
view as an externally imposed requirement that all
researchers must face. Clearly, conveying a balanced message
makes more sense than conveying a negative view of the IRB
as a common enemy or as creating "unwarranted meddling"
in one's research. Obviously, the message to students should
not be that it is acceptable to ignore IRB procedures when
they are under time pressure. Rather, instructors should
point out to students that faculry can feel similar pressures
when they conduct their research. The information I present
to my students provides a good illustration of those pressures
felt by faculry researchers. I have collected data showing that
students who received and discussed this information show
attitudes about ethical issues that are closer to faculry atti-
tudes than students who did not receive it.

In conclusion, the major value of this approach is that it
focuses directly on a neglected aspect of teaching and learn-
ing research ethics: the nature of the researcher-IRB rela-
tionship and how it can affect the research process at various
stages. By focusing on this relationship, instructors have an
additional tool for enhancing the ethical understanding of
students. Even if students normally gain some understanding
of the specific do's and don'ts of ethical psychological re-
search, incorporating this rype of information may provide
them with a more accurate appreciation of the bigger picture
that researchers face. This information can be useful in be-
ginning to complete that picture for students and in giving
them a better appreciation of the dynamic nature of the re-
searcher-sociery social contract Rosnow (1997) described.
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Textbook Selection: Balance Between
the Pedagogy, the Publisher,
and the Student

R. Eric Landrum
LuAnne Hormel
Boise State University

We report a national Sllnle1 o{ introductory ps,cholog, msh'1lCrOrS
about how pedagogical aids and publisher practices impact text-
book selection and student Itaming. Respondents ~ w im-
portance of 79 attributes on 2 separate crittria; textbook selection

and facilitating student learning. Some crittria received high rat-

ings on borla dimensions (e.g.. textbook acCUTtJeJ. readabilit,/writ-

ing qualit,. use o{ examples on borh textbook selection and student

ltaming). whn-eas orhm received high ratings on onl, J dimtnsion

(i. e., ancillary mattrials and test item files for rhe textbook selection

process). Experience in teaching W course aha in/luencts W rela-

rille importance 0{ textbook sd«tion crittria.

"One of the most important decisions an instructor makes
is the selection of a textbook" (Chatman & Goetz, 1985, p.
150). Although not all instructors would agree with the pre-
vious statement, this decision is both an important one and
also a difficult and daunting task. Griggs, Jackson, Christo-
pher, and Marek (1999) reported that there are 37 full-length
introductory p5Ychology textbooks available; there are nu-
merous other "basic" or "briefer" editions available. For in.
structors a critical question becomes "Which textbook do I
choose?" Our interest was to understand (a) the process of se.
lecting a textbook and (b) the instructor's perceptions of
textbook's role in facilitating stUdent learning.

Most of the literature on textbook selection is advisory in
nature. These suggestions offered different methods used
(Chatman & Goeu, 1985), including a textbook selection
committee (Britton, Woodward, & Binkley, 1993), student



involvement in the process (Griesinger & KIene, 1984), and
focusing on the reading abilities of students when selecting a
textbook (Stephens, Weaver, Ross, & Emond, 1986). When
students have evaluated textbooks, they ranked readability
as a more important criterion than the depth or the breadth
of the textbook (Stang, 1975). Other studies have examined
objective textbook characteristics such as number of illustra-
tions or page length (Quereshi, 1981; Weiten, 1988). Griggs
and colleagues (Griggs, 1999; Griggs et at, 1999; Griggs &
Koenig, lOCH) recently took a careful look at introductory
psychology textbooks, including an examination of available
features and levels of difficulty.

Jamison, Searle, Gaida, and Heyneman (1981) concluded
that "widespread availability of textbooks in the United
States preceded research on the effectiveness of instructional
materials" (p. 556). This study attempted to, in part, remedy
that situation. We used a list of pedagogical aids and pub-
lisher practices to determine which attributes influence text-
book selection and which influence student learning (others
have also studied pedagogical aids-e.g., see Marek, Griggs,
& Christopher, 1999). This study expands on past research
by directly asking introductory psychology instructors about
textbook selection practices, particularly in the context of in.
structor experience in selecting textbooks.

Method

Participants

We surveyed instructors of the introductory/general psy-
chology course. The American Psychological Association's
Office of Research provided a listing of 1.871 undergraduate
and graduate psychology departments in the United States.
We sent our survey to the department head of approximately
every third department on the list (N = 626), and 127 de-
partments responded (20.2% response rate).

Materials

We generated a four-page survey based on the literature,
pilot testing, and consultation with content experts. The
bulk of the questions were 79 different atttibutes presented
alphabetically to introductory psychology teachers, who
rated each atttibute in terms of its importance in (a) selecting
a textbook and (b) facilitating student learning. Subsequent
demographic questions asked about the institution, the de-
partment, the introductory course, length of time teaching,
and the student body. Finally, three open-ended items asked
for (a) what is most needed in introductory psychology texts,
(b) what needs to be eliminated, and (c) a narrative describ-
ing the decision-making procedure actually used in the text-
book adoption process.

Procedure

The mailing included a cover letter; the four-page survey;
a postcard; and a large. self-addressed business-reply mail en-
velope. We addressed the cover letter to the department
chair and asked that person to forward the packet to an intro-
ductory psychology instructor. The postcard asked partici-
pants to indicate whether they would like to' receive the
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results from the survey (a self-addressed business-reply post-
card that could be mailed separate from the survey results to
preserve anonymity). We mailed surveys in February 1998
with the request to reply by April 17, 1998.

Results

Demographics

Responses from the participants indicated average size of
school was 6,980 students (SD = 8,078); 46.1% were from
public schools and 53.9% from private schools. Similarly,
52.0% of our respondents were from a department with a
graduate program in psychology, whereas 48.0% were exclu-
sively undergraduate departments. The number of psychol-
ogy majors averaged 277.2 (SD = 273.7), full-time faculty
averaged 23.2 positions (SD = 34.6), part-time positions av-
eraged 5.6 (SD = 7.1), and the number of students annually
enrolled in introductory psychology courses averaged 668.0
(SD = 779.4). The typical course size of introductory psy-
chology was reported as 75.8 (SD = 75.5). The average num-

ber of years our participants had been teaching the course
was 13.9 years (SD = 9.3); on average 5.3 different instruc-
tors teach the course at their institution (SD = 7.1).

Respondents estimated that 87.1 % of their students have
reliable access to computers and that 84.1 % have reliable ac-
cess to the Internet. When asked if instructors had ever asked
students for feedback on a textbook the class was using,
91.3% reported 'Yes, and 68.3% of respondents reported that
students had complained about a textbook used by the in-
structor. We also asked instructors if they would consider us-
ing a textbook with longer but fewer chapters (59.7% said
yes) and if they would consider using a textbook with shorter
but more chapters (69.9% said 'Yes).

D~riptive Data

Table 1 provides the means for the 79 attributes on their
importance in textbook selection and facilitation of student
learning, respectively, ranked by the textbook selection
mean. Respondents used the scale points of 0 (not at aU impor-
tant), 1 (slighd-y important), 2 (I'I1lXlerately important), and 3
(extremely important). Clearly, the listings are similar but not
identical. For example, factors such as availability of ancillary
package and computerized test item files (testbanks) were
highly rated with respect to textbook selection (Ms = 2.25
and 2.24, respectively), but not on their importance in stu-
dent learning (Ms = 1.72 and 0.78, respectively). On the
other hand, there is appears to be good correspondence be-
tween other items in Table 1. Accuracy, readability/writing
quality, and use of examples appeared in the top three in both
listings.

Teaching Experience

We correlated textbook selection and facilitating student
learning attributes with the question "How long have you
taught introductory psychology?" (see Table 2). Length of
time teaching the course correlated with 17 textbook selec-
tion attributes (15 negative correlations) and 10 facilitating
student learning attributes (9 negative correlations).
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Table 1. Means for 79 Attributes Rated
on Importance of Textbook Selection

and Student Learning

Textbook Student
Attribute SelectIon M Leaming M

Accuracy
Readabilitylwriting quality
Examples
Currency of research
Research base
Definition of key terms
Diagramslfigures
Availability of ancillary package
Computerized test item fileltestbank
Student performance using

textbook
Critical thinking exercises
Glossary
Graphs
Appealing layout of text
Student complaints about current

textbook
Neuroscience and genetics section
End of chapter summaries
Customer service/publisher suppoi1
Instructor's manual
Cost of textbook
Cultural diversity examples
Review questions
Overhead transparencies
Access to original sources of

information
End-of-chapter key terms
Biological emphasis
Key terms defined in margins
Chapter opening objectives
Gender coverage
Chapter outlines
Historical information
Video series availability
Chapter length
Chapter learning objectives
Ability of chapters to stand alone
Discussion questions
Textbook length
Tables
Stories or vignettes
Color pictures
Study guides
End of section sen-checks
Authors' education and credentials
Authors' reputation
Marginal glossary
Sidebars/marginal material
Highlighted print
Practice test questions
Inclusion of evolutionary theory
Boldface type
Lecture suggestions
CD-ROM suppoi1 materials
Peerrecomnnendations
Photo/art program
Collaboration exercises for students
Student software
Interactive CD-ROM
Annotated instructor's edition
Suggested readings
Sales representative rapport
Charts
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Table 1 (Continued)

T exlbook Student
Attribute Selection M Leaming M

Integrated Web package 1.08 1.16
Intemet projects 0.99 1.15
Softcover book 0.95 0.62
Cartoons 0.94 1.19
Publisher Web site 0.90 0.69
Publisher reputation 0.83 0.25
Teaching assistant/adjunct guide 0.83 0.57
ESL study guide 0.83 1.15
Sales reprasentative loyalty 0.80 0.11
Hardcover book 0.75 0.38
Publisher incentives 0.87 0.24
Two-coIumn format 0.66 0.66
Laserdisc availability 0.63 0.65
One-column format 0.51 0.45
Chat room capability 0.45 0.57
Publisher loyalty 0.44 0.09
Audiotapes for student studying 0.37 0.83
Number of textbook authors 0.19 0.11

Note. Scale values: 0 = not at aN important; 1 = slightly important, 2 =
moderately important, 3 = extremely important. Items are ranked by
the textbook selection mean rating.

Table 2. Significant Correlations. Between
Length of Time Teaching Introductory

Psychology and Attributes Rated
on Textbook Selection and Facilitation

of Student Learning

Facilitating Student
r Leaming r

-0.31 Lecture suggestions
-0.27 Review questions

Stories or vignettes
-0.26 Cultural diversity
-0.25 examples
-0.22 Boldface type

End of section
-0.22 self-checks -0.21
0.22 Critical thinking
-0.21 exercises -0.18
-0.21 Currency of
0.21 research -0.18

Highlighted print -0.18
-0.20 Graphs 0.18
-0.20
-0.20
-0.20

-0.20
-0.17
-0.17

We also asked participants about (a) additions to intro-
ductory psychology texts, (b) deletions from texts, and (c)
the textbook adoption process at their institution. Trained
coders content analyzed each question separately; raters
achieved interrater reliabilities of greater than 80% for the
coding scheme developed for each question.

2.93 2.68
2.89 2.91
2.60 2.77
2.59 2.06
2.54 2.27
2.39 2.63
2.29 2.33
2.25 1.72
2.24 0.78

2.22 2.06
2.20 2.20
2.06 2.25
2.06 2.08
2.04 2.34

2.03 1.74
2.02 1.75
2.00 2.32
1.99 0.63
1.96 1.02
1.96 1.40
1.95 1.85
1.91 2.19
1.90 1.86

1.89 1.39
1.89 2.24
1.86 1.50
1.85 2.12
1.84 U7
1.63 1.72
1.82 2.10
1.80 1.59
1.80 1.78
1.79 1.98'
1.78 1.96
1.77 1.53
1.76 1.88
1.71 1.51
1.71 1.78
1.68 2.02
1.67 1.78
1.67 1.98
1.65 2.10
1.60 0.79
1.59 0.65
1.58 1.73
1.57 1.69
1.54 1.84
1.48 2.03
1.45 1.27
1.41 1.71
1.40 0.86
1.35 1.37
1.31 0.51
1.30 1.29
1.25 1.57
1.21 1.31
1.14 1.36
1.13 0.61
1.09 0.98
1.06 0.18
1.94 1.94

Textbook Selection

Lecture suggestions
Instructor's manual
Annotated instructor's

edition
Stories or vignettes
Critical thinking exercises
Cultural diversity

examples
Graphs
OVerhead transparencies
Peer recommendations
Diagrams/ftgures
CoUaboration exercises

for students
End of section self-checks
Highlighted print
Practice test questions
Sidebars/marginal

material
Discussion questions
Readability/writing quality

-0.27
-0.28
-0.26

~.24
~.22

Note. N= 127.
8P1 < .05.

Open-Ended Responses

(continued)



The five most frequent themes about what instructors
want to see added to introductory psychology textbooks were
(a) greater application of the material to a personal level and
relating to current issues (14.0%); (b) greater emphasis on re-
search and experiments (12.1%); (c) Web site suggestions,
computer simulations, and interactive computer programs
(10.3%); (d) better integration of content (8.4%); and (e)
shorter chapters (6.5%). The top five requests for deletions
from the introductory text included (a) chapters on marginal
topics (14.0%); (b) cartoons (10.3%); (c) some of the boxes
and definitions in margins (6.5%); (d) too much depth and
detail (5.6%); and (e) nonfunctional photos (4.7%). The
most common process of textbook selection was individual
instructor selection (64.5%); next most common was by
committee vote or consensus (30.8%).

Discussion

Experience in teaching the introductory course matters
when it comes to textbook selection. With regard to the at~
tributes important to textbook selection, more experienced
instructors placed greater importance on diagrams/figures
and graphs than less experienced instructors. Conversely, in~
structors with less experience in teaching the course seemed
to place higher importance on the ancillary/supplementary
materials available, such as the annotated instructor's edi~
tion, different exercises (collaboration, critical thinking, cul-
tural diversity), discussion questions, lecture suggestions, and
overhead transparencies. When examining the attributes
about the facilitation of student learning, the pattern of im-
portance ratings with course experience was remarkably simi~
lar, with more experienced instructors placing greater
importance on graphs for student learning and less experi-
enced instructors placing greater importance on the ancillary
materials. It may be that as instructors teach the course more
and grow in confidence, there is less reliance on the supple-
ments and ancillaries and more attention paid to the content
details of the textbook.

Optimum textbook selection serves multiple goals:
Whereas the student must ultimately use the textbook, the
instructor or a committee chooses a textbook. Thus, the text~
book (and the entire publishing package) must appeal to the
instructor before adoption and be used and valued by the stu~
dent after adoption. This two-tiered process appears to be a
complicated one; examination of the comprehensive list of
criteria presented in Table 1 shows that although there was
good correspondence between textbook selection and facili-
tating student learning, it was not perfect. In particular, the
textbook selection process focused more on support materials
available from the publisher (e.g., ancillaries, test item files),
whereas the student leaming process attributes focused more
on the availability of student study aids, feedback from stu-
dents and others, and page layout. Examination of individual
items in Table 1 should provide a comprehensive picture of
the relative value of pedagogical aids and publisher practices
in the roles of text selection and student learning. When
asked about what to add or eliminate from textbooks, in-
structors wanted more application of the material to a stu-
dent's life and greater emphasis on research and experiments;
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instructors reported most often that they would like marginal
chapters eliminated and fewer cartoons.

Future research should continue to examine the textbook
selection process from the point of view of the instructor de-
cision and the impact of that decision on student learning.
Certainly, the impact of emerging technologies and improved
computer access may quickly change the current landscape.
Because elimination of textbooks does not seem to be likely
in the near future, continued study of the role that textbooks
play in the postsecondary educational system should yield
fruitful results. Selection of a textbook is an important deci-
sion for the innoductory psychology instructor (Chattnan &
Goetz, 1985; Morris, 1977). That selection process is compli-
cated by the instructor's consideration of textbook atttibutes,
publisher practices, and the principles that facilitate student
learning, as well as the instructor's experience in teaching the
course. Fortunately, many of the practices used by faculty to
select a textbook appear to be in the best interest of student
learning.
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