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ABSTRACT 

The aim of this study was to find out whether the school history textbooks 
used in Transkei Junior and Senior secondary schools were adequate in 
helping pupils meet the demands of their course. The results of the study 
would be used as argument for or against the assumption that the type of 
textbooks used in Transkei schools, through their inadequacy in equipping 
the pupils with the necessary skills for "doing" history, do contribute to 
the high failure rate in history, especially that they, are in most 
schools, the only recourse for both the teacher and the pupil. 

In particular the study intended to see what strategies the history 

textbooks used to aid concept understa~ring which is crucial to the 
~ . 

understanding of history. 

Twenty three criteria, fourteen objective and nine subjective were used to 

assess the books for readability and for strategies which might aid concept 

understandi ng. Ei ght books were assessed four Std 5 and four Std 8 
books. 

The resu lts showed that on ly three of the ei ght books catered for the 
development of skills of learning history and were suited to the level of 
the pupi 1 s for whom they were i"/1tended . Hi story textbooks therefore need 
to be improved so as to forster the skills of learning history. Their 
inadequacy could be a contributory factor to the high rate of failure. In­
service and pre-service training in methods of textbook analysis can assist 

in text-book selection and for changes in methods of teaching to supplement 
shortcomings in books which are commonly used. 

/ 
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PREFACE 

Much research has been done on school history texbooks, but the major 

focus of that research has been mainly on identifying instances of 

bias and prejudice. Those research studies have yielded much 

valuable information on history textbooks. However, textbooks can 

st ill be ana lysed from other angl es, for examp 1 e, from the poi nt of 

readability or language complexity. 

This study examines school history textbooks from an angle different 

from that of bias and prej udice. It ana lyses the textbooks from the 

pOint of view of their methods and styles of concept presentation. 

Interest in analysing the history textbooks used in Transkei schools 

was first aroused by noticing a considerab le decline in the 

performance of hi story candidates in the Std 7, the Std 8 and the St d 

10 public examinations. Although the reasons f or the poor performanc e 

of candidates might be numerous (for example, lack of motivation, 

pupils' abilities, teachers' professional skills, and the teaching 

faci 1 it i es avail ab 1 e at the schoo 1 s ), it was felt that a research 

study on textbooks, as part of the facilities available at the 

schools, could contribute towards improvement of history teaching and 

learning . 

The researcher was also infl uenced by the 1979 Report of the 

Commission of Inquiry into Education in the Republic of Transkei (the 

Taylor Commi ssi on's Report) which i ndi cated that the textbooks used 

then were inadequate f or equi ppi ng the pupil s with the necessary 

skills of learning history. The need to examine school history 

textbooks was further strengthened by the fact that textbooks sti 11 

remain the most commonly used aid in Transkei and other underdeveloped 

states. 

Ei ght hi story textbooks have been ana lysed in thi s study : four for 

Std 5, the initial year of the junior secondary phase, and another 

four for Std 8 the, initial year of the matric course. 



(vi) 

Various methods were applied in assessing the textbooks: objective 

tests of readabil ity and concept presentati on, subjecti ve criteri a 
like the quality of illustrations and assignments, and interviews with 

teachers. The emphasis was on the various methods used by the books 
to present concepts, because 1 anguage comprehensi on is important for 
the understandi fig of hi story. The way in whi ch textbooks hand1 e 
concepts can aid or hinder pupils' understanding, especially for 
pupils who are the second language speakers of the language of 
instruction, English. 

A range of styles of concept presentation was used to show how the 
selected concepts were presented in each book. 

The books analysed were those currently used in Transkei Schools. 

The researcher hopes that the history teachers will find the criter ia 
useful as tools of textbook analysis. The criteria can be used to 
assess the strength s and weaknesses of the books so that methods can 
be devised which supp lement the textbooks' shortcomings. 
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CHAPTER 1 

I NTRODUCTI ON 

1.1 Motivation for the Study 

The performance of history candidates in the Std 7, Std 8 and Std 10 
examinations in Transkei has been unsatisfactory over the last five 
years. Table 1.1 shows the history examination results of candidates 

in these classes from 1982 to 1986, 1987 bei ng the year in whi ch the 

data was collected . 

Tab 1 e 1.1 

Pass Rate: Std 7,8,9 History Pupils in Transkei: 1982-1986 

SID 7 SID 8 SID 10 

Total Cardldat s Total Cardidates HIGIER CMJE STI'/'{lMD (Jw)E 
Carrlidates Passed Percentage Carrl\dates Passed Percentage Total pa~IPercentage 

lota 1 til 

6 6 4 6 6 5 Catjds Ca'{ds Passed PercentagE 
4 4 5 3 2 5 

28883 17 953 62,0 16 412 11 203 6ll.z2 4041 1108 27,41 175 36 20,57 

33812 14053 55,00 17 511 11 749 67,1 5713 1022 17,88 282 108 38,02 

38 753 27 113 70,00 12 265 7 355 60,0 3970 1234 31,07 1759 636 36,17 

31 283 18 355 58,67 11 244 6 022 72,52 5350 1777 33,2 2142 1442 67,3 

37 518 21 409 56,97 16 631 11066 66,18 ; 5!M 2241 39,7 1411 559 39,6 
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These classes have been chosen for investigation because of ease of access 

to examination results. All the pupil s in them sit an externally -controlled 

examination. However, Std 8 was departmentally examined only up to the end 

of 1987. From 1988 the Std 8 exami nat ions were no longer departmentally 

controlled like the Std 7 and the Std 10 examinations . Moreover in Stds 7 

& 10, only Std 10 has its examinations moderated by the Joint Matriculation 

Board. 

The discontinuation of external examinations in Std 8 is the result of a 

long-standing recommendation by the Commission of Inquiry into Education in 

the Republic of Transkei (1979), sometimes referred to as the Taylor 

Commission of Inquiry. From the time that the twelve-year structure was 

introduced in 1975, Std 6 ceased to be a departmenta lly-exami ned class. 

Std 7, as the terminal year of the junior secondary phase, took the place 

of the externally-controlled Std 6 examinations. It was perceived as 

logical that Std 8, as the initial year of the Matric course, should not be 

externa 11y exami ned . Subjecti ng pupi 1 s to extern a 1 exami nat ions in both 

Std 7 and Std 8 would not only be strenuous for the pupils, but would also 

be administratively taxing and expensive for the Department of Education 

itself. The Taylor Commission recommended that "a Junior Secondary School 

Leavi ng Exami nat i on be retai ned at the Std 7 1 eve 1 and ulti mate 1y to 

replace the present Std 8 examinations which should be phased out." 

(p.4llThe Commission felt that the Std 8 external examination "caused the 

senior secondary school to have a 1 arge drop-out rate at the end of Year 

One, thus inhibiting its function in terms of preparing pupils for the 

Senior Certificate "(p.86). 

The Std 8 examinations were not dropped immediately after the acceptance of 

the report of the Commi ssi on, because the Std 8 exami nati on was, to a 

limited extent, accepted as a significant grade by some employers. However, 

attendant problems and motivating factors for the discontinuation do not 

form an objective for this study ; they are mentioned mainly to indicate why 

the departmental control of exami nati ons in thi s class was di scont i nued . 

The Department still controls the Std 8 examinations for private 

candidates. 
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Bes i des the unsat i sfactory performance by candi dates in Transkei in the 

fi ve years referred to in the fi rst table, it is also important to note 

that the performance of the Std 8 pupils is significantly different from 

that of the Std 10's. In fact there have been some complaints, also echoed 

when the Department of Education and Training results have been examined, 

that Std 8 results do not predict sufficiently accurately the performance 

of candidates in Std 10 where examinat 'ions are J~lB-moderated and where 

candidates use the Cape Education Department syllabi but sit for 

examinations set by the Transkei Department of Education. This difference 

in performance becomes clearer when one compares the Std 8 and Std 10 

results shown in Table 1.1. 

As these results show, there has been a gradual decline of the percentage 

of pupils passing Std 10 during the five years reflected in the table. The 

decline in the Std 7 results has been from 62% to 55%, although there was 

one exceptional year, 1984, when the results touched 70%. No attempt will 

be made in , this study to investigate the reasons for this exceptional 

result. 

In Std 8 the pass rate is above 60%, but it has been fl uctuat i ng. There 

was a slight decline initially, but in 1984 the percentage passing dropped 

drastically from 67,1 % in 1983 to 60% in 1984. It shot up to 70% in 1985 

and then dropped to 66% in 1986. Again no attempt in this thesis has been 

made to investigate the causes of this rise in 1985 and decline in 1986. 

In all cases, except in 1984, the percentage passing Std 8, a public 

examination, was greater than that of pupils passing Std 7, also a public 

examination. 

The performance of the Std 10 candidates, in both standard and higher 

grade, has been distinctly unsatisfactory. For higher grade the pass 

results have ranged from 17% to 39%. Although the results show some 

improvement from 17% to 39%, the performance must still cause concern. For 

standard grade the results are also poor, fluctuating between 20% and 39%. 

The exceptional year is 1985 when the results shot up to 67,3%. Again the 

researcher wi 11 not specu 1 ate as to the reasons. Apart from the low 

1 eve 1 of performance, the erratic performance of cand 'i dates also raises 

doubts. It is most unlikely that the quality of candidates would vary as 

much from year to year as the figures suggest. 
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The Std 8 results are high in comparison with the Std 10 results. With the 
Std 8 results averaging 68,8%, one would have expected the average for Std 
10 to be nearer 60% instead of it being 36,6% for Higher Grade and 40,2% 
for Standard Grade. 

The reasons for the poor performance of the pupils at Std 10 level may lie 
with the pupils' abilities, motivation and background, the teachers' 
professional skills, and the teaching facilities available at the schools. 

Not all pupils have the ability to do all subjects at higher grade level. 

However, the tendency is for teachers to advise pupils to register for all 
subjects higher grade, banking on the fact that should a candidate get 33%, 
then that mark wi 11 be converted to a pass at standard grade 1 eve 1 . 
However, many pupils fail to reach even that level. 

Teachers in Transkei schools are faced with mixed abi lity classes. The 
strategi es they use may not be sui tab 1 e for handl i ng such wi despread 
attainment. Their styles of concept presentation and explanation as well 
as the quality of test papers they set for their pupils may not be of the 
standard that could promote a good performance. Teachers may be more 
content-based than skills-inclined in their styles of teaching, promoting 

learning of content by rate rather than helping with acquisition of skills 
and problem - solving, and thus preventing the pupils from learning how to 
interpret their knowledge. 

Faci 1 it i es at schoo 1 s for use by teachers and pupil s may be 1 ack i ng or 
poor. The teaching aids available, such as audio-visual material or 
1 i brary stock may be poor. The textbooks used at schools may be out of 
date or otherwise unsuitable. 
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A research study into anyone of these problem areas should contribute 

towards i mprovi ng the standard of history 1 earni ng and teachi ng. However, 

the researcher has looked into only one of these areas: the textbooks. 

The focal point of the study is how adequately textbooks convey abstract 

ideas and, therefore, on how they aid concept formation . 

Even in this age of computers, the textbook still remains the most 

commonly-used educational aid, especially in the Third World. Textbooks 

remain essential to effective schooling. They provide essential facts, 

techniques for learning and guidelines for subject absorption. In the 

Third World states, or deprived societies, the textbook is commonly the 

only book that a student uses. It is the only link between the pupil and 

the world of learning. It is therefore vital that an analysis of textbooks 

used at school be made. The case for this investigation is strengthened in 

situations where the teacher is inadequately trained, or does not have 

access to additional educational materials or up-to-date information. 

Furthermore, imported textbooks tend to reflect the values and orientations 

of the communities in which they were published. An analysis of textbooks 

should, if possible, also look into the question of applicability of 

material designed for different consumers with different persuasions, 

interests and values. 

The researcher has also been partly motivated by the findings of the 

Commission of Inquiry into Education in the Republic of Transkei (1979). 

Regarding textbooks, the Commission claimed : " ... many of the materials 

currently in use in Transkei schools are unsatisfactory. In some cases the 

course texts are adaptat ions of materi a 1 s from other markets. I n some 

instances the adaptations are perfunctory and show little understanding of 

local environmental needs. Illustrations are often poor, and type sizes 

and styles often unsuited to the maturational and interest levels of the 

pupils. There is very little evidence of attempts to control the language 

used in the textbooks, or to relate the vocabulary and sentence structure 

to the level of the pupils for whom the books are intended." This was the 

position in 1979. Is it still the same in 1987, the year in which the 

material for this investigation was collected? 
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1.2 Statement of the Problem 

Hi story, if interpreted as an i nformati ona 1 subject, appears easy to 1 earn 

and to teach, but this is not the case. It is, in fact, intricate because 

it involves complex causal relationships and deals with a past "reality" 

which can be only "reached" by interpretative investigation and empathic 

understanding. 

Further, teachers and pupi 1 s depend very 1 arge lyon 1 anguage in teachi ng 

and learning the subject; thus language comprehension is crucial to the 

understanding of history. The way textbooks handle concepts can either aid 

or hinder pupils' understanding. However this investigation does not deal 

with any measurement of pupils' understanding because it - would have added 

very considerably to the length and complexity of the study, but confines 

itself to the textbooks themselves. 

One of the assumpt ions in the research is that pupil shave d i ffi cu lty in 

understandi ng concepts in hi story. Thi s assumption has been frequent ly 

described and measured, and some assessment of the writer's work in this 

area is given later in this Chapter and in Chapter 2. 

The basic concepts necessary to understand how history works are often not 

given due prominence in the textbooks. Some of these concepts are related 

to the nature of history itself, for example, those related to time; or to 

change and continuity; or those concerned with evidence from both primary 

and secondary sources; or those concerned with motive and intention. These 

might be described as the bases of the study of history or cornerstones on 

which a study of history is based. 

Bes i des these bas i c concepts, hi story is rep 1 ete with other terms and 

concepts that require special attention . There are in history words or 

concepts which are borrowed from ot her disciplines, and they are often 

highly technical. These are terms like frontier and culture from Geography 

and Anthropology; veto and legislative from Political Studies; bourgeoisie 

and class from Sociology; and feudal, agrarian or labour from Economics. 

Sometimes the terms acquire peculiar historical connotations, for example 

capitalism and class. 
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Some of the terms used in history are peculiar to a locality or period. 

Prairie and borough are terms particular to localities, while terms like 

noble, renaissance, crusade, and liberal are peculiar to historical 

periods . 

Also commonly used in history are words with multiple meanings, meanings 

which change in different periods and localities, but which also have a 

common and colloquial use as well as a special historical sense. 

Fi gurat i ve terms feature promi nent ly too in history and these terms include 

cold war, political dinosaur, political yoyo, open door and, iron curtain. 

Some words are easily confused with other words like executive and 

execution, principle and principal, and we also have quantitative terms 

like shortly after, century, millenium, B.C. and A.D, contemporary, 

preceding and succeeding, which appear simple but may not be to a pupil in 

the junior secondary school classes operating in English as a second 

1 anguage. These terms are close ly 1 inked to the bas i c time concepts 

already referred to. Certain acronyms have become so commonplace that they 

are now part of the 1 anguage of hi story. Thi s category of concepts 

includes abbreviations like NATO, UN, WHO. They are often treated as 

independent words by pupils. 

Finally a number of concepts have become value-laden. They have contempo-

rary values added to them. For example, the term feudal has gathered 

unpleasant connotations . It is now pe . jorative . ~ourgeoisie is now 

associated with criticism of the middle class; capitalism is associated 

with the exploitation of the masses; liberation movement is associated with 

a movement for fr eeing people by violent means. These terms have existing 

or current values attached to them and pupils often have to be helped to 
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isolate the terms from their contemporary values. 

Because of the difficulties shown, the presentation of concepts and the 

strategies to internalize them on the part of the pupils, are either an aid 

or a hindrance to the study of history. Finally as it has already been 

suggested in passing,the problem of concept acquisition becomes more acute 

for pupils who study history through a second language. Improving 

strategies of concept presentation could improve the pupils' under standing 

of hi story. The se 1 ecti on of textbooks whi ch have a vari ety of methods of 

concept presentation and explanation could be of much help to teachers in 

this regard . 

1 .3 Scope of the Study 

In this study the research concentrated on the analysis of history 

textbooks used in Std 5, the first year of the junior secondary course, and 

Std 8, the first year of the senior secondary course. The researcher saw 

it as important to look into the initial year in each case because what is 

done in these initial years could be crucial in the development of 

understanding and self-confidence in the subsequent years. 

The researcher has further considered it necessary to look into these 

levels because there is a considerable difference in age and maturity 

between pupils in Std 5 and Std 8. Ideally strategies used in Std 5 should 

differ from those used in Std 8 because of the differences in the pupils' 

level of maturity and cognition. Pupils in Std 5 would normally fall 

within the 11 to 13 age range and those in Std 8 would fall within the 14 -

15 age range. As is the case in all Black schools, however, there are some 

pupils who are considerably older than these normal age-ranges. 

Nevertheless in this study, the researcher shall concern himself with the 

majority, and hence with material meant for use by the 11 - 15 year-old 

pupils. 

The textbooks chosen in each class were those appearing in the list 

recommended by the Hi story Subject Committee for use in the juni or and 

senior secondary schools. Teachers at school are expected to choose from 

the recommended list those books which seem to satisfy best their pupils' 

needs. 
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The researcher investigated briefly the criteria used by the Subject 
Committee and the teachers in selecting texbooks. For this purpose 

the book-reading questionnaire used by the Subject Committee was 
examined. (See Appendix I for the form used by the History Subject 

Commi ttee) . 

Most books that were the subject of this study are not prepared 

specifically for Transkei schools. The majority of them, 7 out of 8 books, 
are also used in South Afri ca, and they are prepared by South Afri cans. 
This is so because Transkei, although an independent homeland, still 

fo 11 ows the core syll abus of the Joi nt Matri cu 1 at i on Board and thus its 
standards are monitored by the Joi nt Matricul ati on Board. Transkei has 
adopted the syllabi of the Cape Education Department, with very minor 
adjustments to suit local needs . There is a high 
Dean ( 1983) observed, in the secondary schoo 1 

population groups in South Africa. The textbooks 

degree of uniformity, as 

syllabuses used by all 

used in South Africa and 
her homelands are written for the syllabuses, and conform strictly and 

closely to these syllabuses, hence Transkei found it expedient and cost 

effecti ve to draw from the same source as the South Afri can schools and 
follow the same pattern of choosing textbooks. 
masks the fact that African pupils study history 

This expediency, however, 

through a second language. 

South African history textbooks are generally criticised as operating from 
within the historiographical model propagated by Afrikaner Nationalist 

historians. Although bias and prejudice is not a subject of this study, it 

is to be expected that some conceptual di ffi cu It i es wou 1 d ari se ina 

situation where African pupi ls have to use history books which are 
written by Whites from their own value perspective . 

There is another problem which has often been highlighted in South 
African textbook-writing. Textbooks are criticised for presenting history 

as basically a non-problematic exercise, as a product and not as a process. 

Presenting it as a process would involve a number of activities which would 
give pupils deeper insight and better concept understanding, for example, 
use of evidence, simulations and games. Henoe a researcher in my position 

must check whether or not in their styles of concept presentation the books 

currently in use do make the necessary shift and change of emphasis from 
the old to the new history. 
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Four books in each case were chosen, that is, four Std 5 and another four 
Std 8 books. The analysis of the textbooks has centred mainly on concept 
presentat ion, but consi dered other important poi nts, for examp 1 e, 
assessment of difficulty level of the books accord i ng to a selected 
formula, use of headings and sub-headings, use of illustrations, sentence 
length and complexity. 
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CHAPTER 2 

2. REVIEW OF LITERATURE 

In the introductory chapter it was claimed that textbooks still remain the 
most commonly used educational aid in Third World States. If this is so, 
it will apply to Transkei too, as Transkei shows all the marks of a Third 
World state. Examination results reflecting the very low level of 

performance of the history candidates in Transkei, were also shown in this 
chapter. I t was further i ndi cated that, although the age - range of pupil s 
doing Std 5 and Std 8 is normally 11 - 15 years, in all Black schools there 
are pupils who are considerably older than this normal age-range . The poor 
results could indicate a delayed development of formal thinking, and it 

would be appropriate, therefore, to look into the problem in terms of the 
research done on development of formal thinking in history. Various 
scho 1 ars have studi ed concept formation and the development of thi nki ng, 
amongst others PiagettInhelder (1969), Hallam (1969), and Jurd (1978). 

Piaget (1969) identifies four stages of cognitive development the 
sensori -motor, pre-operational stage, concrete and formal. operational 
stage. The fo 11 owi ng fi gure ' shows Pi aget ' s stages of cogni ti ve 
development. 

Figure 2.1 

Period 

Sensorimotor 
(0 - 2 years) 

Stage 1 

(0 - 1 months) 

Stage 2 

(1 - 4 months) 

Stage 3 

(4 - 8 months) 

Stage 4 

Summary of the Periods of Cognitive Development 

Characteristics of 
the Period 

Reflex activity only; no 

differentiation. 
Hand-mouth co-ordination; 

differentiation via suck­
ing reflex. 

Hand-eye co-ordination; 
repeats unusual events. 

Co-ordination of two schemata 

Major Change of 
the Period 

Development proceeds from 

reflex activity to repre­

sentation and sensorimotor 
solutions to problems. 



(8 -12 months) 
Stage 5 

(12-18 months) 

Stage 6 
(18-24 months) 

Pre-operational 
(2 - 7 years) 
Egocentric 
stage 

(2 - 4 years) 

Intuitive 
stage 

Concrete opera­

tiona 1 
(7 - 11 years) 

Formal opera­

tions 
(11 - 15 years) 

- 12 -

object permanence attained. 

New means through experimenta­

tion - follows sequential 
displacements. 

Internal representation; new 
means through mental combi­
combinations. 

Problems solved through 
representation - language 
development (2-4 years); 
thought and language both 
egocentric. 

Cannot solve conservation 
problems ; judgments based 
on perception rather than 
logic . 

Reversability attained; can 
solve conservation problems­
logical operations developed 
and applied to concrete pro­

blems, cannot solve complex 
verbal problems. 

Development proceeds from 
sensorimotor representa­
tion to prelogical 
thought and solutions to 
problems. 

Development proceeds from 
prelogical thought to 
logi cal solutions to 

concrete problems. 

Logically solves all types of Development proceeds from 

problems - thinks scientifi- logical solutions to 
cally; solves complex verbal 

problems; cognitive struct­
ures mature. 

concrete problems to 

logical solutions to all 
classes of problems. 
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During the first stage, from birth to about two years of age, the child 

gai ns acquai ntance wi th the envi ronment through hi s senses, and through 

movement. His activities consist mainly in physical manipulation of 

objects. Behavi our is di ctated by senses and motor activity. He then 

gradua 11y incorporates a pi cture of the world in whi ch he 1 i ves, by 

assimilating and accommodating new experiences. 

The second stage, the pre-operat i ona 1 stage, is that of restri cted 

reasoni ng, coveri ng the peri od from about two to seven years of age. 

During this stage the child develops ways of representing events and 

object~ through symbols, including verbal symbols of language. He becomes 

aware of such things as number and space, of concepts of more or less, 

shorter and longer, bi gger and smaller, but hi s judgements are st ill based 

on senses, hence he says there is more water in the taller jar, because to 

him it appears to be "taller". He considers only one variable of a 

situation. 

During the concrete operational stage, about 8 - 11 years, the child can 

recogni ze objects and i nterna 1 i se the sensory experi ence. '. He wi 11 know 

that there is the same amount of water in each jar because he saw the same 

amount being poured into each. He can now conserve. However, his thinking 

still remains confined to concrete situations. When he has reached · the age 

of twelve, he can think about abstractions. Logical thinking is now 

possible and he can weigh ideas and reason by implication. 

Piaget's stages of cognitive development seem to have some relation with 

those of the Wi sconson Mode 1 of Concept Learni ng (K 1 ausmei er and Hooper, 

1974). This model consists of four stages of concept development : the 

concrete level, the identity level, the classificatory level, and the 

formal level. The concrete level refers to the stage at which the child 

recognises an object and represents it internally. He learns the word 

"dog". This is the motoric experiencing of objects. The child learns to 

attend to differences in features of objects such as size, shape and 

colour. 
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The identity level, (the second stage), unl"ike the concrete level that 

involves only the discrimination of an object from other objects, refers to 

the recogniti on of the same object at di fferent times and places; the 

ch i 1 d sees the dog agai n and repeats the word. He can a 1 so now see 

di fferen t types of dog, but recogni ses them all as dogs. The new and 

critical operation is generalising. The classificatory level is reached 

when the chi 1 d can treat two di fferent examples of objects of the same 

class as equivalent, even though he cannot give a clear basis for his 

views. He should be able, for example,to treat his toy dog and that of the 

neighbour as both poodles although he may not give an elaborate account of 

the attributes of poodles. At the formal level of cognition the child 

should be able to give not only defining attributes but also abstract 

properties of concepts. This stage is an equivalent of Piaget's stage of 

formal operational thought. 

In Piaget's view the stage of formal operational thought is reached around 

the age of 14 years. Although individual pupils differ in ages at which 

they attain the different stages of cognition, the sequence of the levels 

of cognition remains the same : 

and formal operati ona 1 thought. 

sensori -motor, pre··operati ona 1, concrete 

None of these stages can ·.be skipped nor 

can the order of their attainment be reversed or altered in any manner, but 

the pupils' ages of attaining the different levels may differ. Some pupils 

may attain the level of abstract thought at 14 whi le some may do so a 

little earlier and others much later than that age. 

Much store has been set by the work of Pi aget. Some hi stori ans have done 

research on cogn'iti ve development with speci fi c reference to hi story. 

Thompson (1967), Peel (1967), Hallam (196B), Coltham (1971), Jurd (1978) 

are examples. Their studies tested Piaget's theory. The results of their 

findings have corroborated the stages of cognitive development suggested by 

Piaget, but have found that the age at which pupils reach the stage of 

formal operational thought apparently occurs considerably later, around 16 

years . These studi es brought to the fore the si gni Fi cance. of the stages of 

cognitive development or levels of thinking to the teaching and learning of 

history, but also called into question why it is that pupils tend to reach 

the stage of formal operational thought considerably later in history than 

in other subjects. 
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Da Silva (1972) took the matter a little farther by trying to explore the 

developmental aspects of acquisition of meanings of words. Pioneering work 

in this regard, however, was undertaken by Werner and Kaplan (1952). They 

di d research on how pupi 1 s reached the meani nys of words embedded in 

sentences. Although they too recogni sed the exi stence of stages in the 

acquisition of conceptual meanings, their study did not bring out clearly 

the developmental aspects of the acquisition of word meanings. 

The study by Da Silva was designed to invEstigate the process by which 

pupi 1 s ascri be meani ngs to coded wor'ds standi ng for h·j stori ca 1 terms, 

working on contextual cues only. The research instrument he used was a 

word-context test, consisting of ten passages. Each passage had one 

artificial word embedded in it. The pupil reading the passage was expected 

to deduce the meaning of the artificial word from its context. Each of the 

artificial words signified an economic or political conception 

cha)':~teri st i c of the hi story 1 earni ng at secondary schoo 1 1 eve 1. I none 

passage for example, the word malmir was substituted for the concept 

depression or slump (Da Silva, 1972, p.263). 

The test was admi ni stered to 160 pupi 1 s chosen in equal numbers from 

selective and non-selective schools. The pupils fell within the age range 

of 12 to 16 years. 

The responses of the pupi 1 s were categori zed into four types: 1 ogi ca lly 

restricted responses, circumstantial conceptualization, logical 

possibilities, and deductive conceptualization. Logically restricted 

responses are irrelevant and irrational and show lack of comprehension of 

the passage. In ci rcumstanti a 1 conceptual i zati on students attempt 

solutions on the basis of one aspect of the data, thereby showing failure 

to grasp essentials of the problem. Responses of the pupils in the 

category of logical possibi 1 ity show a capacity to combine two or more 

pieces of evidence and the ability to relate cause and effect. Pupils in 

',he c~:egory of ded~(;tive conceptualization eXDlore a passage in its 

ent i rety ina deductive way and draw res pons i b 1 e .j nferences, essenti ally 

taking account of all aspects of the problem. This category is 

characterised by sustained argument on the basis of principles developed 

inductively or deduced analytically. 
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This research study by Da Silva can be taken to be corroborating the ideas 
of Peel (1967). Pee 1 also refers to 1 eve 1 s of thought : the 1 eve 1 s of 
describer thinking and explainer thinking, with explainer thinking being an 
equivalent of Da Silva's deductive conceptualisation. 

A chi 1 d wi 11 only be ab 1 e to recei ve i nformat i on and conceptual i ze it 
deductively if he is in a state where he can understand this information . 
This requires that the information be presented in a manner suited to the 
chil d's 1 eve 1 of cognit ion. The pupi 1 will on ly make meani ng of the 
information by virtue of his particular level of cognitive development. 

The problem of concept understanding is evidenced by confused explanation 
of concepts that pupils give during examinations and during discussions. 
This is not only to do with capacity for logical thinking, but also with 
the ability to understand and use language. This probl em becomes more 
significant for pupils whose medium of instruction is a second language. 
The results of this study suggest the need to consider language teaching 
strategies seriously in the teaching of history, especially because the 
mother tongue tends to influence or interfere with the language of 
instruction. 

Thi s study coul d therefore be of ass i stance to teachers in selecting 

textbooks with varied means of introducing concepts. Such varied 
strategies of introducing concepts should be suited to the pupils level of 
cognit i ve development and 1 anguage diffi cu lty as K 1 ausmeik et a 1 (1974) 
have observed. 

Research done by people like Russell and Saadeh (1962), and Reed and Dick 

(1968), cited by Klausmeier (1974) has shown that the capability of the 
child for abstract thinking increases with age. It is highly likely that 

the 1 earni ng of abstract concepts depends very 1 arge lyon command of 

language . There is need to analyse textbooks used at schools and to test 
their readability. 

2.2 Textbook Analysis 

Textbook analysis is not a new field of research and much work has been 
done on thi s topi c. However, the major focus of the research on textbook 

analysis has been on bias and prejudice, through omission and commission, 
in the treatment of minority groups. 
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Early work on the analysis of textbooks is said to have started after the 

First World War (Dean, 1983). In 1925 the League of Nations recommended 
exchange of textbooks at international level. This encouraged their 
ana 1ysi s. After the Second World War, the work of the League of Nat ions 
was continued by Unesco, the United Nations Educational, Scientific and 
Cultural Organization. In 1949 Unesco issued guidelines proposing criteria 
for evaluating textbooks, such as accuracy and fairness. Textbook analysis 
was carried out in countries like Germany, Britain, America and Canada, 
with the emphasi s st ill on check i ng bi as and prejudi ce. Hatch, for 
example, analysed textbooks used in the United Kingdom to check whether or 
not British and European history was given predominance over that of Africa 
and Asia (Hatch, 1962). 

Other studi es by McDi armi d and Pratt (1971) and Nash (1972), also centred 
on bi as and prejudi ce. McDi armi d, for examp 1 e, noticed bi as such as the 
failure to be aware of discrimination and an inordinate political emphasis 
which resulted in history being presented mostly as war and conflict. These 
are biases of omission and commission. Failure to notice discrimination and 
the contributions of other racial groups are, amongst others, biases of 

omission, whereas practices like the use of pejorative or derogatory terms 
such as Kaffir or Nigger and the reproduction of myths like the "empty-land 

myth" in South African history are examples of biases of commission. 

Bes i des the ana lys is of textbooks in the worl d at 1 arge, South Afri can 

schoo 1 s' hi story textbooks, too, have recei ved some attent ion. Auerbach 
(1965) did research on history textbooks used in the Transvaal. His work 

examined, amongst other things, the differences between Afrikaans and 
Eng 1 i sh-1 anguage hi story textbooks. He also exami ned the use of emotive 
words, and assessed the extent to which the books reflected reasonably 
recent research findings. His results showed a strong tendency for these 
findings either to be ignored or older interpretation, of subject matter to 

be repeated . 
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Auerbach's study was followed by others, for example Linda Chisolm (1981), 
Elizabeth Dean (1983) and J M Du Preez ' (1983) . All these studies sought to 
trace bias and prejudice in school history textbooks and also to show how 
textbooks are used for the legitimation of the status quo. 

These studies have adopted amongst others, techniques of analysis such as 
the qualitative and the quantitative approach. Qualitative analysis 
involves checking the "quality of the scholarship" (Boyce 1975 p175). 
Qualitative analysis therefore refers not so much to how much has been said 
about a topic, but more specifically to how it has been said. It involves 
checking biased wording, or the accuracy of factual detail based on the 
most recent scientific research. All in all qualitative analysis is 

concerned with style of writing or quality of scho1arsh 'ip. 

Quantitative analysis, on the other hand, is intended to yield information 
about space allotted to topics in the textbook. In quantitative analysis, 
therefore, one looks into priority given to topics and histories of 
countri es . The tendency is for authors at times to gi ve more space to 
sections they like most and little space to those against which they are 
prejudi ced . The noti ceab 1 e trend for example in the South 'Afri can schoo 1 
history textbooks is that "i n all of them" South Afri can hi story "i s a 
history of Whites in South Africa. The non-whites, particularly the Blacks 

are presented primari ly as obstacles to the achievement of White 
object i ves, as a prob 1 em to the Whites. I n consequence there has been 
little attempt to explore the history of the 'non-white' groups" (Dean, 
1983, p. 311. 

Linda Chilsolm's findings in this regard are the same as Dean's: "The 

history that iS,as a result, taught the African, Indian or Coloured denies 

hi s exi stence, as it is a heroi c tale of the ri se of the Afri kaner; the 

heroism of Black resistance to the conquest is hardly chartered." (Chisolm, 

1981, p.13?) 

As Boyce (1975 , p174) puts it, "space allocation is an indication of 

priority values with writers and publishers." It is worth mentioning, in 

passing, that omissions or giving little space to some topics may not 
always be due to prejudice but to other editorial considerations. 
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An omission may be due to the leaving out of some factors which may, to an 

author writing withi n the context of his own i nte 11 ectua 1 and cu ltura 1 

equipment, seem unimportant, but which to members of other cultural groups 

may be .important. Textbooks, in putting emphasis on some topics to the 

neg 1 ect of others, may also be respondi ng to a prescri bed sy11 abus . So at 

times the limiting factor is the nature of the syllabus itself. 

These analyses of the South African schools history textbook s have yielded 

much important i nformati on regardi ng bi as and prejudi ce. Thi s research, 

however, will deviate from the emphasis of previous research on South 

African school history textbooks. The emphasis will be on concept 

presentation as well as on other qualities considered when assessing 

history textbooks, for example,readability. 

2.3 Primacy of Concepts in learning 

Definitions of "concept" are numerous. According to Yelon and Weinstein 

(1977, p. 9l) "a concept defines a class of objects, events or processes in 

terms of its common elements." Kl ausmei er, Ghata 1 a and Frayer (1974, p. 4) 

define a concept as "ordered information about the properties of one or 

more things - objects, events or processes - that enables any particular 

thing or class of things to be differentiated from and also related to 

other things or classes of things". Concepts) then > are organised 

information corresponding to meanings of words (Klausmeirer et al, 1974 

p. 4) . 

Concepts may be either concrete or abstract. Either type, in order to be a 

concept, must have a set of critical or defining attributes, the properties 

of which make it unique and which distinguish it as a class (Yelon and 

Weinstein, 1977, p.191) . 

Dennis Gunning (1978; pp 14-15) gives the following four descriptions of a 

concept : 

(i) "Concepts are ideas usually expressed in words, to describe classes 

or groups of things, people, feelings, actions or ideas having 

something in common e.g . emperors, arti llery, princes 

retreat or liberalism". 

envy, 
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(ii) "Concepts can be . ideas describing concrete actual 
objects". This type of concepts can be explained by 
showing a picture of the object, for example 'sword' ." 

(iii) "Many concepts are abstract for example 'economics"'. 

(i v) "A concept idea is not always presented in words whi ch are nouns" 
So we could have concepts like to 'rebel' or 

, rebe 11 i ous ' . " 

To Dennis Gunning, therefore, a combination of these four descriptions 
should provide one with a workable or serviceable definition of ~oncept: 
For all these writers concepts are "organised information corresponding to 

meanings of words" (Klausmeier et al, 1974, p.4), but Gunning and Yelon and 
Weinstein stress the importance of classes or groups of things. Napoleon 
for instance is not a concept because there was only one of him. All these 
writers also stress that concepts can be concrete or abstract and need not 

always be nouns. 

At times concepts can be described as either simple or complex. We can 

have, for example, concepts like 'slavery' or 'kingship' which are simple 
and concepts 1 i ke 'democracy' and 'feuda 1 i sm' whi ch are comp 1 ex (Scott, 

1981, p.14). To these two groups, the simple and the complex, have been 
added the third category, that of organising concepts like 'cause', 
'effect' or 'motive' (Ibid). So concepts like "continuity and change" and 

"similarity and difference" are in terms of this grouping, organising 
concepts. In this study the terms that will be used to categorize concepts 

are 'abstract', and 'concrete'. The di sti nct i on seems eas i er to draw 
between concrete and abstract concepts than between simp 1 e and complex 

concepts. Concrete concepts represent objects that can be seen. Thei r 
defining attributes refer to shape, size or other visible characteristic. 

'Sword' is a concrete concept. It can be seen or touched. It is percepti­
ble. Abstract concepts cannot be seen and must be learned by definition. 
'Imperialism' cannot be seen. 
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When these definitions are considered it can be seen that concepts are very 
important in education . As Yelon and Weinstein (1977, p.1911 put it: "con­
ceptualising is a form of categorising. And categorising is the means by 
which objects around us are identified, a means of reducing the complexity 
of the environment". So then, man can be said to be able to maintain a 
constant and meaningful dialogue with his external relational world through 
concepts. Concepts are the substance of man's thought. 

"The acquisition of concepts is what makes instruction possible. One 
cannot take the time to present to the student even a smaller fraction of 
all specific situations in which he may encounter for example the concept 
of 'edge' or 'a cell', or a striated muscle. But if, with 

examples, he can acquire these as concepts, one may 

generalising will expand to cover the whole of his experience. 

the use of 

expect that 
He can also 

communicate his intentions, his actions, and his thoughts to other people, 

again because the specific words he employs arouse concepts in his hearers 
that function just as his do" (Gagne, 1970 pp . 185-1B6). So concept 
learning is essential for formal education. 

The role of concepts in thinking is explained by Kagan (1966, p.97) 
cited by Yelon and Western as follows 

"concepts are fundamental agents of intellectual work . The theoretical 
si gni f 'j cance of cogniti ve concepts in psycho 1 ogi ca 1 theory para 11 e 1 s 
the seminal role of volume in chemistry, gene in bi ology or energy in 
physics. Concepts are distillates of sensory experience and the vital 
link between external inputs and overt behaviours." 
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Concepts operate through the words of ~ language, and so comprise socially 

accepted or sanctioned ideas of persons who speak a particular language. 

Difficulties arise when one has to learn concepts through a language that 

one does not normally speak in everyday situations. Concepts cannot just 

be transmitted. They have to be internalised by the learner since he has 

to structure the world through them. 

Fl ave 11 (1970) favours an exp 1 anat i on of concepts in terms of certai n 

attributes that they have. Each concept has its own critical 

defining attributes, but Flavell, in this regard refers to attributes that 

are common to all concepts. He counts the following as the attributes to 

be considered: learnability, usability, validity, generality, power, 

structure, instance perceptibility. 

Klausmeier Ghatala and Frayer (1970) define and explain these characteris­

ti cs or attri butes of concepts that Fl avell writes about. Learnabi 1 ity, 

they exp 1 a in, refers to ease or di ffi cu lty with whi ch concepts are 1 earned. 

It i s ea~y to 1 earn some concepts but di ffi cu It to 1 earn others. Some are 

1 earned with di ffi cu lty even by people of the same 1 anguag~ and cu lture. 

For instance one could compare the concepts "dog or tree" with the concepts 

"atom or eternity". The first two are said to be easy to learn because 

they have concrete examp 1 es or "percepti b 1 e instances" in the 1 anguage of 

Fl ave 11. 'Atom' and 'eternity' are diffi cu It to 1 ear'n because they are 

abstract or have no "perceptible instances" or concrete reality. Similar 

contrasts can be found in history - for example 'cannon' and 'liberalism'. 

I n other word s , ease or di ffi cu lty in 1 earni ng concepts wou 1 d seem to be 

related to the extent to which they are concrete or abstract, although 

clear "iy, the 1 earner's 1 eve 1 of maturity and hi s experi ence must also play 

a part. 
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Usabi lity refers to the fact that concepts need to reach a level of 

"i ndependence" by the user. Thi s occurs if they are attai ned at a 

classificatory level which means goihg beyond the simple recall of critical 

attributes or giving examples of a concept, to a level at which one can 

genera 1 i ze to newly encountered ' 'ex amp 1 es . Concepts atta i ned at 

classificatory level are succes s fully usable if they enable the learner to 

generalise learned concepts to new situations or instances, recognise 

concepts in a class or recognise cause and effect and then solve problems 

i nvo 1 vi ng the concept 1 earned . It woul d not be enough to have a 1 earner 

memorize a definition , for example 'democracy' . He should be able to 

recognize type s of government or situations that can rightfully be referred 

to as democratic or totalitarian and describe them as such. 

Klausmeier, Ghatala and Frayer (1974) when writing on validity of concepts, 

refer to the extent of agreement on 'meaning' . A concept is regarded as 

valid if experts agree about its meaning. 

Genera 1 concepts are those that have fewer defi ni ng characteri st i cs. One 

may take, for example, the following two concepts: (i) man, and (ii) living 

thi ngs. The concept '1 i vi ng thi ngs' is more general than the concept 

'man' . I t encompasses more thi ngs than the concept 'man' . If a\ concept 

helps towards the atta i nment of other concepts, it is said to have power . 

Many subjects have fundamental concepts on which the understanding of other 

concepts depends. This is specifically the case with subjects that have a 

developmental structure, for example mathematics. In mathematics one needs 

to understand subtraction, division, addition and multiplication before 

proceeding to more complex material. History, too, although it does not 

have a uniquely developmental structure, does have fundamental concepts 

which must be understood first before others can be understood . 
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Some concepts, for ex amp 1 e, are fundamental to an understandi ng of the 

French Revolution : class distinction, revolution, constitution, autocracy, 

despot ism, monarchy. However, consideratiOll shou1 d be gi ven to the fact 

that a learner may have his own concepts which do not tally with those of 

the scholars. The new information that the pupils get may be related to 

certain concepts that they have already formed . Misconception can easily 

occur if understanding of new information is based on ill-conceived bas i c 

concepts. 

For pupils to learn concepts at the level of forma 1 operational thought, 

they must acquire not only the 1 abe 1 s for the concepts, but also the 

attributes of concepts. An analysis and description of how concept 

learning takes place )'las formulated through extensive research, by 

K1ausmeier and his colleagues at Wisconson, hence their model of concept 

attainment is called the Wisconson Model of Concept Learning (K1ausmeier et 

a1 1974). In terms of this model, shown below, there are four levels of 

concept attainment: (i) concrete, the recall of critical attributes; (ii) 

identity, the recall of learned examples; (iii) classificatory; 

genera1ising to newly encountered examples and (iv) the formal level, 

discriminating between newly encountered instances. 

Figure 2.2 
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Concept attainment takes place, therefore in a gradual and continuous way, 
under the influence of environmental factors. An important implication of 
this theory therefore is that a concept cannot be mastered at the highest 
of the four levels the first time it is learned. Teachers and textbook 
writers need to be aware of this. 

The levels of concept attainment in the Wisconson Model seem to tally with 
those in the four stage model of Tom Seymour (no date) shown below. 
Seymour's stages of concept attainment correspond to the different levels 
in the cognitive domaIn of Bloom's taxonomy (Bloom, B., 1979). 

Figure 2.3 
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Seymour's Four Stage Model of Concept Development 

Values are integrated 

into a "ph i losophy" 

Generalizations are 
integrated into 
"values" 
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ral izations" 
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into "concepts" 

Taxonomy Leve 1 

"synthethis" of a more sophisti­
cated nature, also "evaluation" 

"synthesis" and "evaluatio'1" 

"application", "analysis" and 
"synthesis" 

"knowledge" and "understanding" 

These four stages sum up Seymour's idea of what intell igence is: "the 

mental ability to perceive and integrate words into concepts; to integrate 

concepts into generalisations, and to integrate generalisations into 

values, and values into a philosophy or way oJ life" (no date, p. I). 
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The implications of both the Wisconson and the SeymO'1lr model is that 
presenting or teaching a concept to pupils requires a series of steps and 

systematically-planned strategies designed to aid movement from one level 
to a higher level unti 1 the highest is reached . In Piegetian views of 
cognitive development, the child starts operating at the concrete level and 
gradually attaining the stage of formal operational thought. It is 

important to assess, therefore, whether hi story textbooks encourage such 
formal operational thought. 

This leads directly to a consideration of the learning styles used in the 

textbooks. There are three possible approaches which textbook writers 
could follow . The first is to present information at dictionary-definition 
level. This appears to be standard or common practice of presenting 
concepts. At times, students can check the meanings of words in 
di ctionaries. At others the textbooks give their own or dictionary 
definitions of concepts in a glossary or when introducing them in the 
current text. This does not necessarily guarantee, however, that the pupil 
can classify and generate further examples of the concepts him self, as 

Flavell pointed out. 

The second approach is to ask the pupils to consider a number of e! amp1es. 
At times negative examples are added so as to increase differentiation. In 
some instances it is important to present examples and non-examples 

together where conceptual relationships are concerned, for example "short" 
and "long", "peace" and "war" and "democracy" and "to1itarianism". 

Although such an approach could increase understanding,it still does not 

guarantee independence of use of the concept by the pupil. 

At other times concepts can be learned from the context of sentences in 
which they occur. This may be possible if the context surrounding the' 

concept is familiar . Textbooks can encourage this kind of learning if it 

is made clear to the pupil the exact nature of the deduction task he has to 

perform, which then becomes intentional learning and a problem-solving 

task . If the textbook uses such an approach, specific intervention from the 

teacher, usually through questions, is necessary to force the pupils to 

perform the abstraction or deduction. This point is illustrated in 
Seymour's (no date) article in which the four stages of concept development 

are described . He uses two concepts from the field of economics: 
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Government Involvement in the Economy and Transaction in the Total Economic 
System. In both cases pupils are asked to respond to the concept by giving 
instances from their own experience, of what the word or phrase might mean. 

Then they discuss the ways in which the examples could affect the economy 
of a country. Following this the pupils are asked to assess the 
appropriateness or efficacy of each example. Finally the pupils assess the 
philosophical or ideological implications of the judgements they have made. 

A very similar approach is followed by Beyer (no date) when he illustrates 

the i ntroduct i on of the concept Imperi ali sm. Here two specifi c examples 
had been introduced in the textbook: the Spanish-American War and American 
foreign policies under the Eisenhower administration. Two important stages 
were inc 1 uded in Beyer's procedure after pupi 1 s had responded wi th an 

initial brainstorming session. The first was to set the conditions or 
limits within which the concept operated. The second was to ask pupils to 

gi ve further examples of i mperi ali sm in act i on to deci de the extent to 

which they fitted with the rules or conditions. Although Beyer does not 
classify, as a specific stage of development ) Seymour's assessment or 

judgementa 1 stage, it is clear from the transcri pts of th~ di scuss ions 
provided in the article that pupils frequently added their evaluations of 
the concept. 

The point is that these interesting and very thorough lessons might have 
been i niti ated by the textbook present at i on but the gui dance provi ded by 

the teacher's methodology also played a si gnifi cant part in the 1 earni ng 
experience. The textbook, in these examples, provided the initial stimulus 
for the teacher-pupil interaction and for subsequent checking work by the 
pupil s. 

I n the exami nati on of the textbooks inc 1 uded in th is study, an ana lysi s 

will be made of how they made use of one or more of these approaches. 

It has already been suggested that concept learning involves generalising 

to all instances of the concept and also discriminating instances of the 

concept from non-instances. 
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This depends mainly on the consideration of examples, both positive and 
negative. Three possible errors in pupils' thinking can, however, occur 

ilnd are described by klausmeier, Ghatala and Frayer (1974). These are: (i) 
over-generalization (ii) under-generalization; and (iii) misconception. 

Over-generalization refers to instances in which negative examples of 
concepts are identified as examples. If, in mathematics, a student is 

taught the concept 'square' and then classifies a rectangle as a square 
(because both figures have four sides), he is clearly over-generalizing. 
As an example from hi story, if a s ituati on that does not amount to a 
revolution (for example, a peaceful demonstration by students against loss 
of academic freedom), is identified as a revolution, that would be 
over-generalization . 

In the case of under-generalization, some examples 
identified as non-examples. A child learning the concept 

of concepts 
cutting tool, 

are 
may 

recognize a knife as a cutting tool and generalise his knowledge of cutting 
tools to others like hunting knife, sickle, but he will be 
under-general ising if he does not recognise the hacksaw as a cutting tool. 
If a situation which should have been identified as a revolution is not 
recognised as such by a pupil, then, that is under-generalization. 

There are some instances in which a pupil will have an insufficient number 

of examp 1 es and non-examp 1 es. He cou 1 d then classify a concept on the 

basis of irrelevant attributes. This type of error is referred to as 
misconception. This research sought to find out the extent to which 

textbooks try to help pupils avoid over-generalization, 
under-generalization and misconceptions. 

A number of learning styles appropriate for concept development have been 

mentioned: examples and non-examples (positive and negative instances); 

verbal cues concerning relevant attributes; concept definition with 

promptirlg questions related to the definition; sentences using concept 
names. It can be argued that the provision of a combination of different 
styl es of concept exp 1 an at ion is better than concentrati on on a sing 1 e 

style, for example definition only. This will also be examined in the 
analysis of textbooks. 
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Textbooks differ from other books because they are specifically designed to 
give information and instruction. They are unlike other books which, 
though perhaps having a didactic moral value, may be meant for entertain-
ment, for example novels and drama books. The features of a textbook 
that make it different and assist it in its purpose are those that can 
make one's learning tasks easier and more enjoyable. How well the author 
succeeds in transmitting information to the reader will depend on the reada­
bility of the text (Johnson, 1979). 

Gilliland's book (1972) covers many aspects of readability: interest and 
motivation. print visibi lity, assessment of readability and deeper compre­
hensi:on. 

Coltham in a shorter article looks more specifically at characteristics that 
can be examined for history text or history resource material. Both these 
writers' ideas will now be examined briefly. 

In choosing textbooks teachers often concentrate · ,on physi:caI fB.ctors such 
as size . cover, binding, type style, page format, diagrams and i·llus­
trations. and also factors like accuracy of factual information and in some 
instances even the reputation of the publisher. They look for books with 
examples, end-or-ahapter questions and tasks, organisation of the book, use 
of headings and sub-headings, and even supplementary material I. like study 
guides. Such criteria as these are highly subjective. However, as will be 
explained later in this chapter, subjective criteria should not be dismissed 
off-hand simply because they are subjective, but should be given their due 
cons ideration. 

Although these factors are worth considering when assessing books, there is 
an important criterion which is often neglected, namely the question of how 
easy or difficult the book is to read and comprehend. This is simply re­
ferred to as readability. Before considering the different reading difficu lty 
indices . it seems appropriate to give first a brief explanation of reada­
bility. 

According to Johnson (1979) readability refers to all the factors that affect 
success in reading and understanding a text. The factors that affect 
readability, according to Johnson, are: interest and motivation of 
the reader; legibility of the print; and complexity of words and sen­
tences in relation to the reading ability of the reader. 
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Dale and Chall (1948) as quoted by Gilliland (1972, pp. 12-13) offer the 
following definition of readabi 1ity: it is the "sum total . .. of all those 
elements within a given piece of material that affects the success which a 
group of readers have with it. The success is to the extent to which they 
understand it, read it at an optimum speed and find it interesting." 

Maclaughlin (1968) cited in Gilliland (1972, p.14) defines readability as 

"the degree to which a given class of people find certain reading matter 
compelling and, necessarily, comprehensible." 

Readabil ity is concerned with the prob 1 em of matchi ng the reader and the 
text. An accompli shed reader is 1 i ke 1y to be bored by si mp 1 e, repet iti ve 
texts, while a poor reader will become discouraged by texts which he finds 
too difficult to read fluently. Of the definitions given, those by Dale 
and Cha11, and Johnson agree on the factors that affect success in reading: 
comprehension, interest and motivation, and fluency, as well as complexity 
of words and sentences in re 1 at i on to the abi 1 ity of the reader. The 

factors include characteristics of the reader and those of the texts, the 
matching of which results in success in reading, for example legibility of 
print affects fluency or speed of reading. The factors' involved in 
readability can be explained briefly as follows: 

Fluency refers to the extent to which a person can read a given text at 
optimum speed. It is affected by the legibility of print because it 

reflects the ease with which text may be seen and the ~ase with which 
letters and words can be identified. 

Interest refers to motivational aspects that persuade the reader to go on 

reading . This sustained persistence in reading depends on how the reader 
feels at the time he is reading, what he needs to know and also on his 

previous knowledge or experience . 

for successful reading. Pupils at 
whether they like it or not. This 

Intrinsic motivation is very important 

school are compelled to read textbooks 

means that textbooks must be readable 
so that pupils may be motivated to read them with understanding. 
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Understanding of the text depends on interest and fluency. For 

comprehension to take place the basic meanings of words and phrases must 
be understood and the materi a 1 read must be related to the reader's 
previous knowledge and experience. If what is read cannot be related to 
the reader's experience and the words cannot be used independently of the 
context in whi ch they are used in the book, then there is clear ly no 
comprehension that has taken place. 

Legibility of print encompasses the type, the layout, and the conditions 
of readi ng. 
ill egi b 1 e and 

There are many different types. 
others clearly legible and simple . 

Some are fancy and 
Bold type is often used 

for emphas is. The 1 ayout i nvo 1 ves size of type, 1 en9th of 1 i ne and the 
spaci ng between the 1 i nes. Li nes whi ch are too short or too long are 
said to cause inefficient eye movements (Johnson, 19i9 J. Reading 
conditions involve things like illumination and the brightness of the 

page in relation to the surroundings, for example the table. Brightness 

may be caused by the nature of the paper. It may be shi ny or gl ari ng 

thereby causing eye-strain. As said earlier on, the legibility of print 

affects fluency because a fluent reader depends on cle,ar print and 
clearly-laid-out work for his information. 
affects readability. 

Sentence structure too 

In summary, therefore it can be sai d that readabi 1 ity encompasses all the 

aforementioned factors. It refers to the ease with which the book can be 
read with understanding as a result of proper matching between reader and 
textbook characteristics. It involves an interaction between these already 
mentioned aspects of the reader and the book. 

There are various ways of measuring and predicting readability of a text: 
readability formulae, question and answer techniques, graphs and charts and 

sentence comp 1 et i on and close procedure. Readabi 1 ity tests are 
admi ni stered or app 1 i ed without the i nvo 1 vement of the reader. They are 
therefore predictive. On the other hand comprehension tests involve the 

reader and are, therefore, a means of measuri ng the extent to whi ch an 

individual reader can handle the text. Readability indeces or tests were 

developed as an attempt to obtain a fairly objective means of assessing 
textbooks. A brief explanation of each of the methods of testing books for 

readability will now be given. 
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Grap~s and charts are used in an attempt to facil itate the assessment of 

readability. The commonly used graph to predict readability is the Fry 

Readability Gram . The Fry gram involves the random selection of three 

sample passages of 100 words each and the counting of the total number of 

syllables in the passage. The average number of syllables and the average 

sentence 1 ength are then cal cu 1 ated. The two averages are plotted on a 

graph. The grap~ gives the approximate grade level. To get the reading 

age, five is added to the grade level, on the assumption t:~at young 

children start formal learning from the age of five. 

The Mugford Readabi 1 ity Chart (Gi 11 i 1 and, 1972) makes use of such common 

. variables as word length (in syllables) and sentence length (words). It 

takes repetition into account. The score is derived by adding four whole 

numbers. 

Sentence comp 1 eti on and c 1 oze procedure are a means of assess i ng 

comprehensi on . Sentences are taken from a passage and certai n words at 

regular intervals are omitted. The degree of comprehension is the extent 

to whi ch a person who has read the passage can replace the omi ssi ons 

correct ly. The words to be replaced have usually been chosen to refl ect 

only the content of the passage, not t~e linguistic complexity. 

In comparing the passages, those in which hig!ner scores are obtained are 

regarded as more readab 1 e than the others on whi ch lower scores are 

obtained. The term is derived from the Gestalt term "closure" that is 

used to describe the tendency for a person 

(Johnson). Gilliland, (1972) argues 

comprehension in a continuous prose passage 

to complete a pattern mentally 

that cloze procedure tests 

instead of through a series of 

unrelated sentences. It therefore measures the ability of a reader to use 

a variety of contextual interrelationships in completing any particular 

work. I t can therefore refl ect the way in whi ch reader can respond 

to using his reading skills. 

The question and answer technique involves glvlng pupils of different ages 

a text to read. They are then questioned on t~e text to gauge their level 

of understanding of the text, and hence determine the reading age to which 

tme text is suited. 
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Readability formulae are the most frequently 

readabi 1 i ty of texts. They are based 

identifiable aspects of the text namely 

used methods of predicting the 

on the analysis of easily 

sentence 1 ength and word 

complexity. The application of a formula involves the selection of a 

samp 1 e from a text, counting the average number of words per sentence or 

the proport i on of po lysyll ab i t " words in the sample and then performi ng a 

calculation to produce a score . The score indicates the difficulty of the 

sample (Gilliland, 1972). 

These formulae include the following: the Fog Index, Maclaughlin Grading, 

Dale-Chall Formula and the Rudolph Flesch formula. Of these formulae the 

most commonly used is the Rudolph Flesch formula. They all include 

characteristics which can be quantifiably or objectively measured: word 

1 ength, or number of syll ab 1 es, or sentence 1 ength. From such measures 

calculations, usually involving one or more constants, are then performed. 

The results often appear as either indicating the average performance of 

children in a particular standard (grade level) or that of children of a 

particular age (age-level) . Details of the Rudolph Flesch formula which is 

the formula to be used in this study, are given in Chapter 3 . 

'. 

Jean Co ltham has a number of criteri a wh i ch she regards as important in 

assessi ng history books . They i nvo 1 ve most ly subject i v(~ judgements. They 

were deve loped at a conference at C. J. Mott Co 11 ege in 1969 (John Fi nes 

1983). A schedule for assessing history writing appropriate to 8-14 

age-level was developed . The Assessment Schedule that was developed 

catered for items such as use of language, special terminology, 

treatment of facts, concern for human beings, views of society, notion of 

change, cause and effect, time, illustrations, activities and 

exercisessuggested, as well asthe format of the books . 

This study also made use of the criteria proposed by Jean Coltham in her 

assessment schedule. The assessment cri teri a used and the readabil ity 

formula used together with the rationale for their use are obtained in 

Chapter 3. 
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The identity level, (the second stage), unlike the concrete level that 

involves only the discrimination of an object from other objects, refers to 

the recognition of the same object at different times and places; the 

child . sees the dog again and repeats the word . He can also now see 

different types of dog, but recogni ses them all as dogs. The new and 

critical operation is generalising. The classificatory level is reached 

when the child can treat two different examples of objects of the same 

class as equivalent, even though he cannot give a clear basis for his 

views. He should be able, for example,to treat his toy dog and that of the 

neighbour as both poodles although he may not give an elaborate account of 

the attri butes of poodl es. At the forma 1 1 eve 1 of cognition the chil d 

should be able to give not only defining attributes but also abstract 

properties of concepts. This stage is an equivalent of Piaget ' s stage of 

formal operational thought. 

In Piaget's view the stage of formal operational thought is reached around 

the age of 14 years. Although individual pupils differ in ages at which 

they attain the different stages of cognition, the sequence of the levels 

of cognition remains the same : 

and formal operat i ona 1 thought. 

sensori -motor, pre "operat i ona 1, concrete 

None of these stages can ',be skipped nor 

can the order of their attainment be reversed or altered in any manner, but 

the pupils' ages of attaining the different levels may differ. Some pupils 

may attain the level of abstract thought at 14 while some may do so a 

little earlier and others much later than that age. 

Much store has been set by the work of Pi aget. Some hi stori ans have done 

research on cognitive development with specific reference to history. 

Thompson (1967), Peel (1967), Hallam (1968), Coltham (1971), Jurd (1978) 

are examples. Their studies tested Piaget's theory. The results of their 

findings have corroborated the stages of cognitive development suggested by 

Pi aget, but have found that the age at wh i ch pupi 1 s reach the stage of 

formal operational thought apparently occurs considerably later, around 16 

years. These studies brought to the fore the significance of the stages of 

cognitive development or levels of thinking to the teaching and learning of 

history, but also called into question why it is that pupils tend to reach 

the stage of formal operational thought considerably later in history than 

in other subjects? 
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CHAPTER 3 

DATA COLLECTION PROCEDURES 

Thi s research study is focussed on the analysi s of some school hi story 
textbooks. Four Std 5 and another four Std 8 books were chosen. Further 
details about the books will be given in the next chapter . In analysing 
the books, a combination of methods was used to collect information about 
the books : i ntervi ews were conducted wi th 15 teachers, for each standard, 
to test the order of preference of the books; subjective criteria and also 
some objective readability tests were applied to th e books . A range of 
categorized styles of concept presentation was used to check how selected 

concepts were introduced in each book . 
selected chapters. 

Concepts were extracted from 

After checking chapters that seemed worth analysing, a list of concepts was 
selected from the Std 5 books and another from the Std 8 books. This study 

therefore, wi 11 not make a detai 1 ed account of each and every chapter in 
the books chosen. The following were the guiding principles and criteria 
used in determining chapters worth analysing. '. 

The topics chosen had to be those that were reasonably fully covered in all 
the books, so that there was enough opportunity to choose key concepts that 

are essential to the understanding of the topic discussed in the chapter. 
To check this, the number of pages that each book used in a topic was used 
as a guide. A chapter chosen, therefore, had also to be of sufficient 
length and complexity so that a number of possibly different strategies 
could be identified. 

In addition to these criteri a, it was fe It that the chapter chosen had to 

be fairly early in each of the two sections (general history and South 

African history). The assumption was that in such cases the concepts would 
be fairly new to the majority of the pupils, and a fuller presentation 
mi ght be provi ded than ina chapter towards the end of the secti on. 8y 

then most of the concepts could have occurred in the preceding chapters, 
and therefore the writer mi ght no longer feel it necessary to elaborate or 
explain them to the reader. 
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It is mainly on this ground, for instance, that in the Std 8 books, the 

chapter on the French Revolution was chosen. 

It is not on ly of suffi ci ent 1 ength and comp 1 exi ty to provi de ferti 1 e 

ground for the introduction of new concepts, but is also the first chapter 

of the genera 1 hi story sect ion. Pupils are, therefore, likely to be 

exposed to such concepts for the fi rst time in thei r hi story course . 

Furthermore, most of the concepts i n thi s topi c, for example revo 1 uti on, 

conservatism, liberalism, bourgeoisie, class distinction, divine right, and 

human rights, are basic to the understanding of the subsequent sections of 

general history such as the 1830 and the 1848 revolts. 

Following these three criteria, four topics (two from Std 5 and two from 

Std 8) were chosen. For Std 5 the Development of the Art of Wri ti ng and 

Printing, from the general history section, was the first topic. In most 

of the books thi s occurs as the second chapter. The fi rst chapter is 

frequent ly a general i ntroducti on whi ch is dealt with too bri efly to be 

useful for the purposes of this thesis. It is longer only in the book by 

Graves et a 1 . 

The second topi c from South Afri can hi story, the Development of the Cape 

C~ 1 ony is the fi rst chapter of the South Afr.i can hi story'. sect ion. As 

indicated earlier, the topic chosen for study in the Std 8 general history 

secti on was the French Revo 1 ut ion. I n the South Afri can hi story secti on 

for Std 8 the topic chosen is British Reaction to the Great Trek. Although 

it is not the fi rst topi c of the South Afri can hi story secti on for thi s 

standard, it is a more extensi ve 

pages than the earlier chapters. 

this section. 

sect i on covered ina 1 arger number of 

It nevertheless occurs fairly early in 

The concepts chosen for analysis are those that are considered to be basic 

for understanding the particular topic chosert, and for subsequent sections. 

It was not expected that every concept so selected wou 1 d appear in every 

book. In fact, one purpose of the research was to see how many key 

concepts were covered in each book. 
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The instrument that was used to analyse the concepts is a range of styles 

of introducing concepts, was deve l oped from literature survey 

described in ' the previous chapter and examines five possibilities of 

presentation . It is reproduced in Table 3,1. 

TABLE 3,1. 

Concepts Mode-' of Explanation 
-

~se in texts Definition Approaches Supporti ve 
--- --,--' ' -, - -

Not un defi ni Definition Definition 
Used used expllined tion only & exanple & illustrat ion Total 

only 
-- ------- - -- --- -

In drawing up this scale, the researcher was partly influenced by Tennyson 

and Cocchiarella (1986),who list seven important ways in which concepts can 

be presented: 

( i ) labelling and definition which involves giving 

object and the definition or description of 

" 
the name of an 

the object or 

phenomenon; 1-ecall of the object and the definition are the key 

things in this regard; 

(ii) context embedding which involves presentation of a cont extual 

situation in which a concept can be used; 

(iii) presenting a good example of a typical class of aspects of the 

concept; 

(iv) using attribute elaboration which involves directing attention to 

salient features of the concept; 

(v) interrogatory examples which entail presentation of examples as 

problems to be solved; 

(vi) using expository examples, that is presenting complete examples 

with concept classification; and 

Documents 
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(vi i) usi ng embedded refreshment, which provides extra background 

information to aid learning. 

One problem of performing such an analysis would be to ensure that the fine 
distinction between these seven categories would be consistently made. For 

example, categories (ii), (vi) and (vii) might be very difficult to apply 

accurately. 

Another influence was the analysis scheme by Macrae (1987, pp. 60-62). The 
final categories were produced by combining aspects of his Table 25 with 
those of Table 26, with modifications of Tennyson and Cocchiarella (1986). 

Definition, as the first category, was chosen because it is the most common 
means of explaining concepts. In fact it is the first step in the process 
of concept explanation and falls within the first level of concept 
atta i nment i so 1 ated by Seymour (no date) and Beyers (no date) whi ch were 
described in Chapter 2. Definition refers to the giving of an explanation 
or description of an object or idea in the form of a statement or rule that 

states attributes of a concept. Learning a definition results in the 
pupils having conceptual knowledge which can be recalled and which implies 
the pupi l' s knowl edge of the attri butes of a concept. However, research 
has shown that definitions alone do not playa significant role in concept 
learning (Rietman and Bower, 1973). Learners rarely learn well from 

definitions, and the recitation of verbatim definitions is no guarantee of 
understanding. As indicated earlier in Chapter 2,pupi1s may use terms like 

"universe", "democracy", or "black power" verbally or in writing but still 

be conceptually ignorant of the basic meanings. 

A pupil may recite, for instance, the following definition: "democracy is 
the government of the peop 1 e by the peop 1 e for the people", but fai 1 to 

recognize practices in class which are democratic, like asking the class to 

elect their class 11]0nitor. ,. For this reason other variables in aiding 
concept acquisition have also to be considered. 
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Research on concept acquisition, by for example Dunn (1983) and Tennyson et 
aJ (1983), has shown that concept acquisition is improved by the 
instructional variables of best example and directions to use the example. 
It is for this reason that the heading "examples/non-examples" has been 
included in the categories. It was suggested in Chapter 2 that examples 
promote generalization, the ability to recognize new examples; and that 
non-examples promote discrimination, the abi 1 i ty to exclude as concepts any 
examples lacking a critical attribute (Yelon and Weinstein, 1977, p. 198). 

Al though Tennyson and Cocchiarella (1986) suggest that "examples" can be 
subdivided into expository examples (those in statement tormat) and 
interrogatory examples (those in question format), this finer division was 
not used in this research, to make the final analysis simpler and more di­
rect. 

The context in which the concept is used should help the learner deduce 
the meaning of a concept even if the concept is not defined. A new con­
cept may have one label but several definitions, each being dependent on 
a specific context. The column headed 'background information' refers to 
instances in which concepts are not specifically defined, but the infor­
mation in the context is such that the meaning can be deduced. 

The other headings, 'illustrations' and 'documents' have been included in 
the categories because they, too, are important variables that aid concept 
learning although not all concepts would lend themselves to such elabora­
tion. 

In using the categories it was hoped that a reasonably objective analysis 
of the way a concept was presented could be achieved. Had some of the 
finer distinctions in Tennyson and Cocchiarella's categories been used, 
it was likely that the allocation of a presentation to a category would 
vary from person to person. In the categories used in the present 
research , only two might possibly be classed as subjective: the one con­
cerning 'background information' where the adequacy and amount of this 
might be variously interpreted; and the other covering "definition and ex­
ample" where it might be difficult to decide on illustration that serves as exanples. 



- 39 -

In addition to this 'category' analysis, some other objective measures were 
also included. One such measure was the extent to which simple, compound 
and co~ex sentences are used. Sentence length and complexity may affect a 
pupil s' readi ng and understandi ng of the contents of a book. It is argued 

that such a quantitative analysis need not be made for the whole chapter 
being studied. Instead, five passages (sometimes of more than one 

paragraph) of ten sentences each, were selected from the begi nni ng, the 
middle and the end of each chapter. From these, the calculation of 

sentence type was undertaken. 

Another objective assessment was to di scover the diffi cu lty 1 eve 1 of the 
books, using the Flesch Formula. This is a test of readability which is 
concerned with the problem of matching between reader and text . 
Readabi 1 i ty is concerned wi th all factors that affect success in readi ng 
and understanding a text. Factors that affect success in reading as shown 
in Chapter 2 are : interest and mati vat i on of the reader, 1 egi bi 1 ity of 
print, complexity of words and sentences in relation to the reading ability 
of the reader. The readability test that was used excluded such factors as 
interest and motivation. 
this chapter. 

A comment on these aspects will be made later in 
'. 

The application of a readability formula involves the selection of a sample 
of passages from a text, counting the average number of words per sentence 

or the proport i on of words with many syll ab 1 es in the samp 1 e and then 
produci ng a cal cu 1 ati on to produce a score. The score thus produced 
indicates the difficulty level of the sample of the text and the score 
obtained from analysing a sample of selected passages is taken to indicate 

the difficulty level of the whole book (Gilliland, 1972). The Flesch 
formula was chosen because it is reasonably simple and at the same time has 

a greater degree of objecti vity si nce it is based on word and sentence 
length, variables that can be checked objectively. 

Factors measured by the Rudolph F1 esch formu 1 a ref1 ect aspects of the 

difficulty of reading single words and sentences. The word factor measures 
sentence difficulty because syllable count reflects word length and in 

general terms longer words tend to be more difficult than shorter words. 
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Sentence length is associated with memory span, because the longer a 
sentence is, the more difficult it will be to remember parts of the 
sentence and, therefore, the more difficult it wi 11 be to understand the 

whole of it and the relationships of the parts of the whole. In short, the 
formula assumes that long words and sentences make reading, decoding and 
comprehension difficult (Gilliland, 1972). 

The application of the formula involves the following steps : selection of 
at least three passages of one hundred words each, spaced throughout the 
book; counti ng the total number of syll ab 1 es in the one hundred word 
passages (represented in the formu 1 a by NS); and count i ng the number of 
words per sentence (represented in the formula by WPS). This data is then 
substituted in the formula 206,835 - (0,846 x NS) - (1,015 x WPS). The 

result wi 11 fall between zero and 100, zero indicating a very difficult 
passage and 100 an easy one. The results of the three passages are 
averaged to obtain a final picture of the whole book. 

The following is an example of the application of the formula to a passage 
which consists of a 100 words, 155 syllables, and 17 words per sentence: 

'. 

266,835 - (0,846 x 155) - (1,015 x 17) 
131,13 - 17,255 

131,13 + 17,255 
= 148,385 

206,835 - 148,385 
Reading-ease score= 58,450 

It is possible to avoid the calculation involved in this formula . The 
following table is available, which allows a rough interpretation to be 
made by using the two components of word and sentence length separately to 
gain an indication of the final reading-ease score . 
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Table 3.2 

Reading Ease Style Typi ca 1 Syll ab 1 es Average 

Score Magazine per 100 words sentence 
length 

0-30 Very Diffi cu It Scientific 192 or more 29 or 
more 

30-50 Difficult Academic 167 26 

50-60 Fairly Diffi- Qua 1 ity 155 21 
cult 

60-70 Standard Digests 151 17 

70-80 Fairly Easy Slick Fictioni 139 14 
80-90 Easy Pulp Fiction 131 11 
90-100 Very Easy Comics 123 or more 8 or 

fewer 

From Flesch: A New Readability Yardstick, Journal of Applied Psychology 

2,3 June 1948 

'. 

For example, a passage may have a syllable count of 155 and a sentence 
1 ength of 17. The former suggests a Readi ng Ease Score of 60 to 70. It 

could , therefore, roughly be estimated that the appropriate score was close 
to 60 and the style was tending to the fairly difficult level. By applying 

the exact formu 1 a, 
reasonably close to 

the Reading Ease Score emerges as 58,45. Th is is 
the approximation made without using the formula. 
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The following figure by Kerry and SandsV978) uses a graphical construction 

to give the difficulty level. The individual measures for syllables and 

sentence 1 ength are joi ned by a ru 1 ed 1 i ne. Three measures can then be 

read off: the "style" ratings; the difficulty index, and an indication of 

the reading-age-level of the text. It should be noted that this last 

measure refers to reading age levels of mother-tongue speakers of English 

in Britain. 

Figure 3 

The Flesch formula Reading Ease Score 

Syllable. 120 ,T/.l r F/cub formula Rr.:ldillg Fag Scare . 
per 100 
words 125 Plan' rul( on arprorriat~ figures on 
(NS) NS and WPS columns. Read off 

130 
estimated r'eading age on {'enUe 
column . 

- 135 , I Estimated age 
140 level (yea,,) 

. . 
100 

I 10 95 ""y 

- 145 
easy 

I 90 

"'- II 85 150 
easy 

I 
.... 80 '- ! f.;"y my 155 '- 12 75 I '-

'- 70 
Words per i 160 13- ~ 65 5 

"'- standard 

'50 
sp.ntence 

165 (WPS) 
15-17 55 ta irtv 10 

170 50 
d;lhtul!.. 

........... J5 
-

45 
175 18-21 40 \ d;ff;cult 

35 20 
180 

30 

185 25 25 

20 
190 

15 30 

195 10 

5 35 

200 0 
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If the same scores as in the previous example are used the measures are 

revealed by following down the dotted line as : "fairly difficult; style; 

Readi ng Diffi cu lty I ndex of 58 and a Readi ng Age of 13-14 years. The 

closeness of 58 to the precisely calculated result of 58.45 can be seen. and 

the greater ease in making the assessments is obvious. 

By choosi ng the Rudolph Flesch formu 1 a. the researcher is not in anyway 

accepting it as a perfect formula. but as a very useful supplement to other 

subjective and objective criteria for judging textbooks. There are other 

formu 1 ae whi ch cou 1 d have been used. for example Gunni ng' s Fog I ndex and 

MacLaughlan's Smog Index' •.. These are easier to apply but they have been 

avoi ded because there is a tendency for the simp 1 er formul a to be 1 es s 

re Ii ab 1 e than a more complex one. On the other hand. the Da 1 e-Cha 11 

formula which is said to be consistently the best was avoided because it is 

the most tedious to use. Every word in the text has to be compared with a 

list of 3 000 words. which are regarded as simple words. Clearly the 

compilation of the list is highly subjective and is likely to vary with 

time as vocabulary usage changes. 

It would be unwise to confine any analysis of textbooks to objective 

measures entirely. In planning other forms of assessment. the researcher 

was influenced by Coltham (1970) who uses a number of subjective criteria 

in her schedule for assessing history books. A description of her work was 

given in Chapter 2. In making use of her approach. six of the twelve forms 

of assessment described in her article are used: special terminology. the 

notion of change. the presentation of the concept of time. the use of 

illustrations. the quality of the exercises. and the format of the book. 

I n cons i deri ng the aspect of speci a 1 termi no logy. Co ltham' s procedure was 

followed: the rating is done in terms of the number of words (specially 

related to the topic) per three pages from a random selection of pages. 

Co 1 tham suggests 'any rate hi gher than fi ve' suggests a book of some 

difficulty for under 14-year-olds. although she is referring to 

mother-tongue speakers of Eng 1 i sh. Each pi ece of termi no logy was (a 1 so 

fo 11 ow; ng Co ltham) then rated in terms of the presence or absence of 

explanation. 
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The second factor was the noti on of change. Co ltham mere ly suggests a 

sk immi ng of the book to fi nd out if the idea is made exp 1 i ci t for the 
reader. In the present research, each chosen chapter was examined to see 

if the idea was present at all, and a few examples of how it was presented 
were given. 

The third factor (that of the presentation of the concept of time) was 
handled in the same way as that of change, except that an impression of its 
handling in the whole book was attempted. 

The fourth factor, (i 11 ustrati ons) was subjecti ve ly assessed for the book 
as a who 1 e in terms of relevance to the text, and whether the pupil was 
expected to become act i ve ly i nvo 1 ved in the exami nati on of the 
illustrations. At the same time an impression was gained about whether 
colour was used at all and whether this was done effectively. 

The fifth factor concerned exerci ses, and considered the nature of these 
ranging from straightforward recall to more complex skills such as 
summarising, note-making or synthesis of the material from the text. 

Coltham's final factor is called format. Here the selected texts were 

examined in terms of the breaking down into smaller units and subsections 

and the use of sub-headings and the use of material separated from the text 
into "boxes". 

One other factor was added to those suggested by Coltham: the presence or 

absence of extracts from documents. This was examined by looking at 
re 1 evance to the text by assessi ng whether they were used to present 

contrasting evidence, and whether any pupil activities were linked to the 

documents. 

To illustrate the approach towards textbook assessment used in this thesis, 

an extract from a book in the Grave's series, History for Today is 
presented and a series of examples of the various techniques is shown. The 

extract is from the Std 6 text, which has not been included in the detailed 
analysis in the remainder of this thesis. 
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fe) Science 
(1) Characteristics of Renaissance science 
Historians argue that the Renaissance period was really a 
period of preparation rather than discovery among men of 
science. Nevertheless, Renaissance curiosity prepared the 
ground for many later discoveries. Although Renaissance 
men did not use precise scientific methods, men like 
Leonardo da Vinci and Durer observed and then sketched 

. what they had studied. 

The main features of Renaissance science were: 

• increase in the amount of a~ient scientific knowledge 
available for study; .. ' 

• the iniluence of the Church on scientific work; 
• the development of techniques and instruments. 

Thg Increase in the amount of ancient scientific know­
ledge available 
Study of ancient manuscripts both helped and hindered 
Renaissance science. The ancient documents intro­
duced men to more precise methods of calculation and 
measurement. This was especially the case with the use 
of Arab numerals. 

Signs such as +, -, x, +, " > came into regular use. 
However, these same ancient writings also hindered 
scientific study, because Renaissance scholars be­
lieved that the wisdom of ancient writers (such as 
Aristotle, Ptolemy and Galen) could not be questioned 
seriously. There was, therefore, a difference between 
what was observed and scientific facts and ideas based on 
the ancient theories. 

The influence of the Church on scientific work 

The Church encouraged belief in the theories of Ptolemy 
and Aristotle as these did not conflict with Christian doc­
trine of the time. Ancient Ideas of the Earth as the centre 
of the universe fitted In with the beliefs about God, 
Heaven and man. This restricted original or critical work, 
which differed from these ideas. 

The development of techniques and instruments 

During the sixteenth and seventeenth centuries, there were 
many advances In the field of scientific instruments. 
Scientists were particularly anxious to increase their accu­
racy in measurement and calculation. Among instruments 
which were developed were the compound microscope, 
the telescope, the thermometer, the barometer and the 

r;::;::=-'-" '" _ .... _....... ... ----
I ~~~~_ were some fourteenth -century 
I scholars such as Heytesberg who 
I seriously doubted the 'ancient theor-

ies. but did not develop their own. . - --.. --------- .--. 

27 
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'1- Many others, such as Tycho Brahe. 
Vesalius, Paraeelsus and Johannes ~ 

I Kepler CQUld, however, be : 
L- ~~~earch~<!.~~.x~,= ___ _ 

Sketch of the universe by Copernicus. 

An old lelescope of the type which 
Galileo used. 

28 
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pendulum clock. The mathematical system known as 'cal­
culus' became the tool of seventeeth-century scientists. 

(2) Renaissance scientists 

Once again, we can only single out a few scientists who 
exhibited characteristics of Renaissance times. 
For some time, scholars were concerned that obser­
vation (using new Instruments) and the ancient 
theories did not agree. By 1514, reform of the calendar 
was urgently needed. Men like Nicolaus Copernicus sug­
gested that this was not possible without a new look at the 
ideas and methods of the Ancients. 
In 1543 Copernicus produced a detailed study called 
'The Revolution of the Heavenly Bodies'. This put 
forward new Ideas about the universe, the position of 
the Sun and planets (Including Earth), and the move­
ment of these. 
This Was in direct conflict with the Church and the teach­
ings of Aristotle, but was only declared heretical in 1616. 
Born in 1564, twenty-one years after publication of this 
work, was the first modern scientist who showed the Im­
portance of accurate measurement. 
His name was Galileo Galllel. Using the newly devel­
oped telescope, he was able to show that Copernicus' 
theory could be proved. He was charged with heresy, 
tried by the Church and forced to recant (Le. take back 
what he had said). 

" 

Galileo's drawings of the moon as seen through an Lid te lescope. 
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Not only had Galileo challenged the Church by suggesting 
that the Earth was only a planet and that all the Heavens 
'floved, but he proved them wrong on other issues too. The 
Church had declared that the moon was a lightweight, pol­
ished ball. Gall\el, using a telescope, sketched the 
moon's surface. He wrote: 

"It is a most beautiful and delightlul sight to behold the body of the 
moon . .. It certainly does not possess a smooth and polished 
surface. but one rough and uneven, and, just like the face of the 
Earth itself; is everywhere full of deep chasms." 

Galileo died a disappointed man. Among his other contri­
butions to the development ·Qf science were his 
experiments with the pendulum and the speed of a 
falling body. Legend (probably not true) says that he used 
the Leaning Tower of Pis a to test the effects of body weight 
on the speed of a falling body. By using experimentation, 
he demonstrated that falling bodies regardless of size have 
a steadily inoreasing rate of speed. 

Christian Huygens was only a small child when Galileo 
was charged with heresy. He grew up to be a careful ex­
perimenter. Among the contributions he made to the story 
~f science were: 

• the invention of the pendulum clock; 
• the discovery of the rings of Saturn; 
• the wave or pulse theory iJbout light; 
• research into optics; 
• improvement in the telescope; 
• culculations about the shape of the Earth. 

Most of his work was only published after his death. 

: The first pendulum clock was devel· 
l oped ten years after his death. 

" 

This painting shows the fashion for 
studying the heavens. 

He was born in 1629. 

--------- -_ ... ------" 
He speculated about life on other . 

planets. 

29 



Newton. 

. He had shown that he was a new 
kind of experimenter who knew how , 

to form a theory and lest it. ' 

Cartoon: The eltecl of g~a ... ity. 
--_ .. _ ... _ ... _-- ---- - - , 

What is Greenwich Mean. _ :r!.~~~ 

Greenwich Observatory. 
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Nine years after the death of Huygens, Sir Isaac Newton 
(in 1704) defined light In terms of waves. He Investi­
gated the spectrum. Here is a sketch of him ' 
demonstrating how he passed light through a small hole ' 
and then a prism to separate the colours of the spectrum. , 

This is how he described his findings: 
"It was at first very pleasing to view the vivid and intense colours ' 
produced . . . " 

.,.1 
3L_....!~::..;::l--~ 

)(1 
:-W 

Newton's sketch of his experiment on the refraction of tight. 

1 

, 
He wrote that the same laws of Nature affect all heav- ~ 
enly bodies equally (Le. Sun, Moon, Earth, stars, ' 
planets) . This was not in agreement with Church teachings. ; 

New10n is best known for his laws about motion and the ~ 
effects of gravity. People made fun of his theory. Here is ' 
a cartoon of the time. !: 
This picture shows the octagon room at the Royal Observ- ; 
atory at Greenwich in England. Studies of the heavens ·: 
eventually helped scientists to find a way of measuring : 
longitude. What instruments and activities can you ; 
observe here? 
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During the Renaissance, men had dissected bodies to 
study anatomy and even experiment with skin grafting 
and blood transfusions. In Venice, doctors had to attend a 
lour-year course at medical school and a yearly refresher 
course in anatomy. Regular meetings were also to be held 
to discuss cases. 
However, Renaissance medicine was strongly In­
fluenced by the theories of the Ancient Greek Galen. 
He had claimed that disease was the result of an imbal­
ance between the humours (phlegm, blood, black and 
yellow bile)! In addition he claimed that blood flows up and 
down the body to the liver! 

Although men like Paracelsus and Vesalius challenged 
these ideas, it was not until the seventeenth century that 
Galen was finally proved wrong. The man who did so 
was William Harvey (1587-1657). He observed, dis­
sected and finally wrote a book On the Motion of Heart and 
Body. In this he showed that the heart (and not the liver) 
was the centre of the blood system and that the arteries 
and veins were connected. 

(3) The effects of the new approach to science 

The approaches to scientific knowledge were changed by 
Renaissance attitudes to theory. Statistics and estab­
lished facts replaced many of the Ideas of the past. The 
new scientific thinking separated educated and uneducated 
people, because scientists could no longer accept 
teachings about the world without question. This was to 
have an effect on how people thought about man, Nature 
and the teachings of the Church. 

(4) Let's sum up: Renaissance science 
Test your knowledge, after re-reading the section on science. 

Renaissance science 

Name of 
His contribution scientist 

Copernicus ? 

Galileo ? 

Huygens ? 

Harvey ? 

Newton ? 

r--'· __ 0 '_ • • • .• •• --- " • • "-- - , 

: When Pope Innocent VIII was dying, 
, the blood of three boys of len was , 
. used to try and save his life. He and . 
____ t.t'e~oy-" _"!1 ~i~ ___ __ ___ : 

How this reflected 

I Renaissance thinking 

7 

7 

? 

? ! 

? ._- - -- --- --------------- -
31 
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The f oll owi ng si x concepts have been cho sen fr om the extract, the criterion 

for choos i ng them being that they are essential to the understanding of the 

sect ion appearing i n the extract: ren ai ssaince science, experimentation , 

heavenly body, gravity, heresy/ hereti cal, sci entific instruments. 

In the second step the style of their pr esen t ation has been checked against 

the f ollowing categories and tabled as foll ows: 

Use in texts 

e Concepts Used Not 

Used 

renaissance 

sc ie nee 

experimen ­

tation 

ht'ClvC'nly 

body 

gravity 

heresyl 

heretic a 1 

sc;e ntific 

instruments 

v 

v 

v 

!llustr a- rocu-
tic nl & me nts 

_. _~a mpl _ _ _ 

Un- I)efini - refln i.1 Background 
exp l- tlon tion & I Infermelion 

alned _~ _ Example only 

v v 

v 

v 

v 

Most of the concepts in this e xtr act h a ve not bee n di rectly defined , t he if me aning has 'b~cn 

deduced from the context. Two of thes e co nc e pts h ave been further e x plained by the prGce :: ~ 

of illustrations. None has been presente d th ro ugh documents. In fact , not all concept ::; '!.(m(; 

themselves to pre sent at ion by illu s trul ion s an d documents. 
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The th i rd step has been the app 1; cat; on of the F1 esch formu 1 a to thi s 

passage consisting of a sample of 100 words: 

(f,alileo died a disappointed man. Among his other contri­
butions to the development of science were his 
experiments with the pendulum and the speed of a 
Jailing body. Legend (probably not true) says that he used 

19 Leaning Tower of Pisa to test the effects of body weight 
on the speed of a failing body. By using experimentation, 
he demonstrated that falling bodies regardless of size have 
a steadily increasing rate of speed. 

Christian Huygens was only a small child when Gailleo 
was charged with heresy. He grew up to be a careful ex­
perimenter. Among the contributions he made to t~9tory 
of science Nere: 

I
I The first pendulum clock was devel~ 

oped ten years after his death. 

This palnling shows the fashion for 
studying the heavens, 

He was born in 1629. 



- 52 -

Number of syllables = 169 

Average words per sentence = 16,6 

Reading ease = 206,835 - (0,846 x 169) - (1,015 x 16,6) 
142,974 16,849 

= • 47,012 

Using the Flesch pattern of reading. !ase scores the book is difficult. 

The fourth step has involved the checki ng of the presence or absence of 
objectives, summaries, and glossar ies. Although these do not appear in the 
extract, when a survey of the whole chapter is taken , it has been noted 
that the historical skills to be developed in this chapter as well as 
questions to be answered are indicated. Summaries are not made for the 
reader but) instead, the readers are given guided exercises on summarising 

in chart form. No glossary is given at the end of the chapter but only a 

list of words that require special consideration is given. 

In addition to this objective criteria the extract has been assessed 
subjectively in terms of Coltham's assessment schedule, and also in terms 
of other criteria like use of documents and exercises. 

The rate of introduction of new terms has been judged as follows: 

On page 32 which does not appear in this extract,a time chart has been used 
as an exercise for pupils so that they gain a sense of time. 

Once the fu 11 ana lys is of each textbook has been made, compari sons and 
contrasts between the approaches and the implications of the learning and 
teaching techniques are developed. 

A look at the illust.rations leads to the following observations: the 

illustrations are relevant to the section, for example the 'old telescope', 
Newton's sketch of his experiment, the cartoon on the effect of gravity, 

the picture of Isaac Newton. Some of the pictures are small and with some 

portions faint. This is clearly shown by the sketch of the universe by 
Copernicus on page 28. 
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With regard to the format, the contents of the extract, in keeping with the 
rest of the book, is presented under numerous headings and sub-headings. 

Key sentences and phrases are written in bold type. Part of the material 
in the text is isolated and appears in 'boxes'. 

Documents in this extract have not been used except for a brief quotation 
on page 29. 

The assessment of this extract gives an indication of how the analysis of 

the book was been carri ed '\l'lt. 

This study has relied on the adapted categori es of Tennyson and 
Cocchllrella ., and Macrae, the Flesch formula as a readability test and 
Coltham's suggested criteria for assessing history books. 

By undertaking an analysis of these textbooks the researcher is not in any 
way suggesting that the role of the teacher is insignificant. His role 
finally is important but in the developing countries the textbook sti 11 
features prominently in the teaching and learning of various school 
subjects, and therefore it deserves special attention. 

In analysing the books attention was first given to Std 5 and then to Std 8 
in respect of each criterion that was applied. 



- 54 -

CHAPTER 4 

DATA PRESENTATION AND ANALYSIS :: OBJECTIVE CRITERIA 

4. 1. General Features of the Books 

As indicated in Chapter 1 in the remarks on the scope of the 

study, eight history books have been analysed: four Std 5 

history textbooks and the other four for Std 8. I n each 

case, these books are in the list recommended by the subject 

committee for History for use in 

schools in Transkei. Teachers 

select from the suggested list of 

the primary and secondary 

at school are supposed to 

books for each class. The 

books suggested are also used in other parts of South Africa, 

and as will be show n, the majority of them are written by 

So uth Afric a ns. 

The following are the Standard 5 books that have been 

analysed 

History for Today by Graves and Consul, 

Junior History 5 by Olivier and Horn., 

New ventures in History: Standard 5, by Qokweni et al. 

Objective History for All, by van Zyl. 

History for Today 5, written by F E Graves and L H Consul, 

(referred to in the text as History for Today) was published 

in 1985 by Juta and Comi1any Ltd. In terms of its contents, it 

answers to the demands of the 1985 syllabus that is currently 

used in South Africa and her homelands. It is a 248 page 

publication. In the very first page of the book the authors 

make introductory remarks on methodological approaches and 

aims, headed "How to use this Book." This is a guide to 

both teachers and pupils. This introductory guide covers, 

amongst others, the following p'oints 

evidence, and activities for pupils. 

terminology, use of 
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Another distinctive feature of this book is that key questions 

are set, to stimulate the curiosity of the learner, at the 

beginning of each chapter. 

These questions are preceded by a list of historical skills 

that should be developed in that particular chapter. Junior 

History 5 by J Olivier and J M L Horn, (referred to in the 

text as Junior History) is, like History for Today, a 1985 Juta 

pUblkation. It treats the current Std 5 Ltd . . and Co 

syllabus. It h as a brief preface by the authors, far less 

detailed than that of History for Today. 

given at the end of each chapter, but 

Assignments 

there are 

are 

no 

introductory guides or specified objectives at the beginning of 

each chapter. The book has fewer pages than History for 

Today. History for Today is 248 pages and Junior History is 

154 pages. 

New Ve ntures in History by P G Qokweni et al ( referred to in 

subsequent sectio ns as New Ventures) has exactly the same 

num ber of pages as Ju nior History. It is 154 pages. The , 
book was published in 1985 by M acMill an 801eswa. It 

answers to the slightly adapted Cape syllabus followed in 

Transkei. T he co nte nts of the boo k are 

chapters but in units. It divides the 

.not prese nte din 

syllabus into 30 

teaching 

di vision 

units, one unit comprising a 

of work into units has been 

week's work. The 

do ne to "facilitate 

planning a scheme of work for the school year." This book 

deviates from the pattern that is followed by a great number 

of history textbooks, not only with regard to the division of 

contents into teaching units, but also with regard to the 

sequence of Gene~al and South African History. It presents 

South Afr1can History first and then goes on to General 

History. The first unit of the book gives introductory 

information on studying history, covering the main ways in 

wh1ch we can find out about the past: recorded history, 

archaeology and oral history. 
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At the end of each unit the authors have presented a variety 

of questions and exercises to help pupils develop skills of 

note-making, 

synthesis. 

summ anslng, comprehension, analysis and 

or for the 

T he boo k does not have a ny note to the te ac her 

pupil on the methodological approaches and aims . 

There is no list of objectives outlined at the beginning of 

each unit. This book, unlike the others with which it is 

at the end. It does, being assessed, ha$ a subject index 

therefore, pro vi de an 0 p portu nity for 

the index as early as Std 5. 

training pupils in using 

Objective History for All: Std 5, written by M L van Zyl 

(referred to in the text as Objective History) was published 

by Book Studio (Pty) Ltd. The year of publication has not 

been indicated. However, the contents of the book follow the 

1985 syllabus. Besides division into main topics, 

corresponding to what might be regarded as chapters, the 

contents are divided into 99 lessons covering a span of 33 

wee ks. 

T he boo k h as notes for the te ac her in the forewor d. At the 

end of each lesson some questions and exercises have been set 

for the pupil. At the end of each module, a number of 

lessons covering 

provided. There 

a theme, "test yourself" 

are no 0 bjecti ves set for any 

q uestio ns are 

set or module. 

This book, like Junior 

comprises 154 pages. 

History and New Ventures in 

Objective History does not 

summ aries of units. 

From the foregojng rem arks about the boo ks, it 

apparent that the rese arc h was dealing with 

published m ateri a l. Three of them were published 

Histor y 

provide 

becomes 

recently 

in 1985 

and even the one that has no date of publication answers to 

the revised 1985 syllabus. 
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In these circumstances, it could reasonably be expected 

that the books would address the demands of the new history 

which lays more emphasis on intellectural skills than on 

content, and on understanding of concepts than on the 

acquisition of knowledge by rote and memorization. 

The following Std 8 history textbooks have been analysed 

History for Today 8, by Graves, Eksteen and Viglieno 

History 8 New S,illabus 1985 by Lambrechts et al. 

History in Perspective by Lategan and De Kod. 

Timelines 8 1985 Syllabus by Lindvelt et al. 

History for Today 8, by Graves, Eksteen and Viglieno, 

(referred to in the text as History for Today) is part of a 

set of books for Std 5 to Std 9. It has more or less the 

same features as the Std 5 version. It was published by Juta in 

1985. I n the introductory section, the book has a note for 

the pupils. The note to the teacher explains the approach of 

the book in particular, the evidential approach, 

differentiation between Higher and Standard Grade, and on 

the format of the book. The note to the pupils advises them 

on activities suggested in the book and on how they should 

use the book. The book is organised into chapters, each of 

which is preceded by a summary of its contents. The 

summary is given in question form so that as the pupil reads 

he is expected to find answers to these questions. At the 

end of each chapter questions and exercises have been set for 

pupils of all abilities, the gifted and slow learners. 

Different signs are used to mark questions that are 

specifically meant for a stipulated category, for example, the 

highly gifted. ·A list of books for further reading is also 

provided at the end of each 

both pupils and teachers. 

extracts, used as evidence, 

pictures. 

chapter. These are of help to 

T he boo k h as a nab u n dance of 

together with some graphs and 
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was first published 

Its contents meet 

in 1985 by 

the dem ands 

Maskew Miller 

of the 1985 

Time li nes 

Longman. 

syll ab us. The book has a fore\\Ord in which remarks are made 

about assignments, questions and illustrations, and the 

objectives of the book are outlined in this foreword. The 

co nte nts of the boo k are prese nte din c h a pters. At the end 

of each chapter reference books are given. 

There is also a bibliography on General History and another 

one on South African History. At the end of each chapter a 

summary is given, in point form, followed by revision 

questions and assignments for both higher grade and standard 

grade sep<1;rately. The book has 201 pages. 

Lambrecht's History 8 (referred to in the text as History 8) 

was published in 1985 by Nasou Ltd. It has no preface which 

serves as a guide to the teacher. Its contents are presented 

in chapters. A chronological account of the most important 

events is given at the beginning of each of the two main 

sections, General History and South African History. At the 

end of each chapter, questions and class assignments are set, 

followed by a list of reference books. No summaries of 

chapters are given. The book has a subject index at the end. 

Lambrechts's book is 120 pages long. 

in Pers pec ti ve Std 8 was published by Lategan's History 

Perskor in 1979. Its contents are organised into chapters. 

preface or any form of guideline or note for T he boo k h as no 

either the pupil or the teacher. It moves immediately into an 

explanation of the concepts "nationalism" and "liberalism", 

as an introduction to the chapter on the French Revolution. 

Some questions are set at the end of each chapter. The 

questions are presented under the heading "Hints Types of 

Questions." The contents of the book cover 133 pages. It 

has no index. 
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Most of the books referred to in this analysis for Std 8 

classes are mainly 1985 publications, with the exception of 

one published before the 1985 syllabus revision: History in 

Perspective Std 8. Once again the analysis is dealing mainly 

with fairly recent material which should ideally meet the 

current demands of the new history. 

A brief survey of the frequency of use of these books was 

made by contacting 30 teachers. It was found that tbe book .. 
commonly used in ~OUI cases liaS History for Today. New . Ventures 

was the most· popular in Std 5 and Timel ines in Std 8. 
A more detailed indication of the popularity of the texts is 

shown in Table 4.1. 

TABLE 4.1 ORDER OF POPULARITY OF THE EIGHT TEXTS 

BOOKS 

New Ve ntures 

Histor y for Tod ay 

Junior History 

Objective History 

STD 5 

RESPONSES 

8 

5 

2 

TOTAL 15 

STO 8 

BOOKS RESPONSES 

Timelines 7 

History for 
Today 3 

Histor y 8 5 

History in 
Pers pecti ve 0 

15 

It will be noted that none of the 30 respondents were personally 

using New Perspectives. This does not of course, mean that the 

boo k was not use d by other Tr a ns kei te ac hers. 
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I n a number of cases teachers were clearly not familiar with 

the criteria which could be considered when school textbooks 

are chosen and could, therefore be easily swayed by a 

powerful book sales representative who i s ex.-;erienced in the book 

trade, especially if he has some knowledge of the subject 

concerned. Some of the teachers interviewed expressed their 

need for guidance in textbook analysis so that they could 

have more factors fa consider when choosing te xtbooks than 

they presently have. 

I n the analysis the eight textbooks referred to, both objective 

and subjective criteria were used . The objective criteria 

were: the difficulty level of books, using the Flesch 

Formula; the frequency of simple, compound and complex 

sentences; and the inclusion in the books of summaries, 

illustrations, glossaries, documents, and questions. 

OBJECTI VE CRITER! A 

4.2. Difficulty level of the books 

Std 5 Books 

Before applying other criteria the books were first checked , 
for difficulty level, using the Rudolph Flesch Formula, the 

details of which were given in Chapter 3 . 

The following tables show the results that were obtained in 

respect of each of the eight books 
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TABLE 4.2. SUMMARY TABLE DIFFICULTY LEVEL OF THE BOOKS 

STD 5 
BOOK 

Hlstory for Today 5 

Junior History 5 

New Ventures in 
Hi stor y 

Objective History 

Flesch Rating 
Reading 
ease score 

71, 53 

58,8 

63,5 

77,7 

Style 

Falrly easy 

Fairly 
diffic ult 

Standard 

Fairly easy 

Kerry & Sands 
Age Level 

12 

15-17 

13-14 

12 

As the summary table shows, among Std 5 books, History for 

Today and Objective History are fairly easy. Junior History, 

which is fairly difficult, has a reading-ease score of 58,8 

which when compared to the highest score 77,7, gives some 20 

points difference. This is a very big gap. The g ap is 

strikingly wide considering . the fact that hoth books are 

intended for use by pl\lil s of the sane age leW!l. In teYi'lS of the Flesch 

Readability Yardstick , in Table 3.2, the material ranges from 

quality magazines to digests. Even in terms of the age level, 

the gap is wide. History for Today and Objective History are 

appropriate for pupils of about 12 years of age while Junior 

History seems more suited to pupils in the 15 - 17 age range. 

Til;S gives a fairly wide difference of 5 years. Junior 

History has, on the average, 18 words per sentence while the 

others, History for To d ay, New Ve ntures in Hi stor y and 

Objectiv.e History have 13,8, 17,8 and 13,9 respectively. Since 

the Flesch form ul .a is based on word and sentence length, this 

suggests that Junior History has many long words and 

sentences, factors which make reading difficult. 
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One has further to consider the fact that these books are used 

by pupils who do not use English as their native language 

but only as a medium of learning. A rough adjustment could 

thus be made so that what is categorized as "fairly easy" by 

Flesch might be interpreted as "standard," what is "standard" 

might become "difficult, and what appears as "fairly difficult" 

would at least rate as "difficult" for such readers. Some 

long words may not ' be difficult for the native speakers of the 

language, because they come across them frequently in their 

reading even outside school words for example such as 

treme ndo us, 

mu1tisyllab1e 

requirement, 

words, but 

residence, necessity, are 

are on es which could possibly 

all 

be 

found in a Std 5 pupil's recognition vocabulary, even though 

he might not often use them in the speech which he himself 

ge ner ates. For a second language speaker, however, such 

words could prove considerable stumbling blocks. 

There is yet another point that needs to be taken note of in 

the Flesch test of readability. As has been show n, the 

formula is dependent upon the length of words and sentences, 

which can be measured objectively. Length of words is not 

however, an absolute test of difficulty in decoding. For 

example, "antidisestablishmentarianism" is a long word with 

12 syllables in all. "Colonel" on the other hand is a short 

word with only two syllables that are pronounced, but is very 

difficult to {jecode because of the unsusua1 sound - symbol 

relationship. Antidisestablishmentarianism, on the other hand, 

is not difficult to decode because by seperating the 

components such as 'an'/'ti/'dis'/ .. the reader will recognise 

a basic rOQt .in the word 'establishment'. It is then 

possible to blend the syllables together again. This process 

cannot work" .with the shorter word 'colonel'. 

Colonel, antidisestablishmentarianism, and phthisis are three 

words of 2,,,,12 and 2 syllables. Each of them reflects an 

abstract concept, which could add to decoding difficulties. It 

has already been suggested that some long words, because of 

their frequency of use, are not difficult to decode . 
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An interesting example comes from Burt's Graded Word 

Reading Test, originally devised in England in the 

1920's. In this text, the word 'refrigerator' comes 

towards the end of the list and is expected to be read 

by average pupils of 13 years of age. I n the 1920's, 

refrigerators were rare household goods. If the test 

were to be re-standardized for English pupils in the 

1980's, this would need to be allocated to a much lower 

reading level, because most children have such machines 

in their homes, and have seen them frequently 

ad vertised. Despite its five syllables, the word would 

be unlikely to present major difficulties to younger 

readers. 

These examples suggest the need to approach Reading 

Difficulty i "dices with caution, and certainly suggest 

that they sould not be used in isolation. 

A word may be simple, short in form and 

straightforward in orthography, but may be difficult to a 

second language speaker because of the influence of the 

mother tongue. Xhosa , for example, has one word which 

means "upper/higher" as well as "north". Similarly, 

there is only one word which means both "lower" and 

"south". So a Xhosa-speaking pupil will not take 

"North" to mean only the direction opposite "South" but 

also upper and higher. South in Xhosa is umzantsi and 

north umntla. There are worlds like entIa (in the north 

or upper section or) and ezantsi (in the south or lower 

section) . 
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In the case of the South African terrain these misconceptions 

are further strengthened by words like lowveld and highveld. 

This can lead to the common misconception, that as one goes 

north one is going up higher. This misconception becomes 

clear if one considers the problems of pupils talking about 

the direction in which the Nile river flows . They often say it 

must flow South because South tends to be. associated with a 

lower section. Furthe'r~ if a map, for eXaJrple that of Africa,is hung 

against the wall, the impression that the South is lower is 

further strengthened. Putting it on a flat surface would help 

in correcting misconceptions of this nature. A similar 

situation is experienced when one 

instead of a globe. It gives the 

uses a map of the world 

impression that the USA is 

far from Russia. The globe can he 1 p correct s uc h a 

misconception. 

It is now possible to examine the result of the application of 

the Flesch formula to the four Std 8 texts analysed in this 

study. 

TABLE 4.3 SUMMARY TABLE DIFFICULTY LEVEL OF THE BOOKS 

STD 8 

BOOK FLESCH RATING KERR Y & SANDS 

Reading - Style Age-level 
ease score 

History for Today 63 Standard 13 14 

History 8 54 Fairly difficult 15 - 17 

History in 
Pers pecti ve 53,4 Fairly diffic u lt 15 - 17 

Timelines 53 Fairly difficult 15 - 17 

RATING 



- 65 -

What emerges from this table is that the reading-ease scores 

vary from 53 to 63, giving a ten point range . This range of 

ten points is large but is not as large as that found in the 

Std 5 books, with their 20-point range. With the exception of 

History for Today, the rest of the books are fairly difficult. 

History for Today is most 

- 14, a normal age-range 

books are suitable for use 

Std 9 and 10 pupils. 

maturational level, 

o per atio n altho u g ht . 

Today, have many 

have 

These 

lon g 

appropriate for the age-level of 13 

for Std 8 pupils. The rest of the 

by the 15 - 17 age range, that is 

This group should, in terms of 

reached the stage of formal 

Std 8 books, excluding History for 

words and sentences and can, 

therefore, be expected to be difficult for the Std 8 pupil s to 

read. 

4.3 SENTENCE STRUCTURE OF THE BOOKS 

i1 

One of the componel!s in the Flesch calculations is concerned 

with straight-forward sentence length. Sentences should also 

be considered, however, in terms of their internal structure. 

Three categories can be isolated simple, compound and 

complex sentences. It was argued in Chapter 3 that sentences 

with large numbers of dependent clauses lead to comprehension 

difficulty, especially on the part of the young inexperienced 

readers or those for whom the language is not the mother 

tongue. A complex sentence could make it difficult for the 

young readers to retain the main idea long enough while 

reading a number of subordinate clauses. Simple sentences 

tend to make fewer demands on the reader's understanding. 

Compound sentences, which are simple sentences joined together 

by a co.ordinate conjunction, pre~ent fewer difficulties than 

complex sentences. 
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Not all s imp Ie sentences are short. I n some cases, 10 n g 

phrases are included which tend to have the same daunting 

effect as complex sentences. The following is an example of a 

long simple sentence from Timelines (p.82) . 

"In this way the ideas of equality, 
liberalism (freedom and democratic 
government) and nationalism helped to 
establish a new political order in Europe 
tC/l/ards the close, of the eighteenth and during 
the nineteenth ce'ntury." 

It should be noted, however, that the difficulty of such a 

sentence (of 53 words) is accounted for in the Flesch formula, 

whose index \\QuId be considerably inflated by the inclusion of 

so long a sentence. 

It was explained in the previous chapters that five passages of ten 

sentences each were chosen from each textbook selection and 

each sentence was placed into one of the three categories. 

The results are shown in Table 4.4. The totals for each book 

represent a distribution of sentence types from a sample of 50 

se nte nces . 
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LEVEL OF COMPLEXITY OF SENTENCES IN THE BOOKS 

Number of simple, compound and complex 

sentences in selected passages 

Percentage of simple, compound 

and complex sentences 

Books 

1. History 
for 
Today 

2. Junior 
History 

3. New 
Ventu­
res 

4. Objec­
tive 
History 

STO 8 

1. History 
for 
Today 

2 . History 
8 

3. History 
in Per­
spective 

4. Time­
lines 

32 2 

31 2 

28 5 

31 8 

26 6 

23 5 

31 7 

18 7 

16 50 64% 4% 32% 

17 50 62% 4% 34% 

17 50 56% 10% 34% 

11 50 62% 16% 22% 

18 50 52% 1 2% 36% 

22 50 46% 10% 44% 

12 50 62% 14% 2~% 

25 50 36% 14% 50% 

Several points emerge from an analysis of this table. The 

first is the comparatively small number of compound sentences. 

100 

100 

100 

100 

100 

100 

100 

100 
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This small number is, ' n fact, surprising as one \\Quld have expected a 

lal'~'er nUlDer than carp lex ones . The next point is the large proportion of sirrp le 

sentences in the Std 5 texts with a very SHa 11 range of four, frool 28 in New 

. Ventures to 32 in History for Today. Broadly speaking only one third of the 
sentences from Std 5 texts is complex. This seems to reflect 

an awareness on the part of the authors of this feature of 

their writing. 

When the Std 8 text$ are considered, there is a tendency for 

an increase in compound and complex sentences and a 

proportional reduction in simple sentences. A P artic ul ar 

e xce ptio n in the Std 8 te xts is History in Pers pecti ve w hie h 

maintains a high proportion of simple sentences, and by far 

the smallest number of complex sentences . The general 

picture of more complex writing at this level is, however, an 

appropriate change, since "with increased age, increased 

complexity of structures is normally acceptable" . ( Coltham, J 

B, 1976) . 

4.4 USE OF HEADINGS AND SUB-HEADINGS 

The books were checked for headings and sub-headings. 

Headings were accepted as the main to pies and their 

subsections were taken as sub-headings. Headings of chapters 

were not considered. The following example shows the pattern 

of analysis that was used . The extract comes from Histroy for 

Today 8. 
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Textbook arrangement 

Chapter Topic The Revolution in France 
1789-1795 

Headings The Causes of the French 
- Revolution 

(a) What was the political crisis ? 
(b) What was the economic crisis ? 
(c) What was the social crisis ? 

(i) Government 

(ii) Church 

(iii) Economy 

1.2 The Course of the Revolution 

(a) The Meeting of the Estates- General 
and the Formation of the National 
Assem b ly 7189. 

(b) Constitutional Government in France 
1789 - 1791 

(c) Constitutional Government in France 
the Republic, National Convention and 
the Directory 1792 - 1799 

Analysis 

Heading 
Subheading 
Subheading 
Subheaaing 

Sub-section of 
Sub-heading 
Sub-section of 
Sub heading 
Sub-section of 
Sub heading 

Heading 

Heading 

Heading 

Heading 

(lJ Why did France become a Republic? Sub-section of 
Sub-heading 

(2) What problems did the Republic 
have to face ? 

(3) How did the Republic react? 

Sub- section of 
Sub-heading 

Sub-section of 
Sub-heading 

In considering the make-up of the texts analysed, it seemed 

important · not only to note the number of headings, 

sub-headings and . SUbsections in the chapter, but to relate 

these to the toal length of the chapter. A very large number 

of headings could so break up the text that it is almost turned 

into series of notes rather th an a series 

p ass ages. 

4.5. 

of co nti n u~ 
shown in The analysis for the Std 5 tests is 

prose 

T able 
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TABLE 4.5 I NCI DENCE OF HEADI NGS AND SUBHEADI NGS 

TEXTS 

- STD 5 

Book No . of o. o f No . of Av. pages Av . Headings Av . Head ings 
Chapters Pages Headi ngs per Cha p- per Chapter pe r page 

te r ---- ----- .. -----

Hi story f or 11 248 155 22 , 5 14 ,1 0 , 6 
Today 

Juni or Hi s - 16 194 348 12, 1 21 , 8 1, 8 
tory 

New Ven tures 30 units 1 49 227 4 , 9 7 , 6 1, 5 

Objective 13 1 52 83 11, 6 6 , 3 1 , 8 
History 
---------------- ------ - --- - ------------------- ------- -------

Several clear points emerge from this table. There is a wide 

discrepancy i n chapter length from a low of 11 pages to a 

high of 22 pages. New Ventures is an exception as it will be 

remembered that the book is divided into week-long units 

rather than conventional chapters. The considera?ly greater 

length of History for Today's chapters is paralleled by the 

much smaller number of headings than in the other three 

books which produce a very similar result of 1 , 5 to 1,8 

average headings per page. It will be remembered that in 

the Std 5 Reading Difficulty Level analysis, History for Today 

emerged as the easiest te xt to read . Set against this finding 

is the fact that History for Today has the longest chapters 

and the smallest number of sub-headings. It is necessary, 

therefore, to consider a further objective criterion of the 

large number of i llustrations and pupil activities. These are 

particularly frequent in History for Today. For example, in 

the chapter on the Development of written communication 

(pages 8 to 28) there are only four headings and three 

sub-headings . If the sub-heading section on the development 

of the Western alphabet is considered, however , (pages 13-15) 

there are no other headings of , any sort but there are four 

major illustrations and three "boxed" pieces of extra 

information. 
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These tend to break the text and so ease the reader's task. 

If the purely objective assessment is used, the impression 

could be given that History for Toaay consists of long 

unbroken prose passages, which is not that gained when 

s u bjecti ve me as ures are inc 1 u de din the as sessment techniques. 

This is a good example of the final necessity of combining both 

s u bjecti ve and objecti ve me;,s ures. A s u bjecti ve inter pretatio n 

of whether a large number of headings aids or hinders 

learning will be made in the subject analysis of the text . 

The analysis for the Std 8 texts is shown in Table 4.6. 

TABLE 4.6: INCIDENCE OF HEADINGS AND SUB-HEADINGS - STD 8 TEXTS-----------------------------------------

Book No. of No. of 
Chapters Pages 

---------- ------ 0-------
History for 11 225 
Today 

History 8 
History in 
Perspective 
TimplinPR 

10 

13 

13 

114 

134 

195 

No. of Av. Pages Av. Pages Av. Headi ngs 
Headings per Chap- per Chap- per page 

ter ter ------ ,--'--"----- ----- ----------
213 23 , 2 19,3 0,8 

211 

207 

285 

11,4 

10,3 

15 

21,1 

15,9 
21,9 

1,8 

1,5 
1, 5 

The analysis prese nted for the Std 8 text shows a slightly 

different pattern. As in the previous table there is a wide 

discrepancy in chapter length, from an average of 10 pages in 

History in Pers pecti ve to 23 in History of Today. In the 

average number of headings per chapter the range is again 

narrower in the Std 8 series than in the Std 5, with the lowest 

number being 15 and the highest 21. When the calculation of 

the number of headings per page is done, History for Today 

once again produces a very much lower figure than is found in 

the other three te xts. 
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If sections in this text are examined in the same way as was 

done with the Std 5 counterpart, however, the very large 

number of illustrations, cartoons and diagrams, together with 

the extensive use of documents, break a text which might 

otherwise be extremely long .. 

It might be argued, however, that if headings are designed to 

lead less experienced readers through a text, then two 

different pictures for the three-year age discrepancy should 

emerge when the Std 5 and 8 texts are compared. In fact this 

does not occur. This close similarity is shown when the last 

columns of both Table 4.5 and Table 4.6 are compared. 

4.5 USE OF ILLUSTRATIONS 

A straight-forward compilation of the frequency of illustrations 

in the eight texts was undertaken next. The analyses of 

ill ustr ations in both the Std 5 and the Std 8 te xts are show n 

together in Table 4.7. 

TABLE 4.7: ~~~~~~r_!~~~~_~2~ ILLUSTRATIONS ------------ - -

Book Total Total Total Avo Pages Avo Ill. Av. Ill. 
Chapters Illustra- Pages per Chap- per Chap- per page 

----------- tion ter ter ------ ------- ------- ------ --------
Rtrl <; 

History for 11 283 
Today 

248 22,5 25,7 1,14 

Junior History 16 193 194 12,1 12,1 0,99 
New Ventures 30 units 121 149 5,0 0,4 0,8 
Objective His- 13 60 
tory 

152 11,7 5,6 0,4 

-----------
Book Total Total Total Av. Pages Avo Ill. Avo Ill. 

Chapters Illustra- Pages per Chap- per Chap- per page 
ion ter ter ----- -------

Strl 8 

History for 11 214 255 23,2 19 0,8 
Today 

History 8 10 93 11"4 11,4 9,3 0,8 

History in 13 56 134 10,3 4,3 0,4 
Perspective 

Timelines 13 126 195 15 9,7 0,6 
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It is obvious that illustrations are important for a pupil's 

understanding of the past. Their frequent use in any text should 

be a positive factor. A greater number of pictures for younger 

readers should be expected . Set against this ideal, however, is 

the fact that illustrations are expensive to reproduce and large 

scale markets for South African texts cannot be expected. 

Once again the range is very wide in the four Std 5 texts. Objective 

History has approximately one illustration every two pages, a frequency 

which more than doubles in History for Today. 

As the Std 8 texts are examined, the only one which indicates a drop 

in the frequency of illustrations is History for Today, and the 

similarity in frequency is immediately apparent. Clearly, there are 

many other features of illustrations, beyond that of frequency, which 

need to considered. This topic will be returned to in the subjective 

assessment of the texts. 

Within the limits of an objective analysis, however, the type of 

illustrations can be calculated and compared. This is done in 

Table 4.8. 

Before the table is examined. however. it should be noted that the 
intention was to compare types 'of illustration in common chapters. 

The chapter chosen in contrast to those chosen for the analysis of 
concepts was the last chapter in each section. Two selected 
chapters from each textbook were chosen. 
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Std 5 - - Voyages of discoveu General History 

S.A. History - British and Batavian Administration 

Std 8 - General History - The Economic Revolution 

S.A. History - Communities south of the Limpopo in 

TABLE 4.8: TYPE OF ILLUSTRATIONS the 19th century 
---------------------

Book 

Std 5 

History for ~oday: Gen Hist 

S . A. Hist 

TOTAL 

Junior History: Gen Hist 

S.A. His t 

TOTAL 

New Ventures: Gen Hist 

S A lUst 

TOTAL 

Objective History: Gen Hist 

S.A. His t 

Std 8 

Hi 

Hi 

Hi 
t 

Ti 

story for Today: 

story 8 

story in Perspec-
ive 

melines 

TOTAL 

Gen Hist 

S.A. II i '!! 
TOTAL --

Gen lUst 

S.A. Hist 

TOTAL 

Gen Hist 

S.A. Hist 

TOTAL 

Gen Hist 

S.A. Ills 

TOTAL 

------ ---
Pictures Ma 
& Draw-

...!':'~- I--

24 

03 --
27 --.e= ______ 

18 

07 --
I-_ 25 

07 

1-96 

13 

07 

02 

09 

24 

~:J 

1 

0 

f-! 
0 

0 

0 

0 

0 

0 

0 

7 

1 

8 

5 

2 

7 

3 

0 

3 

3 

1 

4 

06 

08 

68 14 r--"'----- ---

06 01 

02 01 

08 02 

02 02 

01 01 

03 03 

11 01 

06 05 

17 06 

05 01 

- --I---=--
05 01 

- -

- -

- -
- -
- -

- -

01 -
- 1--:-

01 -

01 

05 -----

06 -----

---

-----

----

04 

1-_ 06_ 

10 -
-

- --
-

-
-
-
-
-

-

Total 
per 
book 

42 

09 ---
51 ----
23 

09 -----
32 -----
10 

06 

16 ----
10 

03 

13 

. 40 

58 -----
98 ---
07 

03 ---
10 

04 

02 

06 

13 

11 

24 
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As Table 4.8 shows, 

graphs and c artoo ns. 

none of the books in tt-e Std 5 

I nste a d they co nce ntr ate 

has se lectio n 

on pictures, 

History 

The 

drawings and maps. History for Today also has charts. 

for Today has by far the largest number of illustrations . 

. range is very wide from 13 to 51, a difference of 38 illustrations. 

The same pattern emerge! in the Std 8 selection. Most books 

concetrate on pictures and maps. Only History for Today has all 

the categories of illustrations, with graphs, cartoons and tables, 

which the rest of the books lack. The variety of illustrations is 

more limited in the other three books. History for Today has a 

total of 98 in the selected chapters while the book with the lowest 

number, History in Perspective, has only 6 illustrations in the 

selected chapters. In fact this book has in total only 21 maps and 

31 pictures, 22 of which are portraits of people. I n other words, 

the whole book has fewer illustrations than History for Today's two 

chapters. The range is therefore very wide at 92. 

The lack of graphs and cartoons in the Std 5 books 

understandable when considering the age-level of the 

though, of course, they should be introduced to them. 

may be 

pupils, 

But suc h 

illustrations should be present in the books for Std 8 pupils. Std 

8 pupils are supposed to be introduced to practices such as 

inter preti n g c artoo ns and ':ra ihs " , and should have had experience 

in the skills of translation, interpretation, 

and others which aid concept understanding, 

Gunning, 1978). 

ap p lic ation, 

(see for 

analysis 

instance, 

The main thrust so far .has been on the frequency of different t ypes 

of illustrations. The analysis of the quality of the illustrations 

will be made under subjective criticism . 
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So far as the number of illustrations is concerned, the findings of 

the Taylor Commission of 1979 still seem to be pertinent, because 

most of the texts have very few illustrations and some of these, it 

will be shown later, are not helpful. However, recent texts like 

History for Today do bring about considerable improvement in the 

nature of history textbook writing and presentation. 

4.6 Presentation and Handling of Concepts 

STD 5 

Two topics were chosen from which 40 concepts were selected, 

20 from each topic. The topics chosen were the Development of 

the art of Writing and the Development of the Cape Colony. 

The first topic was 00 general history in eac'h book. The 

likelihood was that the reader would be coming across many of 

the concepts for the first time. The second topic was chosen 

because it was the first section of South African History. This 

second topic, The Development of the Cape Colony, because it 

is a fairly wide one, offered a good opportunity of introducing 

m any concepts . However, unlike the first topic, this second 

one is not the very first section pupils section pupils read in 

this · book. However, the possibility of many concepts being 

strange to the pupils remains, especially as one of the books, 

in the organization of its contents, begins with South African 

history instead of the traditional practice of starting with 

general history. That book is New Ventures in History 

Standard 5. 

The following table shows the concepts that were selected from 

each topic 
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TABLE 4.9 

TOPIaS CONCEPTS 

GENERAL HISTORY 

I. The Development of the 1.1 Cuneiform 1.11 Manuscript 
Art of Wr i t i ng 1.2 Stylus l.12 Communication 

1.3 Inscription 1.13 Papyrus 

\.4 Hieroglyphics 1.14 Cursive Writing 
loS Demotic Writing loIS MJnastry 
1.6 Decipher 1.16 Parchment 
1.7 Alphabet 1.17 Consonant 
loB Numera I s I.IB Pictograph 
1.9 Numera I s 1.19 Vowel s 

1.10 Volumen 1.20 Ideographs 

SOUTH AFRICAN HISTORY 

2. The Development of 2.1 Garri son 2.11 Pastora lists 
the Cape Colony 2.2 Castle 2.12 MJnopoly 

2.3 Indigenous 2.13 Governor 
2.4 Barter 2.14 Infantry 
2.S Leningsplaas 2.IS Rattle Watch 
2.6 Proclamation 2.16 Legislative Power 
2.7 Landdrost 2.17 Free Burghers 
2.B Fiscal 2.IB Khoi khoi 
2.9 Freehold 2.19 Heemraden 

2.10 Drostdy 2.20 SI avery 

Table 4.9 shows the concepts that were selected from each topic. In 
addition to this list of 40 concepts reflected in Table 4.9, a special 
table, reflecting the concepts not used was drawn up. Table 4.10 shows 
which book left out the biggest number of concepts and which one left 
out the least number. The expectation was that only a few concepts, if 
any, would be left out by the texts stnce the chosen concepts are re­
garded as essential for understanding the sections concerned. 
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TABLE 4.10 

TABLE OF CONCEPTS NOT USED IN TEXTS STD 5 

CONCEPTS NOT USED 

HISTORY FOR JUNIOR NEW VENTURES OBJECTIVE TOTAL 
TODAY 5 HISTORY 5 IN HISTORY HISTORY FOR 

ALL 

stylus * 1 
inscription * 1 
decipher * 1 
vo1LITen * * * 3 

camunication * * 2 
nnnastery * 1 
cursive writing * 1 
consonant * * 2 
ideograph * * 2 
pictograph * 1 
garrison * * 2 
indigerous * 1 
1eningsp1aas * * * 3 

proc 1 anati on * * * 3 

1anddrost * 1 
freehold * 1 
drosty * * 2 
pastora1ists * 1 
nnropo1y * * 2 
CiJvemor * * 2 
infantry * * 2 
rattle watch * * 2 
legislative power * 1 
heenraden * 1 

TOTAL 2 12 12 13 39 
TOTAL USED 38 28 28 27 121 
MJlXII'1.M 40 40 40 40 160 
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Std 8 

From selected topics in the Std 8 books, a further 40 concepts were 

chosen. The guiding principles used in choosing the Std 5 concepts 

were applied to the selection of concepts from the Std 8 books. The 

following table shows the concepts chosen. 

Table 4.11 

TOpnS CONCEPTS 

GENERAL HISTORY 

1. The French Revolution 

1 .1 re vo 1 utio n 1.11 reig n of terror 

1.2 monarc hy 1. 1 2 here d itar y 

1.3 regim e 1. 13 bankrupt 

1.4 benevolent 1. 14 pri vi 1e ge 

despot 

1.5 nobles/nobility 1. 15 hum an ri 9 hts 

1.6 peas ants 1.16 legislative 

1.7 N atio n a 1 1. 17 arbitrary 

Assem b1y 

1.8 Constitutio n a 1 1.18 moderate 

monarchy 

1.9 democr atic 1. 19 divine ri 9 ht 

1.10 aristocr acy 1. 20 judiciary 
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South Afric an History 

2. Britis h Re action to the 

1.1 im peria1ism 1.11 1 anddrost 

1.2 so vereign'ity 1.12 a llie d 

1.3 alienable 1.13 par am ountcy 

1.4 annex ation 1.14 b uffer- state 

1..5 proc 1 am atio n 1. 15 diplomacy 

1.6 jurisdiction 1. 16 obstructionist 

1.7 co n ventio n 1.17 em ancipation 

po 1icy 

1.8 co 10ny 1.18 in de nture 

1.9 vassal 1.19 convenant 

1.10 p astora1ist 1. 20 tre aty- system 

As in the Std 5 books , in addition to the list of concepts given in 

Table 4.11, with the Std 8 books too, a special table, Table 

4.12, was drawn up to show the concepts not used . 
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TABLE 4.12 

TASlE OF CONCEPTS NOT usn IN TEXTS: STD 8 

CONCEPTS NOT USED BOOKS 

, 
1 1 1 
HISTORY FOR HISTORY 81 HISTORY INI TIMELINES TOTAL 

TODAY 8 I PEROPECTIVEi 

1 
regime • 1 

1 1 
benevolent despot • • 1 3 
aristocracy 1 

3 1 heredl ty • 1 1 
legislative 1 

1 arh! trary 1 1 2 
moderate 1 • 1 

2 1 1 divine right 1 • 3 
judiciary 1 • 1 I 
imperialism 1 • 3 
sovereignty 1 • • 2 I 
proclamation I 1 
jurisdiction 1 • 3 I 
colony I 
vassal 1 • 2 I 
pastoralist 1 3 
all ies I • • 3 1 
paramountcy I 1 
buffer state I • 3 I 
diplomacy I • 3 
obstructionist 1 • 2 I 
indenture 1 • • • 3 
covenant I • • 3 I 
treaty system I • 1 
emancipation I • 2 I 

1 
1 
1 

TOTAL NOT USED. I 9 13 19 12 53 
I 

TOTAL USED 

I 31 27 21 28 102 
MAXIMUM 40 40 40 40 160 

I 
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As in the case of Std 5, with the Std 8 concepts too, the majority of 
concepts left out, about 64%, were from South African History. Some of 
these concepts, like sovereignty, pastoralist\~ proclamation, convenant, 
indenture, vassal, were expected to be used by most books especially on a 
section dealing with the relations between the Boers and the British in 
the Cape Co 1 ony . 

Table 4.13 and 4.14 show the analysis of the approaches towards the selected 
concept in the eight texts. The information is presented in three group­
ings: the first two columns show whether the concept was used at all, the 
second grouping of five columns, headed "Definition Approaches" indicates 
the way in which the concepts were irnitially presented; the sixth column, 
headed "Supporti ve Approach". shows whether a document was :used to add 
further enrichment to the presentation of the concept. These groupings were 
explained in greater detail in Chapter 3. The analysis presented few diffi­
culties and it can be claimed that the figures obtained were reasonably ob­
jective. 

At times. however, some difficulties occurred. For instance, in a few cir­
cumstances it was not very easy to decide whether a concept should be allo­
cated to the "unexplained" column or to the "background information only" 
category. At other times it also became difficult to avoid overlap in 
placings between the "definition and example" and the "definition and illus­
tration" columns. For instance, the concept "rattle watch" which was used 
in the book. History for Today, Std 5. The use of this system in Amster­
dam. and the role of men in the Night Watch were explained in the form of 
an example. As well as this. an illustration was used to clarify the concept 
further . In the end. because of the greater clarity of the illustration, 
the concept was placed in the category "Definition and Illustration". 

In fact very few cases emerged where it was 
handling of a concept in only one category. 
320 concepts which might have been analysed 
total of eight books) . .Df these possible 
eventually used 223. 

impossible to place the 
There was a total of 
(40 per book and a 
320 concepts , the books 



- 83 -

In only six cases (2,6%) was it finally decided that the method of 

handling would have to be placed in more than one category. 

SUMMARY TABLE : PRESENTATION AND HANDLING OF CONCEPTS 

TABLE 4.13 

S TO 5 

BOOKS :CONCI!:PTS: DEfINITION TOTAL : SUPPORTIVE 
'USED : APPROACIIES : APP!WACn 

IN TEXTS: 

CMAXIHUN:UNF.XPlAINED 
40 PER tCONCEPTS 

TEXTl 

DEfIN IT ION : DEFINITrON'BACKGROUND : DEfINITION TOTAL DOCUMENTS 
ONLY AND INFORMATION' AND DEfINITION 

EXAMPLE ONLY ILLUSTRATION APPROACHES 

N Yo H: 9. N >. N I >. N I >. N I >. N I >. N 
I 

HISTORY I 
FOR TODAY J8 95 12,63 7 : t 8 ," • :23,6 6 15.7 15 :39,4 38 :99,7 0 

I , 
JUNIOR I 
HISTORY .2' 70 6 :21,4 7 I 25 2 7, I 2 7, I II :J9,2 2' :99,8 

NEW I 
VENTURES :28 70 2 7.1 10 :35,7 2 I 7 t t· : • 7, I • :28,5 2' : 103,": 

I 
OBJECTIVE I 
HISTORY :21 :67,5: 3,7 16 :59,3 6 :22,2 I 2 7,' 2 I 7.' 27 I 100 I 

Table 4.13 shows, the approaches to concept explanation. In terms 

of the approaches towards the definition of concepts the majority of 

the books relied on use of "definition only" as a means of 

explaining concepts. Objective History for All used definition only 

for explaining concepts, and this is a ' comrmdable practice considering the 

age level of the Std 5 pupils, eX'l" lJ1es and illustrations siJou1d be used to aid concept 

understanding. None of th~' books has used documents to }I~I concept understanding v.Ilich 

might reinforce the ,definition explanations. 
, ' 

Some more conservative teachers might claim that documents, because 

of their difficu-lties, might not be suitable for pupils as young as 

those in Std 5. Such attitudes do not seem to be followed by other 

contemporary textbooks, not only in Britain but also in South 

Africa. An exa!llple would be the book L ivinQ History for Std. 5 

0 

0 

0 

Yo 
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Some concepts were left unexplained and the percentages of those 

that were left unexplained (over one in five of the words) varies 

form Junior History's 21.4% to a low of 2,63% by History for Today. 

On the whole the rate of unexplained words is not alarmingly high 

except in the case of Junior History 5. History for Today still 

comes out as the best one. with very few unexplained concepts and 

with a larger num ber, 39,4%, explained by use of illustrations. 

SUMMARY TABLE PRESENTATION AND HANDLING OF CONCEPTS 

TABLE 4.14 

STD 8 

BOOKS :CONCEPTS: DEfINITION 
APPROACH 

TOTAL SUPPORTIVE 
t· USED : 
'I N TEXT: 

: : : 

APPROACH 

IMAXIMUN:UNEXPLAINEO:OEFINITIONIOEFINITIONIBACKGROUND DEfINITION Ir OTAL DOCUMENTS 
~o PER :CONCEPTS tONLY : AND : INFORHATION AND IOEFINITION 
rEXT :I!:XAHPLr : ILLUSTRATtON t APPROACHES 

N : 1. N : ~ • N : Yo • • 7- • 7-

HISTORY : 
FOR TODAY 8 31:77 ,5: 5 Illi ,l .. : 45 ,I 7 :22,5 : 0 5 16.1 JI 99,8 

: : I 
HIstORY • 27:67,5: 10 137,0 .. : 51,8 o 2 7,' J.7 27 99,9 

I 
HISTORY I. I I 
PERSPlI::CTIVr! 21: 52,5: 12 : 57 t 1 I 5 123,8 4,7: J : 14,2 0 21 99,8 , 

I I • 
TI"ELINES 28170 I 5 : 17,8 I 17 160, 7 2 7,'1: J : 10,7 2 7, I 2. 10' 

I' 

As Table 4.14 shows, History 8 has many words explained by 

definition only (51,3%), but comes second to Timelines which has 

60,7% of the concepts t!x'Plained in this manner. In this column the 

lowest book is History in Perspective with 23,8%. History for Today 

has the highest percentage of words explained by "definition and 

example" and History 8 lags behind in this regard. History in 

Perspective has the highest percentage of words whose meaning can 

only be gleaned from b'llckground information. History for Today 

has made use of more illustrators than the other books, with 16%, 

while Histci;ry 1n Perspe\="t.ive scores zero in this category. Only 

History for Today has used documents to reinforce concept 

und~rstanding, a feature which might be expected in a Standard 8 book. 

• Yo 

7 I 23,J 

0 

0 I 

0 I 

,'------
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All the books appear to use mainly definition only to explain 

co nce pts. In a few instances no direct explanation is given, but 

the reader can deduce the meaning from the background inform ation 

given. Some texts, for exam ple History in Perspective, do not 

define "monarchy" directly but use it such that the reader could 

guess the meaning of the concept. On page 5 of the book, under 

the heading "The Decline of Absolute Monarchy" the following 

explanation is given 

"During the 18th Century the whole of Europe subscribed to the 

principle of absolute despotism. In other words the King was not 

responsible to his people for his actions. The people saw 

his position as being the will of God.... The King could make and 

enforce laws and could even pronounce sentences on people." In fact 

the writer goes on until the end of this section without harzarding 

an explanation of what monarchy is. Even the term "absolute 

despotism" which he used under the heading on absolute monarchy 

goes unexplained. Its meaning has to be deduced from the context. 

History in Perspective italicizes concepts to draw attention to them 

but does not explain them in any of the possible modes of 

explanation. The following are examples of italicized, but 

unexplained words toll boundaries, constitutional monarchy, 

despotism, sovereignty. The only explanation of constitutional 

monarchy given is "as found in Britain", assuming that pupils are 

familiar with the British constitutional framework. 

As the tables show it is only History for Today that goes beyond 

the definitional approaches in explaining concepts. As has already 

been sald, it uses illustrations to explain concepts, for example, 

"bankruptcy", "National Assembl/', "moderate" and uses evidence not 

only in the form of illustrations but also extracts from original 

sources. The pupils are gtven, for exam ple, an excerpt from the 

Declaration of the Rights of M an. This is a commendable step. 



- 86 -

The researcher is quite aware that not all concepts would lend 

themselves well to all modes of explanation, but attempts should be 

made where possible to go beyond simply giving definitions. 

Besides the explanation of concepts in the texts, some books give 

lists of words that should be known . Both the Standard 5 and the 

Standard 8 texts of History for Today provide a listing of key 

words . Further, they set some questions to give pupils opportunity 

to explain and use concepts. 

4.7 R ate of I ntro d uctio n of Co nee pts 

Using a different list of words, a check was made of the rate 

of introduction of concepts and whether they were explained or 

not. T he co nce pts differe d from boo k to boo k bec a use the 

researcher simply counted the number . of new concepts 

introduced per three pages. recording to Peel as ci t ed by Coltharr. 

(l983), the follwoing are the two particular difficulties in the 

frequency of terminology rret in school books; use of words 

which already carry personal and concrete meanings; and the 

introduction of words with particular relevance to historical 

material, often with little assistance to discover their 

meanings . The test was meant to check the latter. 

The rate of introduction of new words was checked by counting 

the num ber of new concepts introduced per three pages. 

According to Coltham (1983) they are then rated 0-1, 1-3 or 3-5 

to indicate low to high rate respectively. The rate above 3-5 

is very high and indicates that the book is difficult and 

suitable for pupils of 14 years of age and above. In terms of 

Coltham's criterion, the concepts should also be checked for 

presence or absen~e of explanation:. 

The following table indicates ~.~e results achieved when 

checking the Standard 5 books. 



Table 4.13 

Summary 

BOOK 

History of Today 

Junior History 

New Ventures 

Objective History 
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Rate of Introduction of Concepts - Standard 5 

NO OF CONCEPTS 

5 

8 

11 

8 

CON C EP TS 

EXPLAINED 

8 

4 

4 

10 

PERCENTAGE 

EXPLAINED 

% 

80 

50 

90,9 

100 

As indicated earlier on, the percentage of words unexplained is not 

alarmingly high, except in the case of Junior History although the 

rate per page is high in each book ) more especially in New 

Ventures. The saving grace is that the num ber of concepts 

explained is fairly high, 100 % in Objective History and 90,9 % in 

New Ventures, except for Junior History 5. Furthermore there are 

other modes of explanation, like the use of illustrations to reinforce 

concept understanding, and they are found mainly in History for 

Today. 

As in Standard 5, the assessment of concepts in Standard 8, 

according to the categories already discussed under heading 4.6, 

was followed by a cheCking of the rate of introduction of concepts 

together with the presence for absence of an explanation. The 

following table reflects the rate of introductioh of concepts together 

with the percentages of concepts explained by the Standard 8 texts. 
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Summ ary Table R,ate of Introduction of Concepts - Standard 8 

BOOK 

Histor y of Tod ay 

Histor y 8 

History in 

Pers pecti ve 

Time 1i nes 

NO OF CONCEPTS 

CONCEPTS EXPLAINED 

16 16 

13 5 

20 12 

16 13 

PERCENTAGE 

EXPLAINED 

100 % 

38 % 

60 % 

81 ,25 % 

History for Today has no unexplained 

History in Perspective had a higher 

concepts. 62 % and 40 % respectively . 

concepts . History 8 and 

percentage of unexplained 

Time1ines has only 18% 

unexplained concepts. This is serious considering that the rate of 

introduction of concepts is above 3 - 5 and that also in terms of the 

"difficulty level test" the books appeared as fairly difficult. 

History for Today, although having a high rate of introducing 

concepts, has them explained in different modes. These percentages 

of unexplained concepts are even higher than the 33 % noticed by 

Macrae in his study. 

On the v.no1e, from the assessment made through these various objective 

measures, it appears that most of the books, with History for Today 

exc l uded, do not do much to aid concept understanding . They do 

not seem to take cognisance of the need to promote a skills-based 

approach to history learning. 

The objective measures used to assess the books do, 

to be supplemented by subjective assessment as 

however, need 

e ac h of the 

objective measures might have its own weaknesses as indicated in 

Chapter 3. 
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CHAPTER 5 

DATA PRESENTATION AND ANALYSIS SUBJECTIVE CRITERIA 

On several occasions in the quantitative analysis of the textbooks, 

it was noted that such analysis had limitations and should, 

therefore, not be used in isolation. In this chapter, subjective 

interpretations of the textbooks will be examined . The following 

criteria, which have been explained fully in chapter 3, were used 

: use of headings and subheadings, use of illustrations, handling 

of time and chrohology, handling of notion of change, use of 

documents, and quality of pupils' assignments and exercises . 

5.1 USE OF HEADINGS AND SUB-HEADINGS 

It has been suggested that carefully planned headings and 

subheadings 

be learned. 

help the reader in 

At times some 

his structuring of the m aterial ..to 

headings are put in the form of 

questions so that, as the pupil reads, he seeks to find an answer 

to the topic question. However, overuse of sub-divisions of 

chaptel'I; it was also shown, does have the 

breaking th({ narrative flow of the history text. 

ne g ati ve effect of 

At best it seems 

designed to make the material more easily understandable. 

STD 5 

History for Today tends to have its headings framed in the form of 

questions. An example of the technique occurs in Chapter 7 on 

Voyages of Discovery The attempts to reach the East. The 

sub-divisions of the chapter are "How was the East important to 
9 

Europe? Why did the IJ!'tuguese challenge a system of trade 

which had worked for centuries? What problems faced early 

explorers? What was the role of Prince Henry the Navigator ?" 

Through the use of questions the authors hope that they can arouse 

curiosity and interest in their readers. Other books do not follow 

this pr actice. 
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Bes i des putting headi ngs in the form of questi ons, some questions for 
the chapter are asked at the begi nni ng of the Chapter . Some of the 
questions draw attention to specific terms which need to be learned, for 
example questions like "v..I1at is the meaning of industry?" "\-that is 
agriculture?" This feature is common throughout this book. 

STD 8 

In the Std 8 series as well, History for Today uses headings in question 

form and some of the questions draw attention to specific concepts, for 

example 
"What is meant by revolution ?" 
·What was the political crisis ?" 
"What was the social crisis ?" 
"Why did France become a Republic ?" 

Althoug;/n the questions clearly do not themselves explain concepts, they 
do create curi os ity about them. All the otll\er six books exami ned have 

much more conventional approaches to the language of the headings. 

5.2 USE OF ILLUSTRATIONS 

STD 5 

In each case the whole book was considered when analysing the 
number of illustrations. However, note should be taken of the fact 
that only two topics in each case /nave been considered in analysing 
illustrations, namely the Art of Writing, and the Development of 

the Cape Co 1 ony, for Std 5, and the French Revo 1 ut ion, and the 

British Reaction to the Great Trek for Std 8. 
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As indieated earlier on in the section on objective criteria, 

most of the books include pictures and maps as illustrations, 

which should also help understanding. Two books, New 

Ventures in History and History for Today, use graphs and 

tables as well. None of the books includes cartoons, a 

pardonable ommision when one considers the age-level of the 

Std 5 pupils. Graphs and charts are important for 

introducing, amongst others, the skill of translation. History 

for Today provides useful material of this nature. The writers 

draw some charts and then ask pupils to complete the charts. 

On page 24, for example, they have a chart like this 

TYPE OF WRITING DESCRI PTI ON 

DRAWING 

WRITING 

MATERIAL 

LANDS WHERE FOUND 

cuneiform 

hierogyphics 

Phoenici ani 
Sem itic 

Greek 

Rom an 

Chinese 

Arabic 

wedge-shaped clay, stone, Sumer, Mesopotamia 

styl us Ancient Persia 

By consulting the text, the pupils complete the chart, and at the 

end of their task they have provided a factual summ ary of some 

ancient orthographies. Such an exercise by itself does not 

guarantee understanding, but it does provide a system atic pattern 

from which further understanding could be developed. 
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In the section on the De velopment of the Cape, a flow chart gives, 

in shortened form, the levels of authority from the V.O.C. Directors 

to the Company employees. 

Outch Reformed 
Church Offlcili. 

I 

I Officill. 1 

---, 
Company 

i employeel 

! v.o.c. 
: 

~ Directors in Ar."slerdam known 
8S Heeren XVII 

I Batavtl r-- Where soices were bought 

; 

Soldiers of the 
varrlson I 

Free 

I Burgher. 

· 1 
Or'lly allowed 10 sell \0 I he 

and V.O C out Iree to own ! 

i 

The pictures and other illustrations used in History for Today are 

not mere 1 y decor ati ve. They are used to aid understanding. One 

example is the series of illustrations which explain pictograms and 

ideograms. These are compared with modern signs like road signs 

which use symbols to represent ideas or convey thoughts. The 

designers of this series have succeeded in placing all their 

illustrations close to the appropriate text. Examples of cuneiform 

writing~ for instance~ appear on the page w here this is discussed. 

New Ventures, 

un dersta n di n g 

like History for Today, 

of the te xt, tho ugh they 

has 

are 

illustrations to aid 

fewer than those in 

History for Today. Pictures and maps are normally appropriately 

positioned in the pages where topics to which they are relevant are 

discussed. Some questions on pictures, however, appear at the end 

of a unit, instead of following the picture immediately. For 

exam pIe, on page 89 the pupils are asked to refer to the picture of 

the printing press and are given a task. History for Today would 

have set this task in a block next to the picture. 
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Junior History, also, has many relevant illustrations and maps. 

They all have captions. However, the reader is not asked to 

perform operations upon the illustrations, through questions which 

dr aw atte ntio n to p artic u 1 ar poi nts of a picture, and the n to 

inter pret these poi nts. For 

development of the alphabet has 

any tasks on this illustration. 

example, 

pote nti a 1 

the illustration on the 

but pupils are not 

Similar comments can be made 

gi ven 

about 

illustrations in Objective History. 

The textbooks analysed, therefore, on the whole, have illustrations 

but do not make conscious attempts to use them as evidence or 

le ar ni n g 

text and 

aids. There seems to be a lack of integration between 

illustrations. When 

tre ate d as so urces of e vi de nce, 

these 

from 

are used, they should be 

which pupils can be given 

some skills in, for example, identification, classification, dating 

and attribution, or comparing and contrasting. 

STD 8 

As in Std 5, History for Today not only has the largest number of 

illustrations, 214 in 255 pages, with an average of 1,14 

illustrations per page, but also directs attention to pictures and 

maps by questions or tasks e.g . pupils are asked to work out the 

significance of the geographical situation on the treaty states. 

They are referred to the map on p.145. 
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Illustrations are also used to concretize abstract concepts. For 

example the follwing concretizes the concept Divine Right. 

Kneeling 
subjecls 

I 

/­
( 

, 

Con{;epl of the divine right or kings 

Another example, amongst others, of the use of illustrations to 

explain concepts directly is shown in figure 5.2. This 

illustration in figure 5.2 shows how political concepts of left and 

right developed during the French Revolution. The term left, is 

nowadays used to refer to a range of radical political views and to 

those holding them. It came about as a metaphorical extension of 

the seating plan of the Estates General in France in 1789. The 

nobility sat on the King's right and the Third Estate on his left. 

Those who wished for a compromise between the conservative nobles 

and revolutionary Third Estate were in the centre. To this day 

that perception of politics as a continuum form left to right has 

survived. 



FIG 5.2. 
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The constitution under the Convention. 

MODERATES 

LEFT 
Radicals 

RIGHT 
ConservativBs 

lOur use of these terms derives rrom 
'I these days 01 the Revolutton '" 

France and relers 10 Ihe sealing i arraf"gerT'enIS in Ihe various assem · 
blies. 

Of all the books analysed, both Std 5 and Std 8, the History for 

Today series is the only one that seems to put the illustrations to 

good use. On page 19 for example, there is a question to attract 

a tte ntio n to a c artoo n 
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FI G 5.3 

Below IS a famous cartoon about the eHeets of the new legis­
lation on the Church. Wriat message does it convey? 

,, 'I ~ 

.~. ~_ \ 
-~ -
. --.. " ,--

Toe Press . Patler,ee my lord. your turr. I~ coming This SimbolizBS 
the co"'~ ~ scatto~ 01 Chwct", !anO ar'lC ~~E sur ~ e"",Oer of cle'lca ' nnvi1eges 

This makes the cartoon more meaningful than it would be if it were 

simply thrown in without explicit directives . The book also has 

s ketc hes to show 

com position of 

Assembly . 

the concept of economic crisis 

the Estates General; and that of 

soci al crisis; 

the National 
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First Estate 
KING 

Clergy 
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Th.a J:renct: Revotutlon-1789 
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History 8, too, has some good illustrations with tasks set on some of 
them. For example. on Page 7 pupils are challenged to aMalyse the 
sketch. although . unfortunately, no guide i s given as to what questions 
should be used to seek answers. 

Fl.G. 5.5 

•• __ p O . ..,., . 
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Cartoons, too, are included, for example on page 17 there is a 

cartoon depicting the oppression of the peasants through heavy 

taxation, but it could be claimed that those illustrations are there 

merely to brighten the text and the visual impressions of the page. 

This could be contrasted with a task attached to a cartoon from 

Histor y for To d ay. The c artoo n re prese nts effects of the re vo 1 utio n 

on the Church in France. The pupils are asked messages it 

conveys. 

FIG 5.6 

. < 

.~. -

In the section on South African history entitled British Reaction to 

the Great Trek, the illustrations consist mostly of portraits of 

historical figures like Alan Gardner, Sir George Napier, Adam Kok, 

Sir George Napier, Adam Kok, SIr Peregrine Maitland, SIr Harry 

Smith, Dick King, Sir George Cathcart. 

There is also a map and a section of the Bloemfontein Convention 

de picti n 9 its s i g n atories. No acti vities are set 0 n the peo p le whose 

pictures appear, yet much can be learned form them, for example, 

their attire and the medals they wore. Their swords can tell much 

about their time, for example, the tastes and social values of their 

times. 
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Timelines. too, has a comparatively small number of illustrations 

and does not do much to put these to use as sources of evidence. 

It. however. does introduce a dimension that is lacking in the 

other books. This is the use of colour to make the illustrations 

sharper and easier to see. This could be hoped for of books in the 

junior classes but none of the Std 5 books uses colour. 

History in Perspective has the smallest number of illustrations. 

They are relevant but few 

some illustration of class 

and far between. 

distinction and 

causes of the French Revolution. 

FIG 5.7 
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5.3. Handling of time and chronology 

In addition to the use of illustrations the books were checked 

for the strategies used in handling time and chronology. 

There is currently much criticism of the chronological 

approach to the structuring of history material and the 

traditional approach that gave pre-eminence to learning of 

dates and chronological sequencing. The criticism, is, on the 

whole , justified but it does not in any way detract from the 

importance of understanding of time in the teaching and 

learning of history. 

The research checked the different strategies ad<lpted to help 

pupils learn the language of time, and time concepts like 

"contemporary", "duration" , or "anachronism". What strategies 

or exercises are used to help pupils calculate and communicate 

measurement of time? How are they helped to develop what 

Garvey calls the "historical attitude" to time? 
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Objective History in its first section, "The Development of certain 

elements of Western civilization and culture" does explain, in 

words, only the concepts A.D. and B.C. No aid in the form of a 

time line is used. In the exercises set the pupils are asked "Why 

is the birth of Christ taken as the centre point in the Christian 

calendar?" They are further given an exercise that involves some 

sequencing "In your e xercise book write down the following list 

of people in the correct order in which they in vaded and occupied 

Mesopotamia". Beyond these few exercises very little if anything 

has been done to help towards development of sense of time, except 

setting, here and there, single answer questions 

remembering dates, e.g. "When did the Phoenicians work 

own alphabet ?", and the remembering of definitions 

of re-awakening is also known as the .. . ..•........... " 

requiring 

out their 

"The age 

Junior History , in addition to explanation of terms 'ancient 

civilization' and 'Middle Ages', has a time-line to illustrate how 

history has evolved over the 

History, assumes that much is 

ages. 

already 

This book, 

undestood by 

li ke 

the 

Objecti ve 

pupils in 

Std 5. Although it has a good time-line, no questions are set to 

check understanding of time concepts or to re-inforce their 

understanding. 

New Ventures makes use of a time-line to explain the concept B.C. 

and concepts like 'stone age' are explained and examples of stone 

age weapons and tools shown in the form of illustrations. 

FIG 5.8 
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At the end of this unit. questions and exercises are set e.g. "Why is 
the Stone Age so called?" The question is not simply designed to 
elicit a memorized answer but. at least. to show some understanding 
of what characterized this period. It is not 
Further exercises to test the understanding of 
A. D. are gi ven: 

"Wh at is the Stone Age?" 
the concepts B.C. and 

I. Arrange the following dates in their correct order: 

1345 A.D .. 1911 A.D .. 210 B.C., 537 A.D. 

2. Match the date with the century: 

1089 17th century 
1985 12th century 
1660 20th century 
1842 11th century 
1123 18th century 
1720 19th century 

Pupils are also tested on the understanding of time terms like century: 
'Name the century in which the following events occurred': 

(a) The first Portuguese voyages of discovery took place. 

(b) White rule was finally established in Transkei. 

There are many exercises in the book in which pupils are either asked 
to write events in the order of 
associated with certain events. 

asked to 

occurrence or to write dates 
However, there are two exercises 
transport themselves to a certain in which the pupils are 

point in time e.g. "Imag i ne you are a Burgher farmer at :the 
Write a letter to a friend beginning of the eighteenth century. 

explaining why you ;, have decided to change to stock farming, even 
though it meant moving." 
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In these ways this book is better than Objective History or Junior 

History. 

History for Today devotes the first 

Civilizations and Middle Ages. 

c h a pter to the co nce pts A ncie nt 

Concepts li ke pre- history are 

explained, as well as terms like Iron Age, Stone Age, Ancient, 

Middle, Modern, Contemporary. A time-line, with illustrations going 

with it, is used to explain the concepts of B. C. and A.D . 

Illustrations are used to explain the concepts like pre-history, 

ancient, middle, modern, contemporary history. It has already 

been shown how illustrations are used to show change over time or 

change and continuity. 

Of these four Std 5 books, New Ventures, and History for Today 

outshine the others. They explain the time concepts but it appears 

more exercises could be devised, with, for example, concepts like 

'contemporary', 'anachronism' and ' period '. It is commendable 

th at the boo ks use pictures to de ve 10 p a se nse of time. 

5.4 The Notion of Change 

Change and continuity is one of the fundamental concepts of 

the nature of history. History shows how man's ways of life 

(political, social, economic legal, educational language, 

aesthetics) have been changing over time . It shows not only 

how man has changed to adapt to his environment, but also 

how he has changed the environment, effected change and has 

resisted change. Some changes have been gradual while other 

have been rapid and traumatic. 
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How has this notion of change been presented in these books? 
Do they draw attention to features indicating change? 
Are there particular examples of the change? Are illus­
trations used to show contrast? Are there specific sections 
discussing the notion of change? Are there directions ex-
plicitly given to the reader to make comparisons? These 
questions are part of Coltham's criteria for assessing history 
textbooks. (1970). 

In Objective History, the reader or pupil is in many instances told 
that change occurred. For example, the Phoenecians improved the 
alphabet. and made beautiful coloured glass. No pictures or other 
illustrations are however, used in the topic on the Art of Writing 
to show the development of the different forms of writing. There is a 
table showing various number systems, from the Egyptian to the 
modern, but no contrasting illustrations are juxtaposed and no 
tasks are given to make comparisons. Some exercises are given 
about change. though these are few, for exampl e "wri te a paragraph 
on the changes brought about by Caxton 
the following: Gothic, Roman Style 

in the printing of books ." "li;e 
letters, trans lations." Nowhere 

in this section is an attempt made however, to show that ,'develop­
ment of the art of writing is a change that took place over a long 
time. There is . very little direct opportunity, in this section, 
to explore the notion of change. 

Junior History is a little better than Object ive History. There 
is descri~tion of gradual development from use of simple pictures, 
li nes or dots until use of symbols that are being used to express 
even abstract ideas or factual reports in writing. 

There are illustrations that show different forms of writing and 
the different stages of the development of the alphabet from the 
Phoenecian to the Roman alphabet, and also the development of 
capital letters to small letters. Change is explained without the 
use of contrasted pictures. 
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Even on the second topic, the Development of the Cape Colony, the 

two books Junior History and Objective History do not do much to 

show the changes except mentioning changes as part of the story. 

This topic has room for showing change in the social, political, 

economic and other aspects such as religion or education. 

New Ventures shows change by, for example, showing the different 

stages of the development of the alphabet. The development of 

numbers is 

pictures or 

De ve 10 pment 

The sectio n 

discussed. 

shown in a table. 

maps. 

of the 

The topic 

Cape Colony, 

There is no use of contrasting 

on South African history, The 

is treated in the same manner. 

involves many changes but they are not explicity 

In History for Today, the discussion of the notion of change is 

included in the section on time. When discussing the concepts of 

Ancient, Middle and Modern three sets of pictures are used which 

show change over time. As opposed to the other books History for 

Today uses more pictures to depict change. Pupils are asked to 

complete a table showing stages in the development of writing. The 

book also has a table showing how symbols became our alphabet. 

In the topic on South A,frican History, the Development of the Cape 

Colony, the writer does direct pupils to "Refer to your modern 

atlas" to find towns like Paarl, Stellenbosch, which are modern 

towns, This task is given next to a map showing how the Cape 

had expanded by 1707. There are also maps that can be compared, 

one showing the early settlement along the Liesbeek and another 

showing Cape Settlement by 1707. Also pictures showing the 

development of the Cape indicate the change. There are explicit . 

directives to com pare a map with a picture. 
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Change in architectural styles is also shown in picutres. 
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Maps can be juxtaposod to show development overtime . In this 

instance figure 5.11 shows development of the Cape over a period of 

88 ye a r s • fro m 1 707 to 1 795 . 
Figure 5.11 
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Hi story for Today , as compared with the other texts, excels in making 
use of illustrations to show change. 

SID 8 

In the Std 8 books , analysis was based on the topic of the French 
Revolution. 

History in Persepcti ve does indicate that up to the start of the French 
Revolution, European states were ruled by Kings and absolute mon-
archs. This means, therefore, that the revolution was a transitional 
pOint or stage. This is not explicitly expressed. One would have 
expected this to be explicitly stated and to be linked to the ,meaning 
of the term revolution and also be expanded ' to the different forms 
of change, either rapid or violent or gradual. The book does not 
use pictures or illustrations to show change. No tasks are set on 
change. The book does not provide any opportunities for a detailed 
study of the notion of change. 

In the very first - page of the first chapter, History 8 has an 
illustration of the causes of the French Revolution and also of the 
concepts _ of Old Order and New Order. Another pictures shows the 
course of the French Revolution and the attendant ohanges. Two 
sketches are also used which depict '~vents preceding and d~ring 

the French Revolution." Attention is drawn to details and the 
pupils are expected to indicate noticeable differences in dress 
between the two sketches.- Various other concepts of change like 
'radical', 'moderate' and -'Teactionary' are used but ,- not explained. 
An understanding of such terms is necessary so that an indication of 
the rate and direction of change hoped for by upholders of such 
beliefs) can be made clear. At no stage are pupils asked to in­
terpret whether they see change described in the account as peace­
fu I or not. 



- 110 -

On the other hand there are a few questions in his conclusion: "Was the 
revolution inevitable? Could the reforms have been achieved gradually?" 
History 8 is, ·nevertheless, better than History in Perspective, which 
asks the pupils to make fairly sophisticated interpretations ' of the 
effects of change, although, as has been shown, l ittle preparation was 
given to help them make such interpretations. Examples are used but 
not illustrations in Timelines clarify the notion of change, which is 
merely described verbally. There is, however, one chart which shows the 
development from monarchy, the different revolutionary and ' .republican 
governments and then finally the return to monarchy in 1815. 

History for Today gives an account of the nature of political revolution. 
The changes that occurred between 1789 and 1850 are explained: the devel­
opment of nationalism, liberalism and democracy. The concept of change 
is also balanced against concepts like conservatism. Il lustrations are 
used to indicate that traditional or conservative forces and liberal and 
national forces existed side by side, met with reaction and opposition,and 
resisted each other. An illustration is also used to show the complex fac ­
tors that brought about change. 
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Another illustration shows the difference between the Estates General 
and the National Assembly. The change that came about during the 
revolution is shown clearly in the composition of the National Assembly. 

Pupils are also given tasks on change e.g. on p. 23 under the heading 
"Look at the evidence." the pupils are instructed to "Study the docu­
ments below. What does it reveal about the reactions to the concepts 
liberalism and nationalism by rulers of neighbouring states?" Such a 
task helps the pupils to see that change does not always occur without 
opposition or reaction to it. Once again History for Today out shines 
the others. It has an edge over the others because of its use of evi­
dence to reinforce the notion of change. 

5.5 USE OF DOCUMENTS 

Std 5 

Among the Std 5 texts, it is History for Today that makes use 
of primary sources of evidence, although it is mainly pictures 
that are used and no serious document study is attempted in all 
the texts. 

Std 8 

With the exception of History in Perspective, the Std 8 texts 
do make use of documents. History 8 and Timelines use the docu­
ments mainly to set comprehension exercises. It is History 
for Today that makes abundant use of documents. 

In History for Today the documents are not put at the end of the 
chapter for setting questions, but are included in the relevant 
portions of the content of the book. Pupils are given tasks set 
on the documents. For example on Page 17 there is the followi mg: 
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Figure 5.13 

• The Declaration of Human Rights 

This abolished privileges and established ne" IIber.1 principles 
such as the rights 01 Individuals and various freedoms. 

I· Look at the evidence 
I 
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Study Ihese extracts Irom the Declaration 01 Human Rights. 
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The Declaration of the Rights of Man, 1789 

'1. Men are born a"d remiJln free and eql.ial in rights 
2. The pu~pose of all po:r1lca! associations is the preservatIOn 

Of the natural nghts of man These tights are liberty prop­
erty. security , and resls~ance to oDP~esslorL": 

3 The pri.,cipie of aU sovereignl), stems essenllall) trom the 
nation No grouo of men or individual can exercise any 
authority ..... hlch does not specificall)' stem from it 

4 Uberty CO!"lSlstS In being able to do whatever does not harm 
olhers . 

5. The law only has the right to prohibit actions harmful to 
SOCI~ty . Nobody can be forced 10 do wha~ the lav. does not 
reQLllre . 

ThiS ideahshC ClaClJmefl\ be::arnt' the 
basIS for man) Western democra­
c.es It er--phaS;2ed the rights 01 
indiViduals beyOf"'ld their duties as 

citizens 

17 
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At times, pupils are given two documents to analyse. For example: 

FIG 5.14 Look at the evidence 
Extract A 

The editor of The Friend of the People, Marat, wrote the edi· 
torial below. 

(1) Who was he reviling? What did he feel was threatened? 
' ... 0 credulous Parisians I Can you be duped by these shameful 
deceits . .. ? 
Not satisfied with annihilating the patriotic associations, these 
scoundrels violate the liberty 01 the press, annihilate the Declara· 
tion of Rights-the rights of nature! They declare the oppressed 
· . . the disturber of public peace. They declare every citizen a 
disturber of the peace .... 
· . . Infamous legislators, vile scoundrels, monsters sated with 
gold and blood, privileged brigands who deal with the monarch, 
with our fortunes. our rights, our liberty and our lives. Could [thiS 
editor) rally at his call 2000 determined men to save the country 
· . . he would burn the monarch and his minions in his 
palace .. . .' 

(2) Using what you have learnt about liberalism in this 
period, prepare your own speech either to defend the 
monarchy or to propose a republic. 

Extract B 

Here are the comments of a conservat ive editor of another 
periodical, Le Mercure de France. 

' ... The Assembly cannot fail to recognize the fact that as a 
result of its doctrines and action, . . 

• it leaves every religious principle destroyed . .. 
• morals in the last stage of degradation . .' . 
• the rights of property violated ... 
• our forces, land and naval, in a worse state ... 
• that it has shaken .. . the foundation of all mililary organiza· 

lion. 
• that it leaves our finances in chaos . .. 
• that our influence and reputation in Europe are eclipsed 
• that our commerce (and industry) is less flourishing . . . 
• thai our internal police are more oppressive and less effec-

tive ... . 

A vast number of citizens do not desire the old any more than the 
new regime and the reproaches ... have no bearing on the 
reform of the older system ... .-

• What aspects of nationalism are to be found in this 
extract? 

History for Today emerges, therefore, as better in its use of documents 
when compared to the other texts . Through the documents pupils are given 
the skills needed and opportunities for gaining the skills of looking at 
evidence critically. The questions that are asked on the documents en­
courage translation and analysi s , not recall of facts. For example, the 
question on the Declaration of the Rights of Man is meaningful activity 
for the chi Id , as the child has to sift the liberal frun the national rights. 
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History 8,too,does make use of documents but only in the questions 

section at the end of each chapter. It is a good idea to introduce 

pupils to the use of documents. However, this is no justification 

for throwing in any piece of evidence or document simply for the 

sake of having used a document. History 8 has, amongst others, 

the following document on the South African section, British reaction 

to the independence of republics aftf'r the Great Trek 

FIG 5.15 , 
Enrichment material 
Comment 011 each of the nin~ provisions of the 
Sand R:\er Convention, 1852. 

rt'nft'IIJ. Hare \1ajesteit Assislt::nl Commissaris-
5~n \\a,lrhorgen len \iOISlen aan de leyde van het 
Brit-;che Gouvernemcnt aan de Ellligrante Boe­
ren. :o.loord van den Vaairivit!f, hel fecht om 
haare elgene affaire te oc'itieren en haarlieden te 
regeren \c..ligens ha.lre eigt::ne wetten. londer be­
moeyeni:\ hoe ook genaal1ld van het Aritsche 
GOI..1\ erncrnent en dat geen o\<ero;;chrcding \":1n 
het gn'ndgchied fcn :'-Jourden ""an lIet Vaalrivier 
lal ~edaan worden. door gemclde Gou\"ernement. 
\tel de \.crdere \t:rTekering dal hel (del vurigste 
begcerten \'an den Brit .. che GoU\'crnement is om 
',fcde. \ ryhandd. en vrien(lelj ke \ erlOtandhouuing 
mel de Emigranle Boeren ne"'tHlende of di~ noeh 
rye\\.\.)n!.'n '31. deTe landstrcekt \'oort te 7elen. en 
· ... ·ord \eruer vcr\I:.tan dat delc ~tcll.eI van gecne 
h<:rnnc:ijcnis is v.eden:yds. 

nH!deru. Zo er eenige rnis .... erstand I.Cude 
plaals vinden met betrekk.ing tr. ( . ~ . .! mening v..!" 
de woorden Vaalri\ier. - deze k'A-t!:-,tie I.over als 
de linie van de IOpryten van de Vaalri\ier bel ref 
zat heslis worden door Cummissar1s!'!.'n v.euer7.Yus 
gekolen. 

{)erdou. Dat H.M. Assistent Commissaris\en 
hiermede ontkennen Jlle hondgennot.'ichappen 
hoe ook gen:lamd ten ~ourdell \ian die Va:llri\;er 
gekleurde natien. 

Vindens. Word hiermede \tT'il:l:ln dat geene 
sla\erny is of 1al worden gepr:t(tiseerd o\" tnege. 
loten in de landstreek :'<oord 'an den Vaalr; .. ;« 
door de Emigranten Boeren. 

hide. Wederzydsche vryheid en gemak "I 
\er~'haft worden aan handdaar'i en rei1!ge~. 
\l.eeneide van de YJalri .... ier en ·.\t)rU \en.ler \er· 
~ta.an dat .. der wa\!~n be\ialtcf\d~ :unmuniLie ~n 
\ UUrA ~lrx~en. kl)m~nde van ue IHid \ an de Vaal­
ri .. ier ,al cen c~rtiricaat pn)UULet:rcn gctcek~nd 
door een Britsche \bgestr:.lat 01 ;l{\\ . .lt:re ample· 
n:l.ar ais daartoe ccauthllri~eerd is. ,uik~ Ie doen . 
.. ar d~ ~.edh~~d :.ununitie en \"\:\'r\l,a~nJc: in 
l.\n bttit hv dtl. eer"iten ~ta"e ... Lraat ~m.lrd van 
de V>alrivi(r ~ie ageeren ,ai \ulgtns b<slaan~e 

Z~sde. ""'ord \erder .. ast2L'st~IJ dal 1!cenc ,)h· 
jectie- ,al gemaald Wl'rUen. door eenig; Bri('ich~ 
AUlhoritvt Jan eeni~e \'an d~ Emil.!r ,lnte HI.'elcn 
in het k~()pen van - arn'lll;tie in ; cn ige '.dn de 
Britsche Colonies. in Zuid-"\frica, cn word \\~der· 
lyds verst:wn dat de h: . .IOJel. in amunitie met de 
gecoileurde is tt!n 'itn:n~ste \!:rhoden, l.tl\\"cl d,)(lf 
hel Britsche Gou\"ernem~nt. al'i Jt)\)f den Emi· 
grante ten ~00rden en tcnlu}ucn loan den Va;!l­
re\"ier. 

le\·l'ncll!. Vader word .... a.'itgcstdd dat lo\t'cl 
ills mngel~ k is . aile crimincle uf Jndcre schllldi· 
gen part)en. die den \\et l al onl\ lIJ1.!lCIl aan b~iJ" 
leide van de Vaalrc\ia. lal \all 'ht'ide part~~n 
worden tJl,:lgele\.t!rd. indi~n lulJ,.s \en:i~cht. ~n 

oat de Brilsche R~ehtf,an~cll fo'.\d i li'i die! \:tll d~ 
Fmigranten Rnel en ,al ',\e~k' f7~ d ... open I.~ n. venr 
aile \\oettige proce"sen. t.!n dat all.t" l1a~\"aa r din1!en. 
voor getuigen weJeCl)L1s gc:stLlllrJ Illi bckr :lCht'igd 
word~n. door den respe(tie\e \1:!gi'itrat~n om 
lulke getuig~n te docn comparccrcn \I,o .. mr ly 
vcreischt y.llrden. 

.·ft-hsrf'. En is v;l'itges:eld dat hlJl,-.elyk ~c("rtifi­
caten \erSchiut d':"Of f.odanigc ix'alllrtcn. Jig claar­
tOe! he .... ocgJ I.yn [a\. v(lld~)enenJ he'ich(~u\\d 

worden om de kiru.kren VJn lOJ.I!1il!c IlU 1,.1, cl\ ken 
te gerechti'gen hai..lre erfpnrtkrt Ie \unnen ' llnt-
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One is concerned how the Std 8 pupils are expected to comment on 

this document, Even if they speak Afrikaans, they still might not 

understand a document written in Dutch. Had there been some 

limits on the aspects that their comments should touch upon, the 

exercise could have been leSs discouraging. 

Timelines, too, does make use of documents, but also, like History 

8, not in the text, but at the end of the chapters, where other 

questions are asked. The following is an example. 

FIG 5.16 

4 Read the following adapted extract from a document and answer the questions 
which follow: 

·'The. Na.tional Assembly re~ards itself as brought together to draw up the 
con5tltullo~ of the French Kongdom. to restore public order and to maintain 
the true. pnnclples. of the monarchy. that nothing will prevent it from con· 
ImUlng H!' dl!\c~s~lOns _ .. and i~ conclusion. wherever its members may 
gather. the NatIonal AS5embly WIll convene. and herewith it declares faith­
fully that all the me.mber5 of this as,"mbly will take an oath not to dissolve, 
to assemble when corcumstance5 demand it. till the constitution of the King­
dom has been drawn up on a sound foundation ." 

(iJ I~ which town or city did thi5 meeting take place? 
(II) "'h,ch bod)' met here agaon for the first time since 1614? 

(iii) "':hich two prohlem5 aro5e during thi5 first meeting? 
(IV) Who became the first leader of the National Assembly? 
(v) Where was the oath. which is referred to ahove. taken? 
(v~) H~w many men~bers were there in the National Assembly? 

(VII) "'ho were the kong and queen of France at this stage? 

The document has been used as stimulus material, 

asking many other questions on the French 

questions are mostly of the recall type with the 

a springboard for 

Revolution. The 

having to come from the document. 

is the simple recalling of 'facts'. 

answers 

The skill tested or 

not really 

de ve 10 pe d 
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A document should ideally be used to introduce pupils to skills of 

looking at evidence critically. The questions asked on this 

document in Timelines could have been asked without inserting the 

document at all. The purpose for which they have to read the 

document is) therefore, not clear. The same criticism would apply 

to their document on the South African history topic, The British 

Re actio n to the Gre at Tre k. 

FIG 5.17 

4 The following passage is a translation of the summons to war by An­
dries Pretorius. Read it carefully and answer the questions which 101-
low: 

Mooi River 
8 April 1848 
In spite of the British government's promise of 12 May 1843 to 
protect us and our farms . the Blacks exerted such pressure on us 
that we suffered great losses and were forced to leave the coun­
try. now under British control. Now it has also come about that 
the territory from the Orange River and the Drakensherg, up to 
the Vaal River, of which we obtained parts from the legal owners 
by exchange, has also heen taken from us by the Proclamation. 
Full rights have also been given to the Blacks. Therefore all men 
are called upon to defend our legal property. which has cost our 
men, women and children much bloodshed . 

(i) Which country had the Trekkers left a 'hort time before? (I . 

(ii) Which proclamation is referred to here? (I) 

(iii) BrieHy describe the events which took place after this summonS 
by Andries Pretorius . (5) 

History in Perspective does not make use of documents at all. In 

terms of current trends in history teaching, the book is weak. Of 

the Std B books, the only one that does not insert documents simply 

for the sake of having them, but also makes meaningful use of them 

to help pupils develop skills of inquiry, is History f or Today. The 

Std 5 books, too ) could have made use of simple documents to 

introduce pupils to inquiry skills. 
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5.6 QUALITY OF ASSIGNMENTS 

STO 5 

All the Std 5 books assessed have questions and exercises set 

for the reader at the end of each chapter or unit . However, 

the tasks and exercises set for the pupils in the books differ 

widely in quality. In looking at the quality, those that are 

accepted as of good quality are those that go beyond eliciting 

simple recall of "facts". 

Objective History sets some exercies requiring not only recall of 

'facts' but some practice in writing paragraphs in their own words. 

Pupils are given key words to use in the building up of the 

paragraph on the given topic. This can be an introductory 

exercise on skills of note-making and synthesising. On p.12 

Objective History suggests a project, that of pupils having a class 

newspaper to which they have to contribute articles or reports on 

something which happened in the school. On p.15 has this task 

'Find some clay and roll it into a flat tablet Use a sharp 

stick to make wedgelike marks on the clay tablet. Leave clay 

tablet in the sun until it is hard". This type of task seems useful 

to make pupils have a clear idea of cuneiform writing. 

Junior History) too J has exercises and questions . The simple 

questions authors ask seem suited to the level of the pupils, though 

the essay questions seem to take for granted that they already have 

the skills of essay writing. The following questions, for example, 

would be difficult. "Give an explanation of the cultural life of the 

Italian city, Florence. 

were protected by rich 

Concentrate on how artists and scholars 

merc h ants. " Free ess ays of this nature 

appear dem anding for a Std 5 pupil. Such pupils need exercises 

that will train them in the art of essay writing. Structured essays 

should be done before free essays. As this topic, The Art of 

Writing, is the first chapter, the exercies could have been 

stuctured and designed to develop skills and then, as the book 

progresses, make more complex demands. 
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In other cases the framing of questions is poor : For example 

"5. How do we understand humanism? 

(a) How did humanism influence the literature and art? 

(b) How did the Italian humanists differ from the 
humanists of Northern Europe?" p. 6. 

The fi rst portion. "How do . we understand humani sm?" is extremely broad. 
If it is to be included, it should, at least, follow and not pre­
cede the more specific tasks asked for in (a) and (b). 

There is not much variety in the nature of the questions asked by the author. 
In fact. most of the assignments that Objective History sets are 
free essay assignments. What does the author expect the Std 5 
chi ld to do in response to the following questions: "Describe the 
extent and importance of the monasteries and libraries of the Middle 
Ages?" This one, typical of many others, is far too free and open. 

On the other hand, History for Today has some structured exercises 
like "Write short paragraphs on the following concepts: 

(a) Alphabet 

(b) Bible 

(c) Paper. " 

This is the type of question we would expect for Std 5 pupils. On p. 190 
History for Today has an exercise like this: 
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FIG 5.18 

Let's sum liP 
Feature Why it was important 

1. To protect settlement i 
1. Castle I 

from foreign attack. I 
'I 

2. Groote Kerk .. ..... .. ................................ ". 

:1 3. Greenmarket Square . ............ .. ....... ...... ................ 
" 4. Burgher Watch House . ............. .... .. ... .. ................. " II 

5. Harbour and jetty . .............................. ............ , II 
\! 

6. Butchery . ............................ , .. ..... ..... " 

7. Wine and cornstores . .... ..................... ...... .... ........ i , 
I 

8. Boeren Plein . ............ .... .......... .... ...... ... .. " 
, 
~ i 

This exercise is designed to help develop the skill of summarisi ng and 
is a good exercise for Std 5 pupils. 

In Figure 5.20 the full exercise is given to illustrate both the 
short recall questions as wel l as the more extended activities 
requiring more complex understanding. The whole set of questions 
ends with the empathy question of the order of priorities the 
children have for van Riebeeck's tasks. 

The next Fi gure, 
exercises, this 

5.21, shows a similar pattern of developing 
time in connect ion with the Art of Communication. 

Both these exerc i ses deserve pra i se for thei r imagi nati ve approach 
and their developing of ideas from one stage to the next. 
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Question 3 from New Ventures to give an indication of the time 

problems in writing as opposed to printing, is good in that it 

forces the child to exercise his imagination. 

New Ve ntures, 

note-making. 

analyse and 

has exercise to help pupils with skills of 

The exercises are further designed to help pupils 

extrapolate. They do not merely ask for the 

recollection of memorized material. Exercise 4,for example, in the 

questions shown below, requires of the child to put himself in the 

position of van Riebeeck and sift the Council's instructions in terms 

of priority. This is the desirable type of exercise to help pupils 

see things in terms of the times at which they were happening. 

From such exercises discussions which seek to foster empathy could 

follow. For example,they might be asked to imagine the problems 

van Riebeeck faced. 
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Questions 

1 In which century did most of the events 
described in this unit occur? 

2 Nome the two Portuguese explorers 
mentioned in the unit. Which of them 
discovered the CApe Peninsula? 

3 WhAt goods did the Portuguese corry from 
the East Indil's to Europe? 

4 Explain briefly why the Dutch took over 
this trade. 

o Write down four important fac"; about the 
Dutch East IndiA Company. 

6 How mAny months did von Riebeeck's 
voyage from 1l0llAnd to the Cop. take? 

7 Using one sentence only for ench , write 
down the four prohlems that van Riebeeck 
faced after his nrrival. 

Exercises 

I If you look at the mAp on PARI' 27 you will 
see A scale line. This tells you that one 
centimetre on the mAp represents 1000 

Questiofls 

1 Where did the modern alphabet come from 
originally? 

2 Which people added the vowels to the 
alphabet? 

3 What contribution to the alphabet was 
mode by the Romans? 

4 Choose the correct answer from the words 
in brackets . 
(a) The (Greeks, Egyptians, Romans) were 

among the eArliest people to develop a 
system of recording numbers. 

(b) In the ninth century the (Indian, Greek, 
RomAn) scholars taught the Arabs the 
(Moslem, Greek, Hindu) system of 
numbers which later become known as 
the (Hindu, Arabic, Md~lem) system. 

6 Who were the people who wrote the 'books' 
in the Middle Ages? 

6 Who waB the inventor of the first printing 
press? 

7 Why was the invention of the printing 
press sO important? 

kilometres . Use thIS scalI' to work out thl' 
rough distance between Portugnl and the 
Easl Indies. 

2 Read the unit again Rnd write down the 
importRnt things thal hnppenl'd in the 
following years. Then arrAnge the lis!. in 
correct dale order. 
1647; 15%; 1652; 14R8; 1659; 1602 

3 Complete this paragmph. 
Because of the long voyages SAilors hnd to 
live on _ _ and _ _ . They could not get 
enough fresh _ _ And _ _ . Becnuse of 
this they RufferI'd from diseasl's, especinlly 
one called __ . A ship called __ wns 
wrecked at _ _ in 1647. The crew survived 
by exchanging gooda for __ from thp 
_ _ . __ and __ recommended that 
the CApe should be a permanent _ _ 
__ for t he Dutch EnRtlndin Compa ny. 

4 Look at the instructions whi ch the Council 
of Seventeen gave to van Rieberck . Ir you 
had been him, which of these would you 
have tried to do first? Give your reasons. 

ExerCIses 

I Complete thi. paragraph . 
The word 'alphabet' comes from the words 
__ and __ which the Greeh uRed as 
the first two _ _ of the alphabet. The 
Phoenician's alphabet had _ _ leUers. 
Today our alphabet has _ _ Ietlers . 

2 Write the following numbers in Homan 
numerals: 10,25,42, 68,8:1. 

3 Choose a paragraph from this book nnd 
write it out very carefully and clearly. 
How long did it tnke you? How long do you 
think it would take you to write out a page 
of the Bible? And the whole Bible? Thi9 
may give you some ideo of how long it took 
the monks to write their manuscripts. 

4 Look at the picture of the printing pre9S on 
page 88. Can you Bee how it works? If so, 
try to explain to others in the closs . See if 
you cnn find out whAt a modem printing 
machine looks like. There may be a print· 
ing firm in your area , or you can find OU' 

from other books. or frl'm vour leacher. 
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On the whole, then, . New Ventures and History for Today have a fair 
variety of exercises of good quality as compared to Objective His­
tory and Junior History. Question 3 from New Ventures is good in 
helping the child exercise his imagination. 

Std 8 

History in Perspective has questions at the end of each chapter, like 
the following: 

"What do you understand by the following terms? 

(a) Nationalism 

(b) Liberalism." 

A question like this usually yields memorized definitions. Perhaps if 
some descriptions of the concepts could be given and then the pupils 
asked to supply the correct concepts, the question could be more meaning­
ful. 



- 124 -

A great number of assignments given are open questions. For example: 
"Di scuss the statement: The Revolution was the work of the Middle 
Class in France." The problems encountered in such essays have been 
discussed when the Std 5 texts were considered. 

History 8 has assignments of better quality than History in Perspec­
tive . For example, the following topics for debate are suggested: 

(al "It was not necessary to have a revolution to bring about 
change. 

(bl In the end the revolution did more harm than good." 

However. it appears that these topics can spark debate, though one per­
haps would have preferred that they be put in the form of questions, so 
that they are not seen to be biased in terms of one point of view, nillrely, 
what they state when not put in question form. For example, ", "'Was it 
necessary to have a revolution to bring about change?", is better than 
"It was not necessary to have a revolution to bring about change." 

They also suggest an interesting activity on page 19 : "Divide the class 
into four groups, respectively representing the king and his court, the 
clergy. the nobility and the Third Estate. Have each group defend its con­
duct prior to and during the revolution. This should take the form of a 
class debate." It is through such simulations and games that pupils are 
made to feel and experience history by recreating through . acting the 
roles of the historical figures. 

Timelines has, at the end of each chapter, revision questions and assign­
ments. ' consisting mainly of short answer questions. Some of the short 
questions asked are in the negative form that is not really favourable , 
for examp Ie, "From each of the fo llowi ng choose the item wh ich does not 
fit in with the others: 

table; gabelle; guilds; corvee. " 
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Timelines also has a commonly used assignment, of which the following 
is an example: "Work out a theme on . ............... " Perhaps some-
thing more specific would have been helpful. 

History for Today. too, has assignments set out at the end of each 
chapter. They are mainly essay questions, some of which are structured. 

Some of the books do not separate assignments from test questions. They 
mix them. whi Ie others separate questions from assignments and activities. 

On the whole, assignments in the Std 8 books are suited :,to ,the Std 8 
level but there is a lack of variety. In this respect, there is need 
for improvement. 

From the aforegoing analysis of the Std 5 and Std 8 history textbooks 
according to a number of subjective criteria, it appears that, of all 
the books, the series by Graves and others, History for Today, is the 
best. This series has surpassed the others in terms of all the criteria 
used: use of headings, use of illustrations, handling , ' of ' notion of 
change, use of documents and quality of assignments and exercises. There 
is room for improvement in the other texts, especially on the evidential 
approach. if they are to meet the levels of the New History. 

It will be remembered that in the analysis of the objective criteria, 
Graves ' series set the pace by going well beyond the definition approach 
in explaining concepts, by using illustrations and documents, 
reinforce concept understanding. 

which 

It can, therefore. be claimed that both objective and subjective cri­
teria would appear to support each other in pointing towards the same 
series as the best in aiding pupils' conceptual understanding of 
historical material. Further implications of the findings and some 
recommendations will be contained in the next, and final, chapter of 
this thesis . 
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CHAPTER 6 

CONCLUSIONS AND RECOMMENDATIONS 

6.1 Conclusion 

In the opening chapter it was noted that the Taylor Commission of Inquiry 
into Education in the Republic of Transkei in 1979 remarked that "illus­
trations in textbooks are often poor and type sizes and styles often un­
suited to the maturational and interest levels of the pupils . . There is 
little evidence of attempts to control the language used in the textbooks, 
or to relate the vocabulary and sentence structure to the reading levels 
of the pupi Is for whom the books are meant." This was the position in 1979. 
This thesis was, therefore, partly concerned with looking at currently 
used history textbooks to see if the position had improved in the decade 
since the report was written. 

The eight school history textbooks analysed were assessed in Chapter 4 
and Chapter 5 in terms of fourteen objective criteria and nine subjec­
tive criteria; twenty-three criteria in all. The objective criteria used 
were: difficulty level score. target age-range, sentence structure, 
average number of headings per page, average number of illustrations per 
page, number of pictures per book, number of maps per book, r,concepts 
used but not explained, concepts explained by definition only, concepts 
explained by definition and example, concepts explained by background 
information only, concepts explained by definition and illustrations, 
number of new concepts introduced per three pages, and the number of new 
concepts explained in such three pages. 

The researcher, in selecting the objective criteria, was influenced by 
writers like Tennyson and Cocchiarella (1986) and Macrae (1987) on modes 
of concept explanation, Gilliland (1972) on the test of difficulty level, 
and others like Coltham (1970) on sentence structure, use of illustrations, 
type of illustrations, and rate of introduction of new concepts. 
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The subjective criteria, namely the use of headings, reinforcing of 
illustrations. relation of illustrations to relevant sections, use 
of illustrations to expl ain concepts directly, colouring of illustra­
tions, time and chronology, notion of change , use of documents and 
the quality of exercises and assignments, were taken from the ideas 
of Coltham (1970). 

Chapters 4 and 5. in which the detailed analysis was described are 
long and i nvol ved. Some attempts mu st be made to summari se the findings. 
At the same time, the techniques desc r ibed in this thesis could find 
practi cal application when two or more textbooks need to be compared. 
One way of combining both the summary and the comparison needs would 
be to devi se a ranking system which could form the basis of a simple 
quantitative analysis. This chapter attempts to do thi s and to high ­
light the conclusions which seem to emerge from this study. 

Grids of both the objective and subjective criteria were drawn up in re­
spect of each class for which the books were intended. The books were 
ranked from one to four in respect of each criterion, with one indicating 
a high rank and four a low rank. A book that had the most desirable 
quality in terms of its score got a rank of I and that which had t he 
least desirable, a rank of 4. The approach will be explained more fully 
in the case of each summary. 

With regard to the objective criteria, for example) the book with the 
highest reading-ease score received a rank of I and that with the lowest 
score a rank of 4. 'It wi II be remembered in the Rudol ph Flesch Formu I a, 
the nearer the score is to 100 the easier the book is to read. For ex­
ample, a book with a reading-ease score of 70 is more acceptable than 
that with a score of 50. For the Junior Secondary pupils a book wi t h 
an age-range of 12 yea rs is more accept able than one with the 15 17 
range . So the 15 17 one would rank 4. 

A book with many headings ranks highly because, it has been argued, these 
make reading eas ier. The same argument i s used for book illustrations . 
The more illustrations, it is claimed , the better . So a book with many 
illustrations ranks highest. The approach is repeated for the extent of 
pictures and maps in the books. 
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As far as the handling of concepts is concerned, a book with many con­
cepts used but the fewest being explained ranked low. The bobk that 
most frequently used definitions to explain concepts ranked lowest. A 
book that explained many concepts by definition and example ranked 
highest as did the book that most frequently exp lained concepts by 
use of both definition and illustration. The book that most frequently 
used background informat ion only to explain concepts did not get a 
high ranking as it encourages guessing of the meaning by the concepts. 
The book introducing the largest number of new concepts per three pages 
received the lowest ranking, as did the book that provided little ex­
planation of new concepts introduced. 

As a result of giving a ranking to each characteristic, it was possible 
to make a numerical calculation to sum all the objective criteria. pro­
duce a global ranking for each book, and so place each book in a final 
rank order. 

As the following tables show, in respect of each of the books recommen­
ded for Std 5 and Std 8 there has not been much improvement on what was 
observed by the Taylor Commission in 1979. 

Std 5 

6. I. I Objective Rank Order 

The following are the scores and rankings of the books in terms 
of the fourteen objective criteria used. 



Table 6.1 Books Objective Rank Order: Std 5 

Objective Criteria Book Scores and Rankings 
Rank of I to 4 : I = desirable quality 

4 = least desirable quality 

History for Today Junior History New Ventures Objecti ve History 
Score Rank Score Rank Score Rank Score Rank 

1. Reading-case score 71,53 2 58,8 4 63,5 3 77,7 I 
2. Target age level 12 I 15-17 4 13-14 3 12 
3. Sentence structure (simple sentences) 32 1 31 2 28 4 31 2 
4. Average headings per page 0,6 4 1,8 I 1,5 3 1,8 
5. No, of illustrations per page 1,14 I 0,99 2 0,8 3 0,4 4 

~ 

6. No. of pictures per book 27 I 25 2 13 3 9 4 N 

'" 
7. No. of maps per book 18 I 7 2 3 3 4 4 
8. Concepts used but not explained I I 6 4 2 3 I I 
9. Concepts explained by definition only 7 I 7 I 1O 3 16 4 

I 0: Concepts explained by definition & exarrple 9 I 2 3 2 3 6 2 
II. Concepts explained by background info. only 6 3 2 I 8 4 2 I 
12. Concepts explained by definition & 

illustration 15 II 2 8 3 2 4 
13. No. of concepts introduced per 3 pages 5 I 8 2 II 4 8 2 
14 . No. of concepts explained per 3 pages 4 2 4 4 1O 2 8 I 

Cumulative ranking 21 34 44 32 

History for Today = I 21 
Objective History = 2 32 
Jun i or Hi story = 3 34 
New Ventures = 4 44 
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In the ranking of items, only the number of simple sentences was considered, 
as it was felt that these would give a sufficient indication of the nature 
of sentences in a book. The book with the largest number of simple sentences 
receives the highest ranking because it makes reading easier for the pupils. 

It will be noted that the scores for Objective History and Junior History differ 
by only two points. If these two books are rated virtually equal on the selec­
ted characteristics, then a clear difference of ten pOints separates the first 
from the second and third and a further ten pOints from the middle level books 
and the one that is least satisfactory - New Ventures. 

A further feature of the grid is the relative consistency of the rankings for 
characteristics within each book. History for Today has ten first rankings 
out of a possible total of 14. New Ventures (the worst book according to the 
selected criteria) has ten rankings of 3 and three rankings of 4. Consistency 
is not as apparent in the other two books, but Junior History still achieves 
as many as six rankings of 2. 

Because of the clear differences between the books, and because of the ·rela­
tively strong internal consistency, it was deCided to use a reduced range of 
characteristics to see if the cumulative rankings changed. Seven criteria were 
included in this shortened version: the reading-ease score, sentence structure, 
concepts used but not explained, concepts explained by definition only, by 
definition and example, by background information only and by definition and 
illustration. It was argued that these were the important objecti ve criteria 
that affected the quality of a textbook. Another purpose for the shortened 
rating was to cater for teachers who would use the criteria to assess books. 
If they are all included, the analysis becomes cumbersome and might dis-
courage teachers from using it. 

The following table. Table 6.2, shows the ratings obtained when using this 
shortened version. 



Table 6.2 

Shortened Ranking 

Objective Crlterl. 

1. Re~d'ng ·case 5tOre 
2. Sentence structure 

J. Concepts used but not expl&lned 

4. Concepts explained by definition only 

5. Concepts explained by background 
Information only 

6. Concepts explained by deflnltton 
and example 

7. Concepts explall1ed by definition 
and Illustration 

CumulatIve Ranking 

TEXT 

IIhtory for todey 

Objective II Is lory 

Junior IIhtory 

Hew Ventures 
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Objective Criteria Std 5 

IIhtory (or 1011ey Jurdor IItstory New Yfmtures UbJectlve IIlstory 

Score Rllnk Score Rank Stnre Rank Score Uilllk 

-------
71 ,53 2 50,8 4 63,5 3 71 ,7 
32 31 2 20 4 31 1 

I 6 4 2 3 I 
I 7 7 10 3 16 4 I 
,632 842 I 

19 2323621 

1. __ 15 __ ~._ ._1_1 _ ._2 _ . _ 8 _ _ .. ~ __ J._~ ._._._4 __ .I 
10 I 17 .1 _ __ 23_1... ____ . .15 .. _ '-

Rank 

2 

3 

4 

Score 

10 

15 

17 

23 

As the table shows the results obtained when all the fourteen criteria 
were considered are the same as those obtained when · the shortened 
ranking was used. It would seem that the shortened and simpler ranking 
can be used without any fear that it might prejudice the assessment. 
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6.12 After the ranking of objective criteria, the books were again 
ranked in terms of subjective criteria. They were ranked on 
nine criteria: the use of headings, the reinforcing illus­
trations by means of questions and directive statements, the 
relevance of illustrated sections of the text, use of colour 
with illustrations, use of illustrations to explain concepts 
directly, time and chronology, use of documents, the quality 
of assignments and exercises, and notice of change. 

A different ranking scheme was used for this purpose. It seemed 
important to be able to use a zero score ; when a particular 
characteristic was not used or considered by the authors. 

The book that ranked best in terms of each category was, there­
fore, ranked 4 and the worst scored I. If a book did not use 
the characteristic, it was ranked zero. For example, it was 
possible for a book to rank zero on using illustrations to ex­
plain concepts. 

The following table , Table 6.3, reflects the rank order of the 
books in terms of the subjective criteria used for their assess­
ment. The information is based on explanations in Chapter 5 of 
this thesis, where the subjective analysis is made. A higher 
score suggests that a book meets many of the criteria. 
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Tab Ie 6. 3 Subj ecti ve Rank Order Std 5 

1 . 4 Z • 3 3 . Z P 4 . 1 0 . 0 

Text Rank Scores 

lit story (or Today 1 31 

Subjective Criteria tlcw Ventures Z ZZ 
Junior Illstory 3 15 
Object Ive II Is lory 4 10 

Dooks 

-m'£OrYl'orriiir~-Jiinr;;rm,riiryIH"V."lu,es~r..Jocn,cnlSIn;:y 

1. Use of headings 4 I J J J 

Z. Illustrations : reinforcing them 4 z J 
wi th quest lonl 

3. Illustrations: relation to 4 z 3 
relevant sections 

4. Illustrations to e~pl.ln concepts 4 o o 
directly 

5. illustrations use of colour o o o 

6. Ttme and chronology 3 

7. Notion of change 

B. Use of Documents 

9. QualHy of asshgnmcnts and exercles 

4 

4 

4 

J 

3 

o 
z 

3 

3 

3 

4 

31 15 

As with the objective criteria. large differences occur 
best and the middle-level books and between them and 
book. Ev idence for i nterna 1 cons i stency emerges fa i r ly 
in all, the best book. in terms of subjective criteria. 
for Today. The least satisfactory is Objective History. 

zz 

between the 
-the ', 'worst 

clearly. All 
is History 

When the rankings are compared. however, the books do not retain a 
consistent order, as is shown in Table 6.4. 

z 

o 

o 

o 
z 

10 
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Table 6.4 

Objective Rankings 

Text Full Ranking 

Rank Score 

History for Today I 21 

Objective History 2--32 

Junior History 3· 34 

New Ventures 4 44 

Subjective Rankings 

Shortened 
Ranking 

Rank Score Rank 

~I 10- - "--.'1'1 

---u-2 --............. 15 ~2 
~3 17 \'3 
V4~23~4 

Score 

31 

22 

15 

10 

In terms of both the objective and subjective criteria, History for Today 
emerges as by far the best of the textbooks assessed when objective and 
subjective criteria are used. This strengthens the view that for a more 
balanced judgement it is better to use both the objective and the sub­
jective criteria of assessment. A book, when assessed objectively may have 
the highest number of pictures but when assessed subjectively in terms of 
the skilful use of pictures it may emerge as poor. Objective assessment 
consists mainly in counting factors assessed but the subjective assessment 
stresses on how the text helps pupils understand the material. The need 
to use both approaches in assessing history textbooks cannot be over empha­
sised. We need to consider both the quality and the quantity of factors that 
promote the readability and usability of a book. 

It is now possible to turn to the four Std 8 texts. Exactly the same pro­
cedure, as was described in the first part of this chapter was followed 
for the texts designed for older readers. 



Std 8 --
6. J. 3 Objective Rankings 

The same ranking of 1 to 4 was used in the Std 8 textbooks, with 1 standing for the highest and 4 
the lowest rankings. 

STD 8 
Objective Criteria Book Scores and Rankings: 

Rank of 1 to 4 : 1 = desirable qualities 
4 = least desirable qualities 

Hi story for History 8 History in .. limel ines 
Today Perspective 

. Score Ra nk Score . Rank Score Rank Score Rank 

1. Reading-ease score 63 1 54 2 53,4 3 53 4 
2. Target age level 13-14 1 15-17 2 15-17 2 15-17 2 
3. Sentence structure (simple sentences) 26 2 23 3 31 18 4 ~ 

W 
tT1 

4. Average headings per page 0,8 4 1,8 1 1,5 2 1,5 2 
5. No. of illustrations per page 0,8 I 0,8 I 0,4 4 0,6 2 
6. No . of pictures per book 68 I 8 3 3 4 17 2 
7. No. of maps per book 14 I 2 4 3 3 6 2 
8. Concepts used but not explained 5 I 10 3 12 4 5 I 

9. Concepts explained by definition only 14 2 14 2 5 1 17 4 
10. COncepts explained by definition and exarrple 7 I ° 4 1 3 2 2 
11. COncepts explained by background information only ° I 2 2 3 3 3 3 
12. COncepts explained by definition and illustrations 5 1 I 3 ° 4 2 2 
13. No. of concepts introduced per 3 pages 16 2 13 1 20 4 16 2 
14. No. of concepts explained per 3 pages 16 I 5 4 12 3 13 2 

Cumulative Ranking ~C 35 41 34 

Text Rank Score Text Rank Score 
RTSfory for Today --r- 20 HI story 8 ~ j5 
Timelines 2 34 History in Perspective 4 41 
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One thing emerges clearly from this table, in contrast to the objective 
ranking of results for the standard five texts. History for Today is by 
far the best, but the three remaining books reflect a range of only seven 
pOints, which suggests that there is not much to distinguish them on the 

selected criteria. 

A slightly different pattern emerges when the objective ranking is short­
ened, as shown in Table 6.6. Although History for Today continues to 
rank the highest even in this shortened ranking, Timelines shifts from 
second to fourth position. The results in the shortened ranking cluster 
the three texts, Timelines, Hi story 8 and Hi story in Perspecti ve very close 
together: 20, 19, 19 points. In other words, the shortened assessment 

re-inforces the close similarity which was suggested in Table 
tween these three texts. 

Table 6.6 

SHORTENED RANKING STD 8 

Objective Criteria Book Scoresand Rankl~9~ 

6.5 be-

Rank 1 to 4 : . most de~lrahle 

"------------------------

1. Reading case score 
2. Sentence Structure 
3. Concepts used not explained 
4. Concepts explained by def'hltlon only 
5. Concepts explained by definition and example' 
6. Concepts explained by blllckg"ound Info. only I 
7. Concepts explained by definition and I 

illustration I 

CUMULATIVE RANKING 

TEXT 
II Is tor), for Today 
IIhtor), 8 

III story 1 n Perspective 

l1me11nos 

RANK 
T 

2 

3 

4 

IIlstor), for Today 

Score AlInk 

63 

26 

5 

H 

7 

o 

5 

SCORE 
9 

T9 
T9 
20 

2 

2 

1 

9 

Hhtory 8 
Score Rank 

54 2 
23 3 

10 3 
14 2 
0 4 
2 2 

3 

19 

4 . lellSt desirable 

'~I .. ~~tg~~~e.. Tlmellnes 

Score Rank Score Rank 

53.4 3 53 4 
31 1 18 4 

12 4 5 1 
5 17 4 
1 3 2 2 
2 3 33 3 

0 4 2 2 

19 20 
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The shift in ranking, when the shortened form is used, is illustrated in 
Table 6.7. 

Tabl e 6.7 Full and Shortened Rankings; Std 8. 

Text Fu 11 Ranking Shortened Ranking 

Rank Score Rank Score 

Hi story for Today 20 \)1 9 
Timel ines 2, __ 34 _-v4 20 -- -History 8 3 - "35 "" -- ~3 19 -- --
History in ~rspective 4- - - 41 -- ~2 19 

A change in actual rank position in this situation is, it is argued, not 
very serious. 

In addition to objective criteria the books were also ranked on subjec­
tive criteria. As in the Std 5 case, the book that ranked best was 
ranked as 4 and the lowest was ranked as 1. A book that did not rank 
a particular criterion was given zero. The -guide as to which book is 

the best in terms of each cri teri on was given by the ana lys i s in Olapter 
5. The following table, Table 6.8, shows the subjective rankings. 
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Table 6.8 

Subjective Rankings : Std 8 

Ranking 4 = best 
1 = worst 
o = not done 

Cri teria Texts 

History for History 
Today 

l. Use of headings 4 3 
2. Reinforcing ill ustra-

tions with comments 4 3 
3. Interspersing of illus-

trat ions on relevant 
sections 4 2 

4. Illustrations to explain 
concepts directly 4 0 

5. Colour in illustrations 0 0 

6. Time and chronology 4 2 

7. Notion of change 4 0 

8. Documents 4 3 

9. Qua l i ty of assignments 4 3 

Cumulat ive Ranking 32 16 

8 

Text Rank Score 

History for Today 1 32 

Timelines .2 19 
Hi story 8 3 16 
Hi story in Perspecti ve 4 11 

Hi story in Timel ines 
Perspecti ve 

3 3 

4 2 

2 

0 0 

0 4 

3 

0 0 

0 3 

2 2 

11 19 
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History for Today ranks high in all the criteria except the use of 
colour in illustrations. It surpasses the other books by catering 
for most of the skills needed in the New History; use of cartoons, 
documents and illustrations to explain concepts, use of headings in 
question form, and reinforcement of illustrations 'with tasks or 
comments, which none of the textbooks assessed use. This book is 
surely an improvement on the type of textbooks described by the 
Taylor Commission. 

History in Perspective still confirms the findings. Its illustrations 
are poor and so is the quality of its assignments. On the whole, even 
wi th the Std 8 texts, there is sti 11 room for the introduction of the 
skills-based approach. Textbooks must offer a variety of tasks and 
use illustrations to encourage skills of analysiS, synthesis and eval­
uation . Textbooks have to go beyond definition only to explain con­
cepts. Concepts are fundamental to the understanding of history. Text­
books should do much to aid concept understanding by the tasks they 
give and the illustrative material they use. 

In addition to the subjective ranking, a comparison wa s made of the 
subjective and objective rankings reflecting both the full and the 
shortened rankings. The following pattern, reflected in Table 6.9, 

emerged. 

Table 6.9 Subjecti ve and Objecti ve Criteria Comp a red: Std 8 

Objective Criteria Subjective Criteria 

Text Fu 11 Ranking Shortened 

Rank Score Rank Score Rank Score 

Hi story for Today 17~1 9~1 32 

Timel ines 2, 34--::;t 4, 20 ~2 19 
" - "- -" 

8 3 "- - ,,-- 16 History , 35 --~ 3-~--"" 19 ~3 ,.. -... .,.,.. - .... 

Perspective 4 .... 
~ 

41 - $1)2 <" 19....:::.:A.l;4 11 History in 
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The more eratic rank order (in comparison with the Std 5 books) of 
three books emerges clearly from this table. Once again, however, 
the closeness of thei r scores, on a 11 three tab 1 es, means that shifts 
in ranking are not surprising. In this situation, however, it sha.Jld 
be noted that the rank order for the fu 11 set of obj ect i ve character­
istics is identical to that obtained for the subjective criteria. 
The use of the shortened ranking could yield useful results but 
needs to be treated with caution. It should not be accepted as a 
complete tool unless it is complemented by the subjective tests . 

Both the Std 5 and the Std 8 textbooks, in terms of language, are 
difficult. and this is a serious handicap for a pupil who is not a 
native speaker of English. 

On the whole, therefore, the current textbooks still need much im­
provement to be of help to target pupi Is in Std 5 and Std 8. They 
need to emphasize skil l s instead of content. Understandably the books 

were written to meet the demands of chronologically-structured sylla-
buses, but if there are a few which can try the new approach, 
is surely no reason why others should not. 

there 

Peter Rogers (1981, p. 28) claims that : "what is really wrong with the 
history textbook then, is that it fails to teach what most needs to be 
taught - procedures." He describes historical procedures as connected 
with identification and proper use of evidence. "It must provide pu­
pils with criteria for the proper use of sources. It must provide the 
story .part, the narrative or factual content, which is based on empathy 
and inference; must draw attention to the use made of sources." With 
the exception of Hi story for Today, all the texts analysed do not ex­
ploit the procedures suggested by Rogers. 

Concept development. which is crucial to the understanding of history, 
has been neglected by most textbooks. Generally, then, most of the 
hi story textbooks in Transkei in Std 5 and Std 8 are not doing enough 
to aid concept acquisition or understanding. 

Further, it seems that formal operational thinking in the teaching of 
history has been neglected. Research is needed to design learning acti-
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• vities that will enable pupils gradually to approach formal operational 
thought. 

A brief comparison can now be made of the assessment form used by the 
Transkei Department of Education for teachers to rate new books . (see 
Appendix I). The form is very brief and inadequate. It is designed 
more for ease of use rather than for getting much information about the 
book. It has no room for checking the skills-based and concept-based ap­
proaches. It is designed to elicit mainly yes or no responses, thus 
limiting room for further comments. The form requires mainly subjective 
responses from teachers . It is designed for history as a product, not 
history as a process. There is concern about whether the books sc~ 
by use of this form will equip the child for his examination, which ex­
amination itself needs much improvement. This form is not designed to 
assess history texts specifically, but any expositional textbook. It 
therefore needs to be redesigned. 

6.2 Recommendations 

It can be argued that the procedures used in this thesis lead to a clear 
and understandable assessment of a school history textbook. it is clear 
that some of the procedures are time-consuming to apply. It has been 
shown, however, that a shortened form of assessment of objective cri­
teria will stil l give a reasonable picture of the quality of the book. 

In these circumstances, it could be argued that the methods used could 
replace the existing form shown in Appendix I. A more extended form, 
based upon the ideas described in this thesis, is presented in Appendix 
II . It is nevertheless recognized that some training should be given 
teachers in the meaning and use of the criteria. Thi s training should 
be included in the pre-service preparation of teachers and should be 
considered for in-service courses as well. 

The approach . however, should not be confined to new textbooks as they 
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come onto the market. Because of the understandable reliance upon the 
textbook in the present circumstances of Black education and because 
of the textbooks' shortcomings revealed in this thesis, it is equally 
important that practising teachers analyse their books in the same way, 
so that the teaching methods can compensate for these shortcomings. Ar­
guments, therefore, for pre-service and in-service training are 
strengthened. 
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APPENDIX I 

QUESTIONNAIRE - BOOK READING 

To be completed fully be each reader. 

NAME OF READER 
ADDRESS ................ . ............................................ . 

1. To what extent does the book cover the syl1a~us ? ............. ,-.. 

2. Is the textbook accurate with regard to its factual content? 

3. Is the subject matter presented scientifically and methodically ? 

4. Will the book encourage the young reader to further his studies ? 

5. What is the educational value of the contents ? 

6. What is the quality of (i) the print? .......... .... .......... .. 

· ............................................................. .. . . 
(ii) illustrations? ...... ............ .. .. 

· ... .. .. ..... ....... ........ ....... ... ........ ....... ... .... ... .. . 
(iii) paper and binding? ................. . 

· ....... ... .................................. .. .................. . 

7. What is the linguistic standard of the book? 

· .... .... .... ............ ......... ........ ........ ... .... ... ..... . 
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8. Do you consider the textbook adequate to equip the child well for his 
examination? ..................... . .. . ...... . ............... . 

9. Would you consider it as 

(a) Library book 
(b) Handbook for pupils 
(c) Handbook for teachers 

SIGNATURE OF THE READER 
DATE 

Yes / / 
Yes / / 
Yes / / 

No / / 

No / / 

No / / 
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APPENDIX II 

Suggested History Textbooks Assessment Questionnaire 

A. Particulars of the reader 

1. Name of the reader 
2. Address of the reader 

B. General information about the book 

1. Title of the Book 

2. Author/s 
3. Year of publication . . ... .... . . ............. . ................. . 

4. Class for which book is written ................ . ...... . ..... . . 
5. No . of pages 

C. Assessment 

1. Does the book have the following 
index [ ], glossary [ ], and bibliography [ ] 
(Tick appropriate space) 
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2. Language 

If you have been trained in the use of readability test 

2.1 What is the ratio of simple, complex and compound sentences in 

the book ? 

... . ................. ..... ... .... .. ... ... ... ... ..... .... ... .... 

2.2 What readability tests have you used to test the book? '. 

2.3 What is the readability rating of the book? 

2.4 In general terms do you think that the language in which the 

book is written is suitable for the class for which it has 
been written in terms of readability? . . ............ . ...... . 

3. Concepts 

3.1 What is the book's rate of introduction of concepts? (This 

can be checked by reading those pages selected randomly and 
counting the number of difficult or special terms introduced 
in those pages. They are then graded 0 1, 1 3 or 3 5 from low 
to high.) 

3.2 Are concepts in the books explained mainly by 
(tick appropriate space) 

definitions only 

definitions with examples 

have to be deduced 

[ 

[ 

[ 

mainly from background information 

combinations of all the above [ 

] 

] 

] 

2 
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3.3 How does the book present those concepts like cause and effect 
and change and continuity? Does it for example use pictures 
to show changes over time . 

. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . 

4. Time 

How does the book help pupils gain sense of time and chrobology ? 
Does it use pictures, time charts, time lines, for example? 

5. Illustrations 

5.2 

5.3 

How many pages does the book have ? 
How many illustrations appear in the book? 

5.4 What is the avareage number of pictures per page? 
(divide the number of pictures by that of pages) 

5.5 Are there any questi ons and exerci ses or tasks set on the 
ill ustrati ons ? 

YES [ ] 

NO [ ] 
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6. Bias and Prejudice 

6.1 Are there any detectable instances of bias and prejudice in 
the book? (For example use of emot i ona 11y - 1 aden words, 
racially offensive terms, ethnocentrism i . e . looking at issues 
from one's own value perspective etc.) 

YES [ ] 

NO [ ] 

7. Format 

Is the format of the book orderly and attractive? 

YES [ ] 

NO [ ] 

8. Questions and Exercises 

8.1 Does the book have questions, exercises and assignments ? 

YES [ ] 

NO [ ] 

8.2 In general do you rate the questions as of good quality ? 

YES [ ] 

NO [ ] 
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9. Write down fully any other comments you have on the book . (You can 
even use a seperate paper for those additional comments). 

10 . W~uld you recommend it 
( a) for use as a class text ? 

YES [ ] 

NO [ ] 

(b) as a reference book in the library ? 

YES [ ] 

NO [ ] 

SIGNATURE OF READER ............ • .•.. •... 
DATE ....•.........•............ 
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