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Abstract

The current state of the social studies classroom comprises one of uninspired
students using unexciting textbooks as their guide for learning U.S. history (Hope, 1996;
NCES, 1993; Banks, 1990; Wakefield, 2006). With multiple intelligences gaining
popularity in education, renewed hope exists for social studies to produce quality
textbooks with differentiated instruction to reach all learners. The purpasewasign
a rubric for measuring the presence of multiple intelligenceststagctasks in teacher’s
editions of four 11th grade U.S. history textbooks. Using 1995 to 2007 as a purposeful
sample of consistent authorships and similar publications, the study lookechat'®a
editions of U.S. history textbooks to create a reliable and valid rubric fasuriag the
presence of multiple intelligences tasks in the teacher’s editions of fourdhigbl s
history textbooks. Using this analytical rubric, the researcher analynels wétasks
offered in teacher’s editions of textbooks to determine whether multiplegetees
tasks were being offered. Findings suggested that teacher’s editieftedba
MI/directive framework over a non-directive framework, with Ml/direettasks
appearing much more frequently. However, linguistic/verbal tasks were ikelyetd
appear as the Ml/directive task of choice over other categories. Changemteera
number of tasks found in mid-1990s editions to mid-2000s editions with a decrease in
verbal/linguistic and spatial/visual taskslihe AmericansYet Pathways to the Present

saw an increase in spatial/visual tasks. Hence, it is implied that textbooshgublhave



not embraced MI whole-heartedly and have not met all learner’s needs in terms of
curriculum design. Furthermore, textbooks authors and publishers need to incorporate

more variety in learning tasks to include other categories of multiplaegetates.



Chapter 1: Introduction

Imagine sitting in a high school U.S. history class: the teacher readshieom
oversized textbook while the students sit quietly trying to hide their boredom, apathy
genuine disinterest in the subject. After reading from the textbook, the teakkdhe
students to answer the review questions found at the end of the section in order to gauge
their understanding and comprehension of the content. During the next class, the
guestions are collected and the mundane cycle begins once again with the subsequent
section. After all, teachers have several hundreds of pages of textboaialnatgpet
through, and the school year is winding down. As Moulton (1997) describes, the type of
scenario is noted at the “textbook bound” teacher that begins the school year on page one
and progresses throughout the year in order to get through the comprehensive book.
According to research in the late 1990s, survey results showed that about 74% of teache
use textbooks in class at least once per week, and 94% of history teachextbos&ge
in their classroom at least once per week, which was higher than any otiy@mgis
(Wakefield, 2006).

What is the problem with this scenario? Is it the teacher, the textbook, the
student, the curriculum, or the combination of all the stated factors? Are the student
actually learning the content in the history class? Are students acivghged in the

learning process? Are differences in intelligences being taken into aecéuatspecific



skills being taught? Or is the vicious cycle producing students that are pdochted in
history and social studies and could fail to become effective and engagedscafzhe
United States and the larger global community?

According to the National Council for the Social Studies Board of Directors
(2001), the goal of education is to prodieagaged and effective citizens. NCSS has
defined an effective citizen as one who has the knowledge, skills, and attitudesdrequir
to assume the ‘office of citizen’ in our democratic republic” (NCSS BoaRirettors,
2001, para 2). However, according to recent research by the National Center for
Educational Statistics (2006), student test scores in history mostlyolndyahe basic
level. Before one can begin to solve this dilemma, it is imperative to look at tlexicont
of the presented problem.

Background of the Problem

Shifting viewpoints on theories of learning have permeated education over the
past 30 years. In classrooms of the past, it was commonplace for teacherthto us
textbook as the major tool for instructional purposes (Banks, 1990; Zevin, 2000). It was
also commonplace for the teacher to be the only active participant in the Igaagegs,
implying that the teacher stood up in front of the classroom delivering the corhiiént w
the students sat passively at their desks listening, following along in the texéindok
hopefully memorizing the information for the upcoming test. This type of ingtnatt
delivery is often referred to as passive learning or direct instructioectDmstruction
has its foundation in the behaviorist model. Through this model, the teacher establishes
specific learning goals and builds sequential learning activities basedsenaijectives.

Direct instruction involves teacher led instruction and “provides few optionatehtor



student initiated activities, tends to be large group oriented, and tends to emphasize
factual knowledge” (Orlich, Harder, Callahan, Trevisan, & Brown, 2004, p. 37).
Related to the direct instruction model is Freire’s concept of banking which
suggests that students are empty receptacles that are filled byctier teducator.
According to Freire (1993) and his notion of banking, “education thus becomes an act of
depositing, in which the students are the depositories and the teacher is the depositor.
Instead of communicating, the teacher issues communiqués and makes depositsewhich t
students patiently receive, memorize, and repeat” (para. 5). While Freirotas
advocate of this banking model and instead introduced “problem-posing education” in
which students and teachers, alike, engage in dialogue and discovery, Freireedel bel
that the passive idea of banking was detrimental to the education and learning process
Due to Freire and others, shifting views have developed on student learning and
direct instruction or passive learning. These altering views are groundettirebries
of constructivism and promote students being active participants in the learningproces
The ideas of constructivism rest on the foundation that learning is constructed,
contextual, and teachers may need to rely on several modes of instruction in order for
learning to occur (Orlich et al., 2004). Constructivism can be viewed as dansnthat
each of us through our experiences builds different ways of looking at things, which
cause us to develop different perceptions” (Shapiro, 2008, p. 4). Out of these modes of
instruction comes the idea of active learning because learners arelyamivstructing
their own sets of meanings or understandings. Knowledge is not a mere copy of the
external world, nor is knowledge acquired by passive absorption or by simple

transference from one person to another” (Phillips, 2000, p. 7). Active learning involves



more student-involved types of instruction such as cooperative learning groups, hands-on
activities, small group discussion, student presentations, and inquiry-orientéieaadn
which students are more involved in the learning process (Orlich et al., 2004). In the
active learning model, the teacher is viewed as a facilitator to tmerigaather than the
sole authority of knowledge (Orlich et al., 2004). The teacher is no longeasdiee
depositorin the active learning model and instead the students become an active
participant in their own education. As Phillips (2000) explained, “knowledge is made,
not acquired” (p. 7)

In order to explain these shifts in learning theories, one must review brain
research and its impact on learning theories, pedagogical methodologidsyuagiud
about intelligence. Prior to the 1960s and early 1970s, most thoughts about how the mind
worked were based on behaviorist models and attempted to explain what was happening
inside the brain by observing outside or visible behavior. Through repeated observations,
it was believed that one could understand an individual and thus began to make
predictions about his or her behavior and brain processes (Sousa, 2001). However, there
are severe limitations to the behaviorist model. According to Sousa (2001), tHesst
couldn’t see inside the brain while its owner was still alive and using it, and second, the
had to deal with free will—that is, a person’s behavior was not always an accurate
reflection of what was happening in the brain” (p. 1). For example, the behavioridt mode
could not take into account or begin to explain the concept of free will, as behaviorism
assumes that repeated observations of behavior are the major way of explaimng br
activity, yet with new theories about behavior, constructivists began to question the

importance of how one’s free will could control choices and possibly execereadive



behaviors. With the advent of new technologies, brain-based researchers began the
challenge of looking inside the brain to see activity and movement using advanced
equipment such as computerized tomography scans, positron emission tomography scans
and magnetic resonance imaging tests. These technological tools havd allowe
researchers to decipher and to better understand which parts of the brain are a@odmant
gain new insight into how the brain develops, learns, and processes (Sousa, 2001).
The shift from passive to active learning strategies was prompted byblassed
research which contributed to shifting thoughts about learning, processingeand t
intelligence of students. It is now generally accepted that all indigdicahot learn in
the same way and what works for one individual may not necessarily be effective
another individual. These learning differences can be thought of as learhasgosty
learning preferences. More specifically, a learning style can be defirffteacognitive,
affective, and physiological traits that learners exhibit as theyacttenth the classroom
environment” (Orlich et al., 2004, p. 178). Constructivism views learning as an active
process in which prior experiences are taken into consideration and inquiry and discovery
are important to the act of learning. Jerome Bruner, an American psychologist,svho ha
greatly influenced the field of education with his theory on cognition, thought of lsarner
as active problem solvers. Bruner believed that learners were able taliffias[i
concepts if a spiraling curriculum was used as the approach in which ther lsaable to
use their own hypothesis and experiences to better understand the wholeilwhile st
visiting the basic ideas to help clarify and gain understanding (Smith, 2002)erBrun
assisted the growth of constructivism by advocating for the use of intuition and a

readiness for learning in his bodkye Process of Educati¢h960). With the field of



education changing views on learning, knowledge, and processing, it is now generally
understood that students possess varying learning styles, view problemsantiffe

ways, and thus have different modes of solving them. By allowing differing methods of
solving the same problem, it appears that there is not always a single cosveet;a

rather, variations of correctness depend on how one solved the problem. These multiple
variations on what is correct or right add to the controversy of what is meantteyrthe
intelligence.

In Western societies, much debate has centered on the definition of the term
intelligenceand furthermore what criteria an individual must possess in order to be
deemed as intelligent. Traditionally, intelligence has been viewed assarable
capacity with which individuals are born. According to this view, intelligesessessed
by a short-answer test which generates a “quotient” number of an individual's
intelligence (Thirteen, 2004). According to Gardner (1983), traditionaledisve “each
individual is born with a certain amount of intelligence, and that we, as individuals, can
in fact be rank-ordered in terms of our God-given intellect or 1.Q.” (p. 7). Aowpto
Campell, Campbell, and Dickinson (1996), the traditional view of intelligence rests on
two fundamental assumptions: “human cognition is unitary, and that individuals can be
adequately described as having a single, quantifiable intelligence” (pDeparting
from the traditional philosophy of intelligence, Gardner (1983) proposed in his book,
Frames of Mindthat intelligence must be more than a quotient number given to an
individual after administering a test including quantitative reasoning, yisaeéssing,
and memory tasks. Intelligence, as defined by Gardner, is “the ability topgolblems,

or to create products, that are valued in within one or more cultural settings” (p. xxiv).



Using the definition as the framework, Gardner introduced eight criteria for an
intelligence and proposed his theory of multiple intelligences (MI) whiicinally

rested on the foundation that human beings possess seven intelligences. Those seven
intelligences include verbal or linguistic, logical or mathematidgalal, bodily or
kinesthetic, musical, interpersonal, and intrapersonal. Gardner later addghthan e
intelligence of naturalistic (Gardner, 1999). Gardner proposed that schools and
classrooms often limit their focus only on the verbal/linguistic intelligeardd the
logical/mathematical intelligence, leaving the remaining intelligerand learning styles
untouched (Orlich et al, 2004). As a result, “six areas of intelligences arectmhgc
depressed by schooling” due to the localized focus on verbal and mathematical tasks in
U.S. classrooms (Orlich et al., 2004, p. 180). Once proposed, many educators agreed
with Gardner’s notion that individuals may be intelligent in different areas gGaim

1990; Campbell & Campbell, 1999). After all, educators deal every day with students
whose strengths and weaknesses vary depending on the task at hand. From educator’s
perspectives, Gardner’s theory of MI quickly turned from a hypothesis alidgiito a
practical pedagogical tool to implement in the classroom. Gardner’s tisgogused on

two essential claims. The first is that “no two people have exactly theistatigences

in the same combinations” (Gardner, 1999, p. 45). Gardner believes that intelligence is
result of genetic and environmental factors which will affect our inteilcgs

combinations. The second essential claim is that individuals have a “unique blend of
intelligences” (p. 45). The beauty and challenge of the second claim is aéterhmow

to best take advantage of the blend, especially in the educational arena. More



specifically, can Ml theory help us better educate students and cr@ate@a curricular
resources to reach all intelligences in the history classroom?
Statement of the Problem

“Why do we even have to know this stuff? We are never going to use it anyway!”
The preceding quote is heard from students by most history teachers gi@onie the
school year. The sentiment felt by many students is not a novel one; rather, itis a
consistent and growing problem that has plagued history and social studiesddarc
many years. Teachers often find themselves frustrated because “odenysiconsider
social studies uninteresting” (VanSickle, 1990, p. 23). Furthermore, students f¢leétha
social studies are irrelevant to their lives and future aspirations in tetmsirofareer
(VanSickle, 1990). Research shows that over the past 20 years high school seniors have
reported a “declining interest in school” (NCES, 2002, p. 4). Furthermore, teachers ha
begun to take notice and classify student apathy as a serious problem (NCES, 1993).
Apathy in school can be broadly defined to include a “lack of goals or concern for them,
assignments not turned in, poor attendance, behavioral acting out, and low parental
involvement” (Moulton et al., n.d.). While research findings have been varied on what
the causes of student apathy are in the social studies, there have beerhataoms t
cause of student apathy is due to the “teacher’s failure to articulate nfahamd
relevant objectives” (Hope, 1996, p. 150). It seems that students are simply tired of
sitting in classrooms as passive observers while the teacher is thetodypadicipant
in the learning process (Hope, 1996; VanSickle, 1990).

Apathy is not the only common problem in the social studies. According to the

National Center for Education Statistics (NCES), the lack of achievemtrd social



studies classroom is becoming another common problem that educators antieesearc
are confronting. The National Assessment of Educational Progress (NitEP) f
administered the history assessment to Grade 4, Grade 8, and Grade 12 stuakents in t
United States in 1994, and later re-administered the test in 2001 and 2006. According to
the National Center for Education Statistics, more than 25,000 students wetdrteste
1,100 public and nonpublic schools throughout the United States. Students answered
both multiple-choice questions as well as constructed-response questions (Nationa
Center for Education Statistics, 2001 & 2006). The results classified stutentsié of
the following three categories: basic, proficient, and advanced. Although there were
some increases in achievement-level performance from 1994 to 2001, most students only
exhibited the basic, or lowest, achievement level defined as “partialrgnakte
knowledge and skills that are prerequisites for competency in U.S. historyorfilati
Center for Education Statistics, 2001). The NAEP results indicated that 67% bf fourt
graders, 64% of eighth graders, and 43% of 12th graders achieved the basic level (2001)
Furthermore, 18% of fourth graders, 17% of eighth graders, and 11% of 12th graders
achieved the proficient level defined by the NCES as “solid academicparioe”
(NCES, 2001, p. 8). Last and most shockingly, 2% of fourth and eighth graders, and only
1% of 12th graders achieved the advanced level defined as superior perfornai&e (N
2001).

The 2006 NAEP results do show some improvement in student knowledge of U.S.
history with some groups increasing their assessment scores since 1994 and 2001.
Improvements were noted in the fourth-grade performance with 74% of them pegorm

at the basic level. Eighth graders climbed from 62% at the basic level in 2001 td 65% a



the basic level in 2006. Twelfth graders also increased in the basic levdiooimagrce
climbing from 43% in 1994 and 2001 to 47% in 2006. However, the trend at the superior
or advanced level remains unchanged with only 2% of fourth graders and 1% of both
eighth and 12th graders reaching the most highly developed level (NCES, 2006). Even
with these slight improvements, it is clear that most Americans are p@rtpat only a

basic level of understanding and knowledge in U.S. history and most are not clearly
proficient or advanced in their knowledge base of historical events and sigedfica

their own country.

The Research Problem

Based on the current state of apathy in the social studies classroom, dismal
achievement results in social studies and history, and lack of engagement inahe soc
studies classroom, it seems critical for educators to assess whaing these negative
forces to intrude on the history classroom and student learning and furthermotbekiow
can alleviated in order for student achievement and motivation to progres#fisFor
study, the theory of MI and the U.S. history textbooks are the focus.

Ml theory is seen by some educators and educational researchelseas a li
solution to many of the problems plaguing the classroom such as low achievesultst re
and poor motivation. Research endeavors have shown that a Ml curriculum caseincrea
achievement and motivation within the classroom (Kosky, 2008; Mettetal, Harper, &
Jordan, 1997; Strahan, Summey, & Bowles, 1996). Action research projects involving
MI have shown that implementing a multimodal MI format in the classroonhekp
develop students’ independence and responsibility, reduce discipline problems, improve

academic achievement, improve cooperative learning skills, and develop new skills

10



(Campbell, 1991). Adding to the need for a merger of Ml and textbooks, Gardner (1991)
believed that for actual educational reform to take place, four factors masgbtet,

with one of those being curriculum, followed by assessment, teacher education, and
community participation.

With the state of Florida on the verge of adopting new instructional matemals
the social studies classrooms during the 2011-2012 year, the Florida Depaiftment
Education (2008) specifically asked textbook publishers for learning stiatbgie‘fit
with the content, the objectives, and the learners” (p. 27). Described by the Florida
Department of Education as “modalities,” the Priorities for Updatingucisonal
Materials (2008) requested that activities include verbal-linguisticzdbghathematical,
musical, spatial, and bodily-kinesthetic dimensions (p. 58). Furthermore, theadlizde
for interactive tasks, group activities, manipulations/hands-on-minds-oniastivit
cooperative and active tasks as way to engage the active participatioderitstin order
to help improve learning (Florida Department of Education, 2008). These “modalities
and suggested types of tasks are the MI framework. Essentially, the stimiedaf F
seems to be advocating for the use of a MI framework in the future textbooks adopted,
citing that these MI-structured tasks will help improve learning, support vagatrsrg
styles, and increase active participation in the social studies.

Textbooks are predominately the most widely used instrument in the classroom
(Banks, 1990; Wakefield, 2006; Zevin, 2000). They serve not only as the source of
information in the classroom, but also as the planning tool driving the teacher’s lessons
and units (Banks, 1990; Zevin, 2000). Textbooks are the sole source of information in

social studies and history, and those content areas are not alone in their cgliance

11



textbooks as other subject areas rely on the textbook as the foundation of their
curriculum, instruction, and planning (Banks, 1990; Zevin, 2000). According to
Chambliss and Calfee (1998), “The textbook is both the subject-matter authority and the
heart of the instructional program” (p. 1). According to research in the late, 52@0sy
results showed that an about 74% of teachers use textbooks in class as least once pe
week (Wakefield, 2006). Furthermore, the same study found that 94% of historyseache
use textbooks in their classroom at least once per week which was higher tlodimeainy
discipline. New teachers often find themselves using the textbook more frequemtly tha
they anticipated citing that textbooks were “a reasonable way to manajdeast

survive, the demands” of the teaching profession (Ball & Feiman-Nemser, 1988,.p. 415)
Print materials (other than the textbook) were used less in the historpcolassian any
other discipline (Wakefield, 2006). In numerous research investigations, results have
shown that “half or more of social studies teachers depend on textbooks as their major
teaching tool” (Zevin, 2000, p. 320). Even more disheartening are the results from a
national survey by the Effective Programs for Innovation in Education Ingit9®)

which that found “two thirds or more of classroom time in a typical social studies
classroom was devoted to reading, reviewing, and answering questions fromrcianme
textbooks and related print material” (as cited in Zevin, 2000, p. 320). Another study
showed that nearly all social studies teachers had students read textboasiscatde a

week in class and as homework (Chapin, 2003). Yet another research endeavor by the
Fordham Foundation found again that 80% to 90% of students read from a history
textbook at least once a week, and teachers rely heavily on the textbook for andtent

curriculum (Leischer, 2004).
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According to Orlich and colleagues (2004), textbooks “can offer useful insights
into the curriculum and how to plan for and teach it” (p. 122). Tyson (1997) points out
that decades of research on teachers' use of textbooks shows that the overwhelming
majority use textbooks as their main curriculum guide and source of lesson plans,
especially teachers at the elementary school level who are respdmsible or six
subject areas (p. 6). More specifically, the teacher’s edition of most staas and
U.S. history textbooks is filled with activities and ideas for the instructonplement in
the classroom experience. These annotated resources become the path for many
instructors to teach the social studies curriculum. Textbooks and their acgamgpan
worksheets comprise 75% to 90% of the learning that occurs in our nation’s classrooms
(Armstrong, 2000a). According to Armstrong (2000a), this “worksheet wadtela
perpetuates three types of passive learners: (a) those who appeafslibeeause they
can comply with the rules of the game, (b) students who are deemed underachievers, and
(c) those whose own unique ways of learning prevent them from succeeding in such an
environment are labeled learning disabled or attention deficit hyperadisdrdered.

Hence, the impact of the textbook is still very significant in today’ sohasns.

A major problem with the U.S. history textbook is the organization and quality of
the content and activities that lies within the pages. According to Zevin (2000),
“Textbooks reduce complex events and theories to manageable proportions, but they also
eliminate much of the opportunity for students to think for themselves, to see how
conclusions are drawn, and to make judgments about history” (p. 321). In reducing the
historical content to names, dates, and basic memorization, students lodailtheioa

become active participants in the classroom and are subjected to passive modes of
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instruction. On the other hand, it is important to note that textbooks do serve a purpose in
the U.S. history classroom by summarizing large amounts of information itito we
organized facts, yet the purpose they serve also contributes to the problenedtey c

(Zevin, 2000).

Furthermore, teachers feel that textbooks are an important tool in organizing
classroom activities, providing for instructional benefits, and helping wsdoteideas by
providing maps, worksheets, and posters (Schug, Western, & Enochs, 1997). By their
very nature, the function or current use of textbooks meets the verbal/linguistic
intelligence criterion because it guides content that is intended to beviekdat the
same time creating another problem for U.S. history textbooks: thatafd/inhdividual
learners. Are the tasks found in the U.S. history textbooks using a Ml gpyriea&h to
reach all learners?

It is often found that the five nontraditional intelligences of spatial, musical,
kinesthetic, interpersonal, and intrapersonal are overlooked in the educaior@al ar
according to Campbell (1991). Yet, Campbell believes that “if we can develop ways to
teach and learn by engaging all seven intelligences, we will inciteap@ssibilities for
student success.” (p. 2). Armstrong (2000b) states, “during the typhcadistay, all
students should be exposed to courses, projects, and program that focus on developing
each of their intelligences, not just the standard verbal and logical skilfsttii@cades
have been exalted about other domains in U.S. education” (p. 82). It appears that a major
problem with U.S. history textbooks lies in the premise that not all intelligemedseing

targeted. Furthermore, the lack of focus on all intelligences could be ageadi
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contributor to poor student performance and low achievement results because students
with unique intelligences are often overlooked and ignored.

According to the National Center for Education Statistics (2006), students in
Grades 4, 8, and 12 reported reading material from a textbook every day whitte was
highest percentage of any in-class activity in history classroéwaditionally, trailing
behind the reading tasks on a daily basis included discussing the materialtamgd wri
short answers to questions. These statistics show that most studentsyrclasssooms
across the United States are involved in linguistic or verbal tasks thetgnajdhe time.
What about the other intelligences? Although many educators may have recogaized t
importance of implementing Ml theory into the curriculum, the textbook and its
prescribed activities often seem to appeal to only one intelligencetistimgntelligence.
Students whose learning strengths are not linguistic in nature may fmdedives unable
to understand and appreciate new content and concepts. As research has suggssted, m
teachers use the textbook activities as the key source for planning lessons amghsfruct
curriculum. Hence, student performance, motivation, and engagement are all being
influenced through the use of these textbook-based activities. The teadiiois of the
textbook differs from that of the students by an increase in the number of ativitie
provided. The teacher’s edition of the text often hasagaroundthat contains three to
seven additional activities for a teacher to use in engaging students ticalgatopic or
chapter of focus. Research suggests that teachers use the teachen's @diéxtbooks
for the administration of pre-planned lessons using the commercially packhfjease
quite extensively for planning and instruction (Moulton, 1997). By looking and

examining the activities that are found in the teacher’s edition of U.S. histdbpoks,
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one might be able to determine whether the textbooks being used by secondheng teac
are presenting Ml tasks in order to offer differentiated instruction so tiasrgs of all
intelligences can be successful.
Purpose of the Study

The purpose of this study was twofold. The study utilized a rubric for measuring
the presence of MlI-structured tasks in the teacher’s editions of four 11th g&de U
history textbooks. The tool was created first giving the researcheapladility to
analyze the types of tasks found within the teacher’s editions of the listdrgoks.
Through the analysis of the types of tasks, the second purpose allowed the reggarche
determine what types of MI-structured tasks were being offered in thHest&aeditions
and to distinguish what changes have occurred from early textbook editions to more
recent textbooks in use.

Throughout the United States, the history classroom appears to be in turmoil. The
National Assessment of Educational Progress (NAEP) results in thefdseda. history
show less than favorable progress for America’s fourth, eighth, and 12th graders
(National Center for Education Statistics, 2001). Many teachers feslttikints are not
tuned into social studies and students find the content boring and irrelevant (Hope, 1996;
VanSickle, 1990). Young people are not engaged in classroom activities as often as
hoped (Wakefield, 2006; Zevin, 2000). The question becomes: How can the history
classroom and the student become motivated, challenged, and engaged in his or her own
learning? With action research projects showing that MI-inspireccalum is
improving academic performance and raising student motivation in the clas#rgom

possible the merger of a MI curriculum with the availability of textbooks coulbebe t
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answer to some of the problems that the field of history is facing (Campizah&bell,
1999; Hickey, 2004; Kosky, 2008).
Significance of the Study

Because of the continued dependence and reliance of history educators on the
textbook as the primary means of instruction, planning, and content engagement, it is
important to examine the quality of the teacher’s edition of these histobp tdost
Although there is an increasing body of research surrounding Ml and its practical
implications, there have been few studies to examine the presence otihess<€ in
the teacher’s editions of history textbooks. This study may contribute tevangrbody
of research on Ml as well as add to a large amount of research that curristslypexhe
quality of history textbooks focusing more specifically on the teacheti®edi the
texts. With U.S. students receiving less than favorable results oryrassgssments and
a growing sense of apathy in history classrooms around the United Statesaiis dpae
the implementation of a Ml curriculum could help revive the history classroom and
student interest on the subject. More specifically, the U.S. history teacthitios ef the
textbook could hold the key to improving student performance and motivation. In
addition, the study may contribute to the textbook selection process in states and
individual districts by informing educators and the field about the instructicsia ta
found in the selected textbooks.

With the creation of a valid and reliable rubric that can accurately measure the
types of Ml activities found in the teacher’s edition of U.S history textbookshaped

that the tool will be made available to other researchers and interested partnat
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other data can be collected from other textbooks in order to greater understand the
influence of Ml theory on U.S. history textbooks.
Theoretical Framework

For the purposes of this study, Gardner’s Ml theory was used as a theoretical
framework articulating the research problem. First posed in the early 19808eG
deviated from the traditional views of intelligence at the time and suggested that
intelligence was the capacity for problem solving in content-specificemvients. More
specifically, he first defined intelligence as “the ability to solv@bjpegms or to create
products that are valued within one or more cultural settings” (Gardner, 1999, p. 33).
Later, he refined the intelligence definition by viewing intelligencesas *“
biopsychological potential to process information that can be activated iueatult
setting to solve problems or create products that are of value in a culture” (p. 34).
Viewing intelligence as a potential rather than a quantifiable gldetinguished
Gardner’s MI from the traditional view of intelligence and its singular eatttis
holistic approach to intelligence is much more broadly defined than thedaredijpaper-
and-pencil IQ (intelligence quotient) tests (Stanford, 2003). The original seven
intelligences proposed by Gardner are linguistic, logical-mathematcaical, spatial,
bodily-kinesthetic, interpersonal, and intrapersonal (Gardner, 1983). Later Gardne
added the eighth intelligence, naturalist, and has also conceded that there isdoidanc
possible spiritual intelligence and existential intelligence (Gard®99). According to
Gardner’s (1999) framework, two essential claims exists within Ml yhd9r‘the theory

is an account of human cognition in its fullness and 2) we each have a unique blend of
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intelligences” (pp. 44-45). Thus, it becomes the job of the individual to seek out which
intelligences are present within and to minimize it or revel in it.

Using a set of eight criteria to ground his Ml in, Gardner used the criteria to
measure whether a talent was actually an intelligence. Theafostriteria are grounded
in the biological sciences: the potential of isolation by brain damage, and ananayuti
history and evolutionary plausibility. From logical analysis, the third andhf@uiteria
include an identifiable core operation or sets of operations and susceptbditgdde in
a symbol system. From developmental psychology, the fifth and sixth critetdeneal
distinct developmental history, along with a definable set of expert end-state
performances, and the existence of idiot savants, prodigies, and other exteptipia
The final two criteria stemming from psychological research include sufppor
experimental psychological tasks, and support from psychometric findings. tbsing
criteria as the backbone for Ml , Gardner (1999) proposed the existermenfseparate
human intelligences.

Linguistic and logical-mathematical intelligences were thé five which are
traditionally valued in the school setting. Linguistic intelligence comgisthe ability to
think in words, both written and spoken, and to use language. In the job market, authors,
lawyers, writers, and newscasters exhibit high levels of linguistilligatece. Logical-
mathematical intelligence consists of analyzing problems logicalgulating,
qguantifying, and carrying out mathematical operations. Scientists, maitianmst
computer programmers and engineers demonstrate high levels of logthakmtcal

intelligence.
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The next intelligences are often notable in the field of arts, but can be used in a
variety of experiences and environments. These include musical intellidpeidy-
kinesthetic intelligence, and spatial/visual intelligence. Possesskitlia performance,
composition, appreciation, and sensitivity to pitch and tone encompass musical
intelligence with musicians, composers, and conductors exhibiting high levels of
intelligence. Bodily-kinesthetic intelligence involves using one’s body to maeul
objects, solves problems, or fashion products. Craftspeople, athletes, dancers, and other
technically oriented professionals possess high levels of kinesthetigernek.
Spatial/visual intelligence makes it possible to think in three dimensional Yoy
recognize and multiple patterns and space. Sculptors, architects, graptahavisthe
ability to navigate oneself with spatial/visual intelligence.

In the original list, the final two intelligences were the personal igeeiltes of
interpersonal and intrapersonal intelligences. Interpersonal is the gdpaedrk and
interact with others successfully by understanding motives, intentions, and @ésire
others. Salespersons, teachers, religious leaders, and politicians need tohpgissess
levels of interpersonal intelligence. Intrapersonal intelligence detiwesbility to
understand one’s self and use the information in planning and directing one’s life.
Psychologists, theologians, and philosophers often possess strong intrapersonal
intelligence.

Added later, naturalist intelligence refers to the ability to recogamgeclassify
patterns in nature. People with naturalist intelligence are often thought toube with
nature, exploring the environment, and learning about other species. Naturalist

intelligence also denotes the ability to be highly aware of small chkdodkeir
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environment. Botanists, conservationists, farmers, biologists, and environntentalis
often possess strong naturalist intelligence.
Research Questions

The goal of this research was to shed light on the teacher’s editions of U.S.
history high school textbooks by developing a tool to measure the availability and
presence of Ml structured tasks in those particular texts. The centrabguede
addressed in this study was: Are the textbooks being used by teachers in sddddhdary
history classrooms presenting tasks promoting the MI framework in order to offer
differentiated instruction to all students? More specifically, the follgwmestions were
investigated:

1. To what extent do the annotated teacher’s editions’ recommended activities in
four widely adopted high school U.S. history textbooks reflect a multiple intetiege
framework?

2. Are certain multiple intelligences more likely or less likely to appetiraein
teacher’s editions’ recommended activities of four widely adopted high schaol U.S
history textbooks?

3. Has the number of multiple intelligences tasks recommended in the teacher’s
editions of four widely adopted high school U.S. history textbooks changed between the
mid-1990s editions and the more recent mid-2000s editions?

Due to the use of the chi square goodness of fit test for the research questions, it
was hypothesized that there were no differences between the two valuesfound i
research question one. Essentially the null hypothesis predicted that there would not be

any difference between multiple intelligences-directive tasks and therecingk tasks.
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Similarity in research question two, a chi square goodness of fit test was useghiand a
it was hypothesized that there were no differences between the catejonielligences
found in the textbooks. For example, it was hypothesized that there were no dierence
in the number of linguistic tasks when compared to logical tasks. For each gatiegor
was assumed that there was a 1:1 predicted ratio. Last, it was hypothesideer¢hat
were no differences between the 1990s editions and the more recent mid-2000s edition in
terms of the number of multiple intelligences tasks found in each.
Method of the Study
The first important step of the study involved the selection of the textbooks to be
reviewed and the content/tasks to be analyzed. Once the textbooks weeel stlec
researcher began the developmental phase of creating the rubric to meastitetied
tasks. The researcher initially designed a rubric of MI-directslestand began to
categorize tasks found in the teacher’s editions into single or multiple gategor
depending on what the teacher and the student were asked to perform. The researcher
continued to preliminarily analyze tasks found in the teacher’s edition oftser
textbooks and the Pinellas County Essential Learnings (2004) for the 11th gxemde se
as the guide for selecting specific content, chapters, and tasks for anghsiBinellas
County Essential Learnings are the essential content that should be taugispacive
grade level and sequence. These essentials learnings were credtezdlay @ounty
educators and are based on the Florida Sunshine State Standards which are supported by
national standards and current educational research (Pinellas County Schools, 2011)
Once the tool was developed, the third phase of the study involved the rubric

being expert-checked to determine its consistency. During this phase aiti¢hst
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researcher maintained an audit trail to help lessen the limitations of tyeastid
provided clarity and insight on what decisions were made and the rationale behind those
decisions.

The fourth phase of the study used the rubric as the tool for analysis of the
selected textbooks and investigating the contents. The researcher attedyzsis
found within the textbooks to determine its MI category. Data was callecie later
used in the final phase in order to answer the prescribed research questions.

The fifth and final phase of the study involved turning the data collected into
information. The researcher looked for themes and patterns that emerge from the
curriculum in terms of Ml usage. The researcher also compared themestantspat
those of an earlier adoption year to see if Ml usage in textbooks shifted over the aour
time.

Assumptions and Definitions

A major assumption of this study was that secondary U.S. history teachéng us
suggested activities of the annotated teacher’s edition textbook as part céghér
classroom activities. As stated earlier, research indicates tratyhetchers do use the
textbook as part of their curriculum planning, organization, and content knowledge
(Banks, 1990). Furthermore, research suggests that new teachers, in tintagjeanena
in particular, tend to use textbook programs in spite of what they had been taught during
the teacher preparation classes (Ball & Feiman-Nemser, 1988). Stadesuggested
that textbooks structure at least 75% of classroom instruction and textbooks and their
accompanying teacher guides “provide a road map from which few teachersmagr

detours” (Tyson & Woodward, 1989, p. 124). In a review of the literature on teachers’
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use of textbooks, Moulton (1997) found that many factors account for the use of the
textbook including beliefs about school board support of the textbook, parent pressure,
peer pressure, beliefs about what school should look like, ease of use, lack of other
materials, and responsibility to plan and teach multiple subjects. Reseggests that
teachers rely on textbooks as their major source of planning instructional estiviti
(Moulton, 1997). From those research findings, it is assumed that teachers athausing
suggested activities in the teacher’s edition of the U.S. history textboodaioi e
lessons and plan classroom activities. As noted in Zevin (2000), “Many tesaits
follow the textbook as their main source of ideas and material without muchreant
or supplementation from other sources” (p. 320). The textbook becomes a manual for
teaching which guides teachers through the content, supplemental activities, antl cont
planning with virtually any effort on the part of the instructor (2000). Additionglly
believed textbooks may be the most commonly used instructional resources gsjoecial
newer or inexperienced educators who “might be more prone to rely on the text for the
scope, sequence, and content in their teaching” (Cruz, 2002, p. 327). Social studies
literature and research, further, finds that teachers “believe in theaigutfdhe
textbook” (Thornton, 1991, p. 243). Teachers seem to be using the textbook, specifically
the teacher’s edition, to assist in curricular planning, classroom astiatid learning
goals.

For the purposes of this study the following definitions are based on those
provided inintelligence Reframe(l999) by Howard Gardner were used. However, it is
important to note that these are based on his work and operationalized to meet the needs

of this study.
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Bodily/KinestheticAbility to use the body to solve problems with a task and
tasks that are grounded in more “real-life” activities; Tasks may ingdaderming a
skit, role-play, or simulation or cooking a dish from a native country.

Combined-2A task in which two Ml tasks are found within the task.

Combined-3+ A task in which three or more MI are found with the task.

Interpersonal:Ability to work with other people; Tasks may include working in
pairs, partners, groups, cooperative learning.

Intrapersonal:Ability to understand one’s self; Tasks may include writing a
personal reflection, engaging in self-reflection, what would you do type quesimms
would you feel, how would you react, how would you decide?

Logical/MathematicalAbility to carry out problems in a logical manner; Tasks
associated with logical/mathematical intelligence may includelits, listing in
chronological order, bar charts, pie charts, or graphs; students may aletdo use
an almanac to find percentages or perform mathematical tasks.

Multiple Intelligences Directive Taslkn activity or job in which the teacher is
requiring the student to do a specific job, to answer questions, to perform a behavior or to
produce a product. The important function is that the student is being asked to produce
something in terms of his or her learning. An example is explaining to sfutiahthe
Indian Removal Act affected peaceful Native American groups. Ask the students to
assume viewpoints of the members of the Southeastern tribes and write letiedseiew A
Jackson. From this example, one can see that the teacher is requiring the student to

perform a written task.
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Musical/RhythmicAbility to appreciate and recognize musical patterns; Tasks
may writing an original song, listening to a musical composition, analyzinglgocs)
searching for songs, performing a musical piece.

Naturalist: Ability to observe, understand, and organize patterns in the natural
environment; tasks may include keeping a notebook, organizing collections, observing
nature, and collecting data.

Nondirective TaskAn activity that does not specifically ask the teacher to
perform a job and in turn the student cannot perform a task because the teacher was not
asked to do so. A nondirective task might appear as a single question in the teacher’s
wraparound section of the textbook. As example is asking, Who were the “fiveedvili
tribes” and where did they live? What was the Indian Removal Act of 1830? From this
example found iMhe Americangext (2007), there were simply five questions found in
the wraparound text. It was not stated that the teacher was to ask thésms|teshe
students, nor was it suggested that the students were to do anything with the questions.
Due to its nonspecific nature, tasks such as these were categorized as athantisk.

Verbal/Linguistic Ability to that which is written and/or spoken; producing
language, reading, writing; Tasks may include reading, discussion aneiter,
research a specific topic, define a term, explain a concept, ask about a coraegt or i
analyze a concept, create an outline, review a primary source document, theswe
section review questions, give a presentation.

Visual/Spatial:Ability to develop a mental and/or literal image or chart or
organizer. Tasks may include analyzing a photograph, analyzing a cartoon, mg\aewi

map, creating a chart, completing a graphic organizer.
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Limitations/Delimitations

Although much research on Ml theory deals with possible improved achievement
scores or increased motivation, this research was intended to focus on the curmculum a
Ml tasks found in the teacher’s editions of four 11th grade U.S. history textbib®ks.
intent was not to examine the effectiveness of Ml in the classroom, rath@ught to
look at the availability of Ml tasks in the textbook-prescribed curriculumlsdt sought
to identify changes or fluctuations in Ml tasks over the course of time byzargafour
textbooks that have been revised over an allotted time period. Because the researcher
developed her own tool to measure the quantity and presence of MI-structured tasks,
there was a possibility that the researcher may unintentionally influeaceitcome of
the study. There was an audit trail as well as expert-checking of thetulassen the
likelihood of the unintentional effects.

Because the researcher wanted to use the same textbooks with emphases put on
the grade level, content area, and authors of the book, there was a possibtlity that
results of the study may be limited and specific to certain textbooks and canatast It
may be difficult to make generalizations about all U.S. history textbooksl lmasthe
outcomes of the study as specific textbooks were analyzed which may not be
representative of the entire textbook market. However, in order for the rtesoétvalid
and reliable, the researcher felt it was necessary and justified teebgveehbout the
textbooks analyzed in terms of consistent authorships and similar publications.
Summary

Since the inception of Gardner’s (1983) Ml theory, educators have been

captivated by the likelihood that all students learn differently and the rtthe @fducator
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has shifted from an authority on content knowledge to a facilitator of student learning.
Gardner’s theory gives educators hope that all students can learn ifamnatpresented

to them within their preferential intelligence(s) using a variety ofuctibnal strategies.
Textbooks are highly used segments of instructional materials in the olassday as
teachers rely on them for content knowledge, planning strategies, and agtisys.
Textbooks should be designed so that all student learners are engaged and all
intelligences are being met. This expectation can occur through theghektiextbooks
and MI. The study sought to determine if the meeting between U.S. histdrgdlest

and MI has, indeed, occurred.
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Chapter 2: Review of Related Literature

Due to the general acceptance of Gardner’s (1983) theory of Ml, an influx of
literature has developed on what the MI classroom should look like and how teachers
should implement the theory into practice in their history classrooms. Gartresty
“has swept the educational system across the United States likeragsassovement”
(Smith, Odhiambo, & El Khateeb, 2000, p. 3). Interestingly and ironically, far fewer
writings exist on why Gardner’s Ml theory works or if the theory is alst@ed effective
tool for increasing student interest and academic success in the classto®miriting
that has been published has shed positive light on teachers’ feelings about theimpact
Ml in the classroom, while only few researchers have found important impacts on the
history classroom since the inception of Ml (see, for example, George, Mitogkgtet,
2000; Kosky, 2008). Furthermore, a tool has not been devised for measuring the Ml
activities that are present within the curriculum focusing specificallhemextbook.

A growing body of literature has been aimed at the “how-to” implementation of
Ml in the curriculum. An increasing number of teachers are turning to tieaMéwork
in order to adapt lessons, reach more students, and hone in on students’ strengths. Many
teachers are abandoning the old-age classroom which is dominated by tee teach
lecturing, writing on the board, and passing out worksheets. In the Ml classroom, the
teacher is continually changing his or her mode of presentation by targdfiemgrdi

learners with the same lesson (Stanford, 2003). MI theory allows teacherg&sencr
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their methods of teaching while reaching more students and allowing students to
grasp and understand knowledge in new and unique ways (Stanford, 2003). While no
prescribed method for implementing a Ml curriculum has been developed, the hope is
that MI can “aid in a variety of missions from engaging more children to endéograg
deeper understanding to preparing students for work” (Gardner, 1997, p. 21).
Theory of Multiple Intelligences

Departing from more traditional views of intelligence, Gardner (1983) proposed
in his bookFrames of Mindhat intelligence must be more than a number attached to an
individual after prescribing a short answer test. He proposed his theory of Mi rekts
on the foundation of seven intelligences that human beings possess. Gardner believes
that individuals have different mental strengths and solve problems in a variety of
different fashions depending on those strengths. Furthermore, those menttistreng
translate into an array of different learning styles for individuals. Th&aligeven
intelligences are linguistic, logical-mathematical, musical, pddiesthetic, spatial,
interpersonal, and intrapersonal. More recently in his haeligence Reframed
Gardner (1999) proposes the existence of two new intelligences: naturalistrandlspi
existential intelligences. Gardner formulated his theory after perfgrimiarviews and
brain research on hundreds of individuals ranging from stroke victims, prodigiesg¢autis
persons, and idiot savants (Thirteen, 2004).

The first two intelligences, linguistic and logical-mathematiacal those that
have been traditionally valued in schools in Western cultures. Traditionally, one is
thought to be a good student if one possesses high linguistic and/or mathemd#scal ski

Linguistic intelligence involves a mastery of language, both the spoken arehwvitd.
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For example, language is used to remember information as well as a meamsrpliab
goals. Logical-mathematical intelligence involves the ability to thinkytioally,
logically, and deductively (Brualdi, 1996).

The next three intelligences are noticed more in the realm of the artecaMus
intelligence involves a proficiency in the composition and an appreciation of musical
patterns and rhythms. Bodily-kinesthetic intelligence is the ability to use bady or
body movements to solve problems. Spatial intelligence involves the aptitude ¢o creat
mental images and manipulate patterns to solve problems (Gardner, 1999).

The last two intelligences are known as the personal intelligences. déeatur
within the personal intelligences are the interpersonal intelligencénamattapersonal
intelligence. Interpersonal intelligence is skill of being able to wolkwith others by
understanding other’'s motives and desires as well as being able to comenwiticat
them. The intrapersonal intelligence involved the ability of one to understand ome’s ow
feelings and desires and furthermore to use this information to effectigehate one’s
life (Gardner, 1999).

The most recently added intelligence is that of naturalist intellegeNaturalist
intelligence involves the ability to make distinctions between objects dasvelbssify
numerous species (Truab, 1998). Gardner has toyed with the notion of adding a ninth
intelligence, spiritual-existential, to the list, but has yet to commit tenideavor.
According to Gardner (1999), he finds the existential intelligence “perplexiaggh and
the distance from the other intelligences vast enough to dictate prudenieast for

now” (p. 66).

31



A set of eight criteria was used in order to define intelligence and each ohe mus
pass all eight criteria in order to be successfully added to the Ml liste Bhega) each
of the intelligences can potentially be isolated by brain damage, (b) etheh o
intelligences exists in exceptional people, (c) each of the intelligensesgracess of
developing during normal child development and has a peak end-state performance, (d)
each of the intelligences has a set of identifiable operations, (e) e&ehintetligences
contains an evolutionary history, (f) each of the intelligences has been testgd us
various experimental psychological tasks and psychometric findings, (g) e&eh of t
intelligences can work without the other being present, and (h) each of thgentetls
can be symbolized or has its own unique symbol or sets of symbols (Gardner, 1983).
Researchers (Traub, 1998; Traub & Gardner, 1999) find fault with Gardner’s
multiple intelligence theory due to its usage of the word “intelligenceidr Ry Gardner,
intelligence was viewed as a “single entity that can be measured isligtgfaat
accuracy” (Traub, 1998, p. 20). However, Traub contended that “Gardner has not used
this terribly loaded term, intelligence, simply for effect; he has fhadsa set of
objective criteria that may be used to distinguish it from a mere aptitucsi’&
Gardner, 1999, para 35). Many psychometricians still subscribe to this thought that
intelligence can be measured in terms of vocabulary, spatial thinking, meresgjses,
and the ability to solve puzzles and draw analogies. In his own baekigence
ReframedGardner (1999) postulated that intelligence “refers to a biopsychological
potential of our species to process certain kinds of information in certain ways” (p. 94).
Unlike psychometricians, Gardner approached the realm of intelligeamoeafr

completely different perspective. His own theory combines scientificratsedh
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personal experiences in order to compose his beliefs. Hence, some psychamsetricia
believe that his use of the word intelligence in his paradigm is no more than Gardner
own hunches and opinions (Traub, 1998).

However, those in the educational world have latched onto Gardner’s theory of
MI because it resonates with many teachers’ explanations of how stu@ents le
differently. Gardner sees intelligence as a set of skills that allowsduoéls to solve
problems rather than a cognitive capacity that an individual is born with (Thirteer), 2004
In a classroom of students, each student possesses different strengthshangldgdes
to solve a problem or a task. For many years, it has been commonplace in the United
States for children to solve problems using their logical or mathematical skitlit is
possible that many students would excel in the classroom and grasp a greater
understanding of the school content if they were allowed to solve problems and learn
curriculum based on their predominant and strongest intelligence.

Critics of multiple intelligence theory fault Gardner’s use of thedwitelligence
because they view his eight intelligences as talents or skills (Morgan, 1r2@@;, T998).
Another common criticism of Ml theory is that it lists abilities that edursatind
psychologists have acknowledged previously, and feel its implementation in the
classroom is impractical due to overcrowding of students and lack of resouadablav
(Thirteen, 2004).

Traditionally, intelligence has been viewed as a measurable capacity that
individuals are born with. The traditional view of intelligence is assessadhygrt-
answer test which generates a “quotient” number of an individual’s intelligerareln€s

feels that short answer tests encourage rote memorization in lieu of dedpestanding

33



or mastery of a set of skills. The more traditional view of intelligessaraes a “you
either got it or you don’t” motto in which intelligence is fixed and an individual must
succumb to the intelligence quotient that one is born with. It is a stagnant and
unchanging ability that is usually measured in terms of logical and lingsisis.

Gardner posed that all human beings possess a degree of the eight intelligences, but
individuals have a unique profile of those eight intelligences. The ability to improve in
areas of intelligences is found in Gardner’s model (Thirteen, 2004). Gardrveauaid

that “some people will improve in an intelligence area more readily tharsp#itrer
because biology gave them a better brain for that intelligence or becauselthes

gave them a better teacher” (as interviewed by Checkley, 1997, p. 11).

Application of multiple intelligences theory in the classroom.Educators,
predominately classroom teachers, find Gardner’s theory as factual aectivefsimply
because they observe children or adolescents on a daily basis and view firsthand the
differences in personalities, learning styles, and intelligences. Masgrooms and
schools, as a whole, have adopted a Ml curriculum and have attempted to become Mi
schools. Ml is not a universal set of teaching techniques that can be easdyg aypl
the classroom; rather, Ml theory is more of an attitude toward learningiohtes
creating lessons that are applicable to the various intelligences posetdbgiGa
(Stanford, 2003).

The traditionatlassroom is one that is often mundane, predictable, teacher-
centered, and textbook-based. Often the teacher assigns reading, the stddearide
complete questions, and then turns in the assignment for a grade. Later, thenstudent

be assessed by a paper-and-pencil test asking multiple choice questionsid@hieist
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left as a passive patrticipant in the classroom. The MI classroom deepigsts from
that of the traditional classroom. Both the teacher’s and students’ roles aetichiyn
different. In a Ml classroom, the teacher prepares lessons that involvedmands-
activities, using rhythms and raps, cooperative learning activities, andl visua
demonstrations to help students understand concepts and promote an enthusiasm for
learning.

Although Gardner’s work on Ml is simply a theory, many have begun to put the
theoretical framework into practical application. According to Stanfa003), “MlI
theory provides an avenue for accomplishing what good teachers have always done:
Reach beyond the text to provide varied opportunities for students to learn and show
evidence of learning” (p. 82). Ml theory allows teachers to understand more elagrly
certain instructional methods work well for some students yet not for othersrdiuag
to Ml theory, every individual possesses some level of the eight intelliganddbe
intelligences rarely operate independently of each other. Instead, thgenists
complement one another as human beings solve problems to develop certain skills. The
theory assumes that all intelligences “are needed to productively functiocietys
(Brualdi, 1996, p. 3). If all intelligences are needed to produce effectixenstof
society, then teachers must look at all intelligences as equally imparthdepart from
the traditional epistemology that verbal and mathematical intelligene¢seamost
decisive.

Several curricular formats are being used to implement MI theoryhato t
classroom. Some teachers employ MI through planning lessons that connetit all eig

intelligences while others dedicate time in the class each day to musgcastsh In
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terms of lesson planning, teachers are beginning to think outside of the box during
instruction on subjects such as mathematics. Students are being asked to be@me m
active and learn concepts in a kinesthetic manner in departure from the tragitipesal
and pencil-seated exercises. An elementary school teacher, for exampketrap MI-
specific learning stations in the classroom in which students rotate throudguyttieat

offer a variety of projects and ideas (Campbell, 1997). Simulations and presentati
may be used as forms of instruction and assessment in several curocukisf

(Thirteen, 2004). Some educators are giving students the decision-makingtalsitect
what ways they learn the best so that teachers are reaching all intaglsge their
instruction.

According to Campbell (1997), secondary educators can easily adopt Ml @actice
in their classrooms by “adding a stronger arts program, adding learniogsiattheir
classrooms or bringing in community experts in various disciplines to mentor their
students” (p. 16). For example, some Montana schools teach English and lantpuage ar
through the use of visual and performing arts. Units begin with open-ended questions
that are intended to guide students in their studies and research (Campbell, 1997).
Another example lies in an inner-city Seattle high school that participatedlinvaek
on international awareness. Lessons were created with an internatonaitf
literature teachers introducing short stories from different culturesdasseducation
teachers discussing international trade issues and social studies teantyEsng
governments and civil rights issues around the world (Campbell, 1997).

From a MI approach, assessments need to depart from the traditional paper-and-

pencil tests to more performance based assessments. Dependent on the sadengs |
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strengths are a variety of approaches to assess skills and knowledgesness could
vary from a culminating project, portfolios, reflection logs, or a cooperatougpgr
assignment. Students should be able to demonstrate critical thinking skills, make
generalizations of what they have learned, provide examples, make personeficnsne
between their life and their learning and lastly apply their knowledge to nepcoming
learning opportunities (Campbell, 1997). Assessments should be focused on “reaching
the learner’s full potential” (Stanford, 2003, p. 84). Unlike the traditional classroom, a
MI classroom should view instruction and assessment as “partners” with eagh bei
important and critical for student success (Stanford, 2003).Higtery Alive!

Curriculum uses MI assessments which “encourage students to use varioige nued

to demonstrate their understanding of key concepts while preparing them forditzatia
tests” (Teachers Curriculum Institute, 2011, para 21).

Even Gardner himself has been involved in classroom projects that attempt to
implement MI theory into practice. Unlike many teachers, Gardner is raot@ws to
view MI theory as the cure for ineffective instruction or unmotivated studentsin&ar
(1997) suggested that educators do not fully understand MI theory at first arat are
capable of implementing the theory initially. Gardner (1997) said that Miyhe
“more radical than most educators initially appreciate. . . MI may be apgpdalt it is
not for the faint-hearted, nor for those in search of a quick fix” (p. 20). To implement Ml
into a classroom is not meaningful unless an educator has clearly statedubatiomal
goals and values according to Gardner. Once the goals have been establiseach¢he t
needs to answer the question: “Can MI be useful in pursuit of this goal? If so, how?”

(Gardner, 1997, p. 20). Because brain-based research is ever-changing and the
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understandings of intelligences are varying, Gardner feels that tha$8fabm should
be one of growth and constant modification. Ml is never complete and therefose, “it i
always in formation” (Gardner, 1997, p. 21). Due to those constant changes, Gardner
does not advocate for one official Gardner or Ml approach to schools. MI teachers mus
firmly believe in their own educational goals and values first before undegttie task
of implementing a Ml curriculum. They must feel that intelligence iseable instead
of a fixed trait that an individual innately possesses. Convincing young children and
adolescents that intelligence is malleable will allow them to pursue pegaaisand
focus on the learning outcome rather than the academic grade (D’Auria, 1999).

In numerous interviews and writings, Gardner warns teachers againgttoyit
all intelligences into each and every lesson plan due to the impractical ofayiag to
do so (Gardner, 1999; Latham, 1997). Proponents of Ml theory need to embrace three
principles when implementing an Ml focused curriculum: (@) cultivate skilsare
valued in the community and society, (b) approach new concepts in a varietyspf way
and (c) personalize instruction as much as possible (Latham, 1997).
Multiple Intelligences Research

While many classroom teachers would be quick to say that MI theory works, the
true test of any theoretical framework are the research findingauttyaars the theory.
Just as other intelligence epistemologies have been put to the test througthyésea
theory must also pass the test in order to be accepted in the academic realm as a
noteworthy contribution in the field of education and educational psychology. Itis an
effortless feat to find journal articles and books on how to implement Ml theory into

practical applications. However, the research to back up these practiochtzpm is
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much more difficult to find especially in the area of history. More surprisisglyare
seems to be no instrument available to measure MI tasks in the textbook or sxacurr
format.

Researchers have looked at a variety of aspects concerning Ml,génogmthe
effectiveness of Ml in relation to test scores to improving student motivation through M
theory to enhancing student’s self esteem through the use of Gardner'siMixample,
Rosenthal (1998) found that fourth-grade students may exhibit raised self-adteam
Ml theory is applied to the classroom for a full year when compared to anots&ocka
that MI theory was not used. Wiseman (1997) investigated “whether significant
differences existed in the MI of high school students enrolled in theoratieate
courses compared to the Ml of high school students enrolled in applied courses” (p. 72).
Wiseman (1997) found that most students involved in her research were enrolled in a
science course that complemented their Ml profile, and furthermore wheze
significant differences in the Ml profiles for students involved in theoletmance
classes versus those students involved in applied science courses.

But, of course, the question remains: Does the implementation of Ml theory into
practical applications in the classroom actually work? Is Ml an eféestrategy for
academic success? Is Ml an effective tool for increasing student nuot®at

Before looking at the research surrounding the effectiveness or inedfexds of
Ml theory, there are some clearly defined reasons as to why edudaiosed¢o adopt Ml
curriculum or lesson plans in their classrooms. Kornhaber (2004) devised a ligt of wh
educators begin to use Ml in the classroom:

1. Ml theory validates what teachers know or see on a daily basis. That
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is, all students have different strengths and weaknesses and learn differently

2. Ml complements existing beliefs and philosophies such as

constructivism and progressive educational opinions.

3. Teachers are already using some practices that coincide with M| tusbras

hands-on learning and thematic units.

4. MI provides an outline for organizing teachers’ practice.

5. Teachers believe that MI help extend their practice (pp. 68-69).

Unfavorable results related to multiple intelligences.One such study by Smith
et al. (2000) attempted to assess the impact of Gardner’s Ml theory on studadéshec
successes in 10th-grade English, mathematics, social studies, and cleisses. The
two critical questions of the study were (a) Can MI be shown to exist via tawbrsis?
and (b) What are the Ml typologies of the very successful, successful, lssfutand
very unsuccessful students? There were 41 participants who participated inJeys sur
conducted in the social studies, mathematics, language arts, and science ctas$iamm
results first led the researchers to revamp Research Question 1. The asswapthat
Ml theory “would be predictive of students’ perceptions of their cognitions in the
classroom” (Gardner, 2000, p. 10). The data led to the rejection of Gardner’s Ml by the
students which forced the new research question: Are students’ meta-cogniieaess
of their learning actions predictors of their grades? The analysis fouadageitive
awareness was significantly related to student learning outcomes. matéethe
research supported the belief that students have preferential mode of learning or a
dominant learning style. However, “in contradiction to an assumption of Ml theorg, thes

meta-cognitive actions are not stable across subject areas” (Gardnep.2I®)0,
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Further investigation revealed the differences among the subject Areas.
language arts, the very successful students were those who imitated tieg' sea
preferred learning style. Once a student attempted to take control oé#raing and
deviate from the teacher’s learning style, lower academic gragtestiae result.
Mathematics showed similar results in that once a student became meteelygnare
of their learning style and actively used that cognition, the result was mademic
scores. If the student were to return back to the teacher’s preferred lesyfenthen
academic grades increased. Science students who were deemedidweesssactively
constructors involved in the learning process” (Smith et al., 2000, p. 15). Successful
social studies students were “reflective constructive” (p. 16). They wexeaabl
cooperate with others, express themselves in movement, and manipulate images while
unsuccessful students were more “social constructive.” The unsuccessfulsstueient
aware of the environment of the class and ironically, their learning style ddatoi
that of the instructors. Hence, the researchers found that Ml theory was tinpiedict
or correlate relationships between students’ Ml actions and learning outcomes.
Furthermore, the researchers found that the teacher’s actions were thkfaetar in
determining success.

Gohlinghorst and Wessels (2001) implemented a program into two fourth-grade
classrooms whose goal was to improve student knowledge of the social sciences and
applications in the real world through the use of MI. The program was implemented in a
Midwestern school after finding a lack of student interest in social stinl@msgh
students surveyed at the fourth-grade level and poor performance on the State Standard

Achievement Tests. The objective of the project was to use various teachiegiessrat
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and to incorporate Ml into social studies units which would hopefully enhance and
increase student performance. The researchers administered sutieyisegfinning of

the school year, implemented the MI-based curriculum, and participated in olmservati
and posttests to access the results. Using the comments of the students asdsurvey
indicative of the results, the researchers found that regardless of theMisa tte

classroom, fourth-grade students still ranked social studies as theialgagefsubject

after the 16-week intervention. Surveys showed that students’ interest in sahied st

did slightly rise during the intervention, but overall students continued to rank the subject
as their least favorite.

Favorable results related to multiple intelligences.Other research contradicts
the findings of Gohlinghorst and Wessels (2001) through showing that student interest
can be increased with the use of Ml in the social studies classroom. George and
colleagues (2000) began their research after finding that students inlthoes |
elementary schools were uninterested in the subject area of social stalibe a
disinterest was growing as the children progressed through school. Tlezsehres
cited numerous probable causes for the students’ aversion to social studies irecluding
lack of real-life connection between the content and student, insufficient plarnmang ti
for the teacher to create interesting lessons, and lack of hands-on matercasseBthey
felt that the traditional mode of direct instruction was not reaching all studeachers
began infusing elements of Ml in their instruction to see what the effect whe on t
students. Teachers began to use music in the classroom, incorporate more hands-on
learning activities, and integrate technology into the classroom as well. The

implementation of the Ml lessons lasted from January 2000 to May 2000. Performance
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and findings were measured by student surveys, teacher checklists, teaskreicted
tests, and student portfolios. The first and fourth-grade students both increased in
positive feelings towards the social studies after the implementation. of Mire was a
slight increase in academic performance with the number of B’'s increasorngahe
students (George et al., 2000).

In a North Carolina middle school, researchers also found that the use of Ml could
be an effective tool for increasing achievement in mathematics and ¢gnguda classes.
Strahan and colleagues (1996) investigated the results of a sixth-gradstelass
implementing a “mindful learning” approach into math and language artgeslass
Mindful Learningwas the term they chose to explain the practical applications of the Mi
theory which integrated “opportunities to learn through all seven ways of knowing int
the curriculum” (Strahan et al., 1996, p. 45). Through observations, open-ended
guestionnaires, and the GOALS assessments, researchers found that studewesl impr
achievement in both math and science. Researchers quantified these gaméassig
yet noted that there was no control group for comparison.

In a unique Career Exploration program, students completed a Ml survey, an
interest inventory, and career shadowing experience. The objective wasf tetsgents
would use the results from their individual MI survey when choosing a shadowing
experience (Shearer, 2001). Most of the students reported that the results of the Ml
survey were accurate and reflective of the personality. The study also shoineetha
half of the students who participated used their Ml survey results to sebgetes c
shadowing experience that was linked to their strengths. Moreover, those who used the

results to determine the shadowing experience deemed the experiencelds valua
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(Shearer, 2001). Hence, the Ml survey can accurately reflect studenttiatetesay aid
students in directing their future career goals.

More research (Mettetal et al., 1997) has indicated that multiplegeteile
theory’s educational impact may have a positive impact on student learning. Atreug
use of observations, interviews, and surveys, the researchers attemptedine ¢xam
influence of MI curriculum in an elementary school. Three findings emergedtiem t
research: (a) Teachers, administrators, parents, and students ak@dtlcemoncept of
Ml theory; (b) Most students and parents felt positive toward the implementagol lof
curriculum; and (c) There were significant differences in how teachetenmented Ml
theory into the classroom (Mettetal et al., 1997). The greatest findindnatabe Ml
theory embraced the diverse learning preferences of the students &redst®@sre able
to view students in a completely revised manner. Tests scores on the stsdmans
increased during the first year when compared to the previous year and abtdinge
during the second year of implementation (Mettetal et al., 1997).

Furthermore, many action research studies concerning Ml theory havedshowe
that MI can positively affect motivation and academic achievement inaksrobm. An
action-research project hoped to boost participation and motivation by integrating a
based approach to social studies at the sixth-grade level. The goal agrerpwas to
“get students more actively involved in their learning. We used a variety of metfadds t
incorporated Multiple Intelligences theory” (Kosky, 2008, p. 23). With a sample of 650
students and 40 teachers, students were exposed to a variety of Ml tasks within thei
current social studies curriculum. Data were collected through tess slem®on ratings

feedback system, and teacher/student input. Results indicated that students rated the

44



lessons involved Ml tasks higher than more traditional direct instructional sbn a 10
point scale, Ml lessons averaged a student response of 9.29 while traditionadteskes r

a 5.83. Furthermore, student grades increased during the action research progect wi
class average of 92.4% during the integration of Ml and an average of 89% when using
the more traditional teaching methods (Kosky , 2008). In another action research
endeavor, five middle school teachers implemented MI based instruction intotg oarie
disciplines to determine its effect on motivation and personal learning $iserfgase
studies among the five teachers found that “when students realized theireasofr
learning strength, the MI model is validated for both students and teache«&yH®RO04,

p. 85).

Gardner and Hatch (1990) have researched Ml theory to see if, in fact, the
implementation can positively affect educational reform. One such project, Arts
PROPEL, was a collaborative project between the Educational TestingeSand the
Pittsburgh Public School System which sought to “assess growth and learniegsn ar
like music, imaginative writing, and visual arts which are neglected lsy standard
measures” (Gardner & Hatch, 1990, p. 5). Project Spectrum is an ongoing
developmental program that involves cultivating curricular activities argds®sents that
tap into a particular intelligence. The Spectrum classroom consististfowveryarea
that allows for experimentation, group activities, props, and household objects that
students can take apart and reassemble to aid spatial intelligence (1990, p. 6). The
research is ongoing, but Gardner cited that teachers are reporting miwagedot

students.
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Kornhaber (2004) asked two very appropriate and important questions in her
research of Ml theory and educational practices: (a) Once Ml is adopted, gihescgan
really change in practice? and (b) When educators claim Ml is working, svaetiually
happening in the classroom? (Kornhaber , 2004, pp. 69-70). Kornhaber and colleagues
used the Project on Schools Using MI Theory (SUMIT) study to explore thess.issue
She found four outcomes associated with the implementation of a Ml framework:

1. Nearly 80% of the schools reported improvements in standardized test

scores, of which nearly half of the schools associated the improvement with MI.

2. Eighty percent reported improvements in student behavior, with slightly more

than half associated the improvement with MI.

3. Eighty percent reported increased parental participation, with 60% asgpciati

the increase with the school’s adoption of MI.

4. Eighty percent reported a range of improvements for students with learning

disabilities, with all but one of the schools associating this improvement with Mi

(Kornhaber, 2004, pp. 71-72)

Textbook Selection Process

The process of selecting and adopting a textbook has become a hotly debated and
deliberated process with many stakeholders and interested parti¢ésr@ifiar1991).

There are two processes for textbook selection and the power is left to indivadesltst
decide which of these processes their state will use. The first procesgamvalividual
textbook publishers who come to local school districts within a given state, maiket the
textbook series, and then allow the individual school districts to decide which textbook

series and publishers they would like to use. This process is known as local adoption
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where local districts are free to adopt any texts they would like to uséofila, 1991).
Twenty-eight states allow this bargaining to occur between individualotissémd the
textbook publishers. The remaining states have what is known as a state adoption
process of acquiring new textbooks within a content area. According to A2884) (

the more controversial and complicated process occurs in the remaining 82 state
including the populous states of Florida, Texas, and California. The textbook adoption
process dates back to the Reconstruction era and is found more frequently in Southern
and Western states (Ezarik, 2005). According to Ravitch, the big three adoptisn state
and their counterparts “dictate the content of the textbooks that are published and sold
throughout the country” (Leischer, 2004, para. 5). These three large adoption states “ex
an enormous influence on the content of textbooks used nationwide” (Ross, 2001, p. 30).
The state adoption process involves the state deciding what textbook and curricular
programs can be sold within that individual state. If a textbook series is not on the state
adopted published list, then a district cannot buy certain materials or goods from a
nonapproved publisher. In most states, a textbook series is adopted for 6 to 7 years and
those textbook companies failing to make this adopted list must wait yeansringihg

their next series to the state for possible approval (Ansary, 2004).

The obvious question is who is approving the state adopted list? For the state of
Florida, the textbook publishers place a bid to the Florida Department of Education.
Once the bid has been placed, the materials are reviewed by the Statddnsiruct
Materials Committee whose members are appointed by the Florida Comnrisdione
Education. After scrutiny and hearings by the State Instructionarislat€ommittee,

individual committee members vote to approve or disapprove a particular textbosk serie
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The series must receive a two thirds vote in order to be recommended for adoption
(Florida Department of Education, 2005). The Commissioner of Education for the state
of Florida then has the final say on which textbooks and curricular materiatsewill
adopted by the state for the allotted adoption cycle (Florida Department atibdyic
2005). Once the materials have been approved by the Florida Commissioner of
Education, the textbooks trickle down into local school districts and individual schools.

By the time that the trickle-down effect has occurred, individual teacreecstan
left with only a couple of choices of what textbook series they would like to use for a
particular content area. For example, when this writer attended a forum 12004 t
explore social studies textbook options for the upcoming 2005-2006 school year in
Pinellas County, Florida for eighth-grade social studies, there were amlghivices of
textbook series from which to select. Both series were from large publiginmzpaoies:
McDougal Littel, which is a division of the large Houghton Mifflin Company, and
Glencoe which is a division of the McGraw Hill Company. These curricular paskage
were then sent to individual schools for teachers to provide feedback and to vote on
which of the two packages they would like to use in the upcoming school year for a
particular subject area and grade level. The results were sent back to thelsthool
and the district chose which textbook series the schools would be using for the upcoming
6 to 7 school years. In the case of eighth-grade social studies, the McDittedjakries
was chosen and is currently used by all eighth-grade social studiegsaadPimellas
County, Florida.

In those state adoption areas, teachers have little impact on what textbaok serie

will be used and often are only given a choice among two or three series. The real
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decisions are made long before teachers or districts even take aeghitiips curricular

goods. According to Ravitch (2003), there is “no regular independent scrutiny of
textbooks other than the pressure groups that have made textbooks their business” (p. 98).
During the state adoption process, the departments of education hold hearings and invite
public comments on textbooks, and those critics “use the adoption process to agitate
against textbooks they oppose” (Ravitch, 2003, p. 98). According to Tyson-Bernstein
(1988), “Publishers and editors are virtually compelled by public policies andcpsaitt
create textbooks that confuse students with non sequiturs, that mislead them with
misinformation, and that profoundly bore them with pointlessly arid writing” (p. 20).

The power and leverage for textbook adoption do not lie in the hands of consumers or
educators; rather, leverage is given to the department of education, actssstr@re

groups, and lobbyists (Ravitch, 2003). Essentially the process of adopting textbooks is a
“winner take all system” where those publishers who get approved takegest larize

and those who fail to make the list suffer a large economic defeat becausextbeinks
cannot be sold in that particular state for the next 6 to 7 years. As TysoneBerns

(1988) affirmed, “Publishers who concern themselves only with sales could bedactuse
bad intentions. . . their first obligation is to return a profit, not to render a publiceservic

(p. 23). Therefore, it is easy to see why textbook publishers invest millions of dollars

the development and marketing of a new series as their economic livelihood depends on
the adoption in several key states including Florida, California, and TexascfRavi

2003). Those three states combined have roughly 13 million students in the K-12 public
schools arena and budget more than $900 million for instructional materials aach ye

(Ansary, 2004). As Ross asserts (2001), the textbook industry is “highly competidive a
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is dominated by a small number of large corporations; as a result, textbook c@ampanie
modify their products to qualify for adoption in one of three large adoption states” (p.
30).
Findings on Textbook Usage by Students and Teachers

As previously stated in chapter 1, research shows that textbooks are the main
source of information in both elementary and secondary schools (Banks, 1990;
Wakefield, 2006; Zevin, 2000). The findings show this to be true in social studies as well
as other content areas such as mathematics, language arts, and seieksel@0).
Because textbook use is so commonplace in the classroom and the textbook industry is a
highly controversial field, Apple (1990) believed that textbooks are a form of dultura
politics” which involve the “very nature of the connections between cultural visiwhs
differential power” (p. 23). According to Zevin (2000), “Many teachers tend lmafol
the textbook as their main source of ideas and material without much enrichment or
supplementation from other sources” (p. 320). Furthermore, Tyson-Bernstein (1988),
asserted that “many teachers no longer see the book as material for studesds but
as a reference guide to the material that is supposed to be covered in class”Tpe39).
textbook becomes a manual for teaching which guides teachers through the content,
supplemental activities, and content planning with virtually any effort on thefie
instructor (Zevin, 2000). More studies have suggested that the textbook may be one of
the only books a student reads during the time frame of a selected course and 70% to
90% of classroom decisions are based on textbooks (Muther, 1985).

Because textbook adoption has become a controversial and debated process in

states such as Florida and California, textbooks publishers aim for economig gain b
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selling products that appeal to a large body of potential critics. In a studyesfcam
history textbooks published over a 100-year period by Fitzgerald, results shated t
content is influenced by political, social, and economic changes which rnesults
conflicting interpretations of history, yet publishers still develop productptbatote
large sales and little criticism, resulting in “books that are bland and msofeebut also
generally uninteresting to young people” (Zevin, 2000, p. 324). After a review of the
most commonly used American history and world history textbooks in the United States,
the Fordham Foundation found most to be dull, simplified, and boring. The Fordham
president, Finn stated,
none is distinguishing or even very good. The best are adequate...and because
textbook publishers bend over backward not to offend anybody, so much in
today’s history texts is simplified and sanitized . . . the result: fat, dull boring
books that mention everything but explain practically nothing. (Leischer, 2004,
para. 6)
The major problem with textbook publishing is that there is a flawed productiomsyste
with only four companies (Pearson, McGraw-Hill, Reed Elsevier, and HoughtolimMiff
saturating the school market known as the elementary-high school or “elbdd&st
(Sewall, 2005, p. 498). In a recent 2008 research endeavor, the High School Survey of
Student Engagement found that high school students were bored in class and teetering
toward dropping out. A vast 75% of the 81,000 students interviewed found the material in
their classes to be dull and uninteresting (Strikowsky, 2008).
New teachers are often thought to use textbooks even more frequently than their

seasoned counterparts. Ball and Feiman-Nemser (1988) found that new elementary

51



school teachers resorted to using textbooks and their accompanying guidesezven af
their teacher preparation program had cautioned against such reliance. Rachtog,
many of preservice teachers felt that teachers should only use textbooksleagend
instead should develop their own units and lessons of study; however, many found
themselves using the textbook and related programs once teaching citingedaeng
responsibility, survival, and organization as reasons for grabbing the guideeview

of textbook literature, Moulton (1997) summarized that U.S. teachers seem to be
“expected by their mentors, peers, bosses, and clients to use textbooks eytdipsi9g!
It was found that less experienced teachers and teachers who lack subjecxpattese
rely more heavily on the textbook than others (Moulton, 1997).

It is highly unlikely that the dependence of teachers to textbooks will aease t
exist as textbooks are an economic hotspot and they help teachers deal with an
overwhelming amount of content in history. However, it is hoped that textbooks can be
constructed in ways that are more likely to target all learners whiilaiding the teacher
in curriculum planning.

The Need for Further Research

Although few reports are published showing the impact of a multiple intetkgen
framed curriculum to be irrelevant, it is imperative to look also at the mst®at shows
that MI focused classrooms have positively affected motivation and achieversiits.
Furthermore, several research studies (Armstrong, 2000a; Banks, 1990; i,.&804¢
Tyson, 1997; Zevin, 2000) have shown that textbooks are the single most important
instrument given to the teacher in the history classroom as it serves, not only as a

curriculum tool, but also as an instructional blueprint, and the foundation of knowledge.
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The purpose of creating an instrument for measuring the availability ofrislitihe tasks
in the history textbooks is important in creating a curriculum that is maetéa at
reaching all learners and learning styles. Such an instrument nochgre#o favor those
textbooks that target all learners as well as help educators to be mozaobghthe
types of learning tasks that are asking students to complete and how thoselitasks w
allow students to gain a greater understanding of the content at hand.
Summary

Multiple Intelligences theory continues to gain ground in the field of education.
Research endeavors have shown that Ml oriented classrooms have affectatianot
and achievement in a positive manner (Kosky, 2008; Mettetal, Harper, & Jordan, 1997,
Strahan, Summey, & Bowles, 1996). Action research projects involving Ml fooaats
help develop students’ independence and responsibility, reduce discipline problems,
improve academic achievement, improve cooperative learning skills, and develop new
skills (Campbell, 1991). Furthermore, teachers feel that textbooks are an imfmmtant
in organizing classroom activities, providing for instructional benefits, alpchigewith
lesson ideas (Schug, Western, & Enochs, 1997). The annotated teacher’s edition of
history textbooks has become the main source for curriculum planning, instructional
tools, and methods in the classroom. The merger of Ml theory and textbooks is a
combination that must be studied and reviewed to fully understand the effects that Ml

theory can have on the classroom, curriculum, and content of instructional tools.
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Chapter 3: Methods

Throughout the United States, the history classroom appears to be in turmoil. The
National Assessment of Educational Progress (NAEP) results in thefdsed. history
show less than favorable progress for America’s fourth, eighth, and 12th graders
(National Center for Education Statistics, 2001). Many teachers feslttitkints are not
tuned into social studies and students find the content boring and irrelevant (Hope, 1996;
VanSickle, 1990). Young people are not engaged in classroom activities as often as
hoped (Wakefield, 2006; Zevin, 2000). The question becomes: How can the history
classroom and the student become motivated, challenged, and engaged in his or her own
learning? With action research projects showing that MI-inspiredcalum is
improving academic performance and raising student motivation in the clas#rgom
possible the merger of a MI curriculum with the availability of textbooks coulbee t
answer to some of the problems that the field of history is facing (Campbeah®lazll,

1999; Hickey, 2004; Kosky, 2008).

Based on the current state of apathy in the social studies classroom, dismal
achievement results in social studies and history, and lack of engagement inahe soc
studies classroom, it seems critical for educators to assess whaing these negative
forces to intrude on the history classroom and student learning and furthermore, yrow the

can alleviated in order for student achievement and motivation to progres#fisFor
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study, the theory of Ml and the U.S. history textbooks are the focus. It appears that a
major problem with U.S. history textbooks lies in the premise that not all intetkgeare
being targeted. Furthermore, the lack of focus on all intelligences coule:aeiag
contributor to poor student performance and low achievement results because students
with unique intelligences are often overlooked and ignored.

The purpose of this study was twofold. The study utilized a rubric for measuring
the presence of Ml-structured tasks in the teacher’s editions of four 11th grade U.S
history textbooks. The tool was created first giving the researcheajlbibty to
analyze the types of tasks found within the teacher’s editions of the histtirydks.
Through the analysis of the types of tasks, the second purpose allowed the reggarche
determine what types of MI-structured tasks were being offered in the teastigons
and to distinguish what changes have occurred from early textbook editions to more
recent textbooks in use.

The goal of this research was to shed light on the teacher’s editions of U.S.
history high school textbooks by developing a tool to measure the availability and
presence of Ml structured tasks in those particular texts. The centrabguedte
addressed in this study was: Are the textbooks being used by teachers in sddddhdary
history classrooms presenting tasks promoting the Ml framework in order to offer
differentiated instruction to all students? More specifically, the follgwmestions were
investigated:

1. To what extent do the annotated teacher’s editions’ recommended activities in
four widely adopted high school U.S. history textbooks reflect a multiple intetiege

framework?
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2. Are certain multiple intelligences more likely or less likely to appedren t
teacher’s editions’ recommended activities of four widely adopted high schaol U.S
history textbooks?

3. Has the number of multiple intelligences tasks recommended in the teacher’s
editions of four widely adopted high school U.S. history textbooks changed between the
mid-1990s editions and the more recent mid-2000s editions?

Sample

The textbooks selected were both adopted by the state of Florida and used in
classrooms across the state depending on which county one resides in. The textbooks
were published by major companies which target Florida schools, as this stadeof
the larger markets for buying textbooks due to the large student enrolimerit as the
state adoption process. In addition, the textbooks were found in classrooms throughout
the United States according to the American Textbook Council (2008, 2010) which
assembles a database of the most widely adopted textbooks in both history and social
studies. According to the American Textbook Council (2010), these textbooks are
commonly included in major adoptions and along with six others, hold an “estimated
80% of the national market” (para 4). All of the textbooks selected were intérdgse
in an 11th grade American History course. The first textbook reviewed veas
Americangpublished by the McDougal Littell in 1998 he American$1998) was the
annotated teacher’s edition which was written by Danzer, Klor de Alva, Woloch, and
Wilson. The second textbook chosen reviewed TwessAmericangublished by
McDougal Littell in 2007.The American$2007) was also the annotated teacher’s

edition and was written by the same four authors: Danzer, Klor de Alva, Woloch, and
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Wilson. The third textbook chosen for review waserica: Pathways to the Present
published by Prentice Hall in 199Bmerica: Pathways to the PrestB95) was the
annotated teacher’s edition and was written by Cayton, Perry, and Winkler (1995). The
fourth and final textbook reviewed wasnerica: Pathways to the Presgniblished by
Prentice Hall in 2005America: Pathways to the Pres€¢B005) was the also the
annotated teacher’s edition and was written by the original 1995 authors with addition of
L. Reed as an additional author.

It is important to note that the four textbooks were chosen as a purposeful sample.
These books met the following selection criteria: (a) two editions, one from the 1990s
and one from the early 2000s were approved for state adoption; (b) authorship was
consistent over time; and (c) the books were widely used throughout the $thtadat.
These selection criteria enabled the researcher to make comparisonsletiyeand
later year editions of the same textbooks to determine if changes intiostalimmethods
did, indeed, occur between editions.

Once the textbooks were selected, the next major decision in the reseasds pr
involved deciding which content would be examined. The researcher was previously
employed by Pinellas County Schools in the state of Florida and the schoot dasdric
devised a list of Essential Learnings for the Social Studies depending ondbadeyel
and course content. The Pinellas County Essential Learnings are thieabssatent
that should be taught in a respective grade level and sequence. These Essaniragd
were created by Pinellas County educators and are based on the Florida Suashine St
Standards which are supported by national standards and current educatiordl resea

(Pinellas County Schools, 2011). In the course sequence, Pinellas County students in the
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11th grade enroll in an American History course that covers content from the
Reconstruction Era to the Conservative Revolution, roughly from 1865 to the 1990s. It is
important to note that the content prior to the Reconstruction Era in the United States i
covered during the eighth-grade year of a Pinellas County student. P@mlliaty is
located on the Florida’s west coast and Pinellas County School District svéels
largest district in Florida with 141 total schools. Pinellas County Schools semes
100,000 students, employees over 15,000 employees, and currently is the 25th largest
school district in the United States (Pinellas County Schools, 2009).

The Pinellas County Essential Learnings is the mandated curriculum ashaes
by the Pinellas County School Board and its organization is divided into units. These
units include Reconstruction, the Gilded Age, Imperialism, the Progressive &, W
War |, the Roaring 20s, the Great Depression and New Deal, World War Il, 1950s
Society, the Cold War, the Civil Rights Movement, Politics and Society in the 1960s and
1970s, and the Conservative Revolution (Pinellas County Schools, 2004). These units
served as the textbook chapter selection framework. Within each chapter, textboks we
often broken down into multiple units or sections. Random selection of these text
chapters and sections occurred to produce a meaningful sample.

The selection of the strategies and activities of the teacher’s editionyneana
was an important choice as well. This researcher looked only at thelextivédt are
located in the wraparound text of the teacher’s editions. These actiuitiesln
available in the teacher’s edition of the textbook and would not be available or included
in a student edition of the same text. The activities were located on both theanght-h

side and left-hand side of both editions. In the 2007 editidinefAmericansthe

58



teacher’s activities selection continued at the bottom of the page as wédljmihie
1998 edition ofThe Americangthe teacher’s activities selection were made available
across the top of the page.

Activities were first placed into one of two groups: a Ml category, depgrat
whether the activity lends itself to a particular type of multiple iigestice (Ml
directive/MI directive task), or in a nondirective task category which doegaoifisally
ask the teacher to perform a job and in turn the student could not perform a task because
the teacher was not asked to do so (nondirective task). A nondirective tabveay
appeared as a single question in the teacher’s wraparound section of the textbook.
Example: Who were the five civilized tribes and where did they live? What was the
Indian Removal Act of 18307 From this example foundhe American$2007), there
were simply five questions found in the wraparound text. It was not statetahat t
teacher was to ask these questions to the students, nor was it suggested that the students
were to do anything with the questions. Due to its nonspecific nature, tasks sudeas the
were categorized as a nondirective task.

Included in this wraparound text were also informational sections suchaas “M
About, Tracing Themes, Connections Across Time, and Key Players” (Detraler
1998, 2007). These sections contained only supplemental content or background
knowledge for the instructor or teacher and offered no tasks for the teacher or. student
Because of their lack of teacher activity or student activity focus, thiegenational and
background based items were always omitted from analysis.

Within theAmerica: Pathways to Presetaxtbooks, the teacher’s activities

sections were found in a wraparound fashion as well. In the 1995 edition, the selection of

59



teacher’s activities was found on the right and left hand side of the text as thell as
bottom of the pages. In the 2005 edition, the locations of the teacher’s activities were
found in similar positions. Included in the wraparound texts were informagsenfbns
such as “Standards Focus, Background, In Depth, From the Archives, and Caption
Answers” (Cayton, Perry, & Winker, 1995; Cayton, Perry, Reed, & Winker, 2005).
These sections contained only supplemental, background, or connections to state
standards information for the teacher. Because of their lack of teachéy actstudent
activity focus, these informational and background based items were amasd from
analysis.
Variables

For the quantitative data collection, dependent variables of interest in this stud
included the levels of MI being examined: logical/mathematical, vergaliktic,
visual/spatial, musical/rhythmic, bodily/kinesthetic, interpersonafgpetrsonal, and
naturalist. With the exception of naturalist, the original seven Ml ard;lisvever, the
researcher sought to use naturalist as well because it is part of Gammezht Ml
configuration and those eight intelligences are generally accaptid multiple
intelligence theory. In addition, the MI directive task versus nondiretaslecategories
served as dependent variables. Finally, the categories of two intelbgssrobdined
(combined-2) and three or more intelligences combined (combined-3+) servex too,
dependent variables. Four independent variables were used in this research pineject:
Americansl998 versionThe American2007 versionAmerica: Pathways to the Present
1995 version, andmerica: Pathways to the Pres&@05 version. It is important to note

that the four textbooks were chosen as a purposeful sample. These books met the
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following selection criteria: (a) two editions, one from the 1990s and one from the early
2000s were approved for state adoption; (b) authorship was consistent over timg; and (c
the books were widely used throughout the state of Florida. These selection criteria
enabled the researcher to make comparisons between early and lageltj@as of the
same textbooks to determine if changes in instructional methods did occurrbetwee
editions.
Instrumentation

As the review of related literature found, there were no current tools orgubric
which categorize tasks found in U.S. history textbooks as part of the Mérark.
Because of this void, it was essential that the researcher began by deyvaloganic in
order to categorize these tasks as a directive, multiple intelligek¢s)tasa
nondirective task where no specific instructions were given for the teactieno
outcome was intended for the learner. The tool was the Multiple Intetkgelextbook
Analysis Rubric and was created by the researcher. The rubric ahtigzeelected
sections and chapters chosen. Within each chapter selected, the first fund¢ten of t
rubric was to measure the number of activities as an Ml directive tasindirective
task. An Ml directive task was operationally defined as an activity or job irhvinéc
teacher was requiring the student to do a specific job, to answer questions, to perform a
behavior, or to produce a product. The important function was that the student was being
asked to produce something related to mastering some aspect of the Pinellas County
Essentials Learnings. An Ml directive task might be “Ask the studeniplaia the era
of Reconstruction, or create a timeline of the Civil War.” A nondirective task was

operationally defined as an activity that does not specifically ask tHeetetacperform a
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job or, in turn, the student to perform a task. For example, a nondirective task might
appear as a question in the teacher’s edition of the textbook such as “How did
Reconstruction bring African Americans into politics?” Here one can seartlt
directive task has not taken place because the student has not been asked to produce a
product, answer a question, or perform a behavior so the task is considered a nemdirecti
task. Because the instructions for the teacher were not clear or spedifice student
was not required to complete a specific job, answer questions, perform a job, or produce a
product, categorization into MI category was not possible for these nondireeetns.

Once the activities had been classified as an Ml directive task or ndivairec
task, the next goal of the rubric was to categorize those MI-directiveitdskssingle
category of the MI framework: logical/mathematical, verbal/lingiizisual/spatial,
musical/rhythmic, bodily/kinesthetic, interpersonal, intrapersonal, or tigtufeor
example, the instrument had to be able to distinguish between a logical-ntataktask
and a verbal-linguistic task. The researcher calculated the numbetagkd that were
found in the wraparound text of each chapter and notes were made concerningsthe type
of Ml tasks located within. However, some tasks included two components of the
multiple intelligence framework and these tasks were placed into categbtieo
intelligences combined (combined-2). For example, a task that asks a studerk in
groups of four researching Supreme Court cases was an activity that is bk saeal
and linguistic and was categorized into the combined-2 category. Notes wkr®ma
what combinations are present within that category. In addition, there wasralsric

category for a task that involves three or more intelligences combined (cor33ihe
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Frequency counts and notes were taken on what intelligences were combined tngethe
this category as well.
The rubric allowed for classification and categorization of the MI-tret¢asks
found within the selected chapter. The researcher not only counted the number of MI-
directive tasks, combined-2 tasks, and combined-3+ tasks, but also briefly ekpiane
task and noted pages numbers as well. A total of each category occurreenat tier
a sample rubric, see Appendix A.
Procedures
Once the textbooks were appropriately selected and the choice of datiyze ana
solidified, the next step in the research process involved the development phase of
creating the rubric to measure MI-structured tasks. The researchalyiigisigned a
rubric of MI-directive tasks and began to categorize tasks found in the teacligoisse
into single or multiple categories depending on what the teacher and the stugent we
asked to perform. The researcher used Pinellas County Essential Led2@0vw)sfgr
the 11th grade as the guide for selecting specific content, chapters, adtasialysis.
As preliminary data were being collected, the researcher wéyinlgr
continually the definition of a Ml directive and nondirective task as well asimedgthe
specific MI categories in order to ensure that the definitions are apeaktor this study
as well as specific enough to ensure consistency when the rubric was reviewed. In
addition, the MI categories needed to be easy and simple to recognize thraungh cle
definitions, and clarifications were ongoing. During data collection, the ohezavas
also keeping an audit trail of decisions, definitions, and other important evaluations to

provide further clarification and explanations.
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Expert Panel Review. Once the definitions and categories were established and
categorizations of the textbooks tasks were underway, the researcher put mgethe
expert panel to evaluate the validity and reliability in the data and the Multiple
Intelligences Textbook Analysis Rubric. The expert panel was comprisereef
educators who are college graduates with both undergraduate and graduate degrees. With
a combined teaching experience total of 17 years in a variety of sociabsttes such
as U.S. history, World history, Florida history, geography, psychology, sociology, and
anthropology, the three educators were all currently pursuing a Ph.D. iouiumr and
Instruction in Secondary Education with an emphasis in Social Science Education. The
expert panel was asked to fill out an information sheet upon which included questions
about demographics, education, and teaching experience. In addition, the expestispaneli
were asked about their familiarity with the teacher’s editions of U.8rigextbooks
and their familiarity with the theory of MI. After filling out the infornmat sheet, the
expert panel was given a verbal orientation to the study which described theepurpos
analysis, and rubric. The orientation was read to the expert panel and can bed@view
“Steps to Expert Panel Analysis of Ml Textbook Analysis Rubric” in Appendix B. The
expert panel was also given a brief verbal overview of the theory of Ml. The @wervi
was read from a script and included information on the eight MI that have been
confirmed by Gardner.

The next step of the expert panel review was an overview of Ml/directive tasks
and nondirective tasks and the “Task and Multiple Intelligences CatagonSheet”
was reviewed. The categorization sheet helped to explain to the expert parelists t

distinction between Ml/directive tasks and nondirective tasks. In addition, the

64



categorization sheet also helped to further clarify and distinguish betinee&0 t
categories of multiple intelligences including the combination categfmand in the
rubric. Expert panelists were given information on the following categories:
logical/mathematical, verbal/linguistic, visual/spatial, musicgtfrimic,
bodily/kinesthetic, interpersonal, intrapersonal, naturalist, combined-2 pamureed-3+.
See Appendix C for more information on the categorization sheet.

Step 4 of the expert panel analysis included the “Practice Items for Pgreat’
(see Appendix D). The practice items gave the panelists the opportunity he use t
Multiple Intelligences Textbooks Analysis Rubric which was created byesearcher.
The researcher read the directions to the panelists and completed apprsetiee items
with all panelists. The panelists were able to discuss answers, catégusizagview the
categorization sheet, and ask questions if needed. Once all practice items wer
completed by the expert panelists and all experts were comfortablénevithiric and
categorization rubric, the panel was asked to complete the “Expert Paneldrasks t
Analyze” (see Appendix E) and given a Multiple Intelligences Textbook ArsaRBubric
to use for categorization purposes. The tasks to analyze included 20 items from various
parts of the four U.S. history textbooks sample used in the study. During stage one of the
expert panel reliability check, the panelists were asked to decide if eteh2{ tasks
were Ml/directive or nondirective. The goal was to see if the panelistd coukctly
categorize the Ml/directive tasks versus the nondirective tasks.

The second check of the panelists was to measure if the panelists couldzmategor
the Ml/directive tasks into one of the 10 prescribed categories on the rubric. Given tha

the panelists recognized the sample tasks as a Ml/directive tasks, ths exger
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prompted to categorize the task into a single category or a multiple compaegotrga
(combined-2 or combined-3+ category). Finally, the expert panel was asketlttees
combined-2 or combined-3+ categories into the correct individual tasks areas. For
example, if a task was marked as a combined-2 Mi/directive task, then thistpdred

to note which two MI categories the task was comprised of. A task that requdests

to work in group researching a Supreme Court case is an example of an activity that i
both interpersonal and linguistic so the panelists would need to detect the 2 combined
nature of the task and then dissect the task into an interpersonal intelligé&reedtas
linguistic or verbal task. The panelists were allowed to ask questions if nembigiven
ample time to complete the process. The final stage of this process wdsutsica of
the interrater agreement scores to determine the reliability amtityali the Multiple
Intelligences Textbooks Analysis Rubric.

The first phase of the study involved the implementation of the tool, Multiple
Intelligences Textbook Analysis Rubric, to measure the presence oféthde tasks in
the U.S. history curriculum. Data were collected by analyzing eaitte dédsks in the
teacher’s edition of the textbook and then categorizing the tasks found within each
chapter into a specific category of the MI framework. Each task ertgatias placed
into one of the following categories: nondirective task, linguistic/verbal,
logical/mathematical, visual/spatial, bodily/kinesthetic, musicalypetsonal, and
intrapersonal, two intelligences combined, or three+ intelligences combined.

As mentioned previously, if the task did not give specific instructions for the
instructor to perform, it was automatically tallied and counted as a notéréask

because there were no directions as to what the instructor should do and no outcomes for
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what the student was expected to perform. Those tasks where directionsverrt® gi
the instructor such as a task that says “Ask the students. . .” were then zategori
according to the MI preference. Asking the students to respond to a question was an
example of a purely linguistic or verbal task and the task was placed in thstimgui
category. However, some tasks included more than one component or style of the
multiple intelligence framework, and these tasks were placed into a pesscombined
category. For example, a task that says “In groups, design an ad campaign topike pe
to help produce and conserve food for the war effort” involved the use of interpersonal
and bodily/kinesthetic intelligences. This type of task was placed into the calibine
category. In addition, there was another category for a task that would combaerthr
more intelligences and was called the combined-3+category.
Research Design

After the MI instrument had been developed and verified for reliabiity a
validity and all data collected, the quantitative study employed a ecusgarative
design to examine the influence of Ml theory on the formation of textbooks actiwities i
the U.S. History curriculum. Causal-comparative studies are useful when the
independent variables cannot be manipulated and the independent variable is measured in
the form of categories. The categories for the independent variable in thevstedye
earlier mid-1990s textbook series versus more recent mid-2000s series.thighile
research design does not permit “strong conclusions about cause and effantiat c
useful for exploratory situations when manipulating the independent variable is not
possible (Gall, Gall, & Borg, 2007, p. 306). Furthermore, researchers often ugle caus

comparative designs because “forming groups to measure the independerg sariabl
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often more consistent with how practitioners and other education stakeholders think
about the world” (Gall et al., p. 307).
Analysis of Data

Nonparametric tests are tests of “statistical significance that delgairr any
assumptions about the shape or variance of population scores” (Gall et al., 2007, p. 325).
Because the researcher did not assume one intelligence to be more prevalethictisa
a nonparametric statistical test was used to analyze theAlata.square test was used
to analyze the data due the categorical nature of the independent varidbées of
textbooks and the categorical nature of the multiple intelligences. Desestitistics
on the dependent variables, such as the frequency counts, were reported. Theehi squar
test was chosen to analyze the data as it is a “nonparametric silaisti¢co determine
whether research in the form of frequency counts are distributed differe@dil"dt al.,
2007, p. 325). The use of the chi square test was used to determine if the null hypothesis
of no differences between the groups of tasks were rejected. The chi squaregobdnes
fit can be used to analyze data when the following assumptions are met: thre data a
obtained from a random sample, the expected frequency in each category tsSatalieds
the data is mutually exclusive and exhaustive. All assumptions were met and the chi
square goodness-of-fit test was used. The data were analyzed usingistieabtat
Analysis Software (SAS). Level of significance for the study waatgte .0001 level.

In addition, the phi coefficients were provided. Phi coefficients are used in
calculating inter-item correlations and are a measure of the magnfttieerelationship
between two dichotomous variables in the chi square analysis (Gall et al., 2007)

addition, effect sizes were also reported as small, medium, or largean@alblleagues
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(2007) defineceffect sizeas a “statistical measure of the strength of an observed
difference between groups on a test or other instrument or the strength ofraeabse
relationship between two or more variables” (p. 639). Differing from staligests,
effect sizes serve as a guide for interpreting the size of the éneiagififects and help in
making inferences about the practical significance of the researclsresult
Validity and Reliability

The term validity refers to “the accuracy of inferences” (Popham, 2000, p. 91).
Ultimately it asks the question does the instrument measure what it camesasure.
For purposes of this study, did the rubric created actually measure the magndude
availability of Ml-oriented tasks found within the teacher’s edition of the chime
texts? This study was concerned with the content validity of the studycoFient-
related validity evidence refers to “the degree to which the sample of tasks, or
guestions is representative of some defined universe or domain of content” (Popham,
2000, p. 96). In terms of this study, the researcher was concerned with thg vélioé
rubric actually measuring Ml tasks in the teacher’s edition of the text thtre
measuring any other effect or factor. To help ensure the content validitysifithye the
researcher exposed the instrument to expert analysis. During the expeisaagdanel
of experts who were knowledgeable and referenced in the theory of Ml evaluated the
rubric by categorizing activities frohe Americansextbooks andmerica: Pathways
to the Presentextbooks. These categorizations were then compared with those of the
researcher to ensure that the researcher’s tool was measuringeldiated to measure.
The panel was able to categorize Ml/directive and nondirective tasks andsriibe

categorize into the MI categories with a high degree of interratabitel. If there had
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been a low degree of interrater reliability between the expert paddahe researcher,
then the categorical classification system would have been reviewedaafiddl

Another crucial part of study was ensuring that the rubric was useful anghef
reliability. Reliability refers to a consistency, congruence, orlgiabver a period of
time (Popham, 2000). By using the expert analysis to ensure the validity, iswill a
function as a tool for guaranteeing that the tool was consistent betweenersvaswvell
as time lapses in reviewing the content. A panel knowledgeable in both MI theory and
social studies content was oriented to the instrumentation and asked to categoeize s
sample tasks using the rubric created. The panel completed the assignmerttigit
interrater agreement as detailed in chapter 4; however, if there hrad lee interrater
agreement between the panel and the researcher, then the classificationaysid
have been reviewed and adjusted.
Summary

Once the rubric was been created, expert checked, and all data collautéukfro
textbook chapters, the next stages of this study involved analyzing the datarmine
patterns emerged in the teacher’s editionshe AmericanandAmerica: Pathways to
the Presentexts concerning the focus on MI-structured tasks. Prior to the data being
analyzed, it was also important for the criteria for the textbook satecperational
definitions, and underlying theory to be examined and acknowledged by the research
The remaining chapters focus on the rubric development and process, data ati@npret

conclusions, and further research.
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Chapter 4: Results

This chapter presents the results of the textbook analysis of the four 11th-grade
U.S. history textbooks used in the study. The purpose of the study was first to design a
rubric for measuring the availability and presence of MI-structtagkk in the teacher’s
editions of four 11th-grade U.S. History textbooks. The textbooks selected were both
adopted by the state of Florida and used in classrooms across the state depending on
which county one resides in. In addition, the textbooks were found in classrooms
throughout the United States, according to the American Textbook Council (2008), which
assembles a database of the most widely adopted textbooks in both history and social
studies. The textbooks were published by major companies which target Florida school
since the state is one of the larger markets for buying textbooks and driving textbooks
sales across the country (Goldstein, 2001). Once the tool was created, tloheeskean
had the capability to analyze the types of tasks found within the teacheiongditithe
history textbooks. Through the analysis of the types of tasks, the researcher worked t
determine what types of MI-structured tasks were being offered in the teastigons
of the textbooks and to distinguish what changes have occurred from early textbook
editions to more recent textbooks in use. Specifically the following questioas wer

examined:
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1. To what extent do the annotated teacher’s editions’ recommended activities in
four widely adopted high school U.S. history textbooks reflect a multiple irgetes
framework?

2. Are certain multiple intelligences more likely or less likely to appedren t
teacher’s editions’ recommended activities of four widely adopted high sch®ol U
history textbooks?

3. Has the number of multiple intelligences tasks recommended in the teacher’s
editions of four widely adopted high school U.S. history textbooks changed between the
mid-1990s editions and the more recent mid-2000s editions?

Tables have been used to present the various analyses and to facilitate the
discussion based on the findings. The findings have been grouped into two sections:
Section | contains the findings of the expert panel which was formulatei tinea
interrater reliability of the tool created in order to guarantee consisteetween
reviewers, time, and textbooks used. Within the interrater reliability, alateans of
importance were analyzed and reviewed: (a) categorization a Ml dirextivgdrsus a
nondirective task, (b) categorization of a single Ml directive task into degar®, (c)
categorization of both single and multiple tasks with combined categories asaie) a
categorization of both single and multiple tasks with combined categories\aduadli
groups. Section Il contains the findings of the chi square analyses that weretednoluc
answer Research Questions 1, 2, and 3.

Section I: Expert Panel Analysis
The expert panel was asked to fill out an information sheet upon which included

guestions about demographics, education, and teaching experience. The expert panel was
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comprised of three educators who were college graduates with both undergraduate and
graduate degrees. With a combined teaching experience total of 17 yeaexigety of

social studies areas such as U.S. history, world history, Florida historyagbgg
psychology, sociology, and anthropology, the three educators were all curreatlyngur

a Ph.D. in Curriculum and Instruction in Secondary Education with an emphasisah Soci
Science Education. In addition the expert panelists were asked about thiearitgmi

with the teacher’s editions of U.S. history textbooks and their familiarity thé theory

of MI. Panelists were specifically asked, “How familiar are ydth the teacher’s

editions of U.S. history textbooks?” Panelists were able to rate their answ8rpyird
Likert scale consisting aofery familiar, somewhat familigror not very familiar All

panelists answered this question as “very familiar.” In addition, the p@ngbse
specifically asked “how familiar are you with the theory of MI?” Again,akperts were
able to rate their answer on a 3-point Likert scale consistiagrgffamiliar, somewhat
familiar, ornot very familiar All panelists answered this questionvasy familiar.

With respect to the “Expert Panel Tasks to Analyze” and the “Multiple
Intelligences Textbook Analysis Rubric,” the expert panelists weret@llistinguish
between a MI directive task and a nondirective task on the “Expert Panel Tasks to
Analyze” (see Appendix E) with 100% reliability as indicated in Table 1. Of the 20
sample tasks, 18 of the tasks were MI-directive tasks and two were nondirasiive t
All panelists were able to distinguish between the tasks.

The second reliability check tested if the expert panelists werecatdgeigorize a
MI directive task into one single category. For example, task one statiedttidents to

analyze the significance of the inclusion of students into the civil rights mesxtemAll
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raters were able to categorize task one into the one Ml directive catégory o
linguistic/verbal. Essentially, the experts needed to be able to distinguisbieentwe

task from a Ml directive task (reliability check one) and once a task wegoteed as a

MI directive task, the expert panel needed to be able to classify in whichdd sin
grouping the task fell. These tasks on the “Expert Panel Teacher's ERhiimple

Tasks” were sorted into one and only one category and did not have more than one Ml
present within the task. The possible categories included the eight commamtedcc
areas of MI: linguistic/verbal, mathematical, spatial, kinesthetierpetsonal,
intrapersonal, musical, or naturalistic. The overall interrater retiabiterage for check
two was a 90.29% level of agreement.

The third reliability check tested if the expert panelists were ablettoglissh
between MI-directive tasks with multiple components. Essentially, thé etescaimed
toward answering the question: Can the expert panelists determine iisad¢askbining
more than one of the MI categories? For example, one task stated: “Havgrsnnadl
of students create a skit illustrating how a piecework system favors theyempEach
worker must perform a task, such as create a paper hat or airplane, choserrduypthe g
(America: Pathways to Preserit995, Chapter 14, Section 3, page 400). The expert
panel needed to be able to select the task as a combined-2 MI task becauseit has tw
components of Ml involved in the completion. In addition, some tasks might even have a
third or fourth component of Ml present that those tasks would need to be categorized as
a combined-3+ category. The expert panel was able to spot a combinedrZbamed-

3+ category at a 91.75% level of agreement.
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The final check was for the panelists to sort a combined-2 or combined-3+ task
into the correct individual categories as well. For example, if the saagievas
categorized in check three as combined-2 category, the next step Wesdgpert panel
to label which two MI were being targeted within the task. In the previous@gathe
task: “Have small groups of students create a skit illustrating how a @dceystem
favors the employer. Each worker must perform a task, such as create a paper hat
airplane, chosen by the group” was recognized as a combined-2 category task in che
three America: Pathways to Preserd995, Chapter 14, Section 3, page 400). In the
fourth and final check, the panel needed to be able to choose the correct twentedig
demonstrated in the task. For the above task, the expert panel should have selected both
an interpersonal component and a kinesthetic component to the task. The interrater
reliability was 87.475% level of agreement for check four.

Section II: Chi Square Analysis

Research Question 1Data examined for Question 1, which addressed the extent
to which the teacher’s editions’ of the four chosen U.S. history textbooks eelfi@dil|
framework showed that all four teacher’s editions’ reflected a Ml metbgyals
indicated in Table 1. Specifically, the numbers of MI-directive tasks vamudirective
tasks were calculated through frequency counts for each of the four U.S. history
textbooks within the sample. To determine a relationship between the two typsksof
the chi square goodness-of-fit test was used. The goodness-of-fietesines how
closely the “observed values of a sample fit an expected, ideal ratio” (\20@g, p.

134). Two values are involved in the chi square goodness-of-fit analysis including the
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observed value and the expected frequency. The null hypothesis for the chi square
goodness of fit predicts there will be no differences between the two values.

The results of the chi square test indicated tha¢, American$1998) textbook
series, there was a statistically significant difference betweeNt-directive tasks and
the nondirective taskg?(1, N= 1072) = 648.84p< .0001,4 = .78. Thus, the null
hypothesis was rejected. The effect size as measured by the pluiepefépresents a
somewhat large effect size. Effect size is a term “used to desdabelg of indices that
measure the magnitude of a treatment effect” (Kotrlik & Williams, 2003, |Effect
sizes measure will include “mean differences ...and conveys the magnitude of the
phenomenon of interest appropriate to the research context” (Cohen, 1990, p. 1310).
Furthermore, Cohen (1988) believed that effect sizes could be interpretedld®.@na
medium (0.5), or large (0.8) depending on the coefficient. Essentially, the phciepeffi
is a measure of the association between the two variables used to repdetcthe z=f,
and with regards to Research Question 1, the phi represents the relationsbegntibav
textbooks and the Mli/directive tasks versus nondirective tasks present.

In The American$2007) textbook series, the chi square test indicated that there
was a statistically significant difference between the MI-divediasks and the
nondirective taskg;*(1, N = 1269) = 28.15p < .0001,4 = .15. InterestinglyThe
Americang2007) showed a big drop in the phi coefficient which implies a weak
relationship between the number of MI/Directive task and nondirective tasks fotmsl i
particular edition in terms of practicality. Wilthe Americangextbook series combined,

the chi square continued to indicate a statistically significant diféerbetween the Ml-
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directive tasks and the nondirective tasks within the teacher’s edit®rRban in Table
1.

Table 1:Chi Square Analysis of Research Question 1

Chi Sample Effect
Textbook series Year square p value size size ()
The Americans 1998 684.84* <.0001 1072 .78
The Americans 2007 28.15* <.0001 1269 15
The Americans Combined  447.04* <.0001 2341 44
Pathways to the Present 1995 653.21* <.0001 677 .98
Pathways to the Present 2005 616.39* <.0001 915 .67
Pathways to the Present Combined 1259.46* <.0001 1592 .89

Note.* indicated a statistically significant difference

ThePathways to the Presetaxtbook series were also statistically significant
when the chi square test was used to determine if a MI-directive framepmelra
within its teacher’s editions’ in comparison to a nondirective framewiorkhe
Pathways to the Prese(t995), there was a statistically significant difference between
Ml/directive tasks and nondirective tasks and the effect size was found rgdasa
well, ¥*(1,N = 677) = 653.21p < .0001,0 = .98. In thePathways to the Prese(2005)
edition, the results of the chi square indicated that there was also &athtisignificant
difference between Ml/directive and nondirective tagkl, N = 915) = 616.39% <
.0001,p =.67. The effect size as determined by the phi represented a medium effect.
When thePathways to the Presetextbooks series were combined, the results of the chi
square continued to indicate there was a statistically significarteliite between
Ml/directive tasks and nondirective tasks.

Research Question 2 After evaluating the statistically significance of MlI-

directive tasks versus nondirective tasks in the four U.S. history textbooks of thle,sam
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the next analysis was aimed at Research Question 2 which askeceftaia 811 more
likely or less likely to appear in the teacher’s editions’ recommendedtesstiof four
widely adopted high school U.S. history textbooks?” For each category found in the
Multiple Intelligences Textbook Analysis Rubric, a frequency count wasnaataiA 1:1
ratio was hypothesized and chi square analyses were used to determinetifahesha

fit the predicted 1:1 ratio. For example, all linguistic tasks fidra Americanand
Pathways to the Presemere counted and totaled and then compared to all verbal tasks
from the four texts selections. In addition, all linguistic tasks were compmaedid t
logical/mathematical, visual/spatial, bodily/kinesthetic, interpelsamteapersonal,
naturalist, combined-2, and combined-3+ tasks categories. These comparisongdont
until all categories were compared against one another. Because nostdasiadi were
found in any of the sample textbooks, it is important to note that the comparison to
naturalist to another MI category was impossible to analyze using the cle.sduar
addition, the combined-2 and combined-3+ categories were analyzed indiviaguhlly a
then were collapsed together into an “any combined” category in an effoet tioese
effect of multiple combined Ml tasks against single Ml tasks within the foupke U.S.
history textbooks. The findings are indicated in Table 2.

The results of the chi square analyses with an alpha of .0001 indicated that there
was a statistically significant difference between linguistic doaleiasks and all other
categories. Linguistic or verbal was the only category which indieastatistically
significant differences between every single other category mghiktic or verbal tasks
totaling 1,784 frequency counts among the four sample U.S. history textbooks. The next

closest category, in terms of frequency, was the “any combined cdtedoch was
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comprised of the sum of the combined-2 and combined-3+ categories and totaled 593.
The remaining MI categories calculated frequency counts were asdgolkpatial/visual
(505), combined-2 (498), logical/mathematical (125), intrapersonal (97), sediBi+
(95), bodily/kinesthetic (39), musical (19), interpersonal (10), and naturalist (0).

Logical/mathematical tasks were shown to be statistically scgmnififrom all
other categories with the exception of the combined-3+ categfify) € 4.09,p = .04)
and the intrapersonal categoy(l) = 3.53p = .06). Logical/mathematical tasks were
calculated to be statistically significant from verbal/linguistgk&a any combined,
combined-2, musical, interpersonal, bodily/kinesthetic, and spatial/visual t&sks.
example of a logical/mathematical task foundmerica: Pathways to the Present
(2005) ask students to use “an almanac to find the percentage of eligible womennvoting i
each of the presidential elections since 1920 and compare it with the percentage of
eligible males voting. Students can show the statistics in a series saphs @r a table”
(p. 637).

Spatial/visual tasks were calculated with a frequency count of 505 faruthe f
sample U.S. history textbooks. An example of a spatial/visual task was found in the
America: Pathways to the PresdaB95) edition where in which the directions stated
“ask students to create of political cartoon of Teddy Roosevelt” (p. 509). Thes i@sult
the chi square analyses indicated statistically significant difteebetween the
following categories: combined-3+(1) = 280.17p < .0001), musicalf’(1) = 450.76,
p < .0001), intrapersona}{(1) = 276.52p <.0001), interpersonaj{(1) = 475.78p
<.0001), bodily/kinestheticyf(1) =399.18p <.0001), logical/mathematicati(1) =

229.21p < .0001) and verbal/linguistig(1) = 714.65p < .0001). The only two
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categories in which visual/spatial tasks were not statistically signtfwere combined-2

and any combined. The chi square analysis indicated there was not aatatistic
significant difference between the number of visual/spatial tasks at 505 ahthedr

tasks at 498y{(1) = 0.05p = 0.83) nor was there a statistically significant difference
between the number of visual/spatial tasks at 505 and the any combined category at 593
(x*(1) = 7.05,p = .008).

The results of the chi square analyses indicated there were stéistgraificant
differences between bodily/kinesthetic tasks and all other categotiethes exception of
musical whose frequency count was 19 for the four sample €13 € 6.90,p = .009).
Bodily/kinesthetic tasks were counted with a frequency calculation of 39 taskeee
the four sample U.S. history textbooks. Statistically significant diffesewesge found to
exist between bodily/kinesthetic tasks and verbal/linguigficL] = 1670.34,p <.0001),
logical/mathematicalf®(1) = 45.10p < .0001), spatial/visuayf(1) = 399.18,p <
0.0001), interpersonay{(1) = 17.16p < .0001), intrapersonaj{(1) = 24.74p < .0001)
combined-2 (1) = 392.33p < .0001), combined-3+#{(1) = 23.40p < .0001), and any
combined ¢?(1) = 485.63p < .0001) categories. Kinesthetic/bodily tasks include those
types of tasks that ask students to perform a skit, role-play, or cook and assemble a dish
from a different country. Kinesthetic/bodily tasks may also include taskkighw
learners have to create models, dioramas, or other displays to capture anregeat, ti

place of historical significance.
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Table 2:Chi Square Analysis of Research Question 2

Any Combined- | Combined- Naturalist Musical Intra- Inter- Bodily/ Spatial/ Logical/Ma Linguistic/
Combined 3+ 2 personal personal Kinesthetic Visual thematical Verbal
(593) (95) (498) (0) (19) (97) (10) (39) (505) (125) (1784)
Linguistic/ 596.75 1518.21 724.71 No 1727.80 1513.01 1754.22 1670.34 714.65 1441.74
Verbal * * * Tasks * * * * * *
(1784) 1784-593 1784-593 | 1784-498 1784-19 1784-97 1784-10 1784-39 1784-505 | 1784-125
Logical/ 305.05 4.09 223.32 No 78.03 3.53 97.96 45.10 229.21
Mathematical * * Tasks * * * *
(125) 125-593 125-95 125-498 125-19 125-97 125-10 125-39 125-505
Spatial/ 7.05 280.17 0.05 No 450.76 276.52 475.78 399.18
Visual * Tasks * * * *
(505) 505-593 505-95 505-498 505-19 505-97 505-10 505-39
Bodily/ 485.63 23.40 392.33 No 6.90 24.74 17.16
Kinesthetic * * * Tasks * *
(39) 39-593 39-95 39-498 39-19 39-97 39-10
563.66 68.81 468.79 No 2.79 70.74
Interpersonal * * * Tasks *
(10) 10-593 10-95 10-498 10-19 10-97
356.54 0.02 270.25 No 52.45
Intrapersonal * * Tasks *
97) 97-593 97-95 97-498 97-19
538.36 50.67 443.79 No
Musical * * * Tasks
19) 19-593 19-95 19-498
No No No
Naturalist Tasks Tasks Tasks
)
273.88
Combined-2 *
(498) 498-95
Combined-3+
(95)

* indicates statistically significant at the p <Q01 level:() indicates the number of tasks plaic¢dl the category and calculated for all 4 samp@grtbooks
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Interpersonal tasks were counted at 10 for the frequency count tally and the
results of the chi square analyses indicated that statistically sagnifidferences were
found in all categories with the exception of musical tagkd ) = 2.79,p = .09). The
following categories were found to have statistically significant diflesrirom
interpersonal tasks: linguistic/verbal, mathematical/logical, vispaiial,
bodily/kinesthetic, intrapersonal, combined-2, combined-3+, and any combined.
Intrapersonal tasks were counted at 97 for the frequency count tally and thefrtsilt
chi square analyses indicated there were statistically signifidéeretices
linguistic/verbal, visual/spatial, bodily/kinesthetic, interpersonal, mlysioanbined-2,
and any combined. Both logical/mathematical tagk§X) = 3.53p =. 06) and
combined-3+ tasks(f (1) = 0.02p = .88) were not found to have statistically significant
differences from intrapersonal tasks according to the chi square valuepersdeal
tasks were often paired with other tasks and were combined with an additional
intelligence in order to perform the tasks. An interpersonal task was onewvbat ga
students the opportunity to work in partnerships or groups to complete the goal or
perform the activity.

Musical tasks were tallied at a 19 frequency count between the four U.S. history
textbooks sample, and the results of the chi square analyses indicatedieafiiatist
significant difference between musical tasks and linguistic, logical,lyistrapersonal,
combined-2, combined-3+, and any combined categories. The chi square andlyses di
not find a statistically significant difference between musical tasks anstikete/bodily
tasks ¢*(1) = 6.90,p = .009) and interpersonal task3(1) = 2.79,p = .09). Musical

tasks were those that incorporated the appreciated and/or recognition of pattgcas.
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For example, iMThe American$2007), students were asked to examine the lyrics of the
song, “Brother, can you spare a dime?” and then to explain the significance and mean of
the lyrics. Furthermore students were asked to bring in recordings of thgos6ig ).

There were three types of combined categories: combined-2, combinaad3+,
any combined. The combined-2 category consisted of two MI tasks found within the
given task. For example, the task may have featured both an interpersonal component
and a visual component. Itis this type of task that could have been categorized as a
combined-2 task. The combined-3+ category consisted of three or more tasks found
within the given task. Lastly, the any combined category collapsed the cah#oare
combined-3+ categories into one single unit and comparisons were then made between
each single intelligence category and the any combined category to seastztistically
significant differences. For example, all linguistic or verbal taske wempared first to
combined-2 tasks, then to combined-3+ tasks, and finally to any combined tasksho sear
for statistically significant differences between the threesar&ar all three areas
(combined-2, combined-3+, and any combined), the chi square analyses indicated
statistically significant differences between linguistic/verbal, lyddnesthetic,
interpersonal, and musical. The combined-2 and any combined categoriésumeréo
have a statistically significant difference between logical/matheah@asks and
intrapersonal tasks; however, the combined-3+ category was not found to bheadtatist
significant from logical/mathematical taslsé((l) = 4.09, p =.04) or intrapersonal tasks
(x*(1) = 0.02,p = .88). The chi square analyses did indicated a statistically significant
difference between the combined-3+ category and visual/spatial J46Ks= 280.17p

<.0001); however, the combined-2 and any combined categories were not found to be
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statistically significant when compared to visual/spatial tasks. The oenia category
was found to be statistically significant from the combined-3+ categbi(L) = 273.88,

p <.0001) according to the analyses as indicated in Table 2.
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Table 3:Chi Square Coefficients and Phi Coefficients for Research Question 2

Any Combined | Combined | Naturalist Musical Intra- Inter- Bodily/ Spatial/ Logical/M Linguistic/
Combined 3+ 2 personal personal Kinestheti Visual athematica Verbal
(593) (95) (498) (0) (19) 97) (10) c (505) | (1784)
(39) (125)
Linguistic/ 596.75 1518.21 724.71 No 1727.80 1513.01 1754.22 1670.34 714.65 1441.74
Verbal * * * Tasks * * * * * *
(1784) .50 .90 .56 .98 .90 .99 .96 .56 .87
Logical/ 305.05 4.09 223.32 No 78.03 3.53 97.96 45.10 229.21
Mathematical * * Tasks * * * *
(125) .65 .14 .60 74 .13 .85 .52 .60
Spatial/ 7.05 280.17 0.05 No 450.76 276.52 475.78 399.18
Visual * Tasks * * * *
(505) .08 .68 .007 .93 .68 .96 .86
Bodily/ 485.63 23.40 392.33 No 6.90 24.74 17.16
Kinesthetic * * * Tasks * *
(39) .88 41 .85 .34 .43 .59
563.66 68.81 468.79 No 2.79 70.74
Interpersonal * * * Tasks *
(10) .97 .81 .96 .31 .81
356.54 0.02 270.25 No 52.45
Intrapersonal * * Tasks *
(97) 72 .01 .67 .67
538.36 50.67 443.79 No
Musical * * * Tasks
(19) .94 .67 .88
No No No
Naturalist Tasks Tasks Tasks
(9
273.88
Combined-2 *
(498) .68
Combined-
3+
(95)

Note.* indicates statistically significant at the p Q01 level

85




Table 3 reports the phi coefficients for the comparisons made based on Research
Question 2 which analyzed the differences between each category of Ml.

Research Question 3.The final analysis using the chi square value was geared
toward answering Research Question 3, which asked, “Has the number of Ml tasks
recommended in the teacher’s editions of four widely adopted high school U.S. history
textbooks changed between the mid-1990s editions and the more recent mid-2000s
editions?” To answer the question, the four sample U.S. history textbooks were broken
down by their titles witifhe American4998 and 2007 editions being compared against
one another anBathways to the Preseh995 and 2005 editions being compared against
one another. The total number of visual tasks was tallied through a frequency count for
The American4998 and was compared to the total number of visual task$éor
Americans2007. The chi square analysis was then used to determine if there were any
statistically significant differences. The process was repeated ftategories found in
the Multiple Intelligences Textbook Analysis Rubric. This process was cadpiet
both series of textbooks. The findings are reported in Table 4.

The Americansextbook series indicated a statistically significant difference
between linguistic or verbal tasks between the 1998 and 2007 teacher’s egfijbns (
46.08,p <.0001). In the 1998 version ©he Americans446 verbal tasks were counted
while only 265 verbal tasks were counted in the 2007 version. Spatial/visual tasks were
also found to indicate a statistically significant difference betwez=d 388 and 2007
editions (1) = 19.30p<.0001) with 220 tasks counted in the 1998 version and 137
tasks counted in the 2007 version. The remaining categories of logical/mataémati

bodily/kinesthetic, interpersonal, intrapersonal, musical, combined-2, and cor33ine
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were not found to have statistically significant differenceBhia American4998 and

2007 teacher’s editions.

Table 4: Chi Square Analysis of Research Question 3

Pathways
Frequency| Frequency| to the
Frequency| Frequency The Count of | Countof | Present
Count Count Americans Pathways | Pathways| 1995 &
of The of The 1998 & To the To the 2005
Americans| Americans 2007 Phi Present Present Chi Phi
1998 2007 Chi Square| ¢ 1995 2005 Square | ¢
Verbal/ 446 265 46.08* .25 497 576 5.82 .07
Linguistic
Logical/ 57 39 3.38 19 10 19 2.79 31
Mathematical
Spatial/ 220 137 19.30* .23 31 117 49.974 .58
Visual
Bodily/ 6 9 0.60 2 12 5 2.88 A7
Kinesthetic
i 3** 1.0%* 5 i 5** 2.67* .67
Interpersonal
46 21 9.33 .37 19 11 2.13 a7
Intrapersonal
7 4 0.82 27 1** T** 4 .5%* 75
Musical
0 0 No tasks | n/a 0 0 No tasks| n/a
Naturalist Found found
141 196 8.98 .16 78 83 0.16 .03
Combined- 2
30 44 2.65 19 8 13 1.19 24
Combined-3+

Note.* indicated statistically significant at the p Q@1 level
** indicated table cells were less than 5 and cfisgse may not be valid due to small
sample size

ThePathways to the Presetdxtbook series was found to indicate a statistically

significant difference in only one of the MI categories according to the chiesqua

analyses. The spatial/visual category showed a significant differetveednethe 1995

and 2005 editionsyf(1) = 49.97p < .0001). The 1995 spatial/visual category had a

frequency count of 31 while the later 2005 edition had a frequency count of 117. The

remaining categories of verbal/linguistic, logical/mathemhtioterpersonal,

intrapersonal, musical, bodily/kinesthetic, combined-2, and combined-3yocatedid
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not point toward any significant differences between the 1995 and 2005 versions of the
Pathways to the Presetdgacher’s editions.
Summary

After developing the rubric and examining its validity and reliability throigh t
implementation of an expert panel, the researcher was capable of an#tgziesearch
guestions to determine more about the effects of multiple intelligences theosample
of United States history textbooks. It was found that multiple intelligences taedry
related tasks has impacted U.S. history teacher’s editions to some degre&hd3oth
AmericansandPathways to the Presetaxtbook series were found to have more MI-
directed tasks over non-directive tasks regardless of publication yedhodlkex
developers seemed to have incorporated MI-directed tasks into the sample of United
States history textbooks reviewed.

However, when the researcher looked more closely at which specific multiple
intelligences directed tasks have made the most impact on the availabteeactiwas
overwhelmingly clear that linguistic/verbal tasks were leading ¢heittes and tasks.
Linguistic/Verbal tasks were more likely to appear on the pages of the saxtpleoks
when compared to any other intelligence category or combined intelligesteg®ries.
Furthermore, it was found that there were only a few categories in whicficgsighi
changes had impacted the 1990s editions versus the more recent mid-2000s editions.
Interestingly, The Americansaw a significant decrease in both verbal/linguistic and
spatial/visual tasks between the nine year span, whiledtievays to the Presesaw a

significant increase in spatial/visual tasks between its ten year Kgpeared that
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textbook publishers may be moving in different directions in terms of multiple

intelligences tasks.
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Chapter 5: Discussions, Conclusions, and Recommendations

With the current state of the social studies classroom being that of uninspired
students using unexciting textbooks as their guide for learning U.S. history, man
educators hope to seek improvements for student learning and textbook construction
(Banks, 1990; Hope, 1996; NCES, 1993; Wakefield, 2006). With the theory of Ml
gaining popularity in the field of education, renewed hope exists for social stodies
produce quality textbooks filled with differentiated instruction to reach atéga. With
the state of Florida on the verge of adopting updated Social Studies matettiaés for
2011-2012 school year, the Florida Department of Education called for publishers to use
research-based instructional materials that should “include speritieges,
teaching/instructional activities, procedures, examples, and opportunitresifw and
application consistent with current and confirmed research in social studiesieadand
discipline specific literacy” (Florida Department of Education, 2010, p. 7).

Furthermore, the state defined instructional materials effectivemés®e major
priority areas: content, presentation, and learning. With respect to thedeane
Department of Education stated that the following features have been found togpromot
learning: motivational strategies, teaching a few big ideas, expigtiuiction, guidance
and support, active participation of students, targeted instructional strategi¢s;geted
assessment strategies. Under the “Guidance and Support” feature, theelepeldarly

called for textbooks for “be adaptable to developmental differences and variousdea
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styles” (Florida Department of Education, 2010, p. 81). Also, a variety of
“modalities” for the various learning styles of students were requestédas “linguistic-
verbal, logical-mathematical, musical, spatial, bodily-kinestheticipatsonal,
intrapersonal, and naturalist” (p. 82). These are clearly in line with G&adktheory
and the goal is to have those frameworks integrated into social studies textbtheks i
state of Florida.

While technological advances in education continue to gain ground, research
continues to show that textbooks are the main curriculum guides in the classroom,
especially in the social studies classroom (Banks, 1990; Chambliss & Calfee, 1998;
Zevin, 2000). Textbooks are the most frequently used instructional material for both
students and teachers and the amount of classroom time that students spend using
textbooks is estimated between 75 to 90 percent (Florida Department of Education, 2008;
Leischer, 2004; Wakefield, 2006). Textbooks serve at the backbone for instruction and
curriculum in the classroom with teachers relying heavily on them as tianmeool
for presentation and activities. Because of the dependency on textbooks in tlemelassr
the “teacher’s manual is a key presentation feature that can be a sthoggpsanht,
especially if well designed” during the adoption of new instructional mat¢Fsda
Department of Education, 2008, p. 12). Furthermore, the Florida Department of
Education (2008) states the teacher’'s manual “contain instructional restustgport
instructional strategies and activities” (p. 12).

Throughout the United States, the history classroom appears to be in turmoil. The
National Assessment of Educational Progress (NAEP) results in thefdseda. history

show less than favorable progress for America’s fourth, eighth, and 12th graders

91



(National Center for Education Statistics, 2001). Many teachers feslttitkints are not
tuned into social studies and students find the content boring and irrelevant (Hope, 1996;
VanSickle, 1990). Young people are not engaged in classroom activities as often as
hoped (Wakefield, 2006; Zevin, 2000). The question becomes: How can the history
classroom and the student become motivated, challenged, and engaged in his or her own
learning? With action research projects showing that MI-inspiredcalum is

improving academic performance and raising student motivation in the clas#rgom
possible the merger of a MI curriculum with the availability of textbooks coulbebe t

answer to some of the problems that the field of history is facing (Campi@ah&pbell,

1999; Hickey, 2004; Kosky, 2008).

Based on the current state of apathy in the social studies classroom, dismal
achievement results in social studies and history, and lack of engagement inahe soc
studies classroom, it seems critical for educators to assess whaing these negative
forces to intrude on the history classroom and student learning and furthermore, yrow the
can alleviated in order for student achievement and motivation to progres#ifisFor
study, the theory of Ml and the U.S. history textbooks are the focus. It appears that a
major problem with U.S. history textbooks lies in the premise that not all intetkgeare
being targeted. Furthermore, the lack of focus on all intelligences coulc:aeiag
contributor to poor student performance and low achievement results because students
with unique intelligences are often overlooked and ignored.

The purpose of this study was twofold. The study utilized a rubric for measuring
the presence of Mli-structured tasks in the teacher’s editions of four 11th grade U.S.

history textbooks. The tool was created first giving the researcheajlbitty to
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analyze the types of tasks found within the teacher’s editions of the histthgdks.
Through the analysis of the types of tasks, the second purpose allowed the resgarcher
determine what types of MI-structured tasks were being offered in the teastigons

and to distinguish what changes have occurred from early textbook editions to more
recent textbooks in use.

The goal of this research was to shed light on the teacher’s editions of U.S.
history high school textbooks by developing a tool to measure the availability and
presence of Ml structured tasks in those particular texts. The centrabguedte
addressed in this study was: Are the textbooks being used by teachers in sdddddar
history classrooms presenting tasks promoting the MI framework in order to offer
differentiated instruction to all students? More specifically, the follgwumestions were
investigated:

1. To what extent do the annotated teacher’s editions’ recommended activities in
four widely adopted high school U.S. history textbooks reflect a multiple intetiege
framework?

2. Are certain multiple intelligences more likely or less likely to appedren t
teacher’s editions’ recommended activities of four widely adopted high schaol U.S
history textbooks?

3. Has the number of multiple intelligences tasks recommended in the teacher’s
editions of four widely adopted high school U.S. history textbooks changed between the
mid-1990s editions and the more recent mid-2000s editions?

To address these research questions, a variety of strategies were emplsipgd.

the years 1995 and 2007 as a purposeful sample of consistent authorships and similar
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publications, the study looked that teacher’s editions of four widely used high &cBool
history textbooks. Because there were no current tools or rubrics which zd¢gsks
found in U.S. history textbooks as part of the MI framework, the Multiple Intaltige
Textbook Analysis Rubric was created to measure the availability anchpeasieMI|
tasks found in the teacher’s editions. After the rubric was evaluated in teretisiodity
and validity through an expert panel, the interrater agreement scoresal@rlated.
The rubric analyzed the selected sections and/or chapters chosen by tedlyuan€y
counts of Ml/directive tasks and nondirective tasks. In addition, Ml/directsks taere
categorized into one of the 10 available Ml or combination categories as ocgapize
this study.

A causal-comparative design was used to examine the influence of Ml theory on
the formations of activities found in the teacher’s editions of U.S. history textbooks. A
chi square test was used to analyze the date with respect to the categuniealfrtae
independent variables of the MI categories. Frequency counts were tatieathi
square test was chosen to analyze the data as it is a “nonparametticattgst to
determine whether research in the form of frequency counts are distribdézerdif”
(Gall et al., 2007, p. 325). The goodness-of-fit test measures how closely theédbser
values of a sample fit an expected, ideal ratio” (White, 2001, p. 134). Phi coefficients
were recorded to measure the effect size and quantify the strengthr@ftranship
between the two dichotomous variables.
Discussion of Findings

The following is a summary of the findings for the research study with shége

being discussed in detail in chapter 4.
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Research Question 1 With respect to Research Question 1, the textbooks used
in the sample do reflect a Multiple Intelligences framework with Migdive style tasks
appearing more frequently that nondirective tasks in the teacher’s edifibase results
are consistent with the most recent request by the Florida Department afi&oluc
(2010) for new textbooks to offer a variety of “modalities” to help reachaihérs (p.

82). According to research, textbooks are seen as the integral part okneartaand

used for main source of information, ideas, materials, lessons, and activitiks,(Ba

1990; Zevin, 2000). Textbook publishers are giving teacher’s ideas, activities, and
guidelines for structuring lessons, planning curriculum, and implementingoxass

events on a daily basis within the school day. Contributing to these directive styles
activities are the research endeavors highlighting the effectivemgssportance of a

MI framework within the classroom due to individual differences in students lgarnin
preferences, styles, and abilities. These must be taken into account in order fos student
be successful in the history classroom across the United States.

With teachers, both experienced and inexperienced, using textbooks as the
framework of the curriculum and instruction, textbooks are seizing the opportunisg t
the teacher’s editions as the mainstay for classroom activitiegrdegnt a MI-directive
framework. The sample textbooks are offering teachers a varietyfiesthat ask the
students to produce a product, answer questions, or complete a specific job rather than
simply having random questions outlining the wraparound text of the teacheis&diti
The American$1998) had 953 Ml/directive oriented tasks in the selected chapters and
only 119 nondirective tasks which led to an 88.9% favoring of Ml/directive framework

over traditional nondirective when examining the 1072 tasks. WighAmericans
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(2007), the total number of tasks in the sample did increase with a total of 1279, the
Ml/directive count was 729 and the nondirective count was 540, yet the difference was
still found to be statistically significant; there was a 57% diffeedmetween the
Ml/directive tasks and the nondirective tasks according to the seleciagrshanalyzed.
With the years of 1998 and 2007 combined togefftee, Americangnnotated teacher’s
edition textbook series had over 1650 Ml/directive tasks in comparison with only 659
nondirective tasks which led to a 71.8% favoring of the Ml/directive framewiik.
Americandasks analyzed had a larger sample size when compaitesl Rathways to the
Present.

Ironically, the number of MI tasks from 1998 to 2007 shrank from 953 to 729 in
The Americanand the number of nondirective tasks increased from 1998 to 2007,
moving from 119 to 540 tasks. While still significant in terms of statisticahtgghese
numbers are interesting to note. With a large number of curriculum and astmibving
into the technological age and supplementary materials, it is possible that the ntimber
Ml/directive activities has increased in the areas of CD Roms, studgsy workbooks,
texts, binders, activity books, and other ancillary materials that alnvesysapart of the
company’s selling features when marketing a history textbook. As S@08ab) states,
“all who know educational publishing agree that ancillaries help sell a histabobk,
even if they are consigned to the storage closet or used up after a year q. tid” (
Often, these marketing tool add-ons become the key decision makers in choosing one
company over another, and teachers are often easy targets who are easlygqueby

free materials over quality textbooks. Sewall has found that many “lagjactdi expect
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ancillaries at a discount or gratis. Customers sometimes pit one educatiorstigrubli
against another” (Sewall, 2000, p. 11).

The 2010 Social Studies Specifications for the 2011-2012 Florida State Adoption
of Instructional Materials published by the Florida Department of Educgiemfieally
requests that adopted textbooks series must contain “resources complete enough to
address the targeted learning outcomes without requiring the teacher te jdgitional
teacher materials for the course” (2010, p. 75). The specifications informaéisog
to list resources that the teacher and student should receive including esayeiues,
simulations, role-playing situations, hands-on practice assignments, CDs, DVDs,
PowerPoint presentations, adaptable software, worksheets, consumables, etoridde Fl
Department of Education seems to have an exhaustive list of what is expetcted tha
textbook series contain and supply in order to be deemed a contender in the textbook
race. With textbook publishers providing more supplementary resources and support
during adoption years based, it is likely that more Ml/directive a@ssare showing up
in the ancillary resources not analyzed through this study. Furthermorend see
important from the Department of Education’s perspective that the call faratisnal
materials to meet varying needs is becoming an important call when evahiagngs.
Specifically, the 2010 Florida Social Studies Specifications requests fore'stimts for
adapting instruction for varying needs” and requests alternative apprcacies hands-
on investigation, explorations, multi-sensory approached, adaptations to multipiegea
styles, etc.” (Florida Department of Education, 2010, p. 76).

The Pathways to the Presesgries combined 1995 and 2005 totals of

Ml/directive tasks summed up at 1504 while the nondirective tasks were only 88 which
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led to a 94% preference toward Ml/directive tasks when examining the sampleednaly
The 1995Pathwaysseries contained 671 Ml/directive tasks and only 6 nondirective tasks
based on the chapter items analyzed which 99.1% favoring of an MI framework. The
2005Pathwaysseries contained 833 Ml/directive tasks and only 82 nondirective tasks
which led to a 91.04% favoring on an Ml framework over the nondirective style tasks in
the teacher’s editions.

ThePathways to the Preseséries saw an increase in the number of Ml-directive
tasks from the 1995 edition to the more recent 2005 edition climbing from 671 MI tasks
to 833 Ml tasks. While a smaller sample size was found iRali@vays to the Present
series, a Ml framework was present and grew from the previous edition.

Based on those large differences, U.S. history textbooks are reflectihél-of a
directive framework that seems to coincide with what we already know tbstutdents
of each having a “different set of strengths and talents” (Greenhawk, 1997, p. 62).
Applying a multiple intelligences framework in the U.S. history textbookissedk

to help students understand their abilities, to show students to use their strengths

to learn and to work on their weaknesses, to build students’ confidence so they

would be willing to take risks, and to help students learn more by providing

unforgettable learning experiences. (Greenhawk, 1997, pp. 62-63)

All stakeholders in the educational arena would agree that they want studeats,to le
excel, and be successful participants in society, and Ml theory is a unique antiibower
way to enable students to improve performance and success. High school U.S. history
textbook publishers are embracing MI-directive type tasks over nondirezsiketo help

students and teachers alike. However, the next and possibly more importasitstep |
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look to see what Ml is being favored over others in the teacher’s editions of WoBy his
textbooks.

Research Question 2.This portion of the study was conducted to determine if
certain multiple intelligences were more likely or less likely to apjetne teacher’s
editions’ of the four sampled widely adopted high school U.S. history textbooks.
Interestingly, Research Question 1 was able to ascertain the Ml tasksnwieed,
prevalent in these books over nondirective nonspecific type tasks; however, it is
important to determine if certain multiple intelligences are more predornthan others
in the U.S. history textbooks. Could it be that really only verbal/linguistic taskstzat
is most predominantly found in high school history textbooks or are the 8 Ml equally or
somewhat equally represented in a manner that works to reach a variety of student
learners?

Linguistic or verbal tasks were more likely to appear in the high school U.S.
history textbooks sampled over all other categories. Linguistic tasksosethat
involve reading, writing, and may ask a student to read a passage, Wi, adsearch
a specific topic, define a term, explain a concept, ask about a concept or agze an
concept, create an outline, review a primary source document, or answer the section
review questions. By their very nature, history textbooks are linguistic orlverba
authorities filled with reading material and information that are snapshdts obtintry’s
past. In order to organize information into sequence and allow for efficient content
mastery within a school year, it is somewhat understandable that tioguiserbal tasks
would rank on or near the top based on the construction and very real nature of history

textbooks in general. With the four sample textbooks combined, there were 1784
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verbal/linguistic tasks found in the chapters analyzed representing about 586 of
activities in the sample. When summed together, the combination of the other seven
intelligences (logical, spatial, kinesthetic, interpersonal, intsamed, musical, and
naturalist) only accrued 795 tasks in the four texts representing only 25%aatithes.
The remaining 19% of the activities were represented with combined-2 brrmexy8+
categorization. Not only were verbal/linguistic tasks were predominainé sample
textbooks, they were over twice as likely to appear over any other sirgjlgenrice.
When combining and including the combined-2 and combined-3+ categories, the total for
all categories with the exception of purely linguistic or verbal caiegiahe total was
1388 tasks which still meant that linguistic tasks were more likely to occurilyan a
single or combined categories of MI. Linguistic or verbal activitiesoffiered in the
annotated teacher’s editions of U.S. history textbooks with considerably les®attent
and less activities given to the other types of intelligences.

With Gardner’s theory implying that all intelligences are needed to &muti
society, it is important that teachers, textbook publishers, and policy makers to think of
all intelligences as equally important (Brualdi, 1996). While the taditiU.S.
educational system valuing and emphasizing verbal/linguistic intelligeadacators
may be overlooking a large number of students whose verbal intelligence is sohply
that high.

Trailing behind linguistic intelligence as the second most found intelkegenc
U.S. history textbooks were visual/spatial activities. Visual tasks summed 50@%eam
among the four texts which were 15.9% of the activities sampled. Visual tagks we

more likely to appear than musical, interpersonal, intrapersonal, kinesthetic,
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logical/mathematical, and combined-3+. These visual/spatial &gdiatten involve the
ability to develop a mental and/or literal image or chart or organizer wkh sash as
analyzing a photograph, analyzing a cartoon, reviewing a map, creatiagta c
completing a graphic organizer. For exampléinerica: Pathways to the Present
(2005), students were asked to complete a graphic organizer on Big Business (m 467). |
today’s visual society, learners are bombarded with images from theeitytgocial

media, television, iPads, iPods, and marketing so the need for textbook publishers to
participate in the visualization of history textbooks seems likely. With regpect
textbooks, publishers are asked to organize instructional materials elgarky visible
structure and format that include headings, subheadings, typographic cues, borders
boxes, highlighting, visual signposts, icons, diagrams, graphs, labels, maps actthrts
other visual representations (Florida Department of Education, 2010). In addition,
primary sources and secondary sources such maps, photographs, relics, artwork, film
footage, etc. are important pieces of understanding the history and culture aftdee U
States so it is important that these types of sources are readily avfolasiudent

viewing and activities are designed around their meaning and function.

The combined-2 category appeared as the third most likely to appear in the
sample books falling shortly behind visual/spatial intelligence. For purpo$ies study,
the combined-2 category described a task in which two MI tasks are fotimd the
task. For example, an activity might have both an interpersonal component and a
verbal/linguistic component. Instead of putting that activity into just thepeiteonal
count and/or just the verbal count, the activity was classified under the con2bined-

group. For example iAmerica: Pathways to the PresdaB95), students were asked to
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create a skit in small groups illustrating how a piecework system favorsfiieyer.
Students had to incorporate the performance of the task as well as pay per taskepay s
marketability, and quality control into their skits (p. 400). Because the taskdéalt
with interpersonal intelligences involving group work and kinesthetic/bodilyligeace
involving the performance of the skit, this type of task was categorized in to the
combined-2 category. There were 498 combined-2 tasks, which accounted for 15.7% of
the activities sampled. Combined-2 tasks were more likely to appear thamedr3h,
musical, interpersonal, intrapersonal, bodily/kinesthetic, and logical/mativam With
a focus on strategies that reach all learners and incorporate a vhdgtgrent learners,
tasks will often contain more than one intelligence and ask learners to engage a couple
types of intelligences in order to perform the job or create the product. Whemgharfki
interpersonal tasks which involve learners working in groups or cooperativelyikely
that there will be another dimension to that activity rather than simplyngéttia group
as not much can be assessed or produced by simply getting together with aaotker le
Rather, the task will include cooperative groups in order to produce a poster or create a
model which is likely to involve another intelligence.

Logical/mathematical tasks appeared as the fourth most likelyigetatle to
appear in the sample books, trailing linguistic and visual activities as individual
categories and the combined-2 category as well. Logical/mathehtasiks are those
involving theability to carry out problems in a logical manner. Activities associatdd wit
logical/mathematical intelligence may include timelines, listingworological order,
bar charts, pie charts, or graphs; students may also be asked to use an almashac to fi

percentages or perform mathematical tasksThien American$1998), students were
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asked to create timelines and fill in events in chronological order (p. 717). Weexe
125 total logical/mathematical tasks within the four sample teacherisreddonstituting
only 3.9% of the intelligences categories. Logical/mathematicaiteesiwere more
likely to appear than musical, interpersonal, and kinesthetic/bodily. While both
logical/mathematical and verbal/linguistic activities are often gtkas the most valued
in American education, a relatively low number of logical tasks were found & th&s
history textbooks. While there is a call from the Florida Department of Edodati
incorporate charts, graphs, timelines, the answer to the relatively low namber
logical/mathematical tasks found in the textbooks analyzed may be in the lack of
activities associated with these figures.

While timelines and graphs are incorporated into both the teacher and student
editions of books, simply putting an item on the page does not really constitute an
activity. Without some clear, direct instructions for the teacher to engagtutient, the
item was considered a nondirective task. Logical/mathemati&al tagst engage the
student by asking them to put events into a chronological sequence or interprailtbe res
as presented in a graph or chart when presented in the teacher’s annotate (Ted).
Otherwise, the information is simply another display in an ever-growirtg 8A
described by Sewall (2000) as “bright graphics and seductive color ovennbehe
text and confusing the page” (p. 5).

The remaining categories of intrapersonal, interpersonal, bodily/kinestheti
musical, naturalist, and combined-3+ accounted for less than 8% of the totalesctiviti
found in the sample textbooks. While intrapersonal tasks were totaled at 97, repgesenti

3% of the sample, interpersonal totaling 10 tasks represented a trifling 0.886 of t
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sample. Bodily/kinesthetic tasks were totaled at 39, which representedLa2budf the
sample and musical represented 0.5% of the sample, with only 19 total taskslacross a
four texts. The combined-3+ category represented 2.9% of the sample with a total of 95
tasks. Naturalist intelligence was not found in any of the four sample textbookrchapt
selections.

Many students in the educational setting would identify with having one of these
less valued intelligences as their preference for understanding coResgarch has
indicated that implementation of MI framework into the classroom can pogitnaphct
student learning in terms of performance, motivation, student interest, atshaca
achievement (Gardner & Hatch, 2000; Hickey, 2004; Mettetal et al., 1997).

While there may be a call for more varying curriculum and activities to be
represented within history textbooks, between the years of the mid-1990s to the mid
2000s linguistic or verbal tasks dominated the TAE. Because of the nature of the
textbook years examined, the next effort was to determine if there et@nge in
number of MI tasks from the mid-1990s to the mid-2000s?

Research Question 3Based on the findings for Research Question 3 which
looked at any potential change from the number of Ml tasks found in the mid-1990s
editions to the more current mid-2000s editions, there were 3 categoriesmitabsges
in the number of tasks between the years. There was a decrease in the number of
verbal/linguistic tasks and spatial/visual tasks fount@ina Americansextbook series
between 1998 and 2007. There was only one increase found in all categories analyzed

and that increase was in the spatial/visual tasks iRdlki@vays to the Preseteéxtbooks
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series from 1995 to 2005. No other categories were found to have major, significant
increases or decreases between the span of editions.

In The Americansextbook series, a significant decrease was noted on both the
number of verbal/linguistic tasks and spatial/visual task§-h&nAmerican4998 edition,
there were 446 verbal/linguistic tasks while that category fell to 265 tadks later
2007 edition. The drop in the tasks represented at 40.6% decrease between the 9-year
span. The visual/spatial category also fell from the 1998 to the 2007 edition from 220 to
137 tasks, respectively, representing a 37.7% decrease in the number of visual tasks.
Interestingly, one might assume that if one category is decreasmgrtbther category
might be increasing in order to maintain the same number of overall tasks bdteveen t
editions; however that was simply not the case Wit Americanseries. Overall, the
total number of Ml tasks decreased between the 1998 and 2007 editions. Many of the
other categories including logical, intrapersonal, and musical, whileatstisally
significant, also saw a decrease between the 1998 tasks and the 2007 taskasofhe re
for the decrease could have occurred using information from Research Questich 1 w
showed that the between 1998 and 2007 the MI/directive tasks shrank in comparison to
the nondirective category which increased in the 2007 edition. Instead of adding more
nonlinguistic or nonvisual Ml tasks, the publishers added more nondirective tasks to the
teacher’s editions dFhe Americans Essentially less Ml/directive tasks were added with
even smaller amounts of diversity between the 10 categories used in this study.

In thePathways to the Presetextbook series, an increase was found only in the
visual/spatial category which rose from 31 tasks in 1995 to 117 tasks in 2005

representing whopping 277% increase over the 10-year span. Differingfrem
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Americansseries, the number of overall Mi/directive tasks increased from 1995 and
2005, though only the visual area produced results that were significant. Other eategori
including verbal, logical, combined-2, and combined-3+ all increased in their tasks
offering yet not at a significant level. In tRathways to the Preset@xtbooks series, the
publishers were adding more Ml/directive tasks especially in the axesual/spatial
activities which could be attributed to the increase in the visual markettegtbboks
including more graphics, pictures, maps, primary sources, etc. for teachedusage
class activities to help engage the students by examining a visual itethobase
historical importance.

While difficult and nearly impossible to make assumptions and conclusions based
on a sample of four U.S. history textbooks, it is clear that there are somesaiaell
as differences occurring. There is, indeed, a MI-directive framewddeitise sample
activities of the teacher’s annotated edition in Unites States histobptdest when
compared to nondirective type tasks. Bolle Americanand thePathways to the
Presentshowed a MI-directive plan in the analysis. However, even though there are
activities or jobs in which the teacher is requiring the student to do a spebifto |
answer questions, to perform a behavior or to produce a product, the majority of these
activities are linguistic or verbal activities within the textbooks. lifgabehind are
visual/spatial activities with even less variety and logical/matheatdasks are rounding
out the available choices leaving the kinesthetic, musical, naturaliapensonal, and
interpersonal learners little choice in activities geared towardititelligences.

Furthermore the increase of visual tasks inRhthways to the Preserand the decrease

106



of verbal and visual tasks Tthe Americanseems to do little to help those learners listed
above who are left out of the fringe of most textbook activities.
Conclusions and Implications

The results indicate that U.S. history textbooks have heeded the multiple
intelligence call and are using an Ml/directive framework to plan the aeddedcher’s
editions giving teachers and students clear directions to produce tasks that focus on
learning rather than simply filling the wraparound text with random auresséind ideas
that teachers are unsure and not confident in implementing into the classroonoscenar
The annotated teacher’s editions were found to have Ml/directive actithiéieselp the
teacher to bring the curriculum to life in the classroom and help student engagethent a
success; however, most of these activities were linguistic or verbatieigazization of
which intelligence they are aimed at engaging. Unfortunately, moselsaare not
linguistic or verbal learners so while there may be a large number otiasttai choose
from; most of them being aimed at only one intelligence essentially latileeshoice at
all for teachers and students alike when evaluating the teacher’s editioa®of hi
textbooks. Even with history curriculum and textbooks themselves being linguistic
sources by their sheer make-up, they still lack a variety of tasks to rébedrratrs.

There seems to have been little change between the variety of tasks in the mid-
1990s editions and the mid-2000s editions of the textbooks selected. Both textbooks
series had a propensity to be linguistic or verbal heavy while skimming on other
intelligences such as musical, kinesthetic, intrapersonal, intrapersonal, and
logical/mathematical. While it may be argued that other intelligea@e®und in

ancillary and secondary materials, which is quite possible, it is also pdssible
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linguistic or verbal tasks have always been and remain the intelligenbeioé when
producing U.S. history textbooks. It is true that adding more tasks of a variety of
intelligences would take time, effort, time, and quite possibly, a whole névirshi

textbook design and production. However, with the current state of U.S. history and the
field of social studies, it is important to realize that a change is requstdignts are

going to be successful in the subject area and fulfill the goal of becoming fiveduc
engaged citizens upon graduating. With the 2010 National Assessment of Educational
Progress being recently released in June 2011, there were no significansdbange
fourthor 12th graders at the basic level when compared to the 2006 NAEP schools in
United Stated history achievement. Furthermore, there were not signifieanges or
improvements with students in Grades 4, 8, or 12 when compared to the 2006 scores at
the Proficient level or at the Advanced level (National Center for Educatisties,

2011). Unfortunately, the NAEP in U.S. history achievement seems to solidify tlleat lit
progress is being made in elementary, middle, and high schools around history
classrooms in the United States.

In addition, teachers need activities, resources, and help to “deal with diverse
learning styles and disparate needs, and ongoing professional developmerg offer
training in effective instructional practices and current research onnegaetd learning”
(Jorgenson, 2006, p. 2). Jorgenson (2006) cites MI theory as one of the major
instructional innovations that matter in the recent past and one that “transceraisdfads
jargon that all K-12 educators should understand and fold into their teaching” (p. 2).
With the prioritization of linguistic and sometimes logical intelligencesastr.S.

schools, many, in education, fail to notice the gifts, talents, aptitudes, andjameds
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that many other children possess by excluding their intelligence preddrent

everyday classroom tasks and activities. Adding more variety and intekigjéo tasks

in the history classroom will further grow our understanding of what suooesss in the
school setting and allow educators, publishers, curriculum designers, parents, and
students to re-think curriculum, assessment, and educational progress. As ualigher
teachers know, the teacher’s manual is a strong feature and selling pointattangk
series containing instructional resources, strategies, and activitesodks should
contain quality and powerful activities, and tasks that engage a varietglogences

and modalities for true learning and increased academic performance to occur.

The findings of this study led to the overall conclusion that tlopi&etly adopted
and used U.S. high school history annotated teacher’s editions do com@nMt
directive tasks over those nondirective tasks; however, the ovemmgemajority of
these MI-directive tasks are linguistic or verbal intelige oriented. The linguistic or
verbal nature of the majority of these tasks leaves out otpes tgf intelligences and
forces the teacher and students to receive most instruction avitiescggeared around
the linguistic intelligence.

It is overwhelmingly clear that the states of Californiayila, and Texas led the
way for state-adoption practices throughout the United Stateshdiresize and power
(Sewall, 2000). The “big three” in the state adoption progess much power to the
departments of education, pressure groups, and lobbyists, leavingg¢beom teacher
and individual school districts with little choice after a prdsamiilist is adopted by those
states. Hence publishers invest millions for their textbook striesake it on the state

adopted list. While many teachers would prefer to select theirroaterials and state
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adoption does not guarantee quality, the process is foundation for textbeciorsen
the state of Florida (Sewall, 2000). It is possible with therecall from the state of
Florida for instructional materials to be adaptable to differerarel employ variety of
modalities for the various learning styles of students such gsidiic/verbal, logical,
musical, spatial, kinesthetic, interpersonal, intrapersonal and Insttuteat textbook
publishers will begin to create more diversity within textbookvéws and tasks which
will benefit teachers and students (Florida Department of Education, 2010).

It can be implied from these conclusions that textbook publishers have not
embraced multiple intelligences theory whole-heartedly ingesfncurriculum/textbook
design as many intelligences are being left of the teacleelitoons tasks, and few
significant changes have been noted from the mid-1990s to the mid-20dss of
history textbooks. With much research focusing on the importance @fratffated
instruction, learning styles, multiple intelligences, and other gmmglaal calls for
reaching all learners, it is hoped that textbook publishers, curricdesmgners, and
authors would vary activities found in the mainstream curriculum asdte teacher’s
edition of history textbooks. Activities such as simulations, rolgspland interpersonal
and intrapersonal scenarios would begin to reach more learnersony lsisssrooms and
would be a likely solution in order to begin meeting the needs of all students.

Digital Textbooks and the Future of Ml inclusion

While this study focused on the use and presence of traditional U.S. history
textbooks and teacher’s editions of those texts, it is important to note thesingrea
popularity and rise of electronic textbooks and digital media into the field of enlucati

With the onset of the Kindle, iPad, and other tablet models, the landscape for books is
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changing at a rapid rate, and some school districts have moved toward a more digital
framework in their schools and classrooms. In the state of Florida, thedstetgien

officials have a “five year proposal for all students in K-12 to use onlyretect

materials delivered by Kindles, iPads, and other similar technology by 2015” ($wkol a
Solocheck, 2011, para 3). Some schools in Pinellas County, Florida have already handed
out e-readers for students to use in lieu of traditional print textbooks.

While electronic textbooks represent less than 10 percent of the textbook market
in elementary and secondary schools, it is a growing industry with many ditsitttg)
digital books in select schools to determine the potential benefits beforekerglmar a
possible complete transformation (Brown, 2011). Electronic textbooks offer the
possibility of incorporating more MI activities into the classroom if utilizerrectly
with students being offered more games, more simulations, more interatianty t
possibly ever before. It will be interesting to see what the impact o&ldigktbooks has
on the field of social studies education, specifically on the curricular toolartha
available for both the teacher and students. Most importantly will future casear
endeavors show possible positive impact on student engagement, motivation, and
achievement tied to the digital textbooks and resources? Only time, technology, and
teaching will tell.

Recommendations to Researchers

This study raises several possible avenues for further exploration in th@firea
MI and textbooks series. While this study was primarily concerned withghesbhool
U.S. history textbooks and the availability of MI tasks in the annotated teachapsdit

another possible study could investigate the tasks in elementary historyabistudies
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textbooks or middle school history textbooks to determine the availability and odegnit
of Ml tasks found within each of them. In addition, a closer and more in depth
examination of other pieces of the textbook series with respect to some of theancill
and secondary resources that include, but are not limited to, workbooks, CD-ROMs,
student activity guides, technological resources, and study guides could be ednduct
determine the presence of an M| framework.

Although this study focused on four textbooks widely used in state-adoption
areas, it is worth exploring other textbooks series and publishers that may notdde as w
known or popular to determine their approach to Ml and how it is shaping or not shaping
their creations. For example, are there smaller publishers and textboskisstrie
produce more Mi-friendly textbooks yet may not have the financial well-liogerall
glitz to compete in a state adoption process?

Another avenue of research is to move beyond the pages of the annotated
teacher’s editions and examine teacher use of these activities. Whatdiagkies are
teachers actually using from these selections to incorporate into Huiirtg strategies?
Are teachers more likely to pick linguistic or verbal tasks even when tieealternative
and option to use a variety of intelligences styles? Do teachers feel uniatnefor
straying from the ever-present linguistic activities to try to engawge fearners in their
classrooms? Are teachers taking into account the variety of intelligen&&srin t
classrooms in order to pull meaningful and productive tasks? One recommendation to
researchers is to reexamine the tasks and activities in the annotatedgesttiens of
U.S. history textbooks and to urge publishers to consider the needs of all inteligen

and students in the U.S. educational system.
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An important next step of continuing this current research with history textbooks
is to launch into an area of research that will determine how the high schoal histor
teacher actually uses the annotated teacher’s edition as a sourcei¢atuwsurplanning.
Since the current research study found what the annotated teacher’s editiorsgonta
terms of Ml tasks, it is important to follow up to find out exactly how teacher’s arg us
these activities in the history classrooms. Through teacher observatamigrte
interviews, and further investigation, another possible research endeawwirekisling
out how teachers use these guides as a source of curriculum planning, lessonragsign, a
classroom activity.

With the advent and growing popularity of e-readers and electronic textbooks,
another area of research would be complete a replication study to reexasmiasks and
activities using electronic and digital text materials to determind Had effected or
infiltrated the digital pages of teacher’s editions of textbooks and possible student
editions as well. With the virtual world allowing for interactive fielgpgrigames,
simulations, and a whole host of possible MI geared activities, a study exath&ing
effects of the digital age on textbooks in terms of multiple intelligemesasy would be
an interesting endeavor.

Recommendations to Publishers

While the debate concerning the adoption process of textbooks is unlikely to
subside, textbooks will likely continue to be the most frequently used instructional
material in the classroom, especially in the history and social studies.| &804I put
is best in stating that “a standard student textbook and teacher’s annotated EAEpPnN (

remain predominantly the sources of most classroom teaching and learnihg” \(gith
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teacher demands and responsibilities increasing, it is imperative antagbat
publishers construct textbooks that allow teachers more variety in the le@asksdd

meet the needs of an ever-changing diverse classroom of students. The textbook
publishers must go beyond or potentially forego creating a plethora of anmiéaeyials
that may not be used by the classroom teacher and instead create a quathatTAE
matches the diverse needs and intelligences of our learners. Students come from a
variety of backgrounds, learning styles, and intelligences, and curricui@anasmust

be ready and capable of meeting those demands and diversity in their products sold t
states and districts all over the United States.

Publishers need to examine their materials and textbooks to determine if the
activities are geared toward reaching all intelligences or atdéampting to contain a
variety of tasks; rather than continuing to let the linguistic or verbal onéitsizd
model control the market. As stated by the Florida Department of Education (2010),
“publishers often cave in to pressures from peripheral single-interest g(pug4). Itis
of the utmost importance that the needs of the districts, schools, teachers, and alludents
are weighed and taken into consideration as well as the state and pressure-group
influences and demands.

Recommendations to Policy Makers

If policy makers, like the Florida Department of Education, are going to arsiist
require that the social studies instructional materials contain a variatyiaties
targeting different modalities of learners, the materials are going/éotbde evaluated
before the state adoption process by competent, trained, professionals whe are abl

assess quality and excellence. All too often textbooks series are eddya@mmittee
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members who lack the time and/or the expertise to judge a quality product from an
inferior one. Flashy treatment may be seen as valuable; when in reatiyth@oks
activities and tasks are only sub-par lacking choice and variety rathesdld, quality,
research-based instructional design. Often designed as the “rule of thtiniotesy
makers often rate textbooks on their attractiveness, organization, and oveedltgires
prior to thoroughly reviewing the program (Florida Department of Education, 2010, p.
23). Fanning and scanning through pages should never be used as actual review of a
textbook for its tasks/activities or content. All components should be reviewed including
presentation, content, learning strategies, and activities. Furthermemaisathould be
reviewed from both the teacher’s perspective and the student’s perspsdioth are
important users of the product.

In order to reach all learners in the U.S. history classrooms, a ggdatemust
be made to create tasks and activities within textbook series that taigtglidlences as
determined by Gardner. Furthermore, it is necessary for teachers amidsstadese
these tasks and activities in the classroom to help increase acadenss suncte
educational performance. The potential benefits of Ml infusion in the curricullomotta
be fully realized or understood unless textbooks, a key curriculum tool, begin to include

Ml tasks and a variety of learning options.
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Appendix A: Multiple Intelligences Textbook Analysis Rubric
Appendix A
Multiple Intelligences Textbook Analysis Rubric

Book: Year:
Chapter: Section:
Part One:
Types of Tasks: Non Directive Task: Ml/Directive Tak:
Tasks that do not give Tasks in which the teacher
the teacher specific is requiring the student tdquer
instructions and require a behavior, to answer atipre or
no interaction with the to produce a product.
student.

Total number found = =
within section:

Part Two: MI/Directive Tasks
Categories
Verbal/ Logical/ Visual/ Body/ Musical Inter- Intra- Two
Linguistic Mathematic Spatial Kinesthetic personal personal Combined
Page #
Page #
Page #
Page #
Page #
Page #
Page #
Page #
Page #
Page #
Page #
Total in each
category:
Verbal/ Logical/ Visual/ Body/ Musical Inter- Intra- Two+

Linguistic Mathematic Spatial Kinesthetic personal personal Combined

Notes for

section:
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Appendix B: Steps to Expert Panel Analysis of MI Textbook Analysis Rutic

Step 1: Orient to study- (Read from script below)

The purpose of this study is to design a rubric for measuring the availahiity
magnitude of multiple intelligences structured tasks in the teacherisnaditf four 11"
grade American History textbooks. The study will look at the teacher' sweslitif the
American History textbooks to create a reliable and valid rubric for megsine
availability and magnitude of multiple intelligences tasks in the teachkeitions of four
history textbooks. The researcher will then analyze trends of tasks offehed in t
teacher’s editions of the history textbooks to determine whether multiplégetsies
tasks are being offered in the teacher’s editions of the social studiasaies and
furthermore, will determine to what extent certain intelligences @rgliargeted over
other intelligences. Essentially, the researcher will be looking to shanfjes have
occurred in textbook tasks since the inception of Ml theory.

Step 2: Review Multiple Intelligences Theory- (Read from scripbelow)

Departing from more traditional views of intelligence, Gardner (1983) proposed
in his bookFrames of Mindhat intelligence must be more than a number attached to an
individual after prescribing a short answer test. He proposed his theory of enultipl
intelligences which rests on the foundation of seven intelligences that human beings
possess. Gardner believes that individuals have different mental strengths and solve
problems in a variety of different fashions depending on those strengths. Forderm
those mental strengths translate into an array of different learnieg &ylindividuals.

The original seven intelligences are linguistic, logical-mathemiatncusical, bodily-
kinesthetic, spatial, interpersonal, and intrapersonal. More recently in his book
Intelligence Reframedsardner (1999), proposes the existence of two new intelligences:
naturalist and spiritual-existential intelligences.

The first two intelligences, linguistic and logical-mathematical those that
have been traditionally valued in schools in Western cultures. Traditionally, one is
thought to be a good student if he/she possesses high linguistic and/or matthematica
skills. Linguistic intelligence involves a mastery of language, both the spaklen a
written word. For example, language is used to remember information assveetheans
to accomplish goals. Logical-mathematical intelligence involveshifieydo think
analytically, logically, and deductively (Brualdi, 1996).

The next three intelligences are noticed more in the realm of the artecaMus
intelligence involves a proficiency in the composition and an appreciation of musical
patterns and rhythms. Bodily-kinesthetic intelligence is the ability to use bady or
body movements to solve problems. Spatial intelligence involves the aptitudetéo crea
mental images and manipulate patterns to solve problems (Gardner, 1999).

The last two intelligences are known as the personal intelligences. deeatur
within the personal intelligences are the interpersonal intelligencdnanattapersonal
intelligence. Interpersonal intelligence is skill of being able to wolkwith others by
understanding other’'s motives and desires as well as being able to comenwiticat
them. The intrapersonal intelligence involved the ability of one to understand ome’s ow
feelings and desires and furthermore to use this information to effectigehate one’s
life (Gardner, 1999). The most recently added intelligence is that of ingttura
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intelligence. Naturalist intelligence involves the ability to makerdisbns between
objects as well as classify numerous species (Truab, 1998).

Step 3: Overview of Tasks-nondirective, Ml directive, categories-
See the “Task and multiple intelligences categorization sheet” providenlv A
time for questions if needed.

Step 4: Practice categorization of tasks and use of rubric-

Provide a practice rubric sheet for all experts. Use 5 to 7 practice itemas. S
“Practice Tasks to Analyze” handout. Review and discuss answers. Alloviotime
guestions if needed.

Step 5: Complete “Expert Panel Tasks to Analyze” which is the 20 preseted
tasks-

Provide experts with “Expert Panel Tasks to Analyze” handout and “Ml
Textbook Analysis Rubric.” Answer questions if needed and allow time for disoussi

Step 6: Calculate interrateragreement scores.-
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Appendix C: Task and Multiple Intelligences Categorization Sheet

Part One: Nondirective task or Multiple Intelligences Diredive Tasks

Multiple Intelligences Directive Task an activity or job in which the teacher is requiring
the student to do a specific job, to answer guestions, to perform a bearazigoroduce a
product. The important function is that the student is being asked to psmiuething in
terms of his or her learning. Example: Explain students that the Indian Rlefubaffected
peaceful Native American groups. Ask the students to assume viewgddimtsneembers of
the Southeastern tribes and write letters to Andrew Jackson. From thjgexane can see
that the teacher is requiring the student to perform a written task

Nondirective Task an activity that does not specifically ask the teacher to perform a job
and in turn the student cannot perform a task because the teacher wasahtd dskso. A
nondirective task might appear as a single question in the teacher’souragpaection of the
textbook. Example: Who were the “five civilized tribes” and where did likey What was
the Indian Removal Act of 1830?

Part Two: Multiple Intelligences Directive Tasks and Categorizabn

Logical/Mathematical: ability to carry out problems in a logical manner; Tasks associated
with logical/mathematical intelligence may include timelinesirig in chronological order,

bar charts, pie charts, or graphs; students may also be asked to use antalfitachac
percentages or perform mathematical tasks.

Verbal/Linguistic: ability to that which is written and/or spoken; producing language,
reading, writing; Tasks may include reading, discussion, writeed,letsearch a specific
topic, define a term, explain a concept, ask about a concept or idea, anedymept, create
an outline, review a primary source document, answer the section rew@stiogs, give a
presentation.

Visual/Spatial: ability to develop a mental and/or literal image or chart or orggnize

Tasks may include analyzing a photograph, analyzing a cartoon, reviewing a@adipgca
chart, completing a graphic organizer.

Musical/Rhythmic: ability to appreciate and recognize musical patterns; Tasks nitaygw

an original song, listening to a musical composition, analyzing song lyricehseafor

songs, performing a musical piece.

Bodily/Kinesthetic: ability to use the body to solve problems with a task and tasks that are
grounded in more “real-life” activities; Tasks may include performisgit role-play, or
simulation or cooking a dish from a native country.

Interpersonal: ability to work with other people; Tasks may include working in pairs,
partners, groups, cooperative learning.

Intrapersonal: ability to understand one’s self; Tasks may include writing a parso
reflection, engaging in self reflection, what would you do type questions, how would you
feel, how would you react, how would you decide?

Naturalist: ability to observe, understand, and organize patterns in the natural environment
tasks may include keeping a notebook, organizing collections, observing nature, a
collecting data.

Combined-2 a task in which two multiple intelligences tasks are found within gie ta
Combined-3+ a task in which three or more multiple intelligences are found wittagke
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Appendix D: Practice Items for Expert Panel

Directions: Read the task carefully. Decide whether it is a noigkctive task or Ml directive
task. If itis a nondirective task, mark a tally in the appropriate lox on the rubric. Ifitis a
MI directive task, mark a tally in the appropriate box on the rubric and then categorize in
the appropriate MI category provided by marking an X in the box.

Reminder: If a task has more than one multiple intelligences msent, it will be categorized
as Combined-2 or Combined-3+.

Task 1 Have students study the map of Amelia Earhart’s last flight. Then have them
create similar annotated maps of Charles Lindbergh’s famous 1927 solo tighNéw
York to Paris. (America Pathways to the Present, 2005, Chapter 20, Section 1, page 689)

Task 2: Ask students to research some of the new products developed by the
petrochemical industry during the war, such as atrtificial rubber, nylon, arictplas
Suggest they find out why these new products were needed. (America Pathieeys
Present, 1995, Chapter 25, Section 1, page 694)

Task 3: Have students work in groups to research the causes and symptoms of black lung
disease, mine explosions, and collapses, and other disasters. Students should assembl
three or four basic facts on their topic. Then they should illustrate their itiorm

place it in a chart, and report it back to the rest of the class. (The Americans, 2007,
Chapter 17, Section 3, page 527)

Task 4: What do students think were the biggest challenges faced by the US, as a whole,
and by southern states in particular, as the country tried to reunite and rfecovtre
Civil War? (America Pathways to the Present, 2005, Chapter 12, Section 3, page 437)

Task 5 Ask students what they would do if they saw a fight break out on the far side of
the schoolyard and they didn’t know any of the people involved. (The Americans, 1998,
Chapter 24, Section 2, page 706)

Task 6: Divide the class into small groups. Make sure there is at least one studhent wit
internet research skills in each group. Ask students to use research matetitie
Internet to identify popular American songs during the year just before t@nd af
American’s entry into WWII. Have students find recordings of some of these tsongs
play for the class. (The Americans, 2007, Chapter 24, Section 4, page 760)

Task 7: Have students consult an almanac to determine how many hours a cowboy was

in his saddle, from dusk to dawn, if the long drive took place in early summer. (The
Americans, 1998, Chapter 13, Section 2, page 392)
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Appendix E: Expert Panel Tasks to Analyze

Directions: Read the task carefully. Decide whether it is a nalirective task or Ml directive
task. If itis a nondirective task, mark a tally in the appropriate boxon the rubric. Ifitis a
MI directive task, mark a tally in the appropriate box on the rubric and then categorize in
the appropriate Ml category provided by marking an X in the box.

Reminder: If a task has more than one multiple intelligences peent, it will be categorized
as Combined-2 or Combined-3+.

Task 1: Ask students to analyze the significance of the inclusion of studeathe civil right
movement (America Pathways to Present, 2005, Chapter 28, Section 2, page 937)

Task 2 Have small groups of students create a skit illustrating how a pigcewstem favors
the employer. Each worker must perform a task, such as create a papeirpktrer, &hosen by
the group. Provide the students with the following information to incorpoaté¢heir skits:

pay per task accomplished, pay scale according to job held, marketalitieymioduct,
maintenance of quality control, evaluation of the product (America Pgshwwdresent, 1995,
Chapter 14, Section 3, page 400)

Task 3: If two people disagree and neither individual is willing to compromise, hoWwtrttig
issue be decided? (The Americans, 1998, Chapter 12, Section 1, Page 350)

Task 4 Have students look back at the questions they answered about cowboys ginthiadpe
of the section. Ask them to note new information they learned from theingeaadd discuss
how their ideas have changed. (The Americans, 2007, Chapter 13, Section 1, Page 417)

Task 5: Invite student groups to conduct research on various aspects of $pdae talks and
provide a brief presentation to the rest of the class. (America &ahe Present, 2005, Chapter
31, Section 3, page 1047)

Task 6: Ask students to create a political cartoon of TR. To help students comehupesis,
have them consider Roosevelt’'s colorful, aggressive charaddrahdling of Panama, his
receipt of the Nobel Peace Prize, and the criticism of his opponentassli¢iiiam Randolph
Hearst. (American Pathways to Present, 1995, Chapter 18, Section 3, page 509)

Task 7: Have students work in small groups to discuss the questions and revianotiner's
responses. (The Americans, 1998, Chapter 16, Section 4, page 485)

Task 8: What did Roosevelt do to the trusts and railroads? (The Americans, 2007rCiapt
Section 3, page 525)

Task 9: Have students enact of meeting of the United Nations General Blgseftsk them to
choose a current or historical world event to discuss and conduct reseprepdre for the
meeting. Students can assume the roles of the secretary-generdegateddrom member
nations. Students should debate the situation and vote on a proposed solutiorta(Ameri
Pathways to Present, 2005, Chapter 26, Section 1, page 869)

Task 10: Ask students if they intend to vote at every opportunity after thei thacage of
eighteen. How would they feel if a constitutional amendment raised themammvoting age to
twenty-five? (America Pathways to Present, 1995, Chapter 19, Section 4, page 53
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Task 11:Have students create chart in which they list the pros and cons of porhil{ifihe
Americans, 1998, Chapter 21, Section 1, page 614)

Task 12: Have students examine the lyrics of the song, “Brother, Can you spare® diefl
students that when the song was recorded, one in four Americans was out of slodboAt the
meaning and significance of the lyrics. Ask interested students to briegdrdings of this
song. (The Americans, 2007, Chapter 22, Section 1, page 674)

Task 13: Ask students to use an almanac to find the percentage of eligiblenmarting in each
of the presidential elections since 1920 and to compare it with the pgeehtaigible males
voting. Students can show the statistics in a series of simple bar graptable. (America
Pathways to Present, 2005, Chapter 18, Section 4, page 637)

Task 14: Ask students to skim section 2, list the main headings and subheadings arad writ
sentence or phrase to predict the content of each section. When theyistree fieading
Section 2, ask them to review their predictions and test them adeerestttial text. (America
Pathways to Present, 1995, Chapter 22, Section 1, page 614)

Task 15: To help less proficient readers understand the sequence of eventsgiedoey the
Nazis during the Holocaust, draw a timeline, which students can filltimeggread listing events
in chronological order (The Americans, 1998, Chapter 24, Section 3, page 717)

Task 16: Ask students how they react when they feel threatened. (The Ansr2207,
Chapter 26, Section 4, page 828)

Task 17: Ask students complete the graphic organizer on this page as thelgaaadtion.
Graphic organizer is the in the form of a cluster diagram concerning “Gaivigig Business”
(America Pathways to Present, 2005, Chapter 13, Section 2, page 467)

Task 18: War can bring new opportunities for business expansion. To illustrate this cfamcept
all students, have them work in groups to design an ad campaign for a produsbtd uring
wartime. This product might be one that both soldiers and those on the honwaifrase, such
as Coca-Cola or chewing gum. Suggest that students identify whichrgirbaiict's features

the ad should promote, as well as the audience that it is designedhto (&aerican Pathways

to Present, 1995, Chapter 25, Section 1, page 694)

Task 19: Have students visualize the trickle-down theory by drawing a cartoon apligr
organizer. Ask students to label the different parts of their drawihg. Americans, 1998,
Chapter 33, Section 2, page 983)

Task 20: Have students work in small groups and use the library and internet esstourc
research the life and achievements of Nelson Mandela. Studentsitlhvgroup report and
assemble their findings, perhaps in collage imagery on a poster bbardifericans, 2007,
Chapter 29, Section 1, page 910)

Part Two Directions: Once you have finished categorizing all 20 taskplease count the
number in each MI category and fill in the “total in each category”sections.
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