems Situations 
 Creating problems to be solved or perspectives from which students approach 

text material provides an imaginative entry into a text selection. 
 Teacher's role: 1) Provide the time for students (in small groups) to 

discuss the problem, raise questions and seek possible solutions before 
reading; and 2) Assign the reading material that will help lead to 
resolution and conceptual development. 

 Key a problem situation directly to the text to be studied. 
 Take into account, where appropriate, an examination of values, 

attitudes and 
 controversial issues related to the subject matter. 
 

Activity No.1 
Creating a Perspective  
(in preparation for a story or article about nuclear warfare) 

The year is____. We are on the verge of nuclear disaster. Through inside sources you 
hear that the attack will occur within five days. What preparations will you consider 
making before the nuclear attack occurs? 
Assuming that your town and house will not be destroyed by the bomb and that you 
have enough time to prepare for the attack, which S items from the following list will 
you choose? 
_______1. Buy a gun and ammunition to protect against looters. 
_______2. Purchase antibiotics and other medicines. 
_______3. Notify all your friends and relatives about the coming nuclear attack. 
_______4. Buy extra tanks of gasoline and fill your car up. 
_______5.Cash in all savings bonds and take all the money out of your checking and  
                  savings accounts. 
_______6. Buy a safe to hide your money in. 
_______7. Buy firewood and charcoal. 
_______8. Buy seeds of several different kinds of vegetables and fruits for a garden. 
_______9. Buy foodstuffs 
_______10. Pray. 

1.5- Self-Learning Exercise No.3 
1. What are the instructional alternatives for pre-reading suggested by Dr. 

Hermosa? 
2. Write down the point for anticipation guide before reading the text? 
3. What is the expectation outline for narrative material? 
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2. SPECIFIC TEXTBOOKS ISSUES AND MODELS 
 
The general problems and issues of the textbooks in specific subjects are 

related to the culture tables and practices. The general public, parents and 
teachers think that there are some themes to be read in textbook rather concepts. 
The most of the problem are with the books on Urdu, English, Social Studies, 
History, Geography, Islamiat, Religion and Biology. The science and 
mathematics look several experiences throughout the world-English books also 
get designs from the foreign books but the other subjects are subject to the 
social practices and norms especially Islamiat, Pakistan Studies, History etc. 
need to be improved. Some of the general problems of the specific textbooks are 
as follows: 

 
1.  Content-necessary elements 
2.  Illustration-Elaborating content  
3.  Interesting corners 
4.  Eye-catching layout and designing 
5.  Volume (Pages) 
6.  Pricing factors (black and white, coloured, simple, complex printing) 
7.  Time allocation for textbook development and testing, revisions etc. 
8.  Negligence of social sensitivity and religious bindings in the 

presentation. 
9. The checklist. 

 
A big issue of the specific disciplines is a general textbook model to be 

followed by every discipline. Some general models are suggested. After a 
careful examination of the models attached herewith one can easily grasp over 
the lesson design and find the solution of issues and problems of textbook. 

 
2.1- Woolfok's Model 
 Woolfok's lesson designing of "Educational Psychology" has some 
special features to be mentioned as: 
 
(a) Aids to Understanding 

At the beginning of each chapter one will find and outline of the key 
topics with page numbers for quick reference. An overview provides a chapter 
"orientation" along with a list of Learning Objectives (also useful for review 
later). Then "What do you think?" about a subject related to the chapter. Before 
one reads each chapter, take a moment to reflect on the questions raised. 
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Within the chapter, headings point out themes, questions and problems 
as they arise, so one can look up information easily. These can also serve as a 
quick review of important points. When a new term or concept is introduced, it 
appears in boldface type along with a brief margin definition. These key terms 
are also listed alphabetically at the end of each chapter with page references and 
in the index of key terms at the back of the text. This index gives the page in the 
text where the key term is discussed so one can study and understand the term 
in its larger context. After every major section of the chapter, a new feature of 
this edition asks one to focus on Learning by checking one’s understanding of 
the material. Can some one answer these questions? If not, one might review the 
material. Throughout the book, graphs, tables, photos and cartoons have been 
chosen to clarify and extend the text material-and to add to enjoyment. 

 
Each chapter ends with summary of the key ideas in each main heading. 

With the information from the chapter as a base, students are ready to solve the 
problems posed in the "What would you do?" application exercises at the end of 
each chapter. These questions treat both elementary and secondary classrooms 
and include a cooperative learning activity. 

 
(b) Other Text Features 

As in the previous editions, every chapter in the sixth edition includes 
Guidelines and the Teachers' Casebook. And because educational psychology is 
developing so rapidly today, several new Point/Counterpoints are added on such 
issues as supported inclusion, values in the schools, "paying" kids to learn and 
alternatives to direct teaching. 

 
(c) Guidelines 

An important reason for studying educational psychology is to gain 
skills in solving classroom problems. Often texts give pages of theory and 
research findings but little assistance in translating theory into practice. This 
text is different. Included in each chapter are several sets of Guidelines. These 
are teaching tips and practical suggestions based on the theory and research 
discussed in the chapter. Each suggestion is clarified by two or three specific 
examples. Although the Guidelines cannot cover every possible situation, they 
do provide a needed bridge between knowledge and practice and should help to 
transfer the text's information to new situations. 

 
(d) Teacher's Casebook 

This highly acclaimed and popular feature from the first five editions is 
back in revised form. At the end of each chapter, master teachers from all over 
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the country, including many Teacher of the Year award winners, offer their own 
solutions to many of the diverse problems one is likely to encounter in the 
classroom at every grade level. Their ideas truly show educational psychology 
at work in a range of everyday situations. The Teachers' Casebook brings to life 
the topics and principles discussed in each chapter. This edition emphasises real 
rather than hypothetical cases and how expert teachers handle them. 
 
( e) Point/Counterpoint 

There is a section in every chapter called Point/Counterpoint, a debate 
that examines two contrasting perspectives on an important question or 
controversy related to research or practice in educational psychology. Many of 
the topics considered in these Point/Counterpoints have "made the news" 
recently and are central to the discussions of educational reformers. 

 
(f) Student Supplements 

A Study Guide designed to help students master the material in the text 
is also available. The Study Guide includes concept maps, case study 
applications, lists of key points, exercises with key terms and concepts, practice 
tests and explanations of why answers are correct. 

 
Student Responses 

Students are invited to respond to any aspect of this text. One may wish 
to criticise the solutions which should be added to future editions.  

 
Fig: 1: Model form 
Woolfok, 
Educational Psychology, 
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2.2- Dr. Durrani's Model for Urdu Text Books 
This model for textbook lessons was developed for class VI, VII, VIII in 

the Middle School Project and the textbook boards were trained in 1998 
accordingly. A Feasibility testing was also held in all the provinces of Pakistan 
and the books were revised and handed over to the textbook boards. The basic 
point of view to develop these lesson design is "Student Centered" text. 
Language issues of listening, speaking, reading and writing with comprehension 
and skills were treated and pre and post activities for instruction were 
introduced. Illustrations were made as per ideal designing. Additional studies, 
reinforcement activities, dramatization, discussion, research, teacher's and 
student's corners are its main characteristics. The model can be viewed in the 
language unit. Here some pages are exemplary for a general guidance. 

  
Fig. 2 : Model Lesson 
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2,3- Singapore Model for Specific Use 
The Curriculum Development Institute, Singapore developed a 

series geography textbooks in 1996 and provided a model. In a textbook no.2 
(for class 7) you will be studying about the earth's natural resources and how 
human activities can improve or damage our environment. When the 
environment is affected, people are also affected as they are a part of it. That is 
why it is important to study how to protect our environment. See Figure 3. 
 
(a) Materials 

The textbook, Understanding Geography2, is colourful, and illustrated 
with many interesting maps, diagrams, photographs and cartoons. There are also 
two workbooks, overhead transparencies, an ETV programme and a game chart 
that accompany the textbook. 
 
(b) What this Course Provides  
        As some works through this course he will: 

   gain greater knowledge and an understanding of how when we use the 
earth's resources, we affect our environment.  

   develop geographical skills and thinking skills which our can apply in 
his daily life. 

   develop and awareness of the need to protect our environment. 
 
(c) How the Course is Organized 
 The textbook is organized according to four themes: 

 Using Natural Resources 
 Improving Our environment 
 Damaging Our Environment 
 Protecting Our Environment 
These four themes are covered in nine units. 
 

Each unit is divided into sections beginning with a 'let's find out...' box 
which tells what one will be studying. At the end of each unit, the meanings of 
geographical terms which are highlighted in bold letters in the text will be given 
in a 'key words... 'box for student’s information. 

 
 One will find some parts of the text set against a yellow background. 

These parts (case study) are optional for Normal (Academic) pupils. 
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Fig.3 
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2.4- A Specific Model for Higher Level 
 The book chosen for this specific model is Leading and 
Management in Nursing. (Figure 4). 
 
2.4.I-Concept and Practice Combined 

Innovative in both content and presentation, merges theory, research, 
and practical application in key leadership and management areas. Verriding 
concern throughout the writing of this book has been to create a text that, while 
well grounded in theory and concept, presents the content in a way that is real. 
Wherever possible, they used real-world examples from the continuum of 
today's healthcare settings to illustrate the concepts. Because each chapter 
contributor has focused on synthesizing his or her assigned content, you will 
find no lengthy quotations in these chapters- Instead, made every effort to make 
the content as engaging, inviting, and interesting as possible. Reflecting we 
view of the real world of nursing management today, the following themes 
pervade the text: 

 
 The focus of health care is shifting from the hospital to the community. 
  Healthcare clients and the healthcare work force are becoming 

increasingly culturally diverse. 
 Today, virtually every professional nurse leads and manages regardless 

of his or her position. 
 Consumer relationships now play a central role in the delivery of 

nursing and healthcare. 
 Communication, collaboration, team building, and other interpersonal 

skills form the foundation of effective nursing leadership and 
management. 

 
2.4.2- Diversity of Perspectives 

Among this book's strengths is that the contributors themselves have 
been recruited from diverse settings and diverse geographical areas, enabling 
them to offer a broad perspective on the critical elements of nursing leadership 
and management roles. 

 
2.4.3- Audience 
 This book is designed for undergraduate students in nursing leadership 
and management courses. Because today's students tend to be more visually 
oriented than students a decade ago, incorporated illustrations, boxes, and a 
functional fullcolor design to stimulate their interest and maximize their 
learning. In addition, have included numerous examples and "A Manager's 
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Viewpoint" in each chapter in response to common student complaints that most 
nursing management texts lack relevance to the real world of nursing. 
 
2.4.4-0rganization 

They have organized this text around issues that are key to the success 
of professional nurses in today's constantly changing healthcare environment: 
Part I, Managing and Leading Presents basic concepts of managing and 
leading, with emphasis on their application to today's changing healthcare 
system. It includes coverage of legal and ethical issues, strategic planning, 
leading change in an evolving healthcare environment, and problem solving and 
decision making.  
Part 11, Managing the Organization Discusses healthcare organizations, 
cultural diversity in healthcare, and various organizational structures. 
Part Ill, Managing Resources Explains the principles and practice of quality, 
risk, time, information, and financial management. 
Part IV, Leading and Managing People Includes discussions on team 
building, staff development, communication, and conflict management. 
Part V, Managing Consumer Care Focuses on consumer relationships, care 
delivery systems, and patient-related issues. 
Part VI, Managing Personal Resources Offers career management and 
guidance via discussion of roles, power and politics, stress management, and 
career management. 

Since repetition plays a crucial role in how well students learn and 
retain new content, some topics appear in more than one chapter, and in more 
than one section they have also made an effort to express a variety of different 
views on some topics, as in the real world of nursing. 

 
2.4.5- Design 

A functional full-color design distinguishes this text from any other 
nursing management text ever published. As described in the sections below, 
the design .is used to emphasize and' identify the text's many teaching/learning 
strategies features to enhance learning. Full color photographs provide visual 
reinforcement of concepts such as body language and the changes occurring in 
contemporary healthcare settings, while adding visual interest- Figures elucidate 
and graphically depict concepts and activities described in the text. 

 
(A)Teaching/Learning Strategies 
 The numerous teaching/learning strategies features in this text are 
designed both to stimulate student interest and to provide constant 
reinforcement throughout the learning process. In addition, the visually 
appealing, full-color design itself serves a pedagogical purpose. Color is used 
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consistently through out the text to help the reader identify many of the various 
chapter elements described below: 
 

Chapter Opener Elements 
1. Preview briefly describes the purpose and scope of the chapter. 
2. Objectives articulate the chapter's learning goals at the application level 

or higher. 
3. Questions to Consider stimulate students to think about their personal 

viewpoint or experience of the topics and issues discussed in the chapter. 
4. A Manager's Viewpoint presents a contemporary nurse manager's real 

world view of the aspect of managing addressed in the chapter. 
 
Elements Within The Chapters 

1. Margin Annotations serve as quick locators for topics in the chapter 
and a convenient study/review aid. Margin annotations always appear in 
bold italic type in the margins of every chapter. 

2. Glossary Terms appear in bold type in every chapter. They are also 
listed in the "Terms to Know" at the end of the "Chapter Checklist." 
Definitions appear in the Glossary at the end of the text. 

3. Exercises stimulate students to think critically about how to apply 
chapter content to the workplace and other "real world" situations. They 
provide experiential reinforcement of key leading and managing skills. 
Exercises always appear in yellow boxes within the margins of every 
chapter and are numbered sequentially to facilitate using them as 
assignments or activities. 

4. Research, Theory, and Literature Perspectives illustrate the relevance 
and applicability of current scholarship to practice. Perspectives always 
appear in green boxes with an "open book" logo. 

5. Boxes contain lists, tools such as forms and worksheets, and other 
information relevant to chapter content that students would find useful 
and interesting. Boxes appear on a pale orange background in every 
chapter. 

 

(B) End of Chapter Elements 
1. Chapter Checklists summarize key concepts from the chapter in both 

paragraph and itemized list form. A list of glossary "Terms to Know" is 
included as an additional study/review aid. 

2. References and Suggested Readings provide the student with a list of 
key sources for further reading on topics found in the chapter. 

Other Teaching/Learning Strategies 
3.  End-of- Text Glossary contains a comprehensive list of definitions of 

all boldfaced terms used in the chapters. As a further study aid, each 
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definition ends with a cross-reference indicating the page number (s) in 
which that term is discussed. 

 
(C) Complete Teaching Learning Package 

Together with Learning and Managing in Nursing, the companion work 
book, the accompanying video series, and the instructor's resource manual 
comprise a complete teaching and learning package. Because students learn 
most successfully when information is presented in a variety of ways, the work 
book and video series are designed to give students the opportunity to reinforce 
their learning both experientially and visually. 

 
 

(D) 
Video 1:  Problem Solving and Decision Making:  Critical Thinking in 

Action 
Video 2:  Dealing with Difficult People 
Video 3:  Effective Communication 
Video 4:  Managing Change 
Video 5:  Building Teams 
Video 6:  Delegating Effectively and Appropriately  
Video 7:   Managing Conflict 
Video 8:  Leadership 

 
Each video is approximately 25 minutes long and is available either 

individually or as part of the set. An Instructor's Resource Booklet accompanies 
each video. 

 
(E) Instructor's Resource Manual 

With Transparency Masters and Test Bank Prepared by Ginny Wacker 
Guido, R.N., J.D., M.S.N. (also a contributor to the text), the Instructor's 
Resource Manual is a compendium of teaching suggestions prepared by 
contributors to the text. This manual offers practical suggestions and resources' 
for presenting material in the text, making the most effective use of the 
companion workbook and video series in conjunction with the text, and testing. 
The chapter-by-chapter test bank includes a total of 229 multiple choice 
questions, with answer keys at the end of each set of chapter questions. The 
manual also includes 36 transparency masters of key illustrations from the text 
and other materials of interest. 
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Fig. 4: Model Lesson 
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2.5. GTZ Peshawar’s Model 
 The German Technical Cooperation (GTZ) Peshawar developed 
textbooks for its projects in NWFP textbook board. Some concept-based books 
are also developed for experimental use. Especially the science, social studies 
and language textbooks are exemplary. Text, oral questions, writing exercise 
and questioning for lessons learnt and meanings are parts of its designing. 
Active, live and proportional illustrations are best in Urdu lessons. Objectives 
are given in science books and teachers guides. An examples is given in this 
context at figure 5. 
  

Fig. 5: Learning Models-GTZ, Peshawar 
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Activity No.2 
 
Look at the lesson designing models and prepare your own model to show: 
Starting, processing and finishing of the models. Ask your tutor to evaluate. 

 
2.6 - Self-Learning Exercise No.2 

1. Which lesson-designing model you think suits better in our environment 
and needs? 

2. Write down the salient feature’s of woolfok’s model of lesson design. 
3. You may write the specific steps of Dr.Durrani’s model in Urdu. How 

will you proceed to teach according to this model? 
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3- IMPORTANT POINTS 
 

1. Pre-reading, readers, text interaction and post-readings are the main 
steps of the content area study. 

2. Create a context that student will read with purpose and motivation. 
3. Semantic maps may be used to depict spatial relationships among words. 
4. “Know, What to know and Learn” is the basic strategy for 

instructional framework. 
5. Anticipation guides is a series of statements which students must 

respond before reading the text. 
6. Expectation outlines help students ask question about the text before 

reading. 
7. General problems of the specific textbook are: 

1. Content necessary elements, 2. Illustrations, 3. Interest corners, 4. 
Eye-catching  layout, 5. Volume, 6. Pricing factor, 7. Time for 
development, 8.Negligence for sensitivities, 9. Specific checklist. 

8. There are different general models for lesson designing. 
9. woolfok’s model may be used for general purpose. 
10. Singapore Model is a very new model for geography, social studies etc. 
11. Dr. Durrani’s model may be used for language and social studies etc. 
12. A specific model may be used for higher levels. 
13. GTZ model is good for Science, Social Studies and Teachers Guides. 
 

4- ANSWERS    

     All the answers of the two exercises are given in the content. A 
careful study may lead to them. 
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