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1 1In four earl{er reoorts;’theilfGRU'Projeet'has treated'basic S o
7ﬁquest1ons concernlng the obJect1ves* 1nstructxonal procedures f : ;%;
7f§;173ana evaluatlve crtter:a of the teachlng of l1terature in the 7 ir‘ 4
;1111 Swedish ComprehenS1ve School “For- several reasons a summary N ) B -
of these reports has been deemed adV1sable£ A;survey -of tasks. '

:for practical appl1catlon and deS1rable further research is
-also given. ' :

) Department. of Educational Research
Tf 5,% - ) . Gothenburg School of Education -
R ¢ : June, 1973
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-~ PREFACE - ' S , : - . -
B LlGRU (__tteraturlasn1ng 1 51_~ndskolan The Read1ng of L1te!aturp ‘
in the/Swed1sh Comprehens1ve School, the Swedish compulsory n1ne-"ear
. school for pup1ls between 7 and 16 _years of age) 1s one of the .
research proaects under the Swedish Nat1onal Board of Education
e (Research Plann1ng Bureau) It is be1ng carried out at the Deparcment 7
,;:f of Educat1onal Research at the Gothenburg School of Educat1on After
I a plann1ng year l969-70, it has been at’ work from 1 July, 1970.

In- four reports bas1c quest1ons concern1ng the obJect1ve-,
1nstruct1onal procedures and evaluat1ve cr1ter1a of the f'ach1ng of
l1terature have been treated A summary of chese reports is civen
here. Such a summary was deemed adv1sable for several reasons. The
reports are volumwnous They treat d fferent aspects ‘of the problem - T
complex. S1nce they are work1ng reports some results 1n the earlier V;A"' 7

] ones have been adJusted and further developeo in later repovts There -
: should also be a survev ‘of tasks for pract1cal appl1cat1on and .
des1rable further research 7' - ~. :

it would have ‘been 1mposs1ble to carry out the work of the project
w1thout the contr1but1on of the ass1stants employed Bencc Agren, B. A.,
Honica Agren, M.A. (whose place was taken by Gun Kr1st1ansson for
T a wh1le) It is my pleasant duty to express my thanks te them here.




REPORTS PREVIOUSLY PUBLISHED BY THE .LIGRU PROJECT

@

i . As was said in the Preface, feur workinghreports hare already been

i i " published byrthe LIGRU Project' They- will.often be referred to below -
~*  by.a number in the fOIIOW1ng list. Since one of the reports is in _

two parts, the ‘numbers 1-5 are used A reports are pub11shed in ,

i i the institutional series "Department of Educational Research Gothen- '

%5 o burg School of Education. Research Bullet1ns"

1 Gte K11ngberg A Scheme for the Class1f1cat1on of Educational o
’ ObJect1ves. Research Bullet1n No“ 5.5 November 1970.

2 Gote Klingberg and Bengt Agren: ObJect1ves Stated for the Use of . - %éa
i Lrterature at ‘Schoo]. An Emp1r1ca1 AnalyS1s. Part I Research o i
' ";Bullet1n No 8. May 1971 }; e

_Gote K11ngberg and Bengt Agren ObJect1v 3 Stated,for theRUse of
L1terature at School An Emp1r1ca1 Analys" Part II: Appendices.
‘iResearch Bu]let1n No:- 9. May 1971 '

e

|

" Gote K11ngberg and Bengt Agren Expert 0p1n1ons on the Use of
‘ I fL1terature 1n the Swed1sh Comprehens1ve School. A Taxonom1c
A . - Approach to Requ1rement Ana]ys1s Research Bu]]et1n No. 11.

May 1972.

? Y
Gote Kl1ngberg and Monica Agren P]ann1ng L1terary Instruct1on

- A D1scuSS1on of the Curr1cu1ar-0bJect1ves for theeleach1ng of
= L1terature in the Swedish Comorehens1ve School and a Rationale for’
R ObJect1ve,Procedure-Cr1ter1on Units. Research Bulletin No. 13.
December 1972. .~ - : : N
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T4 1 . INTRODUCTION .

o "f’ At the’ time of theﬁstart of the LIGRU Proaect, the place of
~ Tliterature in the Swedish Comprehenslve School had “for some years
attracted attent1on : : '

e b

- s, TR ot 2t
AN g ‘,‘> X

1) The aesthet1c cultural supply and 1ts eff1c1ency had been the, o o
- o subJects of discussion, wh1ch had in turn ra1sed the quest1on of the fa%f?—;
- a1m of l1terary 1nstruct1on. In the debate 1t was ma1nta1ned that a :
culturally poor env1ronment should not be dec1s1ve, -and: that for’
" this reason it is the task of the’ compulsory school to g1ve all future
c1t1zens the,chance of an equal start in life. On ‘the other hand ,
the demand for obJect1V1ty could be 1nterpreted -3@s mean1ng that the
school had to accept ‘the culture already to be found among the B
;- | ’ff* .pupils, that’ sy equal1ty was “held to mean that the culture of certain
' -~ groups of soclety must not be regarded by other groups as 1nfer1or.
~ The. Swedish Comprehenslve School Curr1culum of l969 does not appear
to have taken a de.1n1te v1ewpo1nt as regards this problem. It is
_ said there that “some evaluatlons in: the descr1pt1on of aims, for-
example, in regard to- problems of qual1ty within the funct1on of the
aesthet1c goals“ had to be made clear.

A

w——r T T

2) The Curr1culum of. l969 had Tisted "aesthetic functions" as-one of B

the groups into which the goals of the Comprehens1ve School could be ;5 -

divided. They were defined as "the pup1l 3 ab1lity to exper1ence -

7 and express aesthetic values“. The concept of “aesthetic" had been

) idf the subject of discuss1ons, however, also in the debate on l1terary

- . T 1nstruct1on. A-certain: hesitancy as to whether the aim.of this 3
e . ' ] 1nstruct1on was - “aesthetlc“ or of another kind could be noticed. At Aif‘

) ' ‘any rate the opinion was expressed that literature could also serve T; >
goals of the school such as llngu1st1c profic1ency, historical and- =
geograph1cal 1nformatlon, the‘pup1ls understanding of themselves,

" ethical and social development. -

3) In .the definition of “aesthetic functions" as implying “"experiencing
7 and express1ng“, given by the Curr1culum of 1969 the problem of the
P - importance of different kinds of pupil behaV1our was also included S -

3

- -
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It seemed important to make'clear to what extent the aim of literary
instruction was toiyield;knowledge, to encourage critical thinking,

. to provide emotional experience, to'stimulate creativity, etc.

|

' 4) The ¢thoice of- texts in the teaching of . literature had. been
.discussed. It seemed to be commonly thought that the pupils -ought

to come into contact W1th Titerature which they were interested in
and could understand One seemed to be more hesitant in the matter of
which demands for literary quality ‘ought to be put on the texts ;

used, a question that was connected with the debate on the distinctionrr

between high and mass culture. -Another topic for discussion was to
what extent literature for children and young people, that is,
literature especially aimed at the age “levels -in question, could
replace literature for adults or, as 1t then had to be expressed,
literature common to children, young people and adults Since it

was generally stressed that all instruction had to be indiVidualized,

At seemed essential that not. only the average qualifications ‘and
4interésts of different school -year levels, but also indiVidual

variation within the classes should be taken into consideration

5) An all-round evaluation of the way the school fulfils its aims
was emphasized, not least by the Comprehensive School Curriculum
of_1969.. Evaluation of literary instruction belonged to the problems
of immediate interest, since it was obviously here a question, not
only of testing knowledge, but also and maybe in the main of

- behaviours a good deal harder to measure.

€) The problems concerning literary instruction in the Comprehensive
School had also attracted attention in that books for children and
young people had acquired additional importance for the class teacher
lines in the Swedish schoois of education as well as for the train-
ing of teachers in the subject Swedish at the universities.

A central place in this problem complex was thus occupied by questions
of goals and evaluation. During the 1960°s, methods of teaching A
analysis had come into increased use in international as well

as in Swedish educational research. The task of trying to utilize
techniques of this kind in the work of the project thus presented it-
self immediately..The weighing up between aesthetic and other goals

Pyt
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(1tem 2 above) as well as between different types of pup1l behaviour
(1tem 3) const1tuted for example, problems that it should be possible
to elucidate through the use of a taxonomy of educataonal objectives.

~ The aim of the LIGRV proaect was ‘hus defined as to test the extent

to which a systematxc analysis of the object1ves, 1nstruct1onal

" procedures and evaluat1on could benefit the teaching of Titerature

*

in the Swed1sh Comprehens1ve School.

A research proJect has to pay attent1on to the methods u.ed and,
if poss1bie, to develop them further And it can hardly be sa1d
that there is a clear and un1form opinion about what is reaIiy meant
by goal-based instruction. For these reasons the project has 4lso
included the working- out of models- for teaching analys1s and an
attempt to def1ne goal based 1nstruct1on That such work deals with
urgent problems is demonstrated by the fact that the interest taxen

in- the project has h1therto to a great extent concerned these very
theoret1cal models ‘ '




2 . BASIC THEORY V

-

f h 2.1 The concept of literature

o ~ The project was designed to deal with the reading of literature. Now,
L the word ““literature" occurs with different meanings, and it was

thus necessary to define the project 3 object of study. The problem
is illustrated by Figure 1. Literature may denote printed (or written)
material in general and, inore -specifically, works of the art of words.
On the other hand, works of theart of sords may be presented in -
other forms than in printing, for example, as oral story-telling and
theatrical perfomances. : Co- - x :

& ) We did not think that we should take the expression "the ading
s of literature" literally. Literature offered to the consumer in the
3 : <-- form of oral story-telling. theatrical perfonnances, films, radio

7 and television had to be included in ourconcept of literature. Even

" v - the pupils own production of literature belongs to literary instruc- -
; tion. s R I
’“‘ K The demarcation in the horizontal plane between literature - ';’
S ~ intended and not intended to_ be art. (or, if one were perhaps not - ’ '
§ ~ - to tie the definition to the author s intention, conlnonly or not - ST
§}I commonly regarded as’ belonging to- art) is  important for the project, o .
3 ~ since i% was surely not meant_to- deal with literature in the widest . L
. sense of the word,’ including textbooks on different subjects, ‘ )
f : ep’cyclopedias and so on. This was evident from the start of the project,
- when' the aesthetic goals of :the Comprehensive School were stressed.
3 , The object of the project is the. art of vords.

It seems necessary to include Area B in Figure 1 in an attelnpt to

2 - define the different uses of ‘the word literature. l‘o this area we .

have to assign some essays, biographies. travel books and so on. We

have said in previous- reports that the object of our studies is the ~

striped area in- igure 1. It would of course have been simpler to say

- 3 “ - that the object was fictional-literature only. It may be that this is

' : what it is from a practlcal point of view. And it was. alreadyfsaid in - .
k 2 that"fictional litrrature must play ‘the lnost important role in our A
- considerations ', :




Figure 1. Differeni: uses of the word literature

. v

// //‘f/////zg % . :
944 A/ ‘

A= fictiqnai 1iterature (int,e'ndedito be art or commonly regarded
as belonging to art) -

*

§ = ﬂon-*f.iction inten&ed to be art or comwonly regarded as
. belonging to art - ~

C= @ffi;tim not intended to be art or not commonly regarded
" as belonging to art

] _-fﬂrited (or written) media

2 = Other media (oral story-telling, theatrical performances, films,
~radic, television) ‘
Str-ipcd area = Literature intended to be art or commonly ﬁgarded as

belonging to art (works of the art of words)




iifi%‘ -~ - Thus, instead of starting with the presumption that literary

- ,’,ihStruction has to be carried out in the Comprehensive School, there-
‘,'after to get stuck in the quest1on what l1terature is, we were t

) act1ng on the assumption that the Comprehen51ve School has art-oriented
:goals. These goals imply that the different art forms, music, pictorial
. art, the art of words, and ) on, have thelr place in the Comprehen-
- * sive School. Of course, we could have started with the highest '
v~ questions, what the needs of man and society are, and what importance
. . should be ascribed to art in this connection. But we did not think
R :'7ff—’that this was the task of the project.

;fas fsxh:: 15:' If one starts from a concept of l1terature not expressly defined
‘ »;5;’Lf .~ as the art of words (or fictional literature), it may; for example,
e jf’t;;'f ?'fflead to the conclusion that it is of minor 1mportance, if the pupils
S t?{iflread a textbook. a car catalogue, a novel or a poem, since they all
ii;f}{ oelong to "l1terature“. Of course,. thlS may well be sa1d if the aim
7’_3}{;of th1s read1ng is, fOr example, knouﬂedge of words or read1ng sk1ll.
% _’But if one starts from the art-oriented goals, these types of
) 71{1’”l1terature" cannot be placed side by side. In this case it must
"'715f;be demanded that the read1ng matter used can be counted among the
;;works of the art of words. It is of course difficult to decide what
;;15 a work of the art of words and what,1s not, and it is not impossible
ffiithat the textbook or the car catalogue may have such qual1t1es that
- __they could be used in order to reach art-oriented objectives. (In that
ot case they beiong. to area By in Figure 1.) But it is very likely '
. that the novel and the poein are more suitable.
~ The difficulty may not be so great as it sometimes seems. All
_sounds are not music, all pictures are not p1ctor1al art. That the
"~ works of the art of words are not only intended to be art offers no
~= - problem. Thus, an informative aim can very well be united with an
~-.. aim to be art. There are many examplés of this in novels, short
' stories, dramas, poems etc, written for adults as well as for children.
It can surely be said that the producer of literature most often does
':,7not regard his aim as primarily art-or1ented at all, though he chooses
_ the form of the art of vords in order to express his message.
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] The concept of literature has been treated in 2, 6-14; 4, C5-C6;
~ .5, 4-6. '
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The concept of literary instruction

- It was said in 2.1 that the art o?‘norQs has its-place in the Swedish
~ Comprehensive School. Ve are not discussing whether it should be'so, - o

 art of words is someth1ng that exists in soc1ety‘and something with

- -other a1ms than to create a work of art. He chooses the art of
i vl1terature,as a form in order to express his message. From this it

~in the state of affairs in d1fferent ‘countries and during different

but proceeding from this assumption. Like other forms of art, the

which the pupils of the compulsory school should in some way come
into contact. Examples of conceivable objectives in this connection
are: "Obéerves the stylistic features of literary works", "Mentions
some prominent authors of contemporary children’s books", "Refjects
upon the importance of literature to children and adults”, "Evaluates
litérature on the basis of his own criteria", "Is arrested by the
excitement.and atmosphere of l1terary works", "Gives expression to
his experiences in a l1terary form".

But, as. was also sa1d in 2.1, the. producer of literature often has

fOIIows that there is an obvious possibility of using literature as ,.:%
a means of reach1ng other goals than that the pupils should come 1nto
contact w1th the art form as. such. ‘Examples of conceivable objectives
like th1s are: "Reflects upon his own tra1ts, needs, -problems and

behaviour*, “Feels an affinity with other people", "Takes an interest

periods”. Since thé art of l1terature is the art of language, it may
also be used to reach languageforiented objectives regardless of
the aim of the'producer. An example of a conceivable objective 1ike
this is: "Reflects upon his and-other people’s choice of words".

The teaching of literature or literaryAinstruction can thus be

defined in two ways: 4

1) as teaching in order to bring about contacts with the art form
termed literature, '

2) as teaching with the aid of this art form in order to reach objec-
tives other than art-oriented ones.

This distinction has'practical a'plications. We can say that it
is evident that the products of the art form literature must be used B
in teaching of type 1. But when teaching is aimed at other goals Z
than art-oriented ones, it is notenecessary to use literature at all. ' -
We can thus conclude that if it is not clearly stated that a teaching :é
of type -1 should take place at school, the art form literature may . 5
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2.3

be discussed by as many people as possible; and thereafter be expressed’

_ These theses are o1d ones but the applicatioh has been a long time

10

ﬁhfbrtunately be neglected. On the other hand, there are obvious
possibilities to use literature in a teaching of type 2, if one
really wishes to g1ve pupils as much Opportun1ty as posS1ble to
come into contact with this art form.

The distinction between the two types of iiterary‘instruction
has been used throughout the work of the projeet and was especially
discussed in 2, 19, 217; 4, 16-24; 5, 5-6,. 12.

Goal-based instruction

A fundamental jdea in- the work of the project is that instruction

should be goal -based. At least it is the. purpose of the project to
test the extent to which goal—based 1nstruct1on could benefit the
teach1ng of l1terature 1n the Sued1sh Comprehens1ve School.

The 1dea of goal-based 1nstruct1on can be expressed in the
fbllow1ng two theses.

-

1. A curriculum must always be based on a cho1ce between conceivable
goals of instruction. The objectives of a compulsory school must

in-a straightforward way in a central standard curriculum or in a R
curriculum drawn up-on.a local level. .~

2. Daily instruction at school must be based on and be in accordance '
with clearly formulated objectives of a curricular type.

in coming. They were once more expressed by the Swedish Education
Committee of 1957 in its report on the Comprehensive School in 1961:
“In the general debate one has hitherto on the whole got no further

.than to declare that .it is most important that the activities of the

school are based on defined valuations and directed towards fixed
goals. The question as to which those goa}s should be, has been paid

" less attention. In spite of all this, the work on the shaping of a

curriculum for the n1ne-year comprehens1ve school must begin with a
serious attempt, from -available f1nd1ngs and experiences, to decide _
on the present goals of the school and its main tasks as a stage in
a more long-term school programme... To the extent that these goals ;
and tasks of the school can be expressed in a clear and concrete way, <§
they will guide practical work in everyday scheol situations.” .
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Ten years later, in 1971, a team within the National Board of
Education, working on marking questions still regards goal-based o
instruction in a perspective of the future: “The overlapping educational
objectives (meaning, surely, the superior goals +~mmon to several
subjects)ﬁcan\be more clearly erpressed in the (central standard)
curricula. The. general recommendations of the: curricula'are in their
present essayfst wording often experienced as verbose. On the whole
there-is no systematization of the overlapping objectives, certain

. obJectives are mentioned several times, other objectives are only

shortly referred_to or taken for granted. This ought to be taken up

in further work on curricula... The objectives (of separate subjects) ,h

can in many cases express in a clearer,way behaviours, skills and
attitudes aimed at in the pupil... In further_work on curricula one
should- perhaps replace the “main items” with component ObJecthES or

) goal. areaS'that to a greater extent express des1red pupil behaViour...'

A freer but at the same time more active course planning in the
indiVidual school should give clearer 1nformation about the -objectives
(that is, objectives broken down to the classroom Tevel). It is then '
important that teachers and pupils work together

This retrospect could seem to imply that the theory of goal based
instruction should now be accepted by all. ThlS is not the case,
however. There is much negative criticism.. As was said in chapter 1,
the project had to include in its work an attempt to define goale
based- instruction. The reason for the negative criticism must,in the
opinion of the project, be an-unclear conception of what is to be meant
by such instruction. - '

To begin with, three objections, the first and the third especially
important with regard to literary instruction, will be answered here.

Opjection 1: The theory is behaviouristic and‘will'concentrate
instruction on such external behaviours as are easy to observe.
Objectives that are essential but hard to measure will be overlooked.

Against this it can be argued that even behaviours that are‘
difficult to observe, such as "internal responses‘and attitudes,
are nevertheless behaviours. The method of expressing the objectives
as behaviours of the pupil is a useful technique but has nothing to do
with behaviourism - even if, from a historical viewpoint, much work
on the formulations of objectives has been done by- behaviourists.
The demand%that it should be possible to observe the behaviour
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described in the objective is not included in our theory. A great many
of the goal-‘descriptions that one has to work with in literary.- '
instruction are of a kind that may be regarded with suspicion by the
true behaviourist. But they should be put forward all the same, if
society wishes these behaviours as a result-of the school”s activity.
The principal reason for having the objectives express behaviours
that can.be observed, js that it should be possible to evaluate them
(work on educational objectives has to a great extent been carried
out to facilitate evaluation). Evaluation is surdly an important thing,
but it is of subotdinate importance in-relation to. the laying down of -
obJectives Only when the objectives have been 1aid down is the time
right to discuss in what way the products may be possible to '
evaluate. . There are also other ways than to observe the behaviour
fbrmulated in the goal description directly it 1S for example, '
possible to observe a Visible result of an invisible: pupil behaviour.

If it comes to the worst, oné has even to accept that one cannot
check the outcome

P

Thus there is: no reason to fear that obJectives that are essential
but difficult to measure should be overlooked in a goal‘based
instruction. The reason why the objectives are to be laid down
explicitly is that it would be absurd if the aim of a school or type '
of ‘school should not be formulated in such a way that it could be -
discussed by all citizens and understood by teachers and pupils.

Objection 2: Explicit fbrmulations of goals tie instruction in such

a way that the teacher (and the pupi]) has no_ longer any freedom

When work on the definition of objectives is included as a technique

.in the construction of an instruction programme or-other teaching aid,

instruction will ot course be ticd to this programme or teaching aid.
But this does not mean that teachers and pupils do not have any
freedom. Their freedom 1ies in the right to choose between different
programmes and the right to construct. instructional procedures them-
selves.

It may be a good technique to use defined goal descriptions when
constructing an iastruction programme or other teaching aid. But
it is even more important to formulate objectives on a more general

- level, for example of the type that the LIGRU Project calls fcurricular

objectives". (That objectives can be formuiated on more general as
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well as on more specified levels will be exposed in detail in section

2.5.) Objectives on a more general level do not affect the freedom

of the teacher (and the pupils) o choose between diffehent instruc-
tional procedures.

Giving the teacher (anc the pupil) complete freedom to choose
even the more general goals without any influence from above (so
that they could, for example, decide if they wanted to deal with
l1terature at all or not), is fully conceivable, although it is an,
1mposs1b1l1ty in Swedish educational tradition.. .But even if this
poss1b1l1ty were given to the teacher and the pupil, this would not
affect the principle of goal-based instruction. In such a case thé

effect will only be that it will be up to the teacher and the pupil
to formulate the obJect1ves on all levels. ‘

The problem of the freedom of -the- teacher and the pup1ls has
noth1ng to do- w1th the questlon of whether goal-based instruction

~is of value or not: It will have to be d1scussed in 1ts rﬂght

connection.

Objection 3: The humanities, fbr examgle, an art fbrm such as
Titerature, constifute an -area of such a spec1f1c ‘kind that .its goals

cannot be described in the 1ogical waxﬁthat work on the fbrmulat1on
of objectives implies.

It may be that it {s'more difficult to formulate the objectives of
literary instruction than of some other of the school”s activities.
But for this very reason it is important that they are formulated.

If one refrains from this formulation, the danger arises that it will
be impossible to bring the ‘goals -up. for discussion and that the
resylts will be more or less accidental. There is no reason to suppose
anything else than that a discussion of the goals of the school

and the expression of them in a systematiC’way will also support

true humanistic aims such as, for example, the aim to develop
individual personalities.

ot

The technique of formulating objectives

To formulate obJect1ves is a technique that aims at facilitating
goal~based instruction. There are presumably different possible ways
of doing this. The project has accepted the widely used method of

pran—
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2.5

. Objectives on different levels ofﬁgenerality ;

formulating the goal as a behaviour-of the pupil (instead of, for
example, describing what the teacher does or what is-going on at ‘
“school). This idea is certainly a behaviouristic approach, but as has

already been said in 2. 3, the use of this technique must not be
. confused with behaviourism. ’

An objective should include a description of the ebject of the
expected pupil behaviour. A goal description is thus made up of two
-parts: 1) a behaviour of the pupil (as, for example, "interprets"),
2) an object of this behaviour (as, for example, "the message of
literar& works"). The verbs expressing pupil behaviour used by the
proaect are generally- in‘the third person singular present tense,
the subJect “the pupil® be1ng understood

The fOrmulat1on of goal descr1pt1ons was dealt w1th in 1, 51- 55,

- 2, 23-26.

It is generally understood that objectives- can be formulated with
a'Varying‘degree of generality. In spite of this, much opposition
to goal-based instruction appears to be due to 1nsuff1cient under-
stand1ng of this fact (cf. the d1scuss1on of the freedom of the
teachers and the pupils in 2.3). A d1v1s1gn of goal descriptions

. into three levels of generality is an important part of the basic

theory of the project. The three levels are illusttated by Figure 2.

The first level is applied when one is using a taxonomical system
in order to give opinions on what is important at school. This means
‘that one is stressing an area of objeéts of behaviour (for example,
manual or ethical-social goals) or a certain type of behaviour (for
example, emotional or creative behaviour) or, if one is using a

.- two-dimensional system, both the behavioural type and the object area

at the same time.

" On the second level, behaviour and object of behaviour are
explicitly stated, though different specific matter and technical
modes of instruction are still allowed for. On the third level, the

objective includes descriptions of specific matter and technical
modes of instruction.
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Much work of "educational technology" has been directed towards
objectives on the third level of generality. It seems that aufhors
introducing or defending this type of goal description are tempted
to underestimate goal descriptions on the two higher levels. They -
often try to show that the latter types of goal descriptions "are
unclear, choosing rather bad examples of objectives on these levels.
However, the difference between goal descriptions of varying
generality is not that some are worse and some are better but that
they are to be used in d1fferent connections. The three levels of

general1ty are all equally 1mportant though belonging to different
dec1s1on-mak1ng authorities.

The first level can, above all be seen as the level of parliament
and ‘government. One can expect such authorihes to emphasize, for
example, that manual goals are to be fostered in an otherw1se rather
theoretical school (i.e. accentuating an area of objects of behaviour),

~ that creat1v1ty is something that. the school nust cultivate (i.e.

emphasizing a behavioural type) or that one should try to get the
pupils interested in social prdblems (i.e. putting the stress on
both a behavioural type-and an’area’ of -objects of behaviour at the
same time). There is really notﬁing obscure about these statements and

it is very important that such things are said by decision-making
authorities en this-level. '

Goal descriptions on the first level must, however, be made less
general *o be of practical use at school. In other words, they have
to be broken down o a lower level of generality. The breaking down
from the‘first to the second level of generality is a task for
authors of central standard curricula or local planning committees,
the breaking down from the second to the third a task for teachers
(and pupils) and producers-of educational material. Synonymous with
nsecond level objectives" we are using the expression curricular
objectives, and synonymous with "third level objectives" progedure

and criterion objectives.

That instruction is goal-based should mean that it is governed
by explicitly stated curricular abjectives. These objectives cannot
be reached by a single lesson of another isolated form of activity.
But the separate lessons etc. are governed by the curricular objectives
through being consciously aimed at contributing to the behaviours
described in them. Since instruction systematically returns to the
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curricular objectives, and the effects of the chosen procedures
are observed, the teaclier knows that a step, albeit small, has been

" taken towards the behaviours defined by the curricular objectives.

It may be observed that the concept of breaking down (as used
here, from a higher to a lower level of generality) is to be
distinguished from another form of specification, the limiting of.
the scope of the object of behaviour described in a curricular .
objective. "Interprets the political message of a novel" is still

~“a goal description of the curricular type, although the object of

behaviour has less scope than in the objective "Interprets the -
message of literary works". "Finds two essential respects in which
the author of the novel X wants to change society", on the other
hand, is an example of a breaking down to a procedure and criterion
objective. This objective implies a procedure (reading of the novel X
and some technique of stimulating observation- of ‘political ideas)

and a criterion (the statement’of the two political ideas). .

The ievels of generality have been treated in 2, 29-38; 4, 15-16;
é’ 6. 8-]00 )

Objective-procedure-criterion units‘;

"The model of goal-ba;ed instruction is very simple: tbrough the

goal descriptions w2 state terminal behaviour of the pupils, these
behaviours must be stimulated and trained during instruction, and

the existence of these behaviours after instruction must be observed.
We call the description of an expected behaviour of the pupils an
(educational) objective, the description of a situation in which the
behaviour described in an objective can be stimulated and trained

an (instructional) procedure, and the description of a technique that
is suitable for observing the outcome of a certain objective an '
(evaluative) criterion.

The unity of objective, procedure and criterion ought to be stressed
when giving suggestions to teachers and producers of educational
material through listing, at the same time, the objective, a corre~ '
sponding procedure and a criterion or criteria. We call the descrip-
tion of such a combination an objective-procedure-criterion unit
(0-P-C unit). '




When - constructing an objective-procedure-criterion unit, we
start from a curricular objective (a second level objective). Tine
generaiity level of such objectives implies that they are usuaily_ to
be considered as objectives for the type of school in question as a
whole, but not as objectives for a certain school year or even for
( ta deparment of the school. Both the pupil characteristics of a certain
- school year and the individual variation within a class come to the
_fore when procedures are chosen for 0-P-C units. It must be possible
to construct several parallel procedures suitable for stimulating
.. or_training behaviours accounted for in a curricular objective. The
procedures do not emerge from the curricular objectives. But the
procedures must be co-ordinated with the curricular objectives.
We call the co-ordinating of instructional procedures with curricular
objectives procedure a:igLﬂs

The choice of a grocedu re means a- ~construction of a procedure

and criterion- ob;u:tive. where the behaviour of the pupil and the
object of this behaviour are attached to specific matter and specific
technical modes of instruction. The unique position of the curricular
objectives is demonstrated by the fact that it is debatable how
important it may be to formulate the procedure and criterion objec-
tives. Teachers are nowadays very often encouraged to do this. But
it is interesting tn note that the’ argunent against formulated
objectives is often that it seems unnecessary to formulate a very large
number of such objectives verbally. The aims of the school must be
expressed in such a clear way that they can be discussed in society

" (., and, when approved of, govern instruction at school. But it is :
being realized more and more in international educational debate .

" that these objectives are what we have called here the curricular

objective's. We can very.often abstain from formulating the procedure -
and criterion objectives, since they are implicitly stated through
the reported procedures. We only formulate the procedure and criterion .
objective(s) in an 0-P-C unit if it seems appropriate to do so, for
example, if the formulation gives a clearer arrangement of the
procedure. (These objectives will, however, turn up when criteria are
described since they express criteria.)

0-P-C units are not,of course, meant to be described for use at
school. This would imply that procedure and criterion objectives were
being made into curricular objectives. The units can be regarded only
as an aid for those who wish to use them or who want to construct other
units themselves.

o N L e P
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0-P-C units may describe more general as well as more specified
procedures. Given a more general idea, the teacher can specify as
he chooses. He can also, however, be interested in getting suggestions
for detailed specification. In a procedure for literary instruction
it is, for example, possible to tell how a behaviour of a certain type
can ‘be trained without prescribing a sbeci fic literary text to be
used. But the teacher could also be interested in getting suggestions
for suitable literary texts. Alternative procedures of a more specified
type are particularly valuable when one wants to take into account
the qualifications and interests of the pupils on different school
y’en- Tevels and the individual variation among pupils in the same

class. _

We call a co-ordinating with objectives of techniques suitable
to observe that the objectives have been reached criterion analysis.
The simplest case is, of course, when the procedure and criterion
objective, which has been stimulated-and/or trained through the chosen
specific procedure, is to be evaluated. It is, however, after all
the curricular objectives that should be evaluated. It must therefore
be possible to evaluate using other criteria than the criterion observ-
ing the effect of the procedure that was qsedfduring instruction.
When, for example, the curricular objective “Interprets the message ,
of literary works" is broken d'wn to a lower level for use in instruc-
tion, this implies, among other things, that the behaviour is trained
on selected literary texts. The is the possibility, however, of
testing the trained behaviour according to the curricular objective
using other literary texts. An 0-P-C unit will advantageously list
such alternative criteria.

Different technical ways ofpresenting the co-ordination of objec- N
tives, procedures and criteria have been found. The most common type

+>seems to be that objectives are linked with procedures but not at the

same time with criteria. There is also a type where objectives are
linked with criteria, but where no account is given of procedures.
A third type brings objectives, procedures and criteria together.

Some models dealing with literary instruction start, not with the

objectives, but with the literary texts.

The most advantageous way must be to co-ordinate all the three
components of goal-based instruction. The curricular objective is the
starting-point. The 0-P-C unit-form used by the LIGRU Project is present-
ed in Figure 3.
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Proposed arrangement of an 0-P-C unit form

Figure 3.

Object area: '

Object sub-area:

Behavioural type:

Curricular objactive:

Procedure:

(if convenient, divided into)
- General procedure and
Specified procedure

-

(1f deswable, procedure and cntenon objectives may be listed)

Cri ter":i’oﬁ (a):

- ——

Pupij characteristics: .

(in terms~-of department, school year,
individual ability or interest that seew
to fit the procedure and the criterion(a))

-

Alternative criterion(a):
(of curricular objective)

Pupil éhiracteristics:

Related curricular objective(s):

(if appropriate, divided into)
Precedichurricular objective(s) and
Subsequent curricular o_b;gctive(s)

Source_used (if any):
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A ravionale for 0-P-C units and a discussion of the best
technical way of presenting them are given in 5, 81-113.

Complex instructi onal units

There must often be several curricular objectives for a lesson or
another type of separate activity at school, and thus more complex
instructional units than the objective-procedure-critérion units have
to be built up. This does not mean that we are going back to an un-

~ systematized way of teaching. The complex instructional units will

have a clearer and a more goal-referenced structure when they are
based on 0-P-C units. .

It is not so easy to draw the dividing 1ine between 0-P-C units
and complex ins:ructional units, however. One can in fact speak of

a continuum between two extremes. The “pure" 0-P-C unit can sometimes

be enough for an activity at school. But even in an 0-P-C unit more
than one curricular objective will often more or less automatically
be present. This is demonstrated by the "related curricular objec-
tives” in Figure 3. There cannot be any reason for opposing procedures
that touch upon different objectives. In a way it would be of value
for the teacher to be able to choose, from possible alternative
procedures, those which, to some extent, also train behaviours that he
is anxious not to neglect or that he wants to stress particularly.

. The only—thing to be observed is that the objectives in question are

accepted as wrric‘ularrobjectives. It would be more doubtful if we
relied on procedures that would seem to stimulate and train objec-
tives which are regarded as unimportant or, if it comes to the worst,
as ineligible. '

When we caption a description of an activity at school with the
title of a literary work and not with a curricular objective, we
can talk of a true complex instructional unit. Of course, the goal-

based structure should be evident through the stating of the objectives

that can be reached and of criteria co-ordinated with these objectives.
What we gain through basing complex instructional units on 0-P-C
units is an intensification of the concentration on the goals. There

~ is always a risk that the curricular objectives are more loosely

conceived when literary works, and not the curricular objectives, are

2
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the starting-points. We should, however, also be inclined to stress
that there should not be too many curricular objectives listed in
-a complex instructional unit with a literary text as the uniting A o
element. It is always better to reach some clearly defired objective SN
through a lesson etc., than to try to accomplish a lot.

Lastly in our continuum we come to whole instructional programmes,
where several complex instructional units are put together.

The 'tomplex instructional units are treated in 5, 161-165.
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3.1

THE DESIGN OF THE LIGRU PROJECT

o

The purpose of the LIGRU Project was defined as to test if and
how the teaching of literature in the Swedish Comprehensive School

- could be rendered more effective through a goal-based instruction.

Building on the basic theory outlined in chapter 2 (which, however,
to a considerable extent had to be worked out in the course of the
project), this has meant two main tasks:

1) To try to formulate a systematically arranged list of curricular
objectives for the teaching of literature in the Swedish
Compfehensive School, whici couid Serve as a basis for discussions
on both a central and a local level

2) To collect instiuctional procedunes and evaluat1ve criteria in

_ the field of l1terary instruction and in a systematic way to co-
ordinate procedures and criteria with the formulated curricular
objectives, i.e. to construct objective-procedure-criterion units.

The design is illustrated in Figure 4.

Drawing up of explicitly formulated and systemat1cally arranged
curricular objectives -

The goals of literary instruction can be of many different kinds.

The aim could be regarded as fo bring about contact with the art of
literature as such, but literature is also often meant to be suitable
for serving ygoals such as linguistic proficiency, historical and
geographical information, the pupils” understanding of themselves,
ethical and social development (Introduction, item 2). The problem
also arises as to what kinds of behaviour literary instruction should
train, if its aim is to yield knowledge, to encourage critical
thinking, to provide emotional experience, to stimulate creativity,

" etc. (Introduction, item 3).

The first part of the goal analyses of the LIGRU Project was to
try to construct a list of the many conceivable curricular objectives
of literary instruction, systematically arrange! through some sort
of classification. The 1ist was intended to constitute & basis for
the ensuing work.

23
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Figure 4. The design of the LIGRU Project

£ Aids: Analysis of docu-
; Classification : ~ mented objectives
{ scheme | (explicit and
s (taxonomy) implicit)
for educational U ' -
objectives

Systematically

arranged listing of
documented objectives
in explicit terms
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~ |Logically improved
:; Tist of explicitly

expressed conceiv-
able objectives

/

Requirement analysis
with the aid of a
> questionnaire

{ containing explicit-
1y formulated con-
ceivable objectives
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Collection of
instructional
> procedures and
evaluative
] criteria
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Formulation of a
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: arranged curricular Co-ordination of
! ; objectives suggested instructional proce-
: > as a basis for discus- >}| dures and evaluative
; - sions on central and criteria with the B
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When the project was first planned, it was intended to use for
the scheme of classification those general aims of the activity of
tie Comprehensive School listed in 1961 by the Swedish Education
Commi ttee of 1957. These aims are also found in the Swedish Comprehensive
School Curriculum of 1962. When the projec?#started, a later such list
appeared in tne new Comprehensive School Cd{:jcu]um of 1969. In the
course of the work it was found' however, that none of these lists
was wholly su1table for the purpose Following a study of various
taxonomic work already in’ exi stence, the project began the construc-
tion of its own taxonomy for the classification of educational
objectives. This taxonomy was to be a much more prominent feature
of the project than was first expected. It has not only been used
in order to catalogue the tollected goal-descriptions, but has also
been an insfrument used throughout the work of the project.

The collecting of conceivable curricular objectives of literary
&instruct1on was done through a ‘goal document analysis, i.e. an empirical
study of goals expressed in curricula, teachers” manuals and educational
debate. In all, 79 sources from 12 countries were used. Both explicit
and implicit formulation§ were collected, the latter being turned into
explicit terms. The ensuing classification provided an overall view
of the material and placed the goal descriptions in logital groups.

In the published 1ist of documented objectives, the goal descrip-
tions are dependent on the phrasing in the source. This means that
there is room for improvement of the formulations. It is also possible
to add to the empirically compiled list of objectives. In this way
logically improved lists of explicitly expressed conceivable curricular
objectives may be achieved. One such list was used as a questionnaire
in a requirement analysis, i.e. an empirical study of goals emerging
from inquiries to experts, representatives of higher education, the
public, etc. In the case of the LIGRU Project expert opinions were
wanted, the experts being defined as persons who had been occupied with
the development of literary education in the Comprehensive School,
and/or whose attention had been directed towards improvement and progress
and who were looking into the future. It was thought that such persons
could be found among lecturers in methods of teaching literature,
literary scholars, authors of children”s books, children’s 1ibrarians,
and protagonists in the more general field of cultural debate.
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The 1ist of systematically arranged curricular objectives was
constructed on the basis of the results of the requirement analysis.
In constructing this list, the findings have, however, also been

discussed with regard to the text of the Swedish Comprehensive School
Curriculum of 1969 and from our own point of view.-

The stepsiof the goal analyses of the LIGRU Project will in the
present report be accounted for in the following chapters:
The taxonomy (Chapter 4) '

The goal document analysis (Chapter §)
The requirement analysis {Chapter 6)
The 1ist of curricular objectives (Chapter 7)

Co-ordination of procedures and criteria with curricular objectives

The second task of the project was to collect instructional procedures
and evaluative criteria in the sphere of literary instruction and,
with the help of this collected material, to try to co-ordinate -
procedures and criteria with the formulated curricular objectives,

i.e. to construct objective-procedure-criterion units.

The collecting of a material of procedures and criteria was done
by searching through teachers manuals and similar documents from
different countries, through complex tests for marking and diagnostic
purposes and through theoretical treatments of literary evaluation.
The aim of this collecting was not to enable us to give an empirical
description of what procedures and criteria are in use. What we wanted
was a material for further work, as comprehensive as time permitted.

The collected material vas further sorted. The sorting was done
in two steps. First, we tried to get an overall picture of the material
by classifying the procedures and the criteria according to the taxonomy
used in the goal analyses, i.e. according to explicitly expressed or
implicitly present objectives. The second step .as to try to find such
procedures and criteria in the material that could be used in objective-

procedure-criterion units headed by the curricular objectives in the
proposed 1ist of such objectives.

Some objective-procedure-criterion units were constructed in order
to test the practical use of the 0-P-C unit form (Figqure 3).
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The work on the co-ordination of procedures and criteria with
curricular objectives will be accounted for in the following two
‘ chapters: |
i L Collecting and sorting of procedures and criteria (Chapter 8)
Constructing of objective-procedure-criterion units (Chapter 9)

3.3 Practical application

-

The present report is a summary of the project’s basic work on the
teaching of literature. The aim of this work is to render literary
instruction in the Swedish Comprehen51ve School more effective. To

reach this objective, there must also be work on the practical
application at school as well as continued research work. This

further work should include the construction of 0-P-C units, the N
testing of the effects of a goal-based literary instruction‘and the o
development of aids for such instruction. ’ '

-
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A survey of these tasks will be given in chapter 10.
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THE TAXONOMY FOR THE CLASSIFICATION OF EDUCATIONAL OBJECTIVES

Note on the expression ‘educational objectives'. A distinction
Between "instructional™ and "educational” objectives is some-
times found in educational literature (cf. 2, 30)..V4hen the
distinction is used, the aim is to distinguish between different
levels of generality of goal descriptions. In the terminology of
the LIGRU Project all formulations of the goals of the school
are called educational objectives. The categories of the
taxonomy constitute the first level of generality. Educational
objectives on the second as well as on the third level :
(curricular and procedure and criterion objectives respectively)
can be assigned to these categories. -

-

The scheme for the classification of educational objectives that has
been devised in the course of the project took its starting-point X
ina study of previous taxonomic work. A.survey of some different
systems is given in 1, 7-21. There are mainly three different types
of classification schemes:

1) The goal descriptions are grouped according to the areas to which
the objects of pupil behaviour belong, e.g. the language area, the
area of health, the area of social contacts.

2) The goal descriptions are catalogued with-a view to different
types of pupil behaviour, e.g. cognitive behaviour (as accounting
for knowledge, reflection, judgment), emotional response and display
of attitudes.

3) The goal descriptions are placed in a E!g-dimensionalggrid. where
the object areas are placed on one axis and the behavioural type on
the other. In this case there are two sub-types:

3a) Different object areas have different 1ists of types of pupil
behaviour.

3b) The same behavioural types are used for all object areas.

There are also intermediate forms, however. Sometimes, object areas
and behavioural types are even mixed up.

Since an educational objective, according to our theory, ought to
contain a description of a pupil behaviour as well as a description
of an object of this behaviour (cf. 2.4), taxonomies of type 3 must
be the most useful. It can be said in favour of a taxonomy of type 3b
that it is easier to grasp and more practicable for comparisons.

28
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The taxdnomy of the LIGRU Project belongs to type 3b. On one axis
. are listed eleven object areas (in the alphabetical order of the
English words): the art-oriented area, the ethical-social area, the
language-oriented area, the logic-oriented area, the manual area,
the mathematics-oriented area, the area of mental hygiene, the nature-
and fechnology-oriented area, the area of physical training and health,
the society-oriented area and the work-oriented area. On the other

axis there are six behavioural types: reproduction, higher cognition,
emotion, conation, creativity and function.
k note on terminology. In the earlier reports the expression
goal area™ instead of "object area" was used. The reason for
the change to "object area" is that the goals describe the behaviour
and the objects of behaviour to the same extent. We have some-
times called the object of behaviour the content,as is often
the case in educational literature, and in 4 the expression
- "content area” was used to denote minor areas into which the
object areas could be divided. This expression is.also debatable,
however, since some authors use "content" in the sense of objec-

tive, i.e. also comprising behaviour. In § we have called such
minor areas rpbject sub-areas.

The art-orignted object are2 has in all previous reports been

called the "aesthetic area". The reason for changing the term is
given in the next section.

Lastly, is may be pointed out that the behavioural types were
originally called "aspects". Since this word has various meanings,
it seems better simply to speak of behavioural types.

The classification Scheme is reproduced in F Figure 5. In this form

it is designed to be used in goal document ana’yses, which is why

it has been enlarged with a column at the left for goal descriptions

where the behavioural type has not .been specified, and with a line at
the bottom for goal descriptions where the object of behaviour is not

specified. Each cell -has been given a numher for identification
purposes.

The object areas

It will probably not be necessary to explain here in detail how the
different object areas are defined. The definition of the areas is

illustrated by the examples in the sumary of the goal document 5nalysis
in chapter 5.

Some words should be said about the art-oriented object area,
however. As was just pointed out, this object area has in all previous
reports been called the "aesthetic area". Hhen this term was intro-
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duced in 1, the reason was simply that this expression was found
in much earlier taxonomic work. It became necessary, however, to
define what should be meant by "aesthetic". This was done in 2, 17-20.
There are two main possibilities. Either the concept of aesthetic can
be interpreted as representing beauty in all its manifestations,

in art, but also, for example, in nature and in social life, or it

can be related oaly to art. We chose the latter alternative. The
concept of "aesthetic" has nevertheless been a recurring theme for
internal discussions throughout the years of the project. This was,

- among other things, because of the opposition that our definition of

the art form literature as "literature with aesthetic intention”" met
with (this definition was used in Figure 1, here in 2.1, when it was
first presented in 2, 9, and in the introduction to the réquirement
analysis questionnaire, cf. 4, 25). Some opposition was alsc met
with implying that one could not tie the definition of literature to

‘ the intention of the author (cf. 4, C 5). To avoid any misunderstand-
*ing we are now speaking of the art form literature as "literature

intended to be art or commonly regarded as belonging to art" (cf. 2.1).
In the same way the corresponding object area of the taxonomy is not
called the aesthetic but the art-oriented object area.

A1l conceivable objectives of a compulsory school should be
covered by the taxonomy. But it is possible, ~nd sometimes surely
appropriate, to divide the object areas further. Ve have called such
parts object sub-areas. For example,one may feel inclined to divide
the society-oriented goals into history-oriented, economy-or1ented
conception of life-oriented goals, etc. The art-oriented object area
could perhaps be regarded as another one of these sub-areas of the
society-oriénted area, although it has been allotted its own place in
the taxonomy. This object area or object sub-area could, in its turn,
be divided into one sub-area of music, one of pictorial art, one of
graphic art, one of the art of literature, etc. In the 1ist of
curricular objectives proposed in 5, the objects of behaviour belong-
ing to the art form literature are further divided into six sub-areas:
The titerary works and their content, Thg form of literature, Evalua-
tion of literary works, The authors, Literature in society, and
Literary creativity.
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Standard curricula, educational schools or individuals may wish
to place the object areas in order of rank. The classification scheme
has no such wish, however, which is the reason for their being arranged
in alphabetical order.

The behavioural types

Rl e
T

To begin with, we have made use of the division of the "mind", known
from classigif“psychology. into cognition, emotion and conation.

In accordance with the major division of the Bloom group of their
six cognitive levels into "knowledge" and “intellectual abilities
and skills", or in keeping with the distinction made by the Swedish
Comprehensive School Curriculum of 1969 between "good basic knowledge
on the one hand and general ability to use sources of knowledge,
apply one"s knowledge and grasp the connection between facts on the
other ‘hand" (General section, 12), the scheme finds it sufficient to
have two levels of cognition, a lower and a higher. For the Tower level
we have used the term "reproduction”, which includes what is generally
called knowledge, data recall, but will alsc comprise reproduction
of movements. '

In the Swedish Comprehensive School Curriculum of 1969 emotion
and conation are brought together into the concept of "emotional
functions” (General section, 72). It would seem to be of some advantage
not to bring these two behavioural types together, however, and the
classification scheme 1ists both emotion and conation.

It was thought that creative behav1our should also be listed among
the behavioural types.- This category includes one of the cognitive
levels of the Bloom group, the "synthesis". But creative behaviour does
not seem to be only cognitive, it also has both emotion and conation
as prerequisites. Creative behaviour is generally thought to require
a wealth of ideas or originality. However, the concept of originality
is not understood by the classification scheme in any other way than
in relation to the pupil’s immediate surroundings, the circle of family,
school and friends.

The concept of "functional behayiour“ corresponds to the "action

patterns" of Kearney. These are said to be not only the things the
pupil knows—-and-can-do-but-what_he normally does because of his

disposition to do so. In all fields of activity at school the ultimate
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result should be that the pupil, as a pupil but perhaps above all as
an adult, functions in an appyopriate way in everyday life.

A way of defining the types of behaviour is to state examples of
verbal forms that may assign yoal descriptions to the different

types. A 1ist of this kind was published in 1, 32. The following
has been modified to some extent: ’

Reproduction: mentions
enumerates
identifies
gives an account of .
reproduces

Higher cognition: registers
observes
reflects upon
interprets
compares .
classifies
relates to
forms an opinion about
discusses
evaluates

Emotion: enjoys
finds satisfaction in
experiences security in
has confidence in -
shares the feelings of
feels an affinity with
is emotionally reached by
disapproves of

Conation: is interested in
chooses ’
looks for
strives for
seeks to
takes pains with
avoids .
rejects

Creativity: gives shape to
proposes
creates
re-creates
finds new ways to
finds a personal solution to
contributes ideas
improvises
reorganizes
pictures in his imagination

Function: takes part in
makes use of
respects
keeps himself informed of
improves in ~
acts in accordance with
stands up for
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However, as has already beén pointed out in 1, such a 1ist must be
used with caution. The meaning of a word may change in different

contexts.

The functional behavioural type is seen as a complex of all the
other behavioural types (although creativity is perhaps not logically
a necessary condition for function). It is therefore possible to regard
the six behavioural types from a hierarchical point of view. That
higher cognitive behaviour builds on reproduction seems obvious.
Emotional behaviour is tied to a cognitively perceived object, but
there is hardly any need of real knowledg. to be able to delight in
a colour that one finds beautiful. On the other hand, intellectual joy
is tied to higher cognitive behaviour. The emotional level therefore
seems to be parallel to the cognitive levels. Both cognition and emotion
are a basis for conative behaviour (interest, for example). In its
capacity as motivation, conation, on the other hand, has a retrograde
effect on cognition. Behind cfeative behaviour is knowledge and judgment
as well as feeling and interest.

The question of the hierarchy of the different behavioural types
is of interest in connection,with‘ihe sequencing of objectives, i.e.
the arranging of objectives in the order in which>they ought to be
objects of learning, since sequeacing of objectives should not only
be done with regard to the objects of behaviour (the natter), but
also with regard to the behavioural types.

The taxonomy is not meant to be a normative one. Thus it does not
state which kinds of objectives are of greater or lesser importance,
for ex2<ple, for the Swedish Comprehensive School. The classification
‘scheme is designed as an instrument for research, i.e. to describe
and arrange what others mean to be important objectives.
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THE GOAL DOCUMENT ANALYSIS

EY

The aim of the goal document analysis was to get a material, as
comprehensive as possible, of conceivable objectives of literary instruc-
tion. For this reason foreign sources were also used. However, the
purpose was not to investigate differences hetween different countries,
which is, of course, another interestina type of research where a goal
document analysis could be used.

In a11.79 sources, 24 from Sweden and 355 from other countries,
were used. The sources consisted of standard curricula, teachers”
manuals, articles and pamphlets.

The aim was not to describe the sources as such. Consequently,
in the collection of passages from the sources, we have not tried to
include every possible sentence that with effort could be translated
into a goal description.

The whole of any text passage used is given verbatim in 3. Through
this procedure the reader has the opportunity td see from which
contexts the formulated goal descriptions are taken. The report 3
may moreover be said to serve as an anthology of statements concerning
literary instruction.

Explicit goal descriptions are rare in the sources; generally
the objectives are only implicitly expressed. Thus more often than
not it is the object of behaviour (the matter) that is described,
instead of an objective in behavioural terms. There may be a mention
of what the teacher does, but not of what the pupil does. Sometimes
the objectives had to be unravelled from a complicated skein of words,
where different 1ines of thouaht had to be differentiated from each
other. The technique of formulating goal descriptions has already
been described in 2.4.

After the goal descriptions had been formulated they were catalogued
with the help of the taxonomy described in chapter 4. One difficulty
was that certain goal descriptions could not be placed in only one of
the cells of the classification scheme but had to be put into two or
more cells. This problem was dealt with in 1, 55-60 and 2, 40. As to
the behavioui-al type dimension, the reason for the spreiding may be
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that the verbal form used by the source comprises more than one type
of behavicur. Exambles are the English verbs "experiences" and ,
“appreciates”, which can imply not only behaviour of a higher cogni-
tive but also of an emotional type. !'e have tried to interpret the
source text in such cases, and sometimes we thought that we understood
which behavioural type was aimed at. VYhen we had difficulty in

making this decision, the goal description was, however, put into
more than one cell of the classification scheme. X

When. the spreading occurs in the object area dimension, the cause
can be a similar obscurity in the source. The verb form "reads" may
imply that the object of behaviour belongs to the art form "iterature,
but it may also signify just a language-oriented objective. then it
seemed difficult to make a decision, the goal description was put into
two cells. A spreading in the pbject area dimension can, however, also
signify that the described object of behaviour in fact belongs to two
object areas. "Discusses human behaviour" is a higher coanitive objec-
tive that belongs to learning sequences leading to functional behaviour
in the ethical-social object area as well as in ihe area of mental
hygigne; There are connections between the object areas, which, however,
doeslnot mean that one cannot profit from the distinction between,
for ei&mple, ethical-social goals and goals of mental hygiene. One
has to take this fact into account when constructing an aims programme.
On the other hand, when a goal description in a goal document analysis
has to be placed in two or more cells owing to an obscurity in the
source, the goal descriptions have to be made clearer when one is
proceeding towards constructing an aims programme.

The method used in the goal document analysis will be exemplified
below by extracts from one of the sources, an article by a professor
of educatién at Sofia, who gives his viewpoints on the relat.on
between childr:n and art. In this connection he also deals with the
art form literature.
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An_example of the procedure adopted when a go§l description is taken
from a source,formulated and classified with the help of the taxonomy

fezo Atanassov: Art and Children. The Problem of Art and Children
under Educational Examination. International Review of Education, 1970,
16, 308-322. '

P. 312: "Of particular importance is the positive character (hero) in
art. The reader of a work of literature begins to live with the moral ’
thoughts and aspirations of the characters, participates in their
actions and deeds, is moved by their noble intentions, en;iches his
soul with what they experience. But the negative (bad) characters also
have educational significance when described with definite intention
and clearly expressed moral assessment by the author. This assessment
is assimilated by the rehder, it forms a moral attitude in him, a
value attitude toward the breacn of the moral norms."

Objective 501: Lives with the moral thoughts and aspirations of the
positive character (hero) in works of literature,
participates in his actions and deeds (23, 24)

Objective 502: Is moved by the noble intentions of the posifive
character (hero) in works of literature (23)

Objective 503: Rejects the breach of the moral norms by negative
characters in works of literature (24)

P. 314: "When a man... is reading a 1yrical work, filling him immediate-
1y with pleasure at the contact with beautiful poetical visions, he
seemingly enjoys only beauty without realizing that it arfects him in

a moral respec:. too. But as a matter of fact in such cases there is

such an indirect effect because the aesthetic assimilation spreads
profoundly all over the human personality - makes a man responsive to
the beautiful, provokes an admiration for the mastery of creators,
develops the striving for respect, protection and increase of beauty;
creates an attitude towards every product of human creative work."

Objective 504: Admires the mastery of creators (13)
Objective 505: Strives for respect, protection and increase of beauty
in creative work (14)



P. 317: "In every man there exists the necessity to express by way
of creating something, his inner feeling and understanding of beauty,
by expressing his attitude to the world in a suitable manner -

“ through words, colours, lines or tones. Children should not be deprived
of the possibility of expressing themselves in a creative work
where they could disclose their attitude to 1ife and to the products
of the human mind (spirit); of embodying by way of artistic expression
the things they see; of interpreting the works of art according to
their understanding and taste."”
Objective 508: Expresses his inner feelings and attitude to the

world through a creative work of words (15)
Objective 509: Embodies by way of artistic expression in words the

things he sees (15)
Objective 510: Interprets the works of the art of words according

" " to his understanding and taste (12)

P. 319: "In teaching literature one overcomes the old understanding
of a dry, logical and didactic analysis and the aim is that the work
of literature should be perceived and experienced as a unity of
ideological and artistic content."

Objective 511: Perceives and experiences literature as a unity of
ideological and artistic content (12)
(3, B76 - B72..

In all, 1 161 (to some extent identical) goal descriptions were formu-
lated. When ticked off in the cells of the classification scheme,

40 tallies were placed in two cells in the behavioural type dimension.
In the object area dimension, 177 tallies were placed in two cells,

9 tallies in three cells and 1 tally in four cells. The number of
tallies in this way amounted to 1 339.

It cannot be denied that there were difficulties in placing so
many goal descriptions in cells with absolute consistency. No doubt
our interpretations of the statements collected can sometimes be
discussed. Afterwards we also found placings that we are now inclined
to change. It may be pointed out, however, that we have, by means of
the Appendix (3), clearly shown how the text passages were interpreted,
so that the reader can make his own corrections. Besides, when the

38
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material is as big as it is here, the conclusions that can be drawn
from the goal document analysis and the use that can be made thereof

will not be influenced to any considerable extent by existing doubtful
classifications and inadvertences.

The allocation of the tallies to the different taxonomical cells
is demonstrated in Table 1. The number of tallies ailocated to each
cell according to this table, and the percentages that to some -
extent are also given there, must, however, be interpreted with some
caution. They do not directly state the importance attached to the
different types of objectives. The reason for this is that a detailed
enumeration of specified behaviour and objects of behaviour is easier
in some instances than in.others. Thus there are more verb forms
expressing higher cognitive behaviour to choose from than of emotiona!l
behaviour (for example, reads, sings, registers, analyses, compares,
evaluates). It is also reasonable to connect these higher cognitive
verb forms with many different objects of behaviour (for example,
prose, lyric, films, radio, television, content, genres, motifs,
conflicts, setting, moods, figurative language, meter, rhyme, dialogue,
message, character traits). With regard to emotional behaviour, one
will often find it sufficient, for example, to speak of enjoying
literature, without a specification of enjoying and of all the things
in literature that can be enjoyed. If one is especially interested
in the order of rank in which different types of goals are drawn up,
the best method should be estimations by means of a point scale.

On the other hand there is surely some connection between how
often objectives of a certain type are formulated and the importance
that one attaches to them. It is therefore of interest to note that
one half of the tallies (52.1 %) were placed in the art-oriented
object area (in which case the objects of pupil behaviour for the
most part belong to the art of literature as such), and further that
four other object areas account for the major part of the rest. In
second place after the art-oriented area came the area of mental
hygiene (13.3 %) and the ethical-social area (11.5 %), in fourth place

the language-oriented (6.5 %) and the society-oriented (5.5 %) areas.
In these cases literature serves as a teaching aid. -

With regard, to the behavioural types it is seen that one half
(47 %) of the tallies were placed in the higher cognitive column, and
that cognitive behaviour on the whole accounts for 57.6 % of the
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tallies, whereas emotional, conative and creative behaviour together
account for only 23.2 %. However, we must here take into consideration
the fact, referred to abo@e. that it is easy to formulate a lot of

goal descriptions listing higher cognitive behaviour. It is perhaps
more correct to stress that emotional, conative and creative behaviour
are well represented in the material. The figure for creative behaviour
(3.6 %) seems somewhat low, however.

Since the aim of the goal documeat analysis was to get a material,
as comprehensive as possible, of conceivable objectives of literary
instruction that could be placed in a 1ist of curricular objectives,
our interest was directed towards the type of goal descripcion where
both pupil behaviour and an object of this behaviour are stated. The
main part of the goal descriptions published in 2 are also of this
kind. Some examples of objectives of other types are included in the
material, however. I would 1ike to dwell upon these objectives for a
moment, since *hey illustrate the existence of incomplete or vaquely
formulated goa’s of literary instruction.

We thus find objectives stating only behaviour but not the object

of this behaviour, at least not with sufficient specification.
Examples:

1) In a Swedish article we read among other things, that literature
"gives us knowledge of the world in its greatness and mystery".

When formulated as a qoal description this will become "has knowledge
of (or, gives an account of) the world in its greatness and mystery".
Formally, there is an object of behaviour, but the expressicn is very
general. Classification: 01. (3, B 66.)

2) A higher cognitive objective is expressed by an American author
in the way that "a full and satisfyina literary experience" will lead
to "a deepened underctanding of spiritual values"”. "Spiritual values"
can mean almost everything, however. Classification: 02. (3, B 194.)

3) Another American author says that fiction "makes possible emotional
participation in new and untried ranges of thought". No doubt this is
true, but there is no specification of what ranges of thought.
Classification: 03. (3, B 182 - B 183.)

4) The Swedish Comprehensive School Curriculum of 1969 states that
"reading in school (belles lettres as well as factual prose are aimed
at) gives impetus to leisure time occupation and hobby activity".
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No specification is given, however, of what types of leisure time and
hobby activities are referred to. Classification: 06. (3, B 7.)

We also find objectives only stating the object of behaviour
without identifying the behaviour. Examples:

1) An expression often used is that literaby instruction should lead
to better taste. This is also to be found in the Swedish Comprehensive
School Curriculum of 1969: "Under proper guidance it (i.e. "extensive
pleasurable reading of literature") develops their taste.” Literary
taste is, of course, connected with the art-oriented object area,

but it is impossible to determine which behavioural type corresponds
to taste. From a historical point of view, taste has above all been
regarded as an ability to evaluate, i.e. a higher cognitive behaviour.
But knowledge is a prerequisite of evaluation, and taste can further
be seen as implying emotional, conative as well as creative behaviour.
Perhaps "taste" should best be looked upon as a functional behaviogr,
an integrated end product of art-oriented education. It is hard to
know, however, if this always is intended. Classification: 10. (3,
B4-85.)

2) The Swedish Comprehensive School Curriculum of 1969 also stresses
the usefulness of literature as a means of reaching objectives other
than art-oriented ones. "Many of our children”s sonds have the same
choice of motifs as the fields of interest of thé subject "hembyads-
kunskap" (local history, geography and nature; a subject at the junior
department), for which reason they ought frequently to be made use of."
"It may also be appropriate to.use fragments from... literary works

and poems typical of the period that give life and colour to the
historical description.”"For work in the orientational subjects

(i.e. at the junior department: religion and "hembygdskunskap" =

local history, geography and nature; at the middle department: religion,
civics, history, geoaraphy,-and nature studies) an ample collection

of books should be at hand, easily accessible in every classroom.

Such a book collection should include, in addftion to reference books,
encyclopedias of an elementary type as well as books of other kinds,
intended to give descriptions of environment or depictions from
different periods." "As examples of teaching aids for instruction in
civics may be mentioned: literature illustrating the life of men in
different environments; films showing 1iving conditions and ways of
thinking in different countries." These formulations are an important
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starting-point for the work of the LIGRU Project on literary instruc-
tion at the Comprehensive School. They state that literature can be

used in order to reach goals in the society-orignted object area.

But they lack concrete expressions of the types of pupil behaviour that
are aimed at and must therefore be developed into a number of different
goal descriptions. Classification: 100. (3, R8 - B9, B 29 - B 30.)

There are also objectives that state neither specified behaviour
nor objects of behaviour. txample:

A Swedish article speaks of "books which provide the pupils with
experiences and increase their range of experience". Such a statement
is, of course, not without meaning, but there are neither specified
types of behaviour nor specified objects of behaviour. Classification:
0. (3, B 42 - B 43.)

Whereas we are seeking curricular objectives (second level objec-
tives), some of the collected goal descriptions; although they state
pupil behaviour as well as objects of this behaviour, are of the
type that we have called objectives on the first level of generality.
We read, for example, of understanding what is presented in litera-
ture or of an emotional response to literature.

It is impossible here to give a detailed account of the goal
descriptions on the second level of generality that have been collected
through the goal document analysis. I must refer to 2. An attempt will
be made, however, to give a compressed survey of the different types
of objectives. A

The art-oriented object area

Reproductional behaviour may consist of reproduction (retelling,

reciting) of stories and poems, and of displaying a knowledge of:

the history of literature, children~s 1literature, authors, literary
theory (concepts and forms), structural and linguistic characteristics
of literature.

The number of objectives describina higher cognitive behaviour
is very great, as was mentioned above. As objects of pupil behaviour,
one encounters most concepts that are to be found in elementary hand-
books of literature. Ye read of the registering of content, fundamental
thoughts, the message of literary works, of the observation of and
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comparison between the traits of the characters in literary works
and of the description of setting. Other objects of behaviour are
the formal traits of the literary works: genres and motifs, composi-
tion (the importance of elemeats to the whole, turning-points, opposing
forces, key words, drama-technique) and style (methods of narration,

for example, the perspective of the narrator, patterns of metre and
rhyme, sound effects in language, atmosphere, figurative language

and symbols, the correspondence between reality and artistic expression).

A group of goal descriptions speak of the use of literary criteria
for the evaluation of literature (the content, characterization, struc-
ture of the plot, style, how near illustrations are to the text).

Other objectives concern the comparison between the opinions of
different critics, insight into the creative process in the author,
awareness of the beauty of artistical'y produced books (the binding,
the print, etc.).

A higher cognitive objective is also to relate literature to one’s
own experience (identification of passages which evoked strong
feeling, willingness or reluctance to identify with the characters,
awareness that problems can be solved with the help of the characters
in a literary work, comparison of one“s own literary experiences
with those of other people).

Emotional behaviours are: to find delight, expectation and
excitement in literature, to be captivated by humour and atmosphere,
to find joy in the beauty of the sound of words, in verbal images,
rhythm and in what can be valued as aesthetic in a book as an object
(the print, etc.), when evaluating literature to be gladdened by
the correspondence between reality and the artistic expression, and
dissatisfied with arthstically poor literature, to involve oneself
emotionally in literary works, for example, in the characters of a
book. An emotional objective is also to derive satisfrction from
one”s own. creative writing.

Conative behaviours are: to show interest in consuming literature
(sometimes specified, for example, to free reading, the national
literature, a certain author, more demanding literature), and to be
interested in the form of literature. One’s own initiative is also
stressed: to be independent in one”s choice of literature, to be
on the lookout for different types of literature, to discover litera-
ture. Other conative behaviours are: to like to recite poems or to
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; : retell favourite stories, to take pains with style in one”s own
literary creativity, to choose themes and materials for dramatic

activity, to make an effort in taking part in theatricals before an )
audience.

Creative behaviour may consist of forming conceptions in the
imagination of people, motifs and environments in literary texts
without expressing these conceptions. Other objectives are to give
expression to one"s own experiences of literature through drawing,
g‘ painting, sculpturing, dancing, sinqing (the objects of behaviour in
7 this case do nct belong to the art of words but to other forms of
art). But creative behaviour can also imply the creating of own
stories etc. based on events and motifs in literature. Of course,

a creative objective is to express one’s own feelings and attitudes
in the form of stories, poems or dramas.

g e WY

As functional behaviours we have classified: the habit of reading
litérature (goals can be described as "reads a book every week" or
"reads 30-60 books for children or young people per year"), to put
demands on the literature one reads, to form one”s own literary
standards, to have an independent attitude in choosing literature,
to be conscious of the opportunities literature gives the consumer,
for exiﬁaié. for the development of his personality and his
participation in social progress, to follow the development of forms
of expression in literature, to take part in literary activities.
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The object area of mental hygiene

As was said above, many objectives of literary instruction belong to
object areas other than the art-oriented cne. Literature is in this
case regarded as a means of reaching the objectives. In the goal
document analysis the object area of mental hygiene was the one

that was given most goal descriptions. |

T e

Reproductional behaviour is to display a basic knowledge of human
motives, positive and negative human traits, different ways of
treating matters of choice and conflict.

P
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As higher cognitive behaviours one has to classify: reflection
upon human behaviour and traits, upon the traditional roles ascribed
to people, upon human dilemmas resulting from complex social and
economic issues, to realize.that there is a choice in jife. With this
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background one can reflect upon one”s own emotions, needs and problems,
one’s own values, discover the similarity between oneself and others
(that one” s problems are not unique), understand one’s own relations
with other people.

Emotional behaviours are: to experience new and untrained feelings,
to experience security, a sense of belonging, and confidence. Litera-
ture is also seen as a means of satisfying the need of imaginative
experience (adventure, excitement, humour) and as a means of giving
emotional release (an outlet for tendencies and desires which cannot
be satisfied in reality).

Conative behaviours are: to be interested in learning about
human behaviour, to try to come to terms with one”s own problems, to
search for one”s own identity (accepting or rejecting various possible
roles).

(No goal description was found that could be defined as expressing
creative behaviour in the object area of mental hygiene. It is, of
course, possible to think of such possibilities: to find personal
solutions to one”s own problems, to create objects of identification.)

As functional behaviours we ciassified: to know one’s self, to be
personally adjusted (to master one”s own feelings and the problems
one encounters in life, to accept oneself, to have courage to live),
to have self-confidence, to have one’s own philosophy of life, to
daydream in a constructive way (to escape from routine).

The ethical-social object area

The number of collected ethical-social objectives is approximately
the same as the number of objectives belonaing to the object area of
mental hygiene.

As was pointed out above, reproductional hehaviours in the
ethical-social object area are to a great extent the same as the
reproductional behaviours in the object area of mental hygiene, since
they belong to learning sequences leading to functional behaviour in
both those object areas. To the ethical-social area we have therefore
also assigned the displaying of a basic knowledge of human motives,
positive and negative human traits. The displaying of a knowledae of
the realities of social life is also mentioned. -t
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Higher cognitive behaviours are also to some extent identical with
such behaviours in the area of mental hygiene. te thus find: reflection
upon human behaviour and traits, upon the traditional roles ascribed
to people, upon dilemmas resulting from complex social and economic
issues, to reflect upon one”s own unique personality, to discover
the similarity between oneself and others, to understand one’s
relations with other people. Specifically social objectives are: to
have insight into the thoughts, feelings and values of other people,
to notice relations between individuals and groups, to understand the
qualities that make for democratic living, to understand people with
living conditions and cui-ural patterns very different from one’s own.
Ethical objectives are to distinguish between right and wrong, good
and evil, to find one’s way in the sphere of moral concepts and ideals.

Emotional behaviours are: to experience the feelings of others through
empathy, to exercise compassion and sympathy, to experience responsi-
bility for other people, to feel community with people belonging to
other environments, cultures and races.

Conative behaviours are: to be interested in learning about other
people, to try to come to terms with one”s environment, to choose an
ideal in one”s dealings with ethical problems, to reject a breach of
the moral norms.

(As was the case in the area of mental hygiene, no goal description
was found that could be classified as creative behaviour. Objectives
that are theoreticaily possible are: to find personal ways of helping
people with problems and of co-ordinating the relations w' -xin groups
to which one oneself belongs, to find one"s own ways-of solving
moral problems. )

Objectives in the ethical-social area classified as functional
behaviours ar: to be generous and humanitarian, to be tolerant (to
have less rigid views on the behaviour of others, to reconcile one-
self to their inconsistencies, to respect other people’s way of living
and thinking, even to tolerate other people’s values as to what is
good and bad literature), to maintain the ability to enter into another
personality and situation, to cope with the aggressive and neaative
traits of other people, to co-operate with others, to participate
in the creation of a better society, to have ethical standards and
to behave morally.
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The language-oriented object area

In fourth place after the art-oriented area, the area of mental hygiene
and the ethical-social area came the language-oriented and the society-
oriented object areas.

Reproductional behaviours in the language-oriented object area
that it is considered possible to reach by literature are the dis-
playing of a knowledge of words and the reproduction of correctly
spelt words.

Higher cognitive behaviours are: to read correctly (aloud, without
hesitation, using proper phrasing), to interpret the meaning of
a text and to observe shades of meaning, to make linguistic observa-
tions on texts, to express oneself in speech and writing, using
literary patterns found in books, for example. The Swedish Comprehensive
Scheol Curriculum of 1969 considers that literature could also lead
to the ability to recognize foreign languages, in this case the
Finnish, Faroese and Icelandic languages.

Emotional behaviours are: to enjoy one"s mother tongue, to
experience encouragement in being able to understand a foreign
language without difficulty.

Conative behaviours are: to be interested in reading, to be
interested in one”s mother tongue, to read on one”s own initiative,
to try to understand and interpret texts, to take paiqs with one’s
own style.

Some occasional creative behaviour has been noted as to try to
make rhymes, but this objective is difficult to separate fr m
literary creativity. (Theoretically one could easily propose creative
objectives in this connection, however, as, for example, to form
one’s own new or compound words, to vary oie’s sentence Structure
in a personal way.)

As 'funcional behaviours we have classified: to be ;in the habit
of reading and to have a large enough vocabulary to enable one to
have this habit, to have a developed ability to use one”s own
lTanguage, for example, to be discreet in the use of words, not to be
govirned by words, to look on foreign texts as natural means for a
wicened orientation and experience.
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The society-oriented object area

Reproductional behaviours in the society-oriented object area meant

to be reached with the help of literature are: to give an account

of the society one lives in, of political philosophies, of the history
of culture, of cultural patterns of foreign peoples, of what is common
and what is different in various countries. More specific objects of
behaviour are the common culture of children the t:orld over and the
conception of sex roles. Displaying a knowledge of book distribution,
the autzur-publisher-bookseller relationship, book-clubs, public
libraries, public book criticism, are also partly to be seen as art-
oriented objectives since they concern the place of iiterature in
society.

Higher cognitive behaviours are: to give expression of an insight
into the importance of one”s historical heritage, the social problems
of modern society, the significance of war, into questions concerning
religion, to discuss the differences between cultural patterns of
different peoples, to compare the ways of thinking, conditions and
habits of one”s own, one”s_parents™ and one”s grandparents”, to
discuss the sex role question.

Emotional behaviours are: to experience emdtionally historiéa]
periods and individual characters in history, foreign peoples and
their cultures, the significance of war, to experience the sex role
question as fascinating.

A conative behayiour mentioned is to be interested in learnina about
places and people.

(No creative behaviour has been . _ted. t‘hat seems theoretically
conceivable is to contribute ideas that may influence society, which
by reason should mean the child”s immediate surroundings, the circle
of family, school and friends, cr the philosophical, religious or
political attitudes existing there.)

As functional behaviours have been classified: to be a good citizen
loving one”s country, to participate in the creation of a new and
better, humane society, to be engaged in the sex role question.
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Remaining object areas

As is_seen from Table 1, the remaining object areas are represented
only by occasional objectives. It seems important, however, to call
attention to the fact that onily the mathematics-oriented object area
is without any goal description. Even if they are not expressed SO
often in the sources examined, there are many other possibilitiés to

use literature as a teaching aid. Owe can surely formulate a lot more
objectives.

Since it is thought that society-oriented objectives can very well
be reached with the help of literature, nature- and technologx—oriented
objectives may also take advantage of it. As higher cognitive behaviours
in this object area are mentioned: to have insight into man’s relation-
ship with nature, to grasp how man, with a steadily increased tempo,
wastes resources vital for future generations. An emotional behaviour
is to enjoy what is beautiful in nature. Conative behaviours are to
be interested in the preservation of plants and animals in one’s own
country, to be interested in technology. Functional behaviour is to
feel responsibility for nature.

Objectives of physical training and health are also mpntioned. A
reproductional behaviour is to give accounts of facts about sport, a_

higher cognitive to move rhythmically (using play songs), a conative
to be interested-in sports.

One occasional manual objective of a higher cognitive type listed
is to produce a textile figure illustrating children’s literature.

Several work-oriented objectives are mentioned. To the field of
study habits belong the higher cognitive behaviour to detect wanted
information by scanning a big text mass, and, catalogued as functional
behaviours, to concentrate on essentials, to work independently, to
perform work in a relaxed way. An emotional behaviour is to feel the

joy of achievement and another functional behaviour is to recognize
the value of work.

Lastly, the logic-oriented objectives should not be forgetten. As
higher cognitive behaviours reached by the use of literature are
listed: to explore concepts, to make logical distinctions, to define
in a skilful way, to perceive relations and interactions, to understand
cause and effect. A functional behaviour is to be critical and
analytical (to be in the habit of logical reasoning).
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THE REQUIREMENT AMALYSIS

The next step on the way to a systematically arranged 1ist of
curricular objectives for the teaching of literature in the Swedish
Comprehensive School, intended as a hbasis for discussions on central
and local levels, was a requirement analysis. In constructing a list
of objectives we had to make decisions as to which conceivable objec-
tives are important and which are not.

A requirement analysis can be carried out with the help of open
questioas ("Which objectives do you think should be laid down for the
teaching of literature in the Swedish Comprehensive School?" or some-.
thing of this kind), or one could use a questionnaire with fixed
statements. Ye preferred the latter kind. The advantages of fixed
statements are, 1) that the answers can be expected to be freer from
general declarations, 2) that it is possible to get answers on
specific issues vhich would otherwise perhaps not be brouaht up in
all spontaneous answers, 3) that it is easier to treat the answers
quantitatively. There is, of course, the possibility of combining
the two methods, giving an open question as well as fixed statements.
But it seems inadvisable to put an open question in a questionnaire
with fixed statements, since the existence of formulated goals may
influence the answer to the open question. Therefore, the method
}hould in this case be first to put the open question, collect the
answers, and then send a questionnaire with fixed statements. Ye did
not try this duplication, however.

Three problems arise when one vants to use a questionnaire with
fixed statements in a requirement analysis questionnaire: 1) How
should the statements be formulated?, 2) In what way should the
recipients state the importance of the objectives?, 3) From where
should the statements be collected? lYe answer<d these guestions
:in the following ways:-1) The statements were to be formulated as goal
descriptions in the same way as in the qgoal document analysis, i.e.
stating behaviours of the pupils and objects of these behaviours,

2) The importance of the objectives was to be stated in a point scale
(a 6-point scale), 3) The statements were to be derived from those
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collected through the previous goal document analysis but were to be
supplemented with the help of the taxonomy devised in the course of
the project.

The reason for using the gcal document analysis (and for the goal
document analysis on the whole) was to meet the difficulty that
important objectives could otherwise be overlooked. It seems possible
to reduce this difficulty thrduqh basing a requirement analysis
questionnaire on a goal document analysis where a large number of
sources have been examined.

A further guarantee is to construct the questionnaire with the
help of a taxonomic system-warranting that different types of goals
are being observed.

The questionnaire

The questionnaire was divided into two sections. Behind this lies

our distinction between literary instruction as 1) teaching in order
to bring about contacts with the art form termed literature and 2)
teaching with the aid of this art form in order to reach objectives
other than art-oriented ones (c.f. 2.2). In the first section it
seemed sufficient to ask the recipients to assess the relative impor-
tance of the objectives. In the second section there vere two
questions, however. Those asked were invited to state not only the
importance of the objectives, but also how useful they considered
literature to be as a means of achieving these objectives. The
objectives of teaching in order to bring about contacts with the art
form literature were of a more specified character than the other
objectives (one can, for example, compare the goal descriptions

“Can name different genres" and “"Can give an account of religious,
philosophical or political attitudes"). The recipients were therefore
asked to judge the objectives of Section I in relation to each other,
whilg the assessment of the importance of the objectives of Section II
was to be made in relation to all objectives of the Comprehensive

School.
The skeleton of the quéstionnaire is presented in Figure 6.

Since we were looking for curricular objectives (second level
objectives, cf. 2.5), the goal descriptions were formulated on this
level of generality. The wish to limit the number of items led, however,
to the use of a first level verb in five emotional objectives, as,
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Figure 6. The skeleton of the requirement analysis questionnaire

How simportant are
the following
objectives in
relation to each
other in the
teaching of
literature?

I consider this
objective to be

0 totally unimportant
1 rather unimportant

2 moderately important
3 important

4 very important

5 extremely important

Put a ring around the
appropriate figure!

01 2 3 405

How important are

the following
objectives in’
relation to the overall
objectives of tie
Comprehensive School?

I consider this
objective to be

0 totally unimportant

1 rather unimportant

2 moderately important
3 important

4 very important

5 extremely important

Put a ring around the

appropriate figure!
01 2 3 405

Section I

(goal description)

Section 1I

(goal description)

How useful is literature
as a means of reaching
the following objectives?

I consider literature,
as a means of reaching
this objective, to be

0 of no use at all
1 of little use

2 moderately useful
3 usetul

4 very useful

5 extremely useful

Put a ring around the
appropriate figure!

012 3 435
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for example, "Is emotionally involved with the characters and course
of events in literary works".

The choice of goal descriptions in Section I. The goal document
analysis had given so many objectives telonaing to the art-oriented
object area of the classification scheme and of all six behavioural
types that they could not all be included in the questionnaire. Instead
we selected a number of goal descriptions using a logical division
into object sub-areas and bearing in mind that all behavioural types
should be represented. le then examined the goal descriptions of
the document analysis in order to make sure that nothing essential
had been omitted. In this way we got 38 goal descriptions, 8 belongina
to the reproductional, 11 to the higher cognitive, 6 to the emotionai,
5 to the conative, 4 to the creative, and 4 to the functional behavioural
type. The relation is roughly the same ac in the document analysis.

The choice of goal descriptions in Section II. In the second section
of the questionnaire we had to choose goal descriptions representing
teaching with the aid of literature in order to reach objectives other
than art-oriented ones. As was seen in chapter 5, goal descriptions

. had been placed in all object areas of the classification scheme with

the exception of the mathematics-oriented area. However, in order to
limit the number of items in the questionnaire, we decided to restrict
ourselves to the four object areas in which we had registered most

goal descriptions, viz. the area of mental hygiene, the ethical-social,
the language—oriented and the society-orienced areas (cf. Table 1

in chapter 5). Ye have no doubt that these are the object areas where
literature has the most important role to play as an educational

aid to reach objectives other than art-oriented ones.

Contrary to the procedure in Section I, we chose to construct the
same number of goal descriptions for the four object areas and for the
six behavioural types. For each object area we selected three sub-

‘areas that together were to represent the object area. For each object

sub-area six goal descriptions were constructed representing the six
behavioural types. Thus we got 72 goal descriptions in all, 18 items
representing each object area and 12 items representing each behavioural
type. In selecting the object sub-areas we had the goal document
analysis in mind. There were, however, not always aoal descriptions
representing all behavioural types, and in such cases we added our

own constructions.
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The reason for this procedure was that we wanted to help the
evaluators not overlook any of the behavioural types. As this was an
attempt to introduce a taxonomic approach to requirement analysis,
we also had an idea that it could be possible to get a measure of the
extent to which the recipients valued the use of literature in different
object areas and in order to train different types of pupil behaviour.
I do not think that this idea was wholly erroneous. It should be
possible to construct tests of thic type. However, pretty soon it
became obvious that the questionnaire was not a good instrument for
such a purpose. So we used a more direct method to account for the
results.

For the full inspection of the questionnaire, its introduction
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and the 110 goal descriptions, I must refer to report 4.

The recipients

In theory all members of society ought to have opinions on what
should be done at school, especially at the compulsory school. On
the other hand it can be argued that only persons qualified in a certain
way are capable of giving useful answers to an inguiry of this kind.
The more detailed the questionnaire, the truer this probably is. The
word expert is established in this connection. So we wanted expert
opinions, defining an expert as a person who had been occupied with
the development of literary education in the Swedish Comprehensive
School and/or whose attention had been directed towards improvement
and progress in this respect and who was lookina into the future.
With this starting-point we thought it reasonable that the experts
could be found anong the following groups: lecturers in methods of -
teaching literature, literary scholars, authors of children’s books ,
children”s librarians, and protagonists in the more general field
of cultural debate.

Usually the selection of recipients of a questionnaire is made
by sampling. However, as Sweden is a small country, the groups in
question are fairly small, too. e therefore thought that we should
ask all members of the groups.

To define the last group, the protagonists in the more general
field of cultural debate, was difficult, however. The obvious way would
be to examine papers and journals from the last few years, noting when
someone had written about this subject or was mentioned in reports
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of public discussions. But we had made no such systematic examination.
e only used our own knowledge of names. Ye are therefore reluctant
to regard this group as clearly defined. On the other hand, we thought
that such prominent intellectuals ought to be included, and in the

end 58 were asked to answer the questionnaire.

The lecturers in methods of teaching literature were defined as

lecturers at the schools of education and the few remaining teachers”
5 training colleges. Here, there are two kinds of lecturers who may be
- experts in the field of literary instruction. There are lecturers in
methods of teaching the school subject Swedish taught at the senior
department of the compulsory Comprehensive School (school years 7-9)
5 as well as at the upper secondary level comprehensive, voluntary
£ school. There are also lecturers in methods used in the juniorand middle

%f L departments of the compulsory Compréhensive School (school years 1-3
;;‘ . and 4-6 resp.). These lecturers deal with most subjects. Roth kinds
i of lecturers were included. From the school catalogues we obtained

the names of 343 lecturers.

The literary scholars were defined as being the persons who could
be found in the university catalogues teaching at the institutes of
titerary science, from professors to assistants. In those catalogues
are also found some honorary members of the faculties who are not
actually teaching at the universities. They were also included in the
group, which thus consisted of 115 persons.
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The authors of children”s books were defined as being the persons
who were members of the Association of Authors of Children”s Books
according to the association”s catalogue. The group consisted of
172 authors.
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The children“s librarians were defined in a similar way, although
we could not use an ordinary catalogue. There are very few appointments
at the Swedish 1ibraries that are explicitly stated to be posts as
children”s librarians. te were able to aet 1ists of children”s
librarians at the Swedish public libraries, however. Altogether
143 librarians received the questionnaire. |
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The number of recipients was 831 in all. The questionnaires were
sent out in October-November, 1971. Afier three weeks a reminder was
sent. Ye fixed January 15th, 1972 as a time-1imit. The few ansvers
received after this day were not included in the material.
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Up to the time-limit 512 (61.6 %) answered in some way or other.
However, among those were 60 (7.2 %) answers which could not be used
(such an answer could, for example, consist of a letter expressing a
negative attitude). The results accounted for are thus based on 452
(54.4 %) questionnaires. There is some drop-out of separate items in
the questionnaire. Some items have been evaluated by all 452. But in
most cases the number of evaluators is somewhat lower. In Section I
there are only 2 items, however, where more than 10 evaluators have
dropped out. The minimum number of evaluators is 438. This drop-out
may be regarded as negligible. In Section II the drop-out is somewhat
lower in the case of the importance of the objectives than with regard
to the usefulness of literature as a means of reaching these objectives.
The highest number of evaluators in the former case is 449 and the
lowest 422. In the case of the usefulness of literature the hiqhest
number is 441, the lowest 418. Although bigger than in Section I,
this drop-out does not seem important either.

The rea;ons for not answering the questionnaire are not so‘easy‘
to state. Some recipients were reported to be i11 and even dead. In
spontaneous comments we find some arguments for an unresponsive

attitude. One says that he has got no time for unpaid extra work

for the state, another that he is on leave and engaged in public
business. There are also several answers expressing opposition in
principle to the whole undertaking. Such opposition may be an
opposition in general to explicitly formulated goal descriptions and
it may ie an opinion that the questions are dependent on the opinions
of the investigators, that one cannot know what literary works are
aimed at, that the concept of literature used is wrong, that the
answers cannot be modified or commented on, that no attention is
paid to individual variation. It may be that others, not answering
at all, held similar opinions.

Several comments, hcwever, give the reason that the recipients do
not regard themselves as experts ("I have no insight into or interest
in the problems of the questionnaire", and the 1like). It must thus be
said that our groups of recipients are only groups in which the experts,
as we have defined them, could be found. It is reasonable to assume
that many recipients may in some way or other not be experts in our
sense of the word. The lecturers in methods used at the junior and
middle departments of the Comprehensive School have many school subjects
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to survey. It is to be assumed that many of them have devoted more
of their time to other activities than literary instruction. Up to
now the questions of teaching in the Comprehensive School have not
had a very prominent place in the research and teaching of the
institutes of literary science at the universities. Many literary
scholars who received the questionnaire may have their main interest,
for example, in the history of 1iterature. A1l authors of children’s

books and all children’s librarians have perhaps not reflected so much
on literary education at school.

The question as to how to find the real experts in a requirement

4 % analysis is indeed difficult but also very interesting. Surely we
must acknowledge the fact that recipients who abstained from answering
on principle, finding the method of formulating explicit goal destrip-
tions preposterous, for example, in spiie of this or because of it
may be real experts in our sense of the word. On the other hand it is
to be assumed that some may have answered without being an expert in
this sense, if they have seen the answering as an official responsibil-
ity, for example. However, we do not think it unreasonable to presume
that there are more real experts among those who have answered than
among those who have not answered.

PP P

Since it was not possible for us to give the reasons 'for not
answering, or to judge the competence of those who had in fact
answered, we attempted nothing else than to report the answers from
i those who had actually filled in the questionnaires. But it should
be pointed out that the fact that the evaluations of the different items
in the questionnaire have been done by only half the number of the
persons who received the questionnaire does not constitute a drop-out

problem of the usual type. (Among other things the recipients were
not chosen by sampling.)

In the treatment of the findings we have combined the different
expert groups. e were not looking for differences between the groups.
Since both the number of recipients who got the questionnaire and
the number of them who answered it are not the same in the different
groups, one must be aware of the fact that the gfoups have varying
importance for the calculated means, the biggest group being the
lecturers in methods of teaching l1iterature. But we were trying to
get answefs from the experts and by definition had different numbers
of experts in the different groups. As has been said, the total number
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of questionnaires treated was 452. Of these 216 were received from

lecturers, 60 from literary scholars, 94 from authors of children’s
books, 65 from children~s 1librarians, and 17 from protagonists in
the more general field of cultural debate. |

The findings

The recipients were requested to state their opinions in a 6-point
scale (0 - 5, see Figure 6). For each goal description introduced in
the questionnaire the arithmetical mean was calculated. The results
were presented in tables, where, in addition to the means, the
dispersions were shown by giving the number of markings for each
point in the point-scale. In the tables the goal descriptions were
arranged in order of rank.

Five different tables were prepared. The first one contained the
38 goal descriptions of Section I (concerning teachina in order to
bring about contacts with the art form literature). The only question
here was how important the recipients thought the objectives to be in
relation to each other. The highest mean was 4.6, the lowest 1.3. The
éoal descriptions of Section II (concerning teaching with the aid of
literature in order to reach objectives other than art-oriented ones)
were presented in four tables, each one listing in order of rank the
18 goal descriptions of each of the four object areas. In this section
there were two questions, how important the objectives are in rela-
tion to the overall objectives of the Comprehensive School, and how
useful literature could be considered as a means of reaching the
objectives. Eoth questions are important, but the central one in a
requirement analysis concerning literary instruction is that which
concerns the usefulness of literature a¢ a means of teaching the
goals in question. The order of rank, in which the goal descriptions
were arranged in the four t”bies was therefore that which concerned
the usefulness of literature. However, for each item the mean of the
judged importance of the objective in question was also given. In the
area of mental hygiene the highest mean concerning the usefulness
of literature was 4.1 and the lowest 2.6, in the ethical-social area
the highest was 3.9 and the lowest 2.7, in the language-oriented area
the highest was 4.6 and the lowest 2.2, in the society-oriented area
the highest was 3.9 and the lowest 2.6. '
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The objectives of instruction in order to brina about contacts with
the art form literature

Naturally there—are different ways of separatina between more or

less valued objectives. e have tried to analyse the findings takina
the median as a dividing line. (0f course, the tahles are also open
to inspection without this method of divicing the goal descriptions.)
In the table listing the items of Section I, the median of the order
of rank distribution lies between 3.1 (order of rank 18) and 3.0
(order of rank 20). The 19 goal descriptions that at least reached
the mean 3.1 were regarded as the more valued.

In order to analyse the results more closely we also divided the
goal descriptions into seven object sub-areas: 1) The author,
2) Literature in society, 3) The literary works and their content,
4) Basic literary concepts. 5) Evaluation of literary works, 6) The
reception of the 11terary\work by thé’consumer. 7) The pupil”s"
literary creativity. Seven tables presented the order of rank of the
goal descriptions within these sub-areas. The median for all 38 goal
descriptions was introduced into these tables. '

The following results were achieved using this method.

Objectives concerning the reception of the literary work by the
consumer are highly valued. A1l are put in the upper half. This result
may be a manifestation of an international trend to emphasize the
literary response.

We can also interpret the result concerning the evaluation of
literary works in this light. Three of the four objectives are
placed in the upper half. These are the objectives that stress that
the evaluative criteria be the consumer’s own. (The one rejected is
"Evaluates literature on the basis of criteria laid down by others",
mean = 1.4.)

The same reason may have caused the objectives concerning the
pupil”s literary creativity to have been judged rather highly. Of
the four goal descriptions, two deal with the expression of the
pupil”s experiences in a literary form, whereas the other two regard
existing literature as the basis of creativity. The first two are
placed in the upper half, the latter two somewhat lower (but only just
below the median). '
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With one exception the objectives concerning literature in society
are placed in the upper half. In comparing the three approved
objectives and the one not accepted (this dealt with a knowledae of
book writing, publishing and distribution, mean = 1.6), we can
discern the concentration of interest in the receiver.

The objectiyes .ptaced in the lower half are mainly found in the
tables dealiﬁg:;?th"the author, with the literary works and their
content and with basic literary concepts.

Not one of the objectives concerning the author was put in the
upper half. The objectives concerning basic literary concepts are
also, with one exception, in the lower half. The exception ("Finds
pleasure in appreciating the formal traits of literary works") has
less to do with the literary works than with thé receiver himself.

| - - .. _In_the case of the ohjectives concerning the 1iterary works and

their content we have a greater dispersion. There are six objectives
in the lower half and four in the upper. Two of the latter four
express emotional behaviour (as, for example, "Is emotionally reached
by the message of literary works").

‘Sumwiing up we seem to have a fairly consistent tendency in the
material. This consistency is also of interest in the question of
how much one can rely on a questionnaire of this type.

The reader interested <in how all the 38 goal descriptions in
Section I were valued.is referred to report 4.

Taking the most highly valued half of the goal descriptions
as expressing expert opinion on what is most important, Section I of
the requirement analysis has provided the following 19 objectives
(for each object sub-area in order of rank):

e G ame W e GEe e G Sme =D e — — G e s > S

Derives pleasure from literary works (emotional)

Has a positive attitude to literature (functional)

Looks for literature on his own initiative (conative)

Is arrested by the 'excitement and atmosphere of 1iterary works
(emotional)

Is in the habit of consuming literature (functional)

Selects his literature carefully (functional)
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Can give an account of how to obtain information about literature
and how to gain access to literature (reproductional)
Reflects upon the importance of 1iterature to man (higher coanitive)

Keeps himself informed of what is qoing on in the literary world
(functional)

Finds satisfaction in expressing himself in a literary form (emotional)
Gives expression to his experiences in a literary form (plays with
words, tells stories, writes poetry, etc.) (creative)

Evaluates literature on the basis of his own criteria (higher cognitive)

Seeks criteria in-order to be able to evaluate literature in a better
way (conative)

Creates his own criteria for evaluating literature (creative)

Reflects upon the people and course of events in literary works
(higher cognitive)

Is emotiohally involved with the characters and course of events
in literary works (emotional) '

Interprets the message of literary works (higher cognitive)

Is emotionally reached by the message of literary works (emotional)

Finds pleasure in appreciating the formal traits of literary works

(choice of words, sentence structure, figurative language, rhythm,
composition) (emotional)

; The objectives of instruction with the aid of the art form literature

in order to reach objectives other than art-oriented ones

With regard to the assessment of the usefulness of literature as a
means of reaching the objectives, the median (of all 72 items in
Section II) lies among the four goal descriptions which have the
mean 3.3. If we include these four objectives, the upper half will
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consist of 39 goal descriptions. The median concerning the importance

of the objectives 1ies among the seven qoal descriptions which have

the mean 3.7. If we include these seven objectives, the upper half

will consist of 37 goal descriptions. Yith this starting-point we
’ have rigorously sorted out ' . objectives. e have listed the goal
- descriptions belonging to the upper half recarding both the useful-
- ness of literature as a means of reaching the objectives and the
importance of the objectives. In this way 23 goal descriptions -

A

remained. These should be ones which the expert group has regarded a§

- important objectives of the Comprehensive School, and ones for which
3 literature is thought to be a first-rate means. 4
é' The reader interested in how all the 72 ccal descriptions in

v Section II were valued is referred to report 4.

%7 The 23 objectives are the following (arranged according to the

% object sub-areas and the different behavioural types):

g The object area of mental hygiene

¢ Sub-area: The pupil’s traits, needs, problems and behaviour

% Can give an account of the traits, needs, problems and behaviour of
¢ man (reproductional)

% Reflects upon his own traits, needs, problems and behaviour (higher

4 cognitive)

1 Endeavours to understand himself {conative)

2

i Sub-area; Meaningfulness as opposed to_alienation

: Reflects upon vhich factors make life meaningful (higher cognitive)

g Sub-area: Identification-projection

: Finds thoughts and problems in others that he experiences as vital

- to himself (higher cognitive)

3 ‘
The ethical-social_object area

. 3 .

Sub-area: The traits, needs, problems and behayiour of other people
%’ Reflects upon the traits, needs, problems and behaviour of other
3 people (higher cognitive)

S ¥ - S~
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Shares the feelings of other people experiencing their needs and
problems (emotional) -

Takes an interest in the traits, needs, problems and behaviour of

other people (conative)
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Reflects upon ethical norms (higher cognitive)
Feels a moral commitment (emotional)
Seeks a moral norm (conative)

—— o —— — — — — — —

Has a rich vocabulary (reproductional)

Reflects upon his and other people;s choice of words (higher cognitive)
Finds satisfaction in a correct and varied choice of words (emotional)
Is interested in increasing his vocabulary (conative)

Uses words correctly (functional)

Sub-area: Communication

Is able to communicate with others (functional)
(The sub-area "Grammar" got no objectives in this list.)

The societ -oriented object area

Takes an interest in the state of affairs in different countries
and during different periods (conative)
Has a glohal perspective (functional) — e
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Reflects upon the state of affairs within groups of society (higher
cognitive)

Is interested in the state of affairs within aroups of society
(conative)

i

Is interested in religious, philosophical or political attitudes
(conative) o

The behavioural types of the 42 (19 + 23) most valued objectives

The common feature of the answers to Section I of the questionnaire
has been interpreted as a tendency to stress the reception of literary
works by the consumer rather than the literary works themselves.

This tendency could be regarded in connection with the concept of
*reading for experience" found in the Swedish Comprehensive School
Currsculum of 1969. This concept is put forward as opposed to "readine
for information®. Althouah this distinction is hardly a happy one,
since "experience" can mean many things, it is possible to understand
what the Curriculum has™in mind. Ye have interpreted the distinction
in the manner that the aims of "reading for information" are goals

of cognitive behaviour, the aims of "reading for experience" goals

of emotional, conative and creative behaviour. Mhat the Curriculum

is obviously aiming at is that the objectives of the Comeprehensive
School should not only be cognitive, but also emotional, conative

and creative, and that this should be manifested in literary instruc-
tion by establishing some sort of balance. It may be noted that there
are more objectives of emotional, conative and creative behaviour

than of cognitive behaviour in the list of the objectives most valued
by the evaluators. Among the objectives from Section I, 5 are cognitive
(reproductional and h%gher cognitive), whereas 10 are emotional, cona-
tive or creative. Among the objectives from Section II, 9 are cognitive
and 11 emotional or conative. Thus, in all 14 objectives are cognitive
and 21 emotional-conative-creative.

——

" The concept of "reading for experiéiéé" has been treated in 2, 15;
4, 63-64; 5, 77-80.
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THE LIST OF SYSTEMATICALLY ARRANGED CURRICULAR OBJECTIVES

The first main task of the project, as outlined in chapter 3, was to
formulate a systematirally arranged 1ist of curricular objectives,

i.e. objectives that explicitly state behaviour and object of

behaviour though allowing different matter and technical modes of
instruction (the concept was defined in 2.5). The purpose of the
project is to contribute to a more effective literary instruction.

If this could be accomplished by making it more goal-based, it must

be important that the curricular objectives be sincerely and animatedly
discussed. Our list is put forward as a basis for such

discussions. P

The exposition in 5, 15-80, which leads to this list, has its
starting-point in the results of the requirement analysis (in its turn
based on the goal document analysis and the taxonomy). One has to
remember that the technique used in the requirement analysis was a -
new one and surely had its shertcomings. Furthermore, the evaluators'
were not accustomed to questions of this type. In spite of this, the
value of the requirement analysis should not be underestimated too
much. There are clear tendencies in the findings, and they are based
on answers from more than four hundred experts in the field of literary
instruction.

The requirement analysis was, however, only a startina-point. lts
results were discussed with regard to the text of the Swedish Comprehen-
sive School Curriculum as well as fror our own point of view. As far
as the Comprehensive School Curriculum is concerned, it should be
pointed out, however, that we did not quote a systematic 1ist of
curricular objectives from this source, as there is no such list.

What we did quote were isolated expressions found in different connec-
tions either in the General section or in the Supplements. '

Before constructing the list we had first to lay down some
principles.

Functional (long-term) objectives

In the taxonomy for the classification of educational objectives used
by the project, six behavioural types arz taken into consideration:
reproductional, highes cognitive, emotional, conative, creative and
functional behaviour. 7
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As was said in chapter 4, functional behaviour is seen as a complex
of all other behavioural types. Such behaviour is defined as an
integrated behaviour, action patterns that one above all expects of
the pupil after leaving school, though they should, of course, develop

.during the pupil”s school-days. These objectives-are thus long-term
objectives to a great extent. Me think that such objectives should be
listed among the curricular objectives, and when other curricular objec-
tives are considered, that they shouid be valued according to whether
they can be said to be hierarchically subordinated to an accepted
functional objective. For each object area (but not for the object

sub-areas) we therefore tried to formulate one or more functional
objectives.

When dealing with the results of the requirement analysis, it must
be kept in mind that it was not pointed out in the questionnaire
that there should be at jeast one functional objective heading the
lists of subordinated objectives in each one of the object areas. The
evaluators” choice was free. In the art-oriented object area all four
of the objectives that we had regarded as functional were placed
above the median. But in the case of the object areas where the objects
of behaviour do not belong to art, only three functional objectives
got into the list of objectives presented as an interpretation of the
requirement analysis, although in all twelve object sub-areas we
regarded one of the goal descriptions as a functionai objective. In
this connection it is of interest that if we only take the evaluators”
view on the importance of the functionai objectives into consideration
(and not at the same time their evalvation of the usefulness of -t
literature as a means), nine of the twelve objectives were placed
above the median. I, think that it was meaningful in a sense to ask
how important literature could be vwhen one wanted to reach a functional
objective. But it could also be maintained that literature as a
teaching aid rather belengs to the subordinated objectives, the objec-
tives with which instructional procedures can be co-ordinated. Perhaps
it will often be the case that literature can serve only some-of the
subordinated objectives in a sequehce leading to a functional behaviour
in object areas other than the art-oriented. When we began to construct
our own proposal for a list of objectives, we "needed” functional
objectives. In the case of the functional objectives we have there-

fore started only from the evaluators™ view on the importance of these
objectives.




The subordinated curricular objectives

Even if the hierarchical connections between the different behavioural
types do not represent a rigid system (in a way it could be said that
all types of behaviour influence each other), if our final aim is
to reach a functional objective, it seems that we should put forward
a sequenced series of curricular objectives belongina to all behavioural
types in order to secure the integrated behaviour. On the other hand,
it can be argued that one can have an opinion on the relative
importance of different types of behaviour, especially with regard to
definite 6bject sub-areas. In some cases one may feel that some
elementary knowledge is sufficient, in other cases one may want to
stress the importance of emotional, conative or creative behaviour.

The goal descriptions in the reauirement analysis questionnaire
were all classified as belonging to some behavioural type. ithen the
recipients evaluated the importance of these goal descriptions,
sometimes one, sometimes another behavioural type was preferred. ‘e
think that this must be the result of choosing from conceivable
objectives. In the same way, we consider that a list of curricular
objectives subordinated to the functional may stress some behavioural
type or types in a certain object sub-area. It must, however, be
important that different types of behaviour are represented among
the objectives belonging to an object area as a whole.

The specification of the object of behaviour

It seems impossible to state in a gener?l‘way how specified the object
of behaviour should be in a curricular objective. I have already
exemplified this, in 2.5, where it was pointed out that "Interprets

the political message of a novel” is still an objective of the curricu-
lar type, although the object of behaviour has less scope than in

the objective "Interprets the message of literary works". e thought
that we could therefore decide on the scope of the object of

behaviour from case to case. We could, for example, be allowed to give
the object of behaviour a rather wide scope in some cases. An example
in the proposed 1ist is "Takes an interest in the state of affairs

in different countries and during different periods”. This objective
can and must be divided into several curricular objectives stating
specified countries and/or periods. An example could be "Takes an
interest in the state of affairs in classical antiquity”. When training
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this objective, literature could be a very valuable instructional aid.
But we deemed it hardly our business to form an opinion as to what
importance should be attached to classical antiquity in the Swedish
Comprehensive School. '

The desire to give the objects of behaviour a fairly wide scope
was mostly felt when we tried to state objectives where the objects
of behaviour do not belong to art. When dealing with objectives of
this type, the eligible procedure should have been to select a number
of objectives already formulated, for which procedures including the
use of literature could advantageously be constructed. There is,
however, no list of objectives explicitly formulated for the Swedish
Comprehensive Sc¢hool. To deal with the whole field of the Comprehensive
School was more than the project could undertake or was commissioned
to do. Our 1ists of curricular objectives in object areas other than
the art-oriented are only fragments of the lists that should be put ’
forward by curricular teams dealing with these areas. We have tried
to accou?t,for the parts of these lists where literature seems to
be useful as an educational aid, but we have not always been able
to analyse the matter in detail. '

The verbs describing behaviour

The objectives formulated by the project begin with a verb, generally
in the third person singular present tense, the subject “the pupil"”
being understood. (In the requirement analysis questionnaire there
were some exceptions in order to avoid possible misunderstandings.)
Since we worked with a 1ist of suitable verbs (cf. chapter 4), we
felt inclined to use a fairly small amount of verbs. "Gives an account
of" is a common expression when we want to describe reproductional
behaviour, "reflects upon" when we want to state higher cognitive
behaviour, etc. In certain cases we found it permissible to express
only the behavioural class (according to our taxonomy), as in "Is
emotionally involved with the characters and course of events in
literary works". When breaking down such_a curricular objective to

a procedure and criterion objective (cf. 2.5), it must, of course,
often be appropriate to define the behaviour in a more specified way:
“enjoys", "disapproves of", etc.
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A summary of the discussion that led to the proposed list of
curricular objectives

The account given in 5 of the discussion that led to the 1list of
curricular objectives for literary instruction in the Comprehensive
School was rather detailed. For each object sub-area we took the
results of the requirement analysis into consideration. The calculated
means of the different goal descriptions in the questionnaire were
given as well as the place of the median. We further discussed the
results of the requirement analysis.with regard to the text of the
Swedish Comprehensive School Curriculum, quoting at some length the
relevant passages. Thereafter we discussed the outcome from our own
point of view. I must refer the reader to the chapter in question
(5, 21-71). A summary of the course of the discussion will be given
here.
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In the requirement analysis questionnaire there were four goal ... .
descriptions classified as functional objectives: "Has a positive
attitude to literature", "Is in the habit of consuming literature",
"Selects his literature carefully”, and "Keeps himself informed of
what is going on in the literary world". They were all placed above
the median.

There are passages in the Comprehensive School Curriculum expressing
these objectives, even though the Curriculum does not differentiate
between functional and objectives of other benavioural types.

We have listed these four functional objectives. Perhaps some
will regard this listing as unnecessary, and think that a even more
general objective should be sufficient, such as "Maintains contacts
with the art form literature”. But we consider that we benefited
from the laying down of the four func*ional objectives, when we had
to discuss the subordinated ones.

— - BE— - G- — — o — s gty — ——— " g — i —

As was seen in chapter 6, whén we accounted for the requirement analysis,

we spoke of two sub-areas captione&'"The réception of the literary
work by the consumer” and "The literary works and their content". In

70




.
[V UV S L TR

v e R B AR e TN o Ao v

the discussion of the list of curricular objectives we thought it
best to combine the two in one sub-area. In all there were sixteen
objectives in the questionnaire belonging to this new sub-area,

three of which were already classified as functional. Of the thirteen
remaining objectives, seven were placed above the median.

Below the median we find the objectives concerning the history of
literature, a knowledge of the content of (some épecified, outstanding)
literary works as well as the reciting of poetry and the quoting of
passages from literary.works. The history of literature is almost
absent from the Comprehensive School Curriculum, too, and the content
of.dutstanding works is not stressed, either. We felt that we could
omit the objectives that ended up below the median, and reflected
only upon whether a knowledge of contemporary authors of children’s
books should be remembered. This question will be dealt with when we
proceed ‘to the sub-area The authors.

The objectives above the median: "Derives pleasure from 1iterary
works", “"Looks for literature on his own initiative", "Is arrested by
the excitement and atmosphere of literary works", "Reflects upon the
people and course of events in literary works", "Is emotionally
involved with the characters and course of events in literary works",
"Interprets the message of literary works", "Is emotionally reached
by the message of literary works", arz, on the other hand, stressed
by the Curriculum. We were therefore content to list them. The
following considerations and adjustments were made, however.

"Is arrested by the excitement and atmosphere of literary works"
could, to a certain extent, be seen as a specification of "Derives
nleasure from literary works". This is also valid for the objective,
“Is arrested by thé humour in literary works", which is found in the
Curriculum, and which we brought together with the former. But
“deriving pleasure" can have a broader meaning, and we felt that we
could not substitute "Derives pleasure from literary works" with
those more specified objectives.

According -to the discussion given at the beginning of this chapter,
we thought- that we could keep the verbs "is emotionally involved with"
and "is emotionally reached by" in two of the emotional objectives,
although it could appear to be appropriate to specify the emotional
behaviour. The type of emotional behaviour is, to some extent,
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dependent on the literary work used in the instructional procedure.
The objectives show that some type of emotional response is desired.

The objective, "Looks for literature on his own initiative", was

“regarded as too specified. With regard to the functional objective,

"Has a positive attitude to literature", we formulated the objective
rather generally: "Takes an interest in literature". The pupils”
free choice in reading and.borrowing books, accentuated by the
Curriculum, may perhaps in the main be seen as a procedure chosen in
order to reach this objective.

Sub-area: The form of literature ——

o

This sub-area corresponds to what we, when accounting for the
requirement analysis, called "Basic literary concepts”. Of seven goal
descriptions only one was placed above the median: "Finds pleasure in
appreciating the formal traits of literary works (choice of words,
sentence structure, figurative language, rhythm, composition)".

The Comprehensive School Curriculum cannot be said to stress voca-
bulary of literary theory. The naming of different genres and the
classifying of literary works are absent. That stylistic features
are to be observed is emphasized, however. On the other hand, we have
found no emotional (such as finding pleasure in appreciating the
formal traits of literary works) or conative objectives ‘such as to .- .
be interested in the form of literature). The examining of the
Curriculum thus7séems to show a certain agreement between the
Curriculum and the experts, but also a certain disagreement. That
the experts in the first place valued the emotional experience of
the form of literature is interesting. We have already interpreted
this in the light of the tendency to stress the receiver more than
the work of art.

However, if we 1imit ourselves to the emotional objective, the
problem arises that some knowledge of and reflection upon the formal
traits must be prerequisites »f the emotional experienée. With regard
to the existence in the Curriculum of objectiVé§ concerning the
observing of stylistic features, and seeing that the higher cognitive
objective, "Observes the stylistic features of literary works...",
was the most highly valued among the six objectives below the median,
we have also listed this objective, supplementing it, however, with
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the emotional objective above the median in spite of the fact

that it is absent from the Curriculum. 5

e e - —— G- — o — o> aan - v— —" o o —

Three of the four objectives in this sub-area were placed above the
median in the requirement analysis: "Evaluates literature on the
basis of his own criteria", "Seeks criteria in order to be able to
evaluate literature in a better way", “Creates his own criteria for

evaluating literature". The objective: "Evaluates literature on the
basis of criteria 1aid down by others" was rejected.

The functional objective, to which the subordinated objectives B
in this sub=area should contribute, is "Selects his literature care-
fully". Some corresponding-expressions are found in the Curriculum.
The expression "applies criteria" seems, however, to be absent. Nor
is the problem discussed as to whetheg the criteria should be those
laid down by experts”or the consumer”s own. In the material from
the goal document analysis we find several objectives concerning the
evaluation of literary works listing different criteria. We had not
included them in the questionnaire since we believed that the choice
of criteria belonged to the choice of procedures. The distinction
between evaluation through the pupils” own criteria and through
criteria laid down in a standard curriculum or chosen by the teacher,
also to be found in the material from the goal document analysis, was,

on the other hand, included -in-the-questionnaire. The view of the

evaluators in this case is quite definite. The pupils” own criteria
are preferred.

If his own criteria are to be applied by the pupil, he must first
seek criteria. Two goal descriptions, one thought to~be conative, the
other one creative, were inciuded in ‘the questionnaire, and both were
placed above the median by the evaluators. We are, however, inclined
to think that the two goal descriptions are fairly synonymous, and that
the evaluators may have regarded them as such (they have the same
mean). Creating, in the real sense of the word, new criteria for

evaluating literature is hardly a behaviour to be expected of the
pupils in the Comprehsnsive School.
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What we and the evaluators really mean by seeking and creating
criteria is perhaps the independent evaluation of literary works,
which implies an ‘application of criteria at one”s own option. But
the choosing of criteria pre-supposes a realization that there are
differences between literary works, a knowledge of possible criteria
and reflection upon them. Active reflection upon and discussion of
evaluative criteria shouid itherefore be put forvard as one of the
objectives of this sub-area. This wili m2an that we have proposed only
two higher cognitive objectives: "Refiects upon possible criteria
for literary evaluation" and "Evaluates literature in an independent
way, applying criteria according to his own choice". Evaluation is
a higher cognitive behaviour, althougn the seeking of criteria is a

prerequisite for the latter objective. -

Sub-area: The authors

- G Gmm G g .t P - — ——

This sub-area could be said to be represented by five goal descrip-
tions in the questionnaire. All are placed below the median. We have
already interpreted this fact as a manifestation of a general trend
to emphasize the literary response rather than the literary work.

There is one passage in the Comprehensive School Curriculum that
could be interpreted as implving objectives belonging to this sub-area.
But the Tow placing of the objectives concerning the authors in the
requirement analysis is likely tc¢ have a good deal to do with a
dissociation from what seems to be old-fashioned instruction in

“author biography.

We have, however, & functicnal objective vhich we ought to consider
in this connection: "Keens himself jnformed of what is going on in
the literary world". This is a iong-teirm objective, but it could
also appear as a functional objective during school-days, stating
that t© nupil is keeping himseif informed of his own literary
surrounu.ngs, vhich should mean of new children”s books, films, etc.

The place of children”s books in the Comprehensive School Curriculum
is not wholly clear. They are mantioned several times, but it may
be that they are recommended mostly as a means for the reading of
what the Curriculum calls "more demanding" literature. The distinction
in the Curriculum between "books for ciiildren and young people" and
“more demanding literature" cannot be said to be a happy one. Whether
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intended or not, it could easily be thought to imply that a dividing
line could be drawn between children”s books and "real" literature.

There are qualitative differences in literature for children in the
same way as in literature for adults. But it must be emphasized

that the most outstanding works for children belong to 'world ,
literature”. If we want to train children to get used to acquainting
themselves with such authors as belong to “world literature", it
seems most appropriate, taking the pupil characteristics into con-
sideration, to interpret this as authors of children”s books belonging
to "world literature". At least this must be valid at the junior

and middle departments.

If the pupils keep themselves informed of contemporary literary
child culture (not least the child culture created by adhlts), this
could be hoped to contribute to one of the functional objectives of
the Comprehensive School. We therefore think that one objective should

concern a knowledge of prominent authors of contemporary childwenls-*_?n.____$_¢a.;

books and some of their works. Besides, a knowledge of prominent
authors of children”s books will be of use to the pupils even as
adults, and not only with regard to their role as parents. To keep
oneself informed of new literature means also of new literature for
children. This reasoning does not prevent one from paying attention
to authors of adult literature, too. The experts of the requirement .
analysis did not seem to attach great weight to objectives concerning
the authors, but some authors of adult literature should surely be
known at the senior department.

£

We must, however, also train more specifically the habit of
following what is going on in the literary world. In the individual
such a habit may most easily mamfest itself for the first time as
an interest in one or several favourite authors whose new publica-
tions are eagerly awaited.

As a result of these considerations we have proposed the following
two objectives: “"Mentions some prominent authors of contemporary
(children“s) iiterature and examples of their works" and "Is
interested in some authors of (children”s) books".




' - v BT
o n 5 e T

g ] L Y%
et U AT

azm g e

L et e kg A e

ety

ot B bt s D e '
Sl bt D B s A B S A S M) e
AN RO ¥ Sk ,";?2”:*:“"‘« AR TR

Sub-area:- Literature-in society - S

The questionnaire had four goal descriptions concerninu literature in

society. "Keeps himself informed of what is going on in the literary —

world“ we have already listed as functional. Two of the other were
placed above the median: "Can-give an account of how to obtain
information about literature and how to gain access to literature"
and&"Reflécts upon the importance of literature to man". Below the
median (mean only 1.6) came the objective "Can give an account of
the book”s progress from the author via the publisher to the book-
seller and library". ‘

There 4s little of this kind in the Comprehensive School Curriculum.

. But some objectives must be considered to be subordinate to the

functional objective, "Keeps hjmse%f,infprmggrof what is going on in
the literary world", which we have understood to be present in the
Curriculum. We have already maintained that this functional objective
should be given a foundation at school by the pupils” contact with
prominent authors of contemporary (children”s) literature. It seems
logical that we also formulate an objective concerning the produc-
tion and distribution of (children” s) books, theatre and films in

the same way. “

In comparing the approved objectives and the one not accepted by
the evaluators, we can discern the concentration of interest in
the receiver. It will seem that the evaluators have meant that it is
important that the literary consumer knows how to obtain information
about literature and how to gain access to it, but that it is not
3mportant to have a knowiedge of the productive process itself. We

. have proposed the objective, "Gives an account of how to obtain
-information about (children’s) books, theatre, films, etc. and how
'to gain access thereto". This includes a knowledge of how to obtain

information on the recent production of books, theatre, and films,
how to find books at the booksellers and at the libraries, and how
to find out about theatrical, cinema, etc. performances.

We felt that the formulation of the objective, “Reflects upon the
importance of literature to man", approved of by the evaluators, could
be improved by stressing the importance of literature to children

“as well as to adults.
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Four goal descriptions concerning the pupils” literary creativity
were incorporated in the requirement analysis questionnaire. Two were

placed above the median: “Gives expression to his experignces ina
literary form (plays with words, tells stories, writes poetry, etc.)"
and "Finds satisfaction in expressing himself in a literary form".

~ Two were placed below - but only just below - the median: “Re-creates

his literary experiences through dramatization, painting, composing,
etc,” and 'Pictures in his imagination characters and the course of
events in literature". Once'again we can interpret this distinction

as an expression of the general tendency to stress the receiver rather
than the literary works. The two ijectist a?ggg_fﬁs median deal

with the expression of the pupil’s*exgef*eute;:%+u—theftwo below the
median existing literature is the basis of creativity.

The Comprehensive School Curriculum stresses creative behaviour
with regard to literature, the imaginative experience,the re-creating
of literary experiences, as well as the expression of one’s own
experiences in a literary form. The emotional objective, “Finds
satis?action in expressing himself ifi a literary form", does not

~ seem to be stated explicitly but can)be supposed to be implicit in

some passages.

Although two of the goal descriptions in the questionnaire ended
up below the median (though, only just below), we thought that we
should also attach some importance to them with regard to the wording
of the Curriculum. But we have united them in one objective, "Re-
creates his literary experiences in his imagination (for example, by
retelling, playing, painting, etc.)".

It seems quiie obvious ihat'the objective, "Gives expression to
his éxperiences in a literary form", should be formulated. But it may
not be necessary to include the emotional objective expressing the
pupil-s satisfaction in doing this, since literary creativity does
not seem possible without such an emotional experience.

-— AES G wme G WEs @ W omb = amb

As was said at the beginning of this chapter, as far as the functional

- objectives are concerned,we started only from the evaluators” view
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on the importance of these objectives. We had three functional
objectives in the requirement analysis questionnaire corresponding
to the three sub-arc.s of the object area of mental hygiene. Two of
these were placed above the madian, "Develops his personality
according to his capabilities and opportunities"~and "Looks on his
life as meaningful®. The third objective was placed below the median,
"Solves his problems with the help of models found in others". The
rejectioa of the last one seems to have something to do with the
opinion that identification and projection -re not goals but rather
means by which one can solve.one’s problems, develop a stabie
personality (since one has regarded literature as a good teaching
aid in order to reach all six objectives in this sub-area but only
placed one above the median with regard to importance).

The Comprehensive School Curriculum'speaks of goals of mental
hygiene. It is more doubtful as to whether literature is named as

a means in this connection, but there are two passages which may
imply this.

-~

Bearing in mind the formulations of the Curriculum, the evaluatorsf:

assessment of tha functional objectives in the quegtionnaire, and a
certain vagueness in cur own formulation of the first functional
objective in the queitionnaire, we have taken it for granted that
the following may be -seen to be at least some of the functional
objectives for teaching in the object area of mental hygiene: "Is
accus”omed to judging his own capabilities and opportuﬁities“, "Is
a self:Egﬁ?gdeng, stable person", "Looks on his life as meaningful®.

Subordinated oujectives

In the questionnaire there were fifteen subordinated objectives (as
in each one of the object areas other than the art-oriented). Five
of these are placed in the upper half regarding both the importance

of the objectives and the usefulness of literature as a means of
reaching them.

One of these, the reproductional objective, "Can give an account_~'
of the traits, needs, problems and behaviour of man", had its
equivalent in the ethical-social object area, "Can give an account
of the traits, needs, problems and behaviour of other people". This
objective was not likewise placed in the upper half regarding its
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importance. Perhaps the most important thing is the higher cognitive
reflection upon these things, from which a knowledge of such traits
etc. may follow. These considgrations have led us to exclude the

reproductional objective.

One further objective seemed to be worthy of discussion: "Finds
an outlet for his own emotional needs through identifying himself
with others". Of the remaining objectives, this is the one that got
the highest mean roncerning the usefulness of literature -as a means
of reaching the objectives. We have deemed it reasonable to inc]ude
this objective in our 1ist. It expresses an opinion of the value of
literature that is often encountered.

We have thus proposed five subordinated curricular objectives
in the object area of mental hygiene: "Reflects upon his own traits,
needs, problems and behaviour", “"Endeavours to understand himself",
“Finds thoughts and problems in others that he experiences as vital
to himself", “Finds an outlet for his own emotional needs through
identifying himself with others®, "Reflects upon which factors make
life meaniﬁgful".

The tiaree functional objectives in the requirement analysis
questionnaire were: "Is tolerant, ready to help, and generous",
“Respects and co-operates with othersz,.."Acts_in accordance with
ethical principles". A1} three were placed above the median with
regard to th2ir importance.

The Comprehensive School Curriculum has equivalent expressions.
The objectives are also encountered in the Curriculum in connection
with literary instruction.

The first two objectives have much in common, however, which also
is demonstrated by passages in the Curriculum. Ve have therefore
put them together. The expression "ethical principles" in the third
objective could perhaps Tead tB the question: what ethical principles?
We have therefore written: "the ethical principles of his society".

79




\[)

80

The following two functional ot ‘octives have thus been put forward:
“Respects and co-operates with other " and "Acts in accordance with
the ethical principles of his society”.

Of the fifteen subordinated objectives in the questionnaire, seven
were placed in the upper half regarding both the importance of the
. objectives and the usefulness of literature as a means of reaching
" them. : ' ’
) Among the seven objectives, only one belongs to the sub-area of
e - interaction between individuais within such groups as family-units,
. groups of colleagues: “Feels an affinity with other people”. We have
3 discussed two other objectives that vert placed in the upper haif
. : regarding the usefuiness of literature as a means of reaching them
and -nly siightly beiow the median regarding their importance, one a
higher cognitiie objective concerned with the reflecticn upon factors
important for the relations within such groups and the other a S
corresponding conative objective concerning interest in such relafions.
The Comprehensive School turriculum contains expressions that point
in thi< direction, formally to the higher cognitive objective. He
thought that we could introduce both the higher cognitive and the
conative objective in our list.
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It is interesting *o note the high assessment of three objectives
in the sub-area of moral questions, which shows that the evaluators
did not hesitate when faced vith the words "ethical” and "moral”
(the Curriculum of 1969 has removed the word ethical from the other-
wise retained wording of the Curriculum of 196Z).

Nine subordinated objectives in the ethical-social object area

are thus proposed: “"Reflects upon the traits, needs, problems and
—behaviour of other people", "Shares the feelings of other people

experiencing their needs and problems", "Takes an interest in the |

traits, needs, problems and behaviour of other people", "Reflects upon

factors important for the relations within such groups as family- .

units, groups of colleagues”, "Feels an affinity_with other people”,

"Takes an interest in the relations within such groups as family-units,

groups of colleagues”, "Reflects upon ethical norms", "Feels a moral

commitment", "Seeks a moral norm".
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The three functional objectives in the questionnaire were. "Uses

words correctly”, "Speaks and writes in accordance with the grammatical
rules” and "Is able to communicate with others". The first and third
were placed above the median with regard to their importance, the
objective concerned with the grammatical rules be.ow.

The Comprehensive School Curriculum speaks of several language-
oriented objectives 'ca as basic skills in listening, seeing and
speaking, reading and-writing, an ability to understand and form an
opinion on what one hears, sees and reads, expressing oneself simply
and €learly in Speech and writing, a desire to read, cultivating the
sense of language, independent and creative linguistic activity,
interest in one”s awn language and a desire to take care of it.

The concept of languagé training is nowadays often defined with
a wide scope of meanings. It can;ffbi example, be associated with
thinking (one must be able to think before one can express oneself),
mental health (the clear linguistic expression is evidence of a
personality in a state of equilibrium), social interplay (language
is the most important instrument for communication with other people),
art (literature is the art of language). Literature may be a reason-
able aid in all these connections. Although such a wide definition
is, of course, possible, we have placed the above-mentioned goals in
%~ object areas other than the language-oriented. Language-oriented
objectives in a narrow sense, for which literature can be a valuable
_aid, must, however, remain.

"Uses words correctly” and "Is able to communicate with others”
were the two functional objectives accepted by the evaluators. Vords
are very important for linguistic communication, however, and it may
not be necessary to list the use of words as a separate functional
objective. Moreover, the expression “"uses" could seem to denote active—~
vocabulary only. Ye have therefore stresse¢ both the sender and the
receiver aspect and formulated the following functional objective:
“Communicates linguistically both as a sender and receiver”.
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. Of the fifteen subordinated ol:jectives in the questionnaire, four

were placed in the upper half regarding both the importance of the
objectives and the usefulness of literature as a means of reaching
them. They all concern vocabulary: “Has a rich vecabulary", "Reflects
upon his and other people’s choice of words", "Finds satisfaction in

a correct and varied choice of words", "Is interested in increasing
his vocabulary". He are listing them but felt that the wording of the
first could be changed. It is meant to express a reproductional objec-
tive, the simple knowledge of words. Hénhave written: "Identifies

the meaning of a great number of words" (finding it hard to state

the exact number of words, which, in principle, should be possible).

Very nearly fulfilling the requirement to be in both the upper halves is
the creative objective: “"Varies his sentence structure in a personal
way". The Comprehensive School Curriculum has the related expression:’

‘:'“Independent and creative linguistic activity". He thought that we
- "could place in our list an objective that combined these two wordings,

not limiting the object of behaviour to sentence structure: "Finds
personal ways of expressing himself linguistically". (This could,
‘of course, also be.seen as an art-oriented objective, but there are
otaer forms of linguistic expression than the attempt®to produce
literature. )

As was seen above, the Comprehensiye School Curricului states ob ec-
tives concerning reading, speech and writing. Literature is also
regarded by the Curriculum as a teaching aid in these respects. Surely
we can hope that a frequent reading of literature (fiction and non-
fiction), especially when it is taken up owing to the reader’s own
interest, may be the surest way to reme.y an insufficient and
inadequate reading ability. We felt, therefore, that we should list
“6bjectives concerned with reading, speech and writing and have suggested

! the following three: "Grasps the content of communication presented .
in speech and writing”, "Seeks to make use of the source of informa-
tion provided by printed material”, "Expresses himself clearly in
speech and writing". (The creative objective, "Finds personal ways of
expressing himself linguistically", has already been listed.)

We thought that an additional objective ought to deal with the
understanding of the function of language as a tool for communication,

o




that is, for example, that language can be misunderstood. Literature
seems to be a good teaching aid in this respect. The objective was for-
mulated as: “"Reflects upon the function of language as a tool for
communication”. i

Thus a total of nine subordinated objectives were listed in the
language-oriented object area.

Thq three functional objectives in the requirement analysis
questionnaire were: "Has a global persyective", "Is a good citizen®
and “"Takes part in religious, philosophical or pnlitical activities”.
The first two were placed above the median with regard to their
importance, the third below. '

Expressions corresponding to the two objectives approved of are
found in the Comprehensive School Curriculum.

The expression a “good" citizen met w{th some hesitation and

cccasionally spontaneous opposition from-the evaluators. We could
defend ourselves by pointing out that this expression is used by the
Curriculum itself, but we have changed the formulation.

The relatively low assessment of the third functional objective
is somewhat surprising. There is a similar formulation in the
Comprehensive School Curriculum. He have tried to find out what may
‘have caused the opposition in order to be able to re-formulate the
objective. It could be that the position of religion in Sweden is such
that some -3aluators were reluctant to str. ‘s the taking part in
religious activities. Perhaps "philosophical activities" seemed un-
clear. Another possibility may be that the rormulation could seem
to imply that all pupils should become members of religious, philo-
sophical or political associations. Since we shall have to 1ist some
subordinate objectives in the corresponding sub-area, we ought to have
a functional objective, and we have proposed a new formulation.

The functional objectives put forwarﬂ are: "Has a global perspective”,
"Behaves as a citizen conscious if his responsibilities" and "Keeps
himself informed of the current debate on questions concerning the
philosophy of life and attitudes towards society".




> DA PGS L ririy o8 W n v Ry

Of the fifteen subordinated objectives, four are placed in the upper
half regarding both the importance of the objectives and the useful-
ness of literature as a means of reaching them: "Takes an interest
in the state of affairs in different countries and during different
periods”, "Reflects upon the state of affairs within groups of
society such as social groups, occupational groups, interest groups,
authorities", "Is interested in the state of affairs within groups
of socie“v such as social groups, occupational groups, interest
groups, authorities", "Is interested in religious, philosophical or
political attitudes". "

The sub-area "The state of affairs in different countries and
during different periods" is, of course, deemed to be important by
the Comprehensive School Cﬁrriculum;‘and‘the*sub-area is also mentiorad
by the Curriculum in direct connection with literature as a teaching
aid.

From the formulations in the Curriculum it could seem that cognitive
objectives also ought to be important, perhaps even a reproductional

one, even though only the conative objective -in the requirement
analysis was placed in both the upper halves. We have also listed
the h%ﬁher cognitive objective, "Reflects upon the state of affairs
in different countries and during different periods". The mean is
very near the median rr irding the importance of the objective, am
above the median regar g the usefulness of literature as a means.

The scope of the ok :t-in these two objectives is, of course,
very great. The conative objective was, in fact, used at the beginning
of this chapter as an example of occasions when it would be preferable
to be more precise, in this case stating specific countries and
specific periods. But we did not consider it to be our commission
to analyse the goals of geography and history teaching.

The sub-area "Groups of society such as social groups, occupational
groups, interest groups, authorities" can also be said to be present
in formulations in the Curriculum, but literature as a teaching aid
seems to be mentioned only in connection with sex roles (the sexes
may to some extent be seen as occupational and interest groups). He
have listed the two objectives approved of by the evaluators. What
was said above concerning the scope of the object of behaviour also
applies in this case.
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The sub-area "Religious, philosophical and political attitudes" is
represented in the Curriculum when it speaks of questions concerning
‘the philoéophy of 1ife and attitudes towards society. Literature as a
teaching aid is mentioned only in vaguer formulations, however.

In the requiremant analysis only the conative objective was placed
in both the upper halves. But the higher cognitive objective was the
most nighly valued among the other objectives, and we have listed
this objective, too. The formulation of the object of behaviour was
changed according to the new formulation of the corresponding
functional objective. In this case, too, the object of behavipur is,
of course, fairly extensive and must be more specifie¢c when co-
ordinating procedures and criteria with the objectives.

Six subordinated objectives are thus proposed in the society-
oriented object area: "Reflects upon the state of affairs in different
countries and during different periods”, "Ta<es an interest in the
state of affairs in different countries and during different periods",
"Reflects upon the state of affairs within groups of society such as
social groups, occupational groups, interest groups, authorities”,
“Takes an interest in the state of affairs within groups of society
such as social .groups, occupational groups, interest groups,

" authorities", “Forms an opinion about questions concerning the
philosophy of life and attitudes towards society", “Takes:an interest
in questions concerning the philosophy of 1ife and attitudes towards
society".

— . — — — — —" e —— v wm——

The goal document analysis also presented objectives for the attainment
of which literature was regarded as a suitable means in object areas
other than the ff?e now accounted for. On the other hand, the goal
descriptions were not numerous, and we did not include these object
areas in the requirement analysis questionnaire. The object areas
referred to are the logic-oriented, the manual, the nature- and
technology-oriented, the area of physical training and health, the
work-oriented. The logic-oriented and the nature- and technology-
oriented areas are not mentioned in the Comprehensive School Curriculum
in connection with literature; some occasional remarks are made with
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regard to the other three. One could try to formulate objectives
in all these five object areas but we have confined juirselves to the

logic-oriented area.

Although trere is no mention of literature in this connection, the
Curriculum >ees the logic-oriented object area as a most essential
‘one. On the basis of formulations in the Curriculum we have proposed
the following two functional objectives: "Is in the habit of examining
thoughts in a clear, critical and logical way" and "Resists biased
influencg”.

We consider that some impcrtant subordjnafed objectives in fhis area
could be stimulated and trained through the use of (children’s)
literature. Provisionally we have listed two higher cognitive objec-
tives as well as one conative: "Reflects upon concept formation and
upon relations between concepts”, "Advances hypotheses and draws
plausible conclusions from given premises", "Ventures to set about

solving problems“.

The-Tist of curricular objectives

The curricular (functional as well as subordinated) objectives 1isted
as a result of the discussion are thus the following:

Teaching in order to bring about contacts with the art form literature
(Object area: Art-oriented)

FUNCTIONAL (LONG-TERM)OBJECTIVES

Has a positive attitude to literature

Is in the habit of consuming literature

Selects his literature carefully

Keeps himself informed of what is going on in the literary world
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SUBORDINATED CURRICULAR OBJECTIVES

Sub-area: The literary works and their content

amd
.

Derives pleasure from literary works (emotional)
2. Is arrested by the excitement, atmosphere and humour of literary
works (emotional) T
Takes an interest in literature (conative) ' '
Reflects upon the people and course of events in literary works
(higher cognitive) ‘
5. Is emotionally involved with the characters and course of events

in literary works (emotional)
6. Interprets the message of literary works (higher cognitive)
7. Is emotionally reached. by the message of literary works (emotional)

o W
) .

_ Sub-area: The form of literature

8. Observes the stylistic features of literary works such as choice
of words, figurative language, rhythm and composition (higher
cognitive) ‘

9. Finds nleasure in observing the formal traits of literary works
such as choice of words, figurativ. language, rhythm and composi-
tion (emotional)

Sub-area: Evaluation of literary works

10. Reflects upon possible criteria for literary evaluation (higher
cognitive)

11. Evaluates literature in an independent way, applying criteria
according to his own choice (higher cognitive) '

Sﬁb-area: The authors

12. Mentions some prominent authors of contemporary (childrens)
“Titerature and examples of their works (reproductional)
13. Is interested in some authors of (children-s) books (conative)

Sub-area: Literature in society

14. Gives an account of how to obtain information about (children”s)
books, theatre, films, etc. and how to gain access thereto
(reproductional)

15. Reflects upon the importance of literature to children and to
adults (higher cognitive)
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Sub-area: Literary creativity

16. Re-creates his litérary experiences in his imagination (for
example, -by retelling, playing, painting, etc.) (creative)
17. Gives expression to his experiences in a literary form (creative)

Teaching with the aid of the art form literature in order to reach
objectives other than art-oriented ones

Object area: Mental hygiene

Some of tne FUNCTIONAL (LONG-TERM) OBJECTIVES for the teaching in this

area: ,
Is accustomed to judging his own capabilities and opportunities
Is a self-confident, stable person s

Looks on his 1ife as meaningfu?

SUBORDINATED CURRICULAR OBJECTIVES that could be stimulated and

trained with the aid of the art form literature: )

18. Reflects upon his own traits, needs, problems and behaviour
(higher cognitive)

19. Endeavours to understand himself (conative)

20. Finds thoughts and problems in others - * he experiences as vital
to himself (higher cognitive)

21. Finds an outlet for his own emotional needs through identifying

" himself with others (emotional)

22. Reflects upon which factors make 1life meaningiul (higher cognitive)

Object area: Ethical-social

Two of the FUNCTIONAL (LONG-TERM) OBJECTIVES for the teaching in
this area: '

Respects and co-operates with others
Acts in accordance with the ethical principles of his society

SUBORD INATED CURRICULAR OBJECTIVES that could be stimulated and
trained with the aid of the art form literature:

23. Reflects upon the traits, needs, problems and behaviour of other
people (higher cognitive).
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24. Shares the feelings of other people experiencing their needs and
problems (emotional) .

26. Takes an interest in-the traits, needs, problems and behaviour
of other people (conative)

26. Reflects upon factors important for the relations within such
groups as family-units, groups of colleagues (higher cognitive)

27. Feels an affinity with other people (emotional)

28. Takes an.interest in the relations within such groups as family-
units, groups of colleagues (conative)

29. Reflects upon ethical norms (higher cognitive)

30. Feels -a moral-commitment (emotional) '

31. Seeks a moral norm (conative)

Object area:”Language-oriented

One FUNCTIONAL (LONG-TERM) OBJECTIVE for the teaching in this area:

"Communicates linguistically both as a sender and receiver

SUBORD INATED CURRICULAR OBJECTIVES that could be stimulated and

trained with the 2id of the art form literature:

32. Identifies the meaning of a great number of words (reproductional)

33. Reflects upon his and other people’s choice of words (higher
cognitive)

34. Finds satisfaction in a correct and varied choice of words
lemotional)

35. Is interested in increasi;g his vocabulary (conative)

25. Grasps the content of communication presented in_speech and
writing (higher cognitive)

37. Seeks to make use of the source of information provided by
printed material (conative)

38. Expresses himself clearly in speech and writing (higher cognitive)

39, Finds personal ways of expressing himself linguistically (creative)

40. Reflects upon the function of-language as a tool for communica-
tion (higher cognitive)

Object area: Society-oriented i

Some of the FUNCTIONAL (LONG-TERM) OBJECTIVES for the teaching in
this area:
Has a global perspective
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Behaves as a citizen conscious of his responsibilities
Keeps himself informed of the current debate on questions concerning
the philosophy of 1ife and attitudes towards society

SUBORDINATED CURRICULAR OBJECTIVES that could be stimulated and

trained with the aid of the art form literature:

(Note: In objectives 41-46, a further specification of the objects
of behaviour, leading to a number of objectives, is necessary. The
objectives only describe group§ of curricular objectives.)

41. Reflects upon the state of affairs in different countries and
during different periods (hLigher cognitive)

42. Takes an interest in the state of affairs in different countries

" ‘and during different periods (conative)

43. Reflects upon the state of affairs within groups of society such
as social groups, occupational groups, interest groups, authgyities
(higher _cognitive) _

44. Takes an interest in the state of affairs within giroups of
society such as social groups, occupational groups, i:tarest
groups, authorities (conative) )

45. Forms an opinion about questions concerning the philosophy of
life and attitudes towards societ& (highér cognitive)

46. Takes an interest in questions concerning the philosophy of life
and attitudes towards society (conative)

Object area: Logic-oriented

Two of the FUNCTIONAL (LONG-TERM) OBJECTIVES for the teaching in

this area: )

Is in the habit of examining thoughts in a clear, critical and
logical way

Resists biased influence

SUBORDINATED CURRICULAR OBJECTIVES that could be stimulated and

trained with the aid of the art form literature:

47. Reflects upon concept formation and upon relations between
concepts (higher cognitive) ‘

48. Advances hypotheses and draws plausible conclusions from given
premises (higher cognitive) |

49. Ventures to set about solving problems (conative)

L




The behavioural types of the 49 proposed subordinated objectives

At the end of chapter 6 the behavioural types of the 42 objectives
most highly valued by the evaluators of the requirement analysis were
examined. It was found that there were more objectives of emotional,
conative and creative behaviour than of cognitive belaviour. In all

there were 14 cognitive objectives and 21 emotional-conative-creative
(the rest being functional objectives). This was seen in relation to
the concepts of “reading for information" and “reading for experience"
used by the Comprehensive School Curriculum. The use of these
expressions was“}egarded as_an indication of § wish that the objec-
tives of the Comprehensive School"should'not only be cognitive, but
also emotional, conative and creative, and that this should be

. manifested in literary instruction through the establishing of some

sort of balance. It would thus be of interest to see if this balance
js attained in ou ,“oposed list of subordinated curricular objec-
tives. The behavioural types of these objectives are set out in
Table 2. If we put the reproductional and the higher cognitive objec-
tives together, we find that 8 out of 17 in the art-oriented object

. -area, and 16 out of 32 in the other object areas are of this type,

which makes a total of 24 out of 49.. This is exactly one half of the
oﬁjectiveé. The other half is made up of the emotional, conative and
creative objectives. Thus the cognitive objectives have gained a
somewhat better position than in our interpretation of the results of
the requirement analysis. But we can say that our list is in agreement

" with the intentions of the Curriculum.

From Table 2 it can also be seen that higher cognitive objectives
play a much mcre important role than reproductional, which is in
accordance with the views of the Curriculum, too. Ve have, however,

__ ~{in 5, 80) expressed some hesitation about the fact that only three

creativéfabjectives are listed. Such objectives certainly seem to be
suitable when we are dealing with creative art. We have, indeed,
listed creative objectives concerning the pupils” own literary produc-
tion. The question is whether such objectives should not be stated

to a greater extent in other connections, too. '
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T concernlng parthular texts. Instead the author wants to g1ve a

COLLECTING AND SORTING PROCEDURES AND CRITERIA.

- - - L . ) R EPRe
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As was outlined in chapter 3, the tasks supplementing the goal analyses j'
of the project were to collect 1nstruct1onal procedures and evaluat1ve .
criteria in the sphere of l1terary instruction and, with the help

_ of this collected mater1al to try to co-ord1nate Pprocedures and

cr1ter1a wtth the formulated curricular obJectJves, that 1s to
construct obJect1ve-procedure-cr1ter1on un1ts (cf 2. 6) =

Iypes of sources present1ng procedures o A”'

In l1terary anthologjes we often f1nd quest1ons and exerc1ses put
after each‘text. Teachers manuals are attached to some ’ 1terary
antholgg1es. Here, too, “the- “usual contents are quest1ons and exerc1ses
belong1ng to the separate texts.rlhere may also “"be some other adV1ce
and. t1ps for 1nstruct1on and even plans fOr ent1re lessons.‘There

are also teachers manuals deal1ng not w1th a spec1al anthology but
_with the native language as a School subJect, or with components of
this subJect such as read1ng and ur1t1ng, Such manuals usually conta1n ,
a model of how a lesson can be arranged As the: teach1ng of l1terature 'i,
- is def1ned by the proaect as teach1ng not only 1n order to br1no ‘
about contactS'umth the art form l1terature, but also as teachlng wwth

the aid of thegart form l1terature in order to reach obJect1ves other 'f%i—f

than artror1ented ones, we,can f1nd adv1ce and: t1ps for the use of )
l1teratureﬁ¥§fwell as’ plans for ent1re lessons where l1terary works '
are 1ncluded to a greater or lesser extent, 1n teachers” manuals for
p_actncally all ‘school subJects but‘espec1ally for- h1story and T

ggggraghy. It 1s str1k1ng, however, that l1terature in th1s connec-
t1on 1s most often ment1oned as a st1mulus for an act1v1ty or as )
somethlng that the pup1ls are recommended to read at the1r own cho1ce
after 1nstruct1on, but more seldom as someth1ng that 1s systemat1cally

Plans for lessons in the nat1ve language or in other school
subJects are found in Journals -for teachers: “Books 1n the form of -
essays on a speclal idea or complex of,problems can also be used as

sources. Such books do not deal w1th plans for lessons or questJons




g st1mulus to a new way of th1nk1ng about the relation between ch1ldren ," S .
and literature, present1ng a var1ety of new ideas and tips. Often ‘ L
_the author adopts a certa1n educat1onal theory. There are also
"gj, resedrch reporf% on*anyestagatlons where procedures fnr'l1terary o
i instriction have been tested empirically. The aims of this research {E D
’ B may vary, but the procedures themselves can be noted - .

|

- - - |
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Types of sources present1ng,cr1ter1a

EValuatlon techn1ques are not always ment1oned 1n'teachers manuals 7 -
“and s1m1lar documents descr1bed above, but,there may be someth1ng of ' E
this kind, such as, for- exampﬂe, quest1ons to be answered or a “small ;; k 1j‘
; 7 essay or rev1ew to-be wr1tten -Additional materlal is found: 1n ompl 3 1
g © . tests constructed for. mark1ng or dﬁagngstnc purposes It must be_
: observed however, that’ such “tests of l1terature“ _only deal w1th
o obJect1ves concern1ng*teach1ng 1n order to- br1ng about contacts with ,
~ the art form - l1terature. The obJect1ves in obJect areas other than L E L?fj
S a the,art-or1ented ‘one will not be Tooked upon as “literary objectives”. L
3 - In a way this is r1ght, of course. The criteria in, for example, the R
7535 ;Vi;' obJect area of mental hyg1ene, vnll be tests of mental hyg1ene.7Herr 7 7:1 j;‘ 1j_f:
ot -~ have not tried to collect all the various sorts of tests. There are L
: < also theoret1cal treatments of l1terary evaluation to be stud1ed o a

BRI - PR e ——

In,5 (ll7-l29) ue have g1ven a survey of some (Amer1can) tests

. v
| '
e v

bt

= fi; ) 7jf 1n obta1n1ng a more comprehenS1ve sample) They have been exam1ned
' f,iﬁ - 71;f from the v1ewpo1nt of the. d1fferent'subord1nated curr1cular obJect1ves o

: ‘73 - proposed by the proaect 1n the art-or1ented obJect area. The test 7 7;;t, . 3
%§i1j~§ - ;}L«Avtypes are. generally dlrected towards an. observat1on of behav1ours 7VV ’,fj' ;éifiif i
IREERt | ) of -a reproductional or h1gher cognitive type. The construction of f such S

cr1ter1a does not 1nvolve great d1ff1cult1es. He should have been

much more 1nterested had*we found more test 1tems observ1ng'the effect
- At'f of 1nstruct1on a1med at emot1onal conat1ve and creative behav1our.

5 In the theoret1cal treatments of l1terary evaluatlon we encounter SR

s o the same concentrat1on on cogn1t1ve obJect1ves. There are, however, S

4 ~ also many 1nterest1ng suggest1ons in_the- theoretical l1terature R
concern1ng the evaluatnon of'obJect1ves other than the cogn1t1ve ones,
us1ng observatlon by the teacher, records of voluntary read1ng,
1nterest 1nventor1es quest1onna1res, and attJtude scales, performance

511, in book reports or act1v1t1es follow1ng read1ng (cf. 5 l29-l35)

s + ! o ’u"\ B
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The sorting of the collected material I o IR

fhe*sorting”of the collected material was done in two steps. First, T
= " we tried to get an overall picture of the material by classifying R o
B ~ the procedures and the cr1ter1a according ‘to the. taxonomy used in our _ f 7 A‘
goal analyses, i.e. accord1ng to expl1c1tly expressed or 1mp11C1tly o E j
present obJectlves. '

RN PRVR YT T

7,%; » The: second step was to try to find such procedures and cr1ter1a in
o o the collected ard catalogued material that could be used in objective-

: éé‘ I procedure~cr1ter1on unltS'headed by the subordlnated curr1cular

o iﬁ ) . ,’, obJectlves in the proposed l1st ‘of such obJect1ves.

s . - - —

The a1m of the collect1ng and sort1ng of procedures and cr1ter1a

The aim of the collectlng and sort1ng of procedures and cr1ter1a was
not. to. enable us to g1ve an-emp1r1cal descr1ptlon of what procedures ) :
and criteria are in uorld-wlde use. ‘Hhat we tried- to createrwas a - lé
maten1al which could be used when we wanted to flnd systemat1c ways : H
' of reach1ng the curr1cular obJect1ves proposed by the project- for ;
the teach1ng of llterature and. of observ1ng the results -of th1s -
) teach1ng. The store of procedures and cr1ter1a was thus meant to
~ be publashed only'xn a: rev1sed fOrm and to the extent that was ]
- '7conven1ent. It should f1rst and foremost be used 1n connect1on Hlth
o the .work on practlcal apphcatlon and further research outhned in
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as such wh1ch means that we used them rather freely. Ve naturally
o stated the source even 1f very l1ttle was taken from 1t.;

- . 3

CONSTRUCTIG OBJECTIVE-PROCEDURE-CRITERION UNITS  ~

e
i

The work on obJect1ve-procedure-cr1ter1on (0-P-C)un1ts, plannec for ~ {)
. a phase: of .practical appllcat1on, has been illustrated in § (l3d-l60) '
- by nine examples of such,un1ts. F1ve of these deal with teach1ngt1n 7
order to br1ng about contacts with the art form l1terature, i.e. the g
currlcular obJect1ves head1ng the un1ts belong to the art-orJented s
object area of our claSS1f1cat1on scheme. Four deal with teach1ng w1th =
the a1d of the art form l1terature in order to reach obJect1ves other gf
than art-oriented ones. From the v1ewpo1nt of the behav10ural types, fi:
four of the currlcular obJectlves head1ng the un1ts are h1gher o e

cognltlve,.two emotlonal two conatlve, and -one. creat1ve. ' i o ;fﬁ
. N - ‘ B _ 7 ] P \y;j::
The 0-P-C un1t form used 1s that reproduced in- 2. 6 as'FIgure 3. = - @

-

We also tried to present the O'ch un1ts as uo1formly as poss1ble 1;f~
in other respects. For example we stated ‘the d1fferent stages of the -

procedure in. numbered paragraphs. The un1t5'were addressed -to the N ;h, 7 71??
vteacher. ';;;f :::;—*r.> Fe e Ul LT L e . R

N1th regard to the ut1l1zat1on of the sources 1t may be po1nted
out that we. d1d not want to g1ve correct descr1pt1ons of the sources

-

Th1s free use of the sources may 1mply that a) The source merely

'gave us a suggest1on that we developed on our own b) e _arranged

PR
the steps taken- 1n the source in a somewhat d1fferent order, or we- E .f;i
supplemented the procedure w1th suggest1ons found 1n another connec-'~‘
t1on 1n the source.; ) Ue removed parts- of~the procedure descr1bed B .»
in the source. d) be made som° addtttons of -our own to the procedure.

e) Ne supplemented cr1ter1a when no cr1ter1a were stuted On the other
’ hand when there seemed no val1d reason to alter the word1ng of the )
) source, we: d1d not hes1tate to quote 1t w1thout adaptat1on.

In the follow1ng 1 reproduce one of the n1ne O-P-C un1ts g1ven 1n TL?J
5. It is headed by an obJect1ve belong1ng to the soc1ety-or1ented —
obJect area and express1ng conat1ve behav1our. T — i;:55
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~‘Object area: Society-oriented

‘Curricular objective: Objective 46: Takes an'interest in questions

Vtowards soc1o-econom1c d1fferences in soc1ety

E Spec1f1ed procedure. ,v:ii Ce

7ch1ldren 1n a small Croatian town, llv1ng together as a gang and
—steal1ng when hungry. The obvwous problem is howsuch cond1tlons ;
,,are'allowed and what could be done about it. The took also deals w1th
xthe 1nfluence of a f1sh1ng company 1n the town. Gld Gor1an s.- words

) before the borough adm1n1strators form someth1ng of a motto- "The
S ;7gu1lty ones are n

: imay take place in connect1on w1th some read1ng scheme adopted in ZJJ' : ;f :
- the class: the “book of the. month etc.). ST R of;
z?iwhen all children have read the book spend some lessons d1scuss1ng o
'jamiumng1t :«:";7.—3 zr_fvs;;wsf ' @,fgtgs%; F
3. Introduce ‘the- d1scu551 n. by show1ng a f1lm-str1p or the l1ke, S . ?;h
7 ,dep1ct1ng the- cond’ ttogs in whwch poor. children live all over the -, Ei;;
vorld. ThlS will help,the pup1lsmto get a real 1ns1ght into. ‘the s
“id1stress of RedZora -and” her* gang:: ”tf;‘f’?**? - pd

Vd; Present - press cutt1ngs deal1ng Wlth Juven1le deltnquency 1n the )

75 Introduce d1scuSS1ons of selected chapters of the book f&;

97

7 -
:7""

13
St
g

| Behavioural txpe§7Conative;'

concern1ng the phllosophy of life and attltudes towards soclety

Spec1f1ed obJect of behav1our Questlons concernlng attitudes

The book - "D1e rote Zora und 1hre Bande“ ("Red Zora and her gang“)
by Kurt ‘Held (German or1gtnal l94l, rev1sed edition 1953) is chosen
as the teach1ng aid. )

The,reason for this- book be1ng chosen is that 1t dea.s with poor

the ch1ldren Ne are the gu1lty ones.

1. Hake sure that the ch1ldren read the book at home. (The read1ng '

—wealthy countrles of our t1me The pup1ls may collect further i
hmater1al themselves. Introduce a d1scuss1on in order to get the :71

puplls to understand why transgresslons of the law are belng made'“ fff*ﬁi
‘;Ask the pup1ls to compare th1s w1th the m1sdemeanours of Red“

7j, Zora s gang, SO that they understand that the ch1ldren 1n the

book steal because of mater1al need B R

- - { -

. example the one deallng Wlth Branko s theft Hhat is a theftrand é;
what 1s not’ —;;_; .

S A -




Cr1ter1a. o i L S -

6 D1scuss the re1at1ons between the ch11dren of Red Zora s gang and ,
the grown-ups 1n the town resu1t1ng 1n a d1scuss1on of soc1a1 '—L_ e ;5{7
- Justice for- all. o I o :
7. D1scuss ‘the soc1a1 structure of th1s DaImatian society of long -
'ago. Th1s structure may not be' “the same as the structure of the -
pup11s own soc1ety Encourage the pup11s to“state ‘the d1fferences,
“but a1so to ask. themse]ves if there are some s1m11ar1t1es.

' 8. Dtscuss what a- soc1a1 and an, asoc1a1 attitude is. The d1fference

‘may . be eas11y shown by comparing Gorian“s and Karaman“s att1tudes.
But the quest1on could also be asked: Is the’ att1tude of Red
Zord”s gang a soc1a1 or. an asocial one? The gang members behave -
soc1a11y towards each other,xbut not always 1n re1at1on to the
town commun1ty to wh*ch they yet 1n a way beIong S .

. . N

The obJect1ve,1s a conat1ve one, and the crtter1a must therefore be . ’

not behav1ours that show understand1ng of ‘the cond1t1ons inRed - o
Zora“s town but an 1nterest 1n the prob]ems of soc1ety on the whoIe. ib—
Such behav1ours may appear L SR
a) quest1ons when recount1ng the content of the book read

. b) express1ons of aoprovai or d1sapprova1 when re1ating some events -

; in”the book- read ;5;1*w:cx: - -t : : -
c) spontaneous comments on s1m11ar1t1es w1th or d1fferences between .
the Da]mat1an soc1etv descr1bed 1n the book read and other A
soc1et1es for example, h1s own,:_ jiilc T ;f T

i d) suggest1ons as to what couId heve been done 1n the soc1ety

descr1bed 1n th° book *ead and 1n other soc1et1es he- knows of, {{
for examp1e h1s own.,zrerffft;’éitc j; f»:: T R ,ﬁ;; . féi

- — S
T I R - - N - Y

gAp11 characterist1cs' }jfflfé;irf i:fzfi, S - BT X

-0 - e
o

M1dd1e and sen1or departments. (The source used has schooI years 7

i and'8 in m1nd The cons1derab1e Iength of the book may be po1nted out

3 7; 7 The Swed1sh ed1t1on (1954) 1s somewhat shorter, however )
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Related curr1cular obJect1veS°

-~

ObJect1ve 45: Forms an op1n1on about questlons concern1ng the
ph1losophy of lwfe and- att1tudes~towards SOC1ety (Obaect area:
Soc1ety-or1ented Behav1oura1 type H1gher cogn1t1ve)

ObJect1ve 5: Is emot1onally 1nvolved W1th the characters and course

-of events in l1terary works (ObJect area: Art-or1ented Behav1oural
type. Emot1onal) j&;—,j ’

e

Source used ) %:"5 ,
Kriiger, Anna (1970) KJnder- und Jugendbucher als K]assenlekthre.

2., veranderte Auflage. Internat1onale’Untersuchungen 2ur K1nder- und

Jugendl1teratur, 5. we1nhe1m, Berl1n, Basel Verlag Julius Beltz,
" 255~ 281 ) ‘ :
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10 A-PROGRAUME FOR PRACTICAL: APPLICATION AND FURTHER RESEARCH

-,

- - - - - - s e - - - - -
. - - - Sl T - - - - *
+ . - - -

- ?if loilf' Explo1tat1on<of the proaect S techn1que 1n f1elds other than l1terary
- S 1nstruct1on f, , —{ e ' '

S The LIGRd Proaect has developed a method for a systemat1c analys1s ‘;
of goal based 1nstruct1on. Thus a task of further research could -
apart from ‘the problems of l1terary educat1on - be to use th1s to

~deal with other 1mportant but not systemat1cally treated f1elds of
: ;the school ,g‘ - - ;7a,4 B

s K )
[ - IR
R T R
b LARTER ALY YL A PINS

g gt T, R Y
SCEHCARE AR
1

1

The need for systemat1c work on expl1c1t and systemat1cally )
arranged formulat1ons of the curricular obJect1ves of the Comprehensive
School” has already been stressed. This.was when we had to propose -

, fthe obJect1ves of instruction with the aid of the art form l1terature, '
the obJects of behav1our in th1s case belong1ng to object areas other
than the art-or1ented one. As. was- sa1d in chapter 7y the’ el1g1ble
procedure should have been to select a ‘number- of obJect1ves already ’
formulated for which 1nstruct1onal procedures 1nclud1ng the use of
l1terature could advantageously be constructed S1nce there is no
) list of obiect1ves expl1c1tly formulated for the Swed1sh Comprehensave
School and since ‘the- task to deal w1th ‘the whole f1eld of the
. Comprehenslve School was more than the proaect could undertake or was
7 comm1ss1oned to do, our l1st of curr1cular object1ves in areas other
o - than .the art-or1ented one .are only fragments of the lists that should
'>1f;'§~ . {'?ﬁ " be _put forward by curr1cular teams deal1ng w1th these areas. Ve have
I SR tried to account for the parts of these l1sts where l1terature seems
i?ﬁ;?gé _ v,,i}f; © to be useful as-an educat1onal a1d. s )
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R o Dur1ng the: course of th1s work it thus became obvious that a.:
7 'fA 77f:7 7 systemat1c analys1s of the curr1cular obJect1ves of the Comprehens1ve A
B2 - 'School is a very urgent task. -The Comprehens1ve School Curriculum,
'1; g?, ‘;;z w1th 1ts several supplements presents a very large text mass where éf
~ff3 ) object1ves may be found anywhere\ They arevnot very systemat1cally
:?;f 1 Aarranged and often only stated“wn an 1mpl1c1t vay. The need for a
S more expl1c1t and systemat1c formulation of the curr1cular object1ves 7 ;'
s - vwas, in fact, also stressed by the team deal1ng w1th mark1ng quest1ons 7
SR - within-the Swedish Nat1onal Board of Educat1on, in 1ts report in 1971
B 7i;;ifi: '(quoted in 2 3) ' '
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As was'said above, the laying”down of‘curricular objectiyes is

necessary, if.it is to ‘be possible to d1scuss the aims of the school -
and, if one wants to, to change them. It seems adv1sable to stress

this vwewpo1nt at the presenu moment, when the somewhat vague 1nterest
in goal descriptions,’ current in Sweden during the 60° s under- the
influence of "educat1onal technology”, seems-to be growing weaker.

In my op1n1on this d1m1n1sh1ng interest can be expla1ned by a sense

of fatigue caused by the focus1ng on formulated object1ves of the
type here called procedure and criterion objectives (or objectaves

on the third level of general1ty) As was said in 2.6, it is debatable
as to how 1mportant it may be to formulate such object1ves, even
though teachers-are of ten encouraged to do that. very thing. Concentra-
tion on what I have called here the curricular object:ves (or the

) sobject1ves on the second level of generality) is the aensible middle

course between a ‘school. without goals_-and the 1mposs1ole task of

Tisting thousands of procedure and criterion objectives, 1mposs1ble

-not only owing to its d1fficulty, but also oW1ng to the regard that

:must be taken to the. teacher 'S (and the pup1l s) freedom to choose
L f‘1nstruct1onal procedures. ) i;;

A more thorough work in th1s f1eld could advantageously start,

 not from the “subjects", but from a taxonomic d1v1s1on in object

areas,- in which the objects of beﬁav1our 1n the goal descr1pt1ons

- can be- class1f1ed for example, through the use of the object areas ,l

found in the “taxonomy of the LIGRU Project Object areas and/or object

,sub-areas can demarcate well-def1ned tasks of research ,In“the same ’~,
,way as the LIGRU Project ‘has worked on the objectives of l1terary 7 :1
Jnstruct1on, other art forms can be treated p1ctor1al art, mus1c, -

and $0 on. Other top1cal object areas . are (us1ng the taxonom1cal

,d1v1s1on of our project ) the eth1cal-social area, the area of mental f‘
7hyg1ene, the work-or1ented and the log1c-or1ented areas, the area of N
: phys1cal tra1n1ng and health o -

-

0nly when the 1nd1v1dual object1ves have been discussed and accepted,

does the quest1on ar1se as to if and how they should be allocated

7{to different subjects It may parenthet)cally be po1nted out that

‘the problem of -how 1mportant it is to divide 1nstruct1on 1n the- -
Comprehenswe School 1nto subjects, belongs to the themes for research

,brought to the fore by the staff of the Swedash Nat1onal Board of .
,:Educatnon L1terary 1nstruct1on is a good 1llustrat1on of th1s =

[
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10.2.1

problem. The objectives of instruction in the art form called -
“literature could be brought. together with other art-oriented objec-
tives to a subject of art. At the present time they above all belong
to the subject Swedish, However, as a teaching aid. literature is
also mentioned in the Comprehensive School Curriculum in connection
with local history, geography and nature at the Junior department.
with history, civics and religion at. the middle and senior depart-
ments, and further in connection with thesubjectsEnglish drawing,
music,- handicraft. child theory. art. and freely selected work.

The method employed by the LIGRU project was a fairly complicated
one, including a goal document analysis. a requirement analysis, a
new discussion comprising a close inspection of the present Comprehen-
sive School Curriculum. It may not always e necessary ‘to use the -
same Tong procedure. Some kind of requirement analysis must be
included. however, in order to reach a certain degree of objectivity.
The usual way of preparing a central standard or local curriculum
s to appoint a person ora committee to write ther doun Fhat is
suggested here is something else. S : ' *

. Nhen the curricular objectives for a certain object area or object

' sub-area (or subject or ‘part of a subject) are- accepted. the uork ,
on 1nstructional procedures can start ina more systematized way —

through the goal-referenced ctructure.,j;;;i ,,:.:, -

 How to_find suitable evaluative criteria has. been a constant B

problem for. the Suedish Comprehensive School The marking system

recently p*oposed for - this school also- requires many criterion . i 7{_;
descriptions. If one wants_ to construct evaluative criteria, the first o

prerequisite is that the curricular objectives are formulated inan
explicit way. But 1f they are, “the work on the criteria (including
alternative criteria. cf 2 6) is greatly facilitated. -

Practical applicatior and further research in order to make literary
instruction 1n the Cumprehensive School nore effective

ntimulating:teac%er discuss1ons around the list of prqposed curricular E
e ob;ectives . - S s - <7

. If the teaching of literature 1n the Suedish Comprehenslve School is ;TJXA
. to be made more. effective through the use of goal-based instruction.

- _ T wmee oo oo =L
e e~ - - X i s - I - - - -
- - - B -2 - - - . e

o oo oo




it must be very important that teachers -are encouraged to focus
- their attention on the curricular objectives. The point of this is
that instruction should systematically return to0 the currieular
L o objectives, so that, when the effects of the chosen procedure have )
- ( : - been .observed, the teacher knows that a step, albeat small has

in question.r -

S . ’ . The expression curricular obJectives is chosen here. since we have 7 N .
taken it for granted that the decision-making authority that determines .

what we have called the ooJectives on the second’ Tevel of generality
is the authority that writes curricuta. In Sweden this “will mean the
National Board of Education. But the proposed Tist of curricular

e Mgy kB R T 0 T “
P R

of the project. could also*be a starting-point for sincere and
animated discussions on the local level. :

R § 4 is. of course. conceivable that local autnorities work out )
their own curricula. This snould not imply any political problems as

. o ' v
' oy ! oo ! =
ARt i Sy R P o

eone ‘As has been pointed out, the central standard curriculum of the
s Swedish- Comprehensive School does not state the objectives in a
e way- that could be called wholly explicit and systematic.

!
o
Co
i
i

S Hhen a local curriculun,if worked out. the teachers must have an
e '1nportant role to play. But even if there is no attempt. to shape 2
' Tocal curriculum. teacher conferences and individual teachers may

Loy 1l
e e

.ji?if::i :;E, As far as literary instruction is concerned. there ‘are a number
- of problems that have been outlined already in my ‘Introduction
(chapter 1). Is Viterary instruction an aesthetic education, and what -

& oo

- o meant to serve goals such as linguistic proficiency. historical and
¥ R geographical information, the pupils understanding of themselves,
= ,ethical and sacial development? Is the aim of literary instruction to -
yield knowledge. to encourage cricical thinking’ Is it perhaps more

fffé;»— N iuportant ‘to provide emotionalexperienceand to stimulate creativity? :';i

S - vhich demands for literary quality ought to be put on the literary
texts used in 1nstruction9 To what extent should the texts be ones

that pay regard to the age Tevel. and individual characteristics of
the pupils° ’

103

been_ taken- towards the behaviour de 1ned by the curricular objectiveﬁ_:A

|
,'long .as the local curriculum is in general agreement with the national SR

- have ‘reason to think. about and discuss the curricular objectives. ‘i;:—ff‘f ,:

R shousd ‘be meant by aesthetic in- such a case? Is Titerary instruction l

objectives for literary instruction, which is one of the main results ’ j'

-
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- These probTems>have atheast'par%T} been answered by the proposed :77
]TSt of currlcular ob3ect1ves for Tlterary 1nstruct10n I,do _not mean_,
that they have been solved once and. for all. The aim of the l1st is

to stlmulate d1scuss1on. But it could be. sa1d that the problems are

art1culated by way of the expl1c1t formulat1on of the goal descr1p-

N R S
RS
e

n

ﬁ §§ tions- and by way of the systematlc'arrangement The advantage of
Eﬁt ) %‘ systematlcally arranged expl1c1t goal descr1pt10ns is not only that
- }%} they may make 1nstruct1on more effectlve, but also that they can be L ,:l,;
f}l o %ﬁ ‘more eas1ly cr1t1c1zed.,,7, - ﬂ'.t’ 7 7 7 k,": o ';x’éﬂ
;A;ﬁEL }%r Many teachers are perhaps not accustomed to d1scuss1ng the aims ’n V
};?i ;“; %{ of the school in this way. The ]TSt of prOposed ObJeCtTVES is further
kit ?;;g;ﬁ,_ v publlshed in research reports. There seems therefore to-be a need

3 iZE::;,> —'7 for two dlfferent mater1als for teacher 1n-serv1ce tra1n1ng. T) A

SR o materlal treat1ng goal-based 1nstruct1on as such the d1scuss1ng and

ig{::;;;i, L ] choos1ng of eurr1cular obJect1ves and the work1ng w1th the start1ng- )

E 'q po1nt.1n such obJect1ves. 2) A mater1al based on the T1st of proposed :
) cutrlcular obJectlves for the teach1ng of T1terature 1n the
'Comprehens1ve School a) maktng it eas1ly obta1nable, b) presentlng

1t in- such a way that the underly1ng reason1ng 1s made clear,;

c) suggestlng ‘the problems that ought to be d1scussed. -

To 1ncrease the 1nterest 1n d1scuss1ng the ObJeCtTVES for l1terary o
] 1nstruct10n 1n the Comprehens1ve School was one of the main reasons e S
fOr the proaect be1ng begun.;f 7 : 2

N -

Giving teachers an enTarged repert01re of;procedures and criteria to
'choose from in llterary 1nstruct1on )

' a);ConstruCting objectiveéprocedure~criterion units

As was accounted for in'chapters'S and 9, the work of the project has
“included a collect1ng and sorting of - procedures and criteria for o
literary instruction. The a1m ‘was to create a mater1al which could be
used when one wanted to find systematlc ways of teach1ng according
to the currlcular obJect1ves proposed by the project and of observing o
the results of this teachlng. e

Th1s material was ut1l1zed 1n order to find out how an objective- Tk
procedure-cr1ter1on unit could be constructed Nine examples were = i
g1ven in report 5, one of which is. reproduced here in chapter 9. :




A sample of this material ;- co-ordinated with the proposed‘listrof

}f; o curr1ch3r obJect1ves w1ll also be publ1shed this Yyear 1n a- report . >;ffi3l
A - ~—<1n Swed1sh S ".'~, el - o - R
;ﬂ; ‘ 7;1 7 However there is a lot -of work to be done in the future. The ) 7. -

,%i.' . procedures collected are very seldom goal based in our. sense. As a ; :
o ~ rule they treat procedures as procedures, i.e. they tell how to use N .

- ‘é;} - 1, drama at school how a story is told in the best way, how the not1ce-— - §; 'f

SN - board can be used, how one can proceed when plann1ng a book-club etc. - S

. Swedish examples often descr1be how a lesson 1s centred around a ‘
text in one of the antholog1es or around certa1n themes according- to
wh1ch antholog1es may be arranged (love, the autumn, etc ).

Tne 1nfrequent stat1ng of obJect1ves 1n an expl1c1t ‘way 1s
especrally consp1cuous 1n the case of’teach1ng 1n obJect areas other
than the art-or1ented one. The language-ortented.and the logic-

e
Y.
8
3

:
3

;;il or1ented obJect,areas seem to be the most neglected ones. ) 7
,,§§? - The reperto1re of procedures and cr1ter1a must therefore be . [ éilii
SR * enlarged. Using. the metnod appl1ed by the LIGRU. ProJect this means - - .
[ -
- 7 that the first step- should be a further work on the construction
- fas
:~ §{i’ of obJect1ve-proc°dure- r1terlon un1ts headed by the curr1cular
. '%? obJect1ves proposed by ,he progect. h
B ig; ;’5%% In 197 the Swed1sh Nat1onal Board of Educat1on sent out a ;
= —3;rwi—f quest1onna1re to teachers ash1ng them uhat they felt to be- espec1ally :

= necessary for a successful teach1ng of the subJect Swedish. The o =

"~ answers stressed +he need ‘or teachlng a1ds for- "read1ng for 7
exper1ence and "free read1ng“, tvio concepts occurr1ng in ‘the ]
Comprehens1ve School Currzculum In the discussion of these concepts, =
we have interpreted them as a stress1ng of the objectives for literary S
,1nstruct1on belong1ng to the emotionai, conat1ve and creative - Af
behav1oural types. Objectives of these types are well represented in f R
the proposed 1ist of curricular objectives, and a further work on °.

) objective-procedure-criterion'unitsxheaded by these objectives should
thérefore be-a way of meeting this need. ’
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The work on,objective-procedure-criterion,units has to be carried
out through a further study of handbooks on -instructional procedures -
especially foreign ones. Mew books of this sort are, of course, -
_constantly appearing. Proposals of procedures published in non-Swedish
books obviously very often use literary works that are not available
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tion has éo,be 1nd1v1dual1zed an idea that ‘was one of ‘the start1ng- )

V1nd1v1dual var1at1on w1th1n the classes. :

.
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in Swedish translation. This'meansAthat procedures found in foreign

sources have to be adapted to Swedish conditions. Very often new

construct1ons of procedures and cr1ter1a must be made, espec1ally

1n the case of obJect areas where there are few publxshed suggest1ons..'-

_An. 1nterest1ng f1nd1ng in the 1nqu1ry of the Swed1sh National Board'ff"
of Educat1on Just mentioned ‘was that the pup1ls seemed to prefer whole— R
litérary works to antholog1es. This is. 1n accordance w1th a methodolo-— N
g1cal bel1ef long held by people in var1ous countr1es who have worked =

¥-

for the promot1on of l1terature for ch1ldren and young people. In o l{li,ﬂ

order to fulfil ‘this demand one has to go throuqh an extens1ve

; amount of l1terature for children and- young people(and other l1terature
- .su1ted to the pup1ls of the Comprehens1ve School),wh1ch is access1ble 7
: i;1n ]1brar1es and on- the market in Sweden. o o et

.y

The procedures can- be more general as well as more spec1f1ed In

] the case of l1terary 1nstruct1on, the spec1fy1ng of a procedure most

often 1mpl1es that a certa1n l1terary work is. 1ntroduced Therefore , 7 -
1t is. eas1er to transfer fore1gn suggest1ons when the procedures )
are more géheral On- the other hand the- stress1ng that all instruc-

points of the proJect (cf chapter l, item 4), makes it very 1mportant» 7
that a lot of parallel procedures of a spec1f1ed type, 1nclud1ng the. '
choice of a- l1terary text, are put forward Yhen speaking of
1nd1v1dual1zat1on one has of_course ‘to think both of the average
qual1f1cat1ons and 1nterests of - d1fferent school year levels and of

A programme for further work on the construct1ng of objective- ~
procedure-cr1ter1on units should thus include: -
1) ConS1derat1on of all object areas of interest. ’ Y ’ 'f
2) Cons1derat1on of both non-cognitive and cogn1t1ve,behavioural types. - h
3) Consideration of general as we]]ﬁas of specified procedures.

. 4) In the case of the specified procedures, consideration of litera-

ture for children and young people and -other literature suited to
the pupils of the Comprehens1ve School that is access1ble in '
11brar1es and“on the market in Sweden. 7

5) In the case of general as well as of specified -procedures, a special
regard to the use of whole literary works as opposed to fragments >
of such works presanted in anthologies. : s
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— ~as the un1t1ng element As was: said in 2. 7, 1t is always better to - E
‘work on a clearly def1ned obJect1ve through a lesson etc., than to

6) Consideration of the need for indlvidualization (with regard both

— ,un1ts, however.,jﬁ {frta_3,,,' ;' S ,;-

* be chosen in. order tor reach a spec1al curr1cular obJect1ve, but ’ S

. o S ‘ 107

_to school’ year'levels and to the 1nd1v1dual var1at1on within. the
classes) lead1ng to parallel procedures Th1s w1ll in most “cases 1;
mean -the use of d1fferent n1terary -viorks 11 order to meet the

d1fferent qual1.1cat1ons and 1nterests of the pupils. 7 ‘ - ;i: =

b) Construct1ng complex 1nstruct1onal un1ts start1ng with spec1f1ed
l1terary works ‘ )

In 2 71 dealt w1th the concept of the complex 1nstruct1onal un1t.
There must often be several curr1cular obJect1ves for a lesson or

another type of . separate activity at school and thus-more complex o3
1nstruct1onal un1ts than the obJect1ve-procedure-cr1ter1on un1ts ‘ - jf
have to be built up. The - latter are the prerequ151tes for such complex <

In the case of l1terary 1nstruct1on 1t 1is often su1table to centre
an act1v1ty at school around a certa1n l1terary work Th1s work may

very often 'several ob3ect1ves can be served “by the l1terary work in
question. There should certa1nly not be too many curr1cular obJec-
tives l1sted ina complex 1nstruct1onal unlt with a l1terary text

R A A e e e .
R I AT ST 5 *
M S

try to accomplish a lot levertheless more than one curricular . 7 "
objective can be served by the use of a certain l1terary work.

A d1scuss1on of the. best way to present complex 1nstruct1onal
units centred around spec1f1ed l1terary works-can start from some ) P
systems wh1ch are found in international educat10nal l1terature S ;{

,l)‘One type is a book dealing with a l1m1ted number of literary works,

perhaps ten or’ f1fteen. With such a l1m1ted number of books represented, %f
this type of handbook must in the main be -regarded as giving models :

‘for instrv~tion. The space allowed to the 1nd1v1dual works makes

it pos51ble to take up many d1fferent aspects, however.

Kruger] deals with twelve l1terary works. Her treatments of the
individual books are arranged in the following way:

1 Anna Krdger K1nder- und dugendbucher als Klassenlekture. Berlin-
Spandau, Neuwied am Rhein: Luchterhand 1963; 2nd ed. as Internatio-~
nale Untersuchungen zur K1nder- und Jugendl1teratur, 5. Ue1nhe1m,
Berl1n, Basel Beltz l970 .
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1. Content - form - analys1s (for example, the outl1ne of the story, " rf" s

the “values ‘conveyed’ by the book the traits of the individual
characters, language and. style) 2. Pract1cal work with the -book at

) school (for example, 1ntroduc+1on, discussion. by the class creative

work with the start1ng point in the book) In this section Kruger
accounts for the,actual use of the book by some teachers. .

A book edited by Jenk1n on-and Hawley] treats- n1ne novels for T '
example, Here, too, a summary of the content and the arrangement of
the book 1s given f1rst. A number of “study quest1ons“ follow.:

Baumgartner2 has collected essays on fourteen books for ch1ldren U
and young people. The arrangement var1es a b1t but in the main there
are three parts a) content and form, b) d1dact1c con51derat1ons,
c) pract1cal work at school

2) Another type is a book deal1ng Wlth a large. number of l1terary

works, such as G1lleSp1e -and= Lembo3, where e1ghty-e1ght l1terary . L
works are treated Summar1es of- the content ‘play the most 1mportant o ,fir
role, however, and there are only some add1t1onal suggest1ons as to - 7
passages in the books su1table for 1ntroduct1on by the teacher or

to such as will especially interest the readers, o

4T

3) A third type is that found_ in the leaflets 1ssued by the T }f )
"Osterre1ch1scher Buchklub der’ Jugend“ 1n V1enna. They consist of o e
four pages.‘Each one deals w1th just one l1terary work. The content e iv
is summar1zed someth1ng of a critical review and further suggest1ons : -g
for the way in which the book can be treated in the classroom are ' B
given. A similar type of leaflet was. 1ntroduced in Sweden in l965 '

when ”B1bl1otekstjanst“, a firm owned by the Swedish libraries, _issued
a number of one-page sheets on which the content of a book was- br1efly .
summar1zed -some information' about the author was presented, and an 7
appreC1at1on of the book was given: The readab1l1ty was further

stated in a quant1tat1ve scale as well as the school year level that

was deenmed appropr1ate. A headl1ne brought the book to a certain ‘field

of -interest - (for example‘ To -be young, To l1ve‘1n other countr1es,

t

1 Edward B. Jenk1nson and Jane Stouder Hawley, ed.: Teaching
Literature in Grades Seven Through Nine. Bloom1ngton, Indiana;
London: Indiana Un1vers1ty Press 1967.

2 Alfred Clemens Baumgartner, ed.. Jugendl1teratur im Unterr1cht
Weinheim: Beltz 1972. -

3 John G1llesp1e -and Diana Lembo: Introduc1ng Books. A Guide for the
‘Middle Grades. New York, London: R.R. Bowker 1970.
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In the shadow of war, Sports) Somet1mes the school subJect w1th

wh1ch the read1ng of the book could be co-ord1nated was also suggesteds

T Only t books regarded as suitable for the senlor department of the -
- Comprehen51ve School were 1ncluded however and ‘the enterprlse was
~.ooan attempt that was never contlnued '

oo
=

- There are two questlons connected with thlS type of presentlng

- complex 1nstructlonal un1ts to teachers: 1) In wh1ch form should they
o be presented (handbooks with few unlts with-many un1ts leaflets)?

2 -

2) What ‘should be contalned 1n such units and how should the contentsr

Nlth regard to the f1rst quest1on, there isa lot that polnts

_— toward the leaflet system In thlS ‘way there can, for example, be a

cont1nued -work, not least pay1ng attentlon to newly publ1shed books.
The: leaflets can, of course, be- co,lected ina loose-leaf ‘book. (The

~ reason why the Austr1an book-club uses leaflets 1s ‘that they are
' “sent together w1th book packages conta1n1ng cop1es of the book 1n
- question. 1f th1s system were also to be ‘adopted in Sweden, the -

leaflets could both be enclosed 1n such packages and be collected in ‘
a loose-leaf book. )" I e

As regards the content of the leaflet and the arrang1ng of th1s
content, it seems 1mportant to stresS'that the - currlcular objectlve

'ff,:or objectives that the llterary work is supposed to serve are

expl1c1tly stated The basic- work. on the object1ve-procedure-cr1ter1on

units should in other words be transferred to the complex unit headed

by a literary work. The cr1ter1a (preferably also alternative

criteria) should not be forgotten The arrangement could follow th1s
pattern:

l;aBdbliographical notations.
2. Curricular objectives to be aimed at.

,3 Summary of the content
.4 Instructlonal procedures suggested.
5. Evaluative criteria proposed.

o
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10.2.3 ‘Preparlng other educatlonal aids and basic materials to render l1terary
g 1nstruct1on more effectlve ’ ’

4

" The leaflets Just proposed deal1ng with complex 1nstructlona4*un1ts ‘

- headed by. l1terary works -and’ LhP publ1sh1ng of obJectlve-procedure- ' o

,,cr1ter1on units headed by curricuiar- ObJECtheS should, of course, . ;.yz

“be important educational .aids. However, there is also a need for ’
other types of educational aids and buSlC mater1als. Some recommenda-
tlons are glven in the followlng "Yf’f g o y

- N A
B A

a) Summar1es of forelgn methodoloolcal l1terature

;2" ) ,Swedlsh teachers know very llttle about.the great amount of methodolo- ’
S gwcal l1terature concern1ng lltera;y 1nstruct“or in forelgn countrles, )
such as the Unlted States “Great- Britain and Germany-Austrla (and
in other _countries whose methodological l1terature is less access1ble
“ owlng to language dlfflCUltleS) Onlv parts of th1s l1terature Wil
- o ,be used when obaect:ve-procedure—cr1ter1on units and complex un1ts
R are constructed and accounted ‘or.’*hey should ‘be ‘made avallable in
other ways, too. 'h1s 1s among other things because their theoret1cal
foundatlons may often be of 1nterest.

The most slmple way is, of course, to translate them. However, as : L
this may present dlfflcultles, a. more pract1cal Way is to-summarize
o them i one or a couple of books. In this way they will also reach
437 ~ more teachers.

Y .
A ——

-

b) éducatlonal aids with the aim to keep teachers informed -of newly
publ1shed l1terature for children and younq pecple

Even if there is a system of continued publ1sh1ng of leaflets such .
as outlined above, deal:ng with the content and use of literary works,
it is necessary to.make it easier for the teacher to keep himself e ;
1nformed of new literary works, not least new books for children and
young pecple. Such knowledge is a prerequisite for his constructing his
own new specified instrustional procedures. - ' ‘

Knowledge of children”s books - old-or new - is, for example,
important for individualization. The teacher must have a good knowledge,
) not only of his pupils, but also of the content and readability of
o a great number of books, if he is to be able to br1ng 1nd1V1duals and
; books together.

o ek b o
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i ) There are: many signs that the teachers knowledge of children’s
books it not.as it should be. This will not ulways mean that the
teachers are unlnterested in this literature. But, on the other hand,
knowledge and 1nterest may. often support each other.

A possable way of help1ng teachers to gain this knowledge seems
to be to use the reviews of l1terature for chlldren and young people
publ1shed in the daily press and’ in Journals Partlcularly the
rev1ews in the daily press are soon forgotten, though many of them

are of high quality. "In order to examine’ to what extent this suppoS1-A .

tion holds good, a prel1m1nary work was carr1ed out by the project,
and a prototype to such a collect1on of reviews wlll be publ1shed
 this. year in a report in Swed1sh ’

‘ “There - are many 1nd1catlonf that th1s is a pract1cable way, for
wh1ch reason such work ought to be cont1nued

c) Haterlal for teachers studyggroups e{~4

Another way to br1ng the teachers 1nto contact w1th literature for

' children and young people is to arrange study groups of teachers.

for example, book~clubs Books stud1ed could of course be old as well
as new ones. The main aim of 'such- study groups should perhaps be to '
arouse interest in this type of literature. It is not reasonable to
suppose that the effects of theﬂuse of l1terary works in instruction * .
may be the best possible ones if these works have not meant anything
to the teachers themselves. The fact that the most outstanding works
of childrens literature belong to “world literature". and that not
only children but adults as well may exper1ence pleasure in and be
captivated by the message of these works should be made evident,

especially to people who have to help the children to get into contact
with literature.

The collections of reviews of,literature for children and young
people, suggested in b, -can of course be of use in such study groups.
There may, however, also be demands on other materials giving
uggestions for the work of these-groups.

7
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d) Examination of foreign literature for children and‘young people that

ught to be translated into Swedish

.

Literary instruction in the Swedish Comprehensive School can, of course,
to a great extent use literary works by Swedish authors of books for
children and ‘young people, since the Swedish ‘authors maintain‘a
~prominent position in this respect. Literature for children and young
people is, on -the other hand, an international literature, and the
translation of foreign books increases the access to literature of a
qualitatively high level The opportunity to internationalize the
knowledge and the attitudes of Swedish children in this way should also
be observed .

-

Many translations of foreign literature for children and younq
people have, it s true, ‘been published in Sweden But there is .
nevertheless a lot that could be done in order to increase the supply
of this. literature. An expert group Wlthln the Swedish Literature
, Commission calls attention (.n a report published at the beginning

‘of l973) to the fact that the import of good children” s' 1iterature-
from many countries with which Sweden 'S literary communications are
bad is ‘insufficient. _However, translations of many important books
from. countries with whtch Sweden”s Titerary communications are good
.arealsp lacking.

It would be to the advantage of the teaching of Titerature in the
Conprehensive School if steps were taken in order to increase the
supply of translated top- quality foreign books for children and young -
people. A thorough examination of foreign literature with this aim
in view is therefore needed. :

e) Scrutinizing the translations into Swedish of foreign literature
“for children and young people.

As was said in the last section, there are already a lot of transla-
tions of foreign literature for children and young people that could
be used in literary instruction at the Swedish Comprehensive School.
There is, however, v possibility that the quality of the translations
is not always what i should be. The books may have been shortened

to 2 higher degree ttan is justifiable Alterations may have been
-effected with regarf to the experiences and knowledge supposed to be
unfamiliar to the Presumptive readers, but Without any real cause




Jobood e AT g
FET
N

IR

it

i s
PR AN
DR A

LA

g A
AR *w;“

"
;
!
v

25

13
The l1terary qual1ty of the translations may also be bad 1rrespect1ve
of the reasons for bad translat1ons already ment1oned

-

If these hypotheses are. ver1f1ed - at least to a cons1derable ,
extent - one may very well quest1on the usefulness of such transla-
tions in the teaching of Titerature at school. There is thus good
reason for a systematic scrutinization of published translations.

f) Increased supplygof books. by‘the'use of book packag;syfor'example

From the 1nqu1ry sent out in l97l by the Swed1sh Nat1onal Board of -
Educat1on to the teachers of Swedish- and mentioned in 10.2.2 a, it

‘energed that the common book-room (of the school library) could not

be used to the’ extent thatwwas deemed necessary One can interpret
this as 1mply1ng that there are diffwcult1es~1n ga1n1ng access to
literature in the forn of- whole literary works, the most inportant
teach1ng aid in literary 1nstruction

o The supply of books is, of cour'e, to a great extent an econom1c

problem. One should therefore try to f1nd ways of 1ncreasing this
supply without 1ncurr1ng too heavy expenses.

One way could be a more systemat1c co-operation between the B

,school and the public Vibraries.

__ Another way is the use of book packages (containwng several books
or copies of the same book) that could be ordered by the teacher and
Tent to the class for a certain time from a centre of some sort

(in the school district, connected with the county school board, or

. a centre common for the whole of Sweden).

Something of this kind is met with in the "book groups" prepared
at the Tibrary of the Education Office of the city of Stockholm and
sent out to schools in this school district. A manual is enclosed
containing summaries of the contents of the books and other informa-
tion to teachers including lesson plans. :

A parallel is the book packages of the Austrian book-club mentioned
in 10.2.2 b. Whereas the “book groups" from the Stockholm library
usually contain only one or a few copies of each book. several titles
being included in the "book group”, the Austrian method seems to be
to have only one title in each book package, but a copy for each pupil
1n the class. Each package also contains a leaflet sunmartzlng the
content of ‘the book and gavwng suggest1ons for its use.




G

i - " ’ \
. i q b : i
, ¥ . N PR T I ' PR .
! - P e« D R S P P Vo M | 2
. PR YOI ED L T APE SN e B YTy e ot e ' ' ' <o
T8 PRI e T e L T A ¢ T IR B . s ' . '
R K A f . . A " o AR W et f M I B o o
| | | . ' . : . i . ' . . |
" * o

.
.
" L et N “ Ty 35 ale M-
Rt o S S L S R e
R (L "~ L A
i T ! e ! \"M . I I

e o

IS !
P"‘ir'“

1

o st e
Seno T

RN
LI

e S N R e
O T T

"q:”, )

The coupling together of book packages and suggestions for their
use seems to be a good idea. :

g9) Tape recordi;gs of books fur children and young people

The possibility of producing tape recordings of a considerable number
of books for children and young people should also be taken into .
consideration. Such recordings ‘could be used in ordinary lessons

with whole ciasses,but—they could also be utilized bv pupils who

were absent when the teacher read a book or part of a book to the
class. They would be particularly useful when the object is to-

motivate pupils with reading difficulties to form some contact with
!iterature. '

eh) Aids to support individualization

As was- said in chapter l, it is generally stressed that instruction
in the Comprehensive Schooi should be individualized. Attention is
paid to this Vieupoint in various connections in the programme for
practical application and further research presented here.

One should also consider whether any special educational aids

“could be constructed to facilitate the individualization of literary

instruction. An important aim of such aids wouid be to give teachers
a better knowledge of the reading tastes and habits of the individual

" pupils.

It is possible to construct reading interest inventories, should
tnis be deemed advantageous,on the basis of techniques used by
researchers engaged in empirical studies of children”s reading
interests and habits. Since the results of testing with a reading
interes: inventory should be jinked up with the contents of-books,
such anAinventory ought perhaps to be aimed at a reading interest
profile. This means that the variables of the inventory should be
constructed in accordance with the genres and motifs appearing in

“Yiterature (for children and young people).

|
Materials that could be used in connection with such inventories
- and, of course, also without them - are catalogues of books (for

~ children and young people) arranged according to their genres and

motifs, as well as such catalogues listing the readability of the
books. Catalogues of these types are already available in Sweden, but

work of this kind has to- be renewed continuously. .

N4
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10.2.4

A general instructional procedure used in several countries is to
encourage the pupils to keep diaries of their reading. Such diaries

T could surely be rather simple. written. for example. in ordinary

exercise books. But it may be worth testing the use of book catalogue
cards for this purpose. The result could be the pupils” own card
indices, which, among other things, could give the teacher a very
good idea of what books the individual pupils have read during the
years and how they have responded to them.

"ggpirical stuaies ofigoal-basedrliterarp instruction

é

- a) Studies of _how aﬁgoal-based literary instruction functions and is

experienced qlfteachers and pupils -~

. The principles of goal-based instruction have been laid doun -above.
,hhen & sufficient nunber of obaective-procedure-criterion units and -

complex instructional units have been. constructed for the teaching

“"of literature, the use of these units must be tested in the field.
_lhis—neans partly an examination of the attitudes of the teachers

. and the pupils to the units. First and foremost, however, it also

means that the effects of a teaching of this type are being investigated.

In this connection a focusing on individualization should be
important. The breaking down of curricular objectives to procedure
and criterion objectives makes it possible to pay attention both to
the age levels of the pupils and to the individual variation within
the classes.

b) Studies of general techniques for the evaluation of literary
instruction —
Studies of how the criteria in the objective-procedure-criterion

units and in.the complex instructional units function and are
experienced by teachers and pupils belong to the studies mentioned in

a. There is, however, also a need for investigations of the general

techniques ofreyaluation. The main problem is how to find criteria
for objectives of a non-cognitive type.

We have made a study of complex tests for marking or diagnostic

purposes and of theoretical treatments of literary evaluation. This
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‘study was accounted for in 5, 117-135. (These tésts and theoretical

treatlnents'are all limited to what I have here called art-oriented

7',,,,objectives. i.e. objectives describing contacts with the art form

hterature.) As was pointed out in chapter 8. the test types are

L - generally directed towards an observation of reproductionai or higher

cognitive behaviour. The sane observation appiies to the theoretical
treatnents of literary evaiuation. There are, however, many interesting

: - suggestions in this theoretical literature concerning the evaluation
o ;of emotional, conative and creative objectives. including observations

by ‘the teacher, the use of records of voluntary reading, interest

~ inventories, questionnaires and attitude scales, the observation of

the pupils™ perfomance in book reports or in activities foiiowing

- reading. ]

It should therefore be an inportant task for further research to

- construct such techmques and t0 study enpiricaiiy the opportunities
~ that -they may offer. These techniques need not always have the same
- sophistication, i.e. stress "exact measurement”, but it is very

~ important that some kind of evaluative criteria are obtainable, co-
- ordinated with all curricular objectives. Inventiveness in finding
- nev and varied techniques is surely uanted.

Investigations into the generai techniques of evaiuation may 2lso

o yieid results as to what extent the pupils of the Comprehensive Schoo!
~__are capable of understanding literature. respond emotionally to it,
and have their attitudes influenced by it. In this way such investiga-

tions may throw 1ight upon the question of how rea],istic the objec-
‘tives are that express the wish of the.adyu’t society. '

“The prospect of success in constructing alternative criteria

" should also be paid attention to in this connection (for this concept

cf. 2.6). The content validity and the unequivocalness of the criteria
‘should be judged by experts. It should also be possible, by way of

 empirical investigat‘ons in the field, to investigate the equality of

aiternati ve criteria.

" Another generai problem concerning evaiuation is the evaluation
of the functionai Jlor_gg—term) objectives. The school has been mainly
inclined to evaluate what the Swedish National Board of Education
calls "knowiedge and skills in’ the subjects”. This expression seems
to iupiy oniy cognitive behaviour. Even if one is suppieuenting the
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evaluation of emotional, conative and creative behaviour, the problem -

_remains if the long-term aim of a school is not integrated action
f,petterns based on and incIuding cognitive as well as non-cogni tive

behaviour, in other words what the LIGRU Project has termed functiona!

objectives (cf. the description of our taxonomy in chapter 4 and the - )

vist of curricular objectives in chapter 7). ’ .
- The _problem was deait with theoreticany in 5, 89-90 with an

exposition by Gagné as the starting-point. The objective-procedure-

criterion units should, in the opinion of the project, always start
with subordinated curricu]ar objectives and thus not with functional
obJectives. The- criteria ir these units are therefore not criteria

~ of functionmal behaviour. The functional objectives should be eva]ueted.

too, however. This should perhaps- proper!y occur after, say, twenty ’
years. n the other hand. there may be some possibi!ities of testing

_ even the functionel objectives at schooI e’f»—

In both cases there is 2 need for suitab!e techniques of observation.:}'g

¢) Studies of the usefuIness of literature as 2 teaching aid in

b ec" areas other than the ar

t-oriented one

A fundu\ental aim of Iiterary instruction is to give all pupils the -
opportunity to acquaint themselves with the Yiterary supply intended -

for then In Sweden this aim is to a greet extent entrusted to the
subject Swedish. The demands on this subject are great, however, and
it my be at the risk that other parts of the subject will push this
aim aside. In international discussion a fixed number of literature
lessons is sometimes called for. This demand has also been expressed

in Sweden. There is, however, the possibi]ity that literature can be
used in order to reach objectives other than art-oriented ones, and

we have also formulated a number of such objectives in our list of
curricular objectives for literary instruction. The objectives that
are, language-oriented also mostly belong to the subject Swedish, but

‘these objectives will to a great degree come under other school

subjects. The Swedish Conprehensive School Curriculum also mentions
literature as 2 teeching aid in many other subjects than Swedish.

But when a complex -instructional umt is constructed where the
main objectwe is not an art-oriented one, out where literature is
used as a teaching aid, some art-oriented objectwes will a]so be

- -
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1ncluded The co-ordination between art-or1ented and non-art-or1ented
objectives effected by such complex jnstructional units leads to
the demand -that the literary works proposed as ;each1ng aids ﬁZﬁe
aesthetic qualitj. This means that a wider scope is provided for the
art-oriented objectiveé than the number of lessons for the subject
Swedish allows.

A condition of an increased ut1l1zat1on of l1terauure as'a means
of reaching, for example, goals of mental hygiene, ethical-social,
soc1ety-or1ented and logic-oriented goals, is that it can be shown
‘to be a teaching aid-at least comparable to other peach1ng aids.
Experimental investigations shohld be undertaken in order to obtain
an empirical basis for a standpoint on this question. ‘

There is even the poss1b1l1ty that l1terature may be a more effec- -
tive teach1ng a1d than many others 1n order to reach obJect1ves that
- are not art-or1ented A hypothes1s that _seems. very probable is that
this applies espec1ally to obJect1ves belong1ng to the emotional,
conat1ve and creative behav1oural types This hypothes1s should be
tested emp1r1cally, not only in the hope that literature will in this
way gain a better stand1ng in the Comprehens1ve School, but also
in view of the importance that objectives of these types have in
this school. )

Cognitive objectives that are not art-oriented may also profit
from a co-ordination withrari—oriented objectives. This is illustrated
by the opportunities that literature offers for the training of
read1ng skill.

The’reading skill of the pupils is a problem of great concern, not
least at the present time in Sweden. A continuous training of the
reading skill is being asked for. Many authorities in international
{ducational}iterature attach great importance to fiction in this
connection. This is not least because it may be supposed that the
pupil does not want to read merely ir order to read, but rather in
ordc to satisfy some need. .It may be a need to know more about things
tha. interest him, but it may also be a need for pleasing sensations
such as excitement, humour or an escape from reality. If he has the )
opportunity to satisfy these needs by reading, it will lead to reading
and to the habit of reading. What one.reads for its own sake is a
reading material far superior to constructed "reading materials”. The
ha' it of reading must be seen upon as the essential thing in the case




L.

e
5 Zr,ﬂﬁékq<w,

AT
Pl

I
g
¥ .
AT
3

13
£
i
Ao
¥
.
H

ety
P
]

+1

i

Rhey At i B
R D R S SR AL I
b B i

¢t
XX

R P a ]
e

L

s
Sk

PR g,
‘.:.W‘" e N
SR

L A

YL
hd

o
196
[RANN

N FERON
PO

i

ot

10.3

19

of reading skill. If this habit were more general among pupils, one
would not experience their reading skill as inadequate to the same
extent.

To try to attain an increased reading ability with the help of
Titerature is to co-ordinate this objective with emotional, conative
and creative objectives belonging to the art-oriented object area.
Using the formulations chosen in our proposed list, there are the
emotional objectives "Derives pleasure from literéry works", "Is

“arrested by the excitement, atmosphere and humour of literary works",
~ "Is emotionally involved with the characters and course of events

in literary works", "Is emotionally reached by the message of literary
works", the conative objectives "Takes an interest in literature"

7i} and "Is ‘interested in some authors of (children’s) books", and the
- creative objective "Re-creates his literary experiences in his

“imagination".

‘Experimental investigations in order to examine the effects of
literature as a teaching aid for reading training could, for example, .
be arranged as a "réading shock", a wholly altered situation in one ’
or a few schools with regard to the supply-of literature and the use
of literature. Literature has to be used in as many connections as
possible, and such a reading training programme based on literature
should therefore not be lTimited to the subject of the mother tongue.

The case for a centre of research and development in the field of
literary instruction

Many different tasks for practical application and further research
have been outlined in 10.2.1 - 10.2.4. The amount and proportions of
these tasks mean that they can only partly be carried out by research ¢
and developmental projects. Of course, there is nothing to be said ;
against_ such projects, which make it possible to solve well-defined
problems.

But there is a ilear case for a permanent centre. This is not only
because of the amount and proportions of the tasks, but also because
different tasks are connected with one another. Work on proanammes
dealing with the teaching of literature will immediately bring other
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- tasks to the fore, e.g. surveys of which literary works ere available
in.libraries and on the market, steps to add to this Viterary supply,
programmes to %pcrease the teachers” knowledge of and interest in
literature for children and young people, at%empts to find practicable
ways of supplying schools with more books, treatments of the general
problems concerning the evaluation of literary instruction, and so on.

A’permanent'cenpre of research and development in the field of ?

-literary instruction would also censtitute a very suitable centre
for the preparing and sending out of materials that must be

;;~c6ntinuously renewed., i.e. the collecting and-publishing of reviews
‘of literature for children and young people that appear in daily
papers and in journa]s the cxamination of foreign literature for

- children and yOung peop]e that could- advantageously be translated g
the -inspection of the quality of- translations, the putting together - §
and. sendIng out of book packages with .enclosed instructional leaflets, f
the producing of tape recordings of books for ¢hildren and young . f
people and of lists ‘of books arranged according to content or

“  readability.

Up till now, no centres for integrated research and developmental ‘
work have been attached to the Swedish Schools of Education. These S
schools would constitute very suitable localities for such centres, E
however. It thus seems a good idea to place a centre of- literary

_instruction at one of these schools. It should not be too difficult
to find (perhaps to some extent part-time) personnel from the
different institdtes"of these schools (I have already'stresSed that B
literary instruction belongs to many subjects of the Comprehensive :
School) as well as clerical staff. Of course, the es%ab]ishment of
such a centre will involve administrative and economic problems. Thus -

a task for further work is to pian how this permanent centre could
be-organized.
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2.

10,

t1,

12,

13,

i4.

15.

Stukat, K-G & Engstrém, R. TV-observationer av liraraktiviteter
i klaserummet. Januari 1966

Stukit, K-G & Engstrim, R (red), Samnordisk specialpedagogisk
forskning. Rapport {rdn konferens i Goteborg april 1966.
December 1966 .

Stukit, K-G & Engstrém, R (red). Lirarhbgskolornas pedagogik-
konferens lisdret 1966-67, November 1967

Klingberg, G. Spriklig-stilistisk struktur i barn- och vuxen-
litteratur. Kvantitativa undersdkningar bver den pedagogiska
adaptationen. November 1968 .

Bladini, U-B. M&lbeskrivningar i 4mnet svenska pd ligstadiet.
SISU-projektet 1. December 1968

Brusgling, Chr, " Sexualundervisningen i irskurs 9. En attitydunder-
stkning bland biologi~ och kristendomslirare. Februari 1969

Olason, H & Osterberg, 1. Mdaibeskrivningar i dmnet matematik
pi l4gstadiet. SISU-projektet 2. April 1969

Stangvik, G (red), Forberedande studier rérande lisning av

. socialt viktiga ord i triningsskolan, Samnordiska projektet i
specialpedagogik !. Maj 1969 ¢

Lewerth, A & Stangvik, G. Lisning av socialt viktiga-ord. Ett
fsrs8k med programmerad undervisning {6r utvecklingsstérda.
.Samnordiska projektet i specialpedagogik 2. Maj 1969

Obrink, J. Talbegreppens utveckling hos intellektuellt retardera-
de barn. Juni 1969

Lindblad, T. Implicit and Explicit - An Experiment in Applied
Psycholinguistics, Assessing Different Metbods of Teaching
Grammatical Structures in English as 2 Foreign Language.
GUME -projektet 1. Juni 1969

Carlsson, I. Implicit and Explicit - An Experiment in Applied
Psycholinguistics, Assessing Different Methods of Teaching
Grammatical Structures in English as a Foreign Language.
GUME -projektet 2. September 1969

Olsson, M. Implicit and Explicit -~ An Experiment in Applied
Peycholinguistics, Assessing Different Methods of Teaching
Grammatical Structures in English as a Foreign Language.
GUME-projketet 3. Septembex 1969

Levin, L. Implicit och Explicit. En jimfdrande studie av olika
metoder att lira ut grammatiska strukturer i engelska. Samman-
fattande rapport av tre filtférsék. GUME-projektet 4.

Septernber 1969 :

Klingberg, G. Barn- och ungdomslitteraturforskning. Omridden -
metoder - terminologi, September 1969 .




i6.
17,

18.

19.

20.
21,
22.
23.

24.

Obrink, J. Evaluering av ett pedagogiskt férssk med strukturerat
matematilkmaterial. Jenuari 1970 .

Ersman, A. Bvaluering av SUM-projektet irskurs 4. SUM-projek-
tet. Svenshundervisaing pd mellanstadiet. September 1970

Stangvik, G. Effekter av B%gsialundervisning. En kritisk oversikt
og et ege? empirisk bidrag. Samnordisk prosjekt i spesialpedago-
gikk, Oktober 1970 '

Osterberg-Karlsson, 1. Konsonantens teckning efter kort vokal.

Konstruktion och funktionsutprovning av tvd programmerade inlir-

ningsmaterial for ligpresterande elever. SISU-projelktet 3,

- November 1970

Bladini, U-B. Konsonantens teckning eiter kort vokal. En experi-
mentell undersskning av tvd triningsmetoder i stavning for 13g-
preatexande elever. SISU-projektet 4. Mars 1971 :

Peterson, S. Vad vet grundskoleeleven om kartan? Oktober 1974

Brualing, Chr. Fri skrivning p4 13gstadiet, Effekter av sprdk-
. tvande samtal efter stimulering med ljudband, Oktober 1974

Dahlgren, H. & Zackrisson, E. Lé#rarkandidaters syn pd ITV.
En enkitstudie. Oktober 1971

Bredinge, G. m fl. Didaktisk processanalys. Presentation av
syften, uppliggning, understkningsgrupper och undersdknings-
instrument samt nigra beskrivande data, DPA -projektet 1.
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26.

27,

28.
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30.

3.

32.

Levin, L. m fl (red). Rapport frin konferens i Gymnastikpedago~
gik. Goteborg, december 1971. December 1974

Lewerth, A. & Stangvil, G, Aktuell specialpedagogisk forskning
i Danmark, Norge och Sverige 3r 1966-1969. Deécember 1971

Ersman, A, Evaluering av SUM-projektet irskurs 5. SUM-pro-
jektet. Svenskundervisning pd mellanstadiet. Mars 1972

Bre&ange. G. & Odhagen, T. Didaktisk processanalys. Ett stu-
dium av lirar- och elevbeteenden i klassrumssituationen. DPA-~
projektet 2. April 1972

Gustafsson, B. & Stigebramit, E. Vad k#innetecknar undervisning
i hjilpklass? En jimfsrelse mellan undervisningsprocesser i
hjilpklans och vanlig klass. Maj 1972

Leimar, U. Ett forsék med individualiserad l¥atrining som bygger
p4 barnens eget sprdk. Maj 1972

Bladini, J-B. Stédmaterial i svenska och matematik {6r 13gpres-
terande elever. Konstruktion och prelimindr utprdvning i irskure
gerna 1-3. September 1972

Obzrink, J. Uppfoblining av ett pedagogiskt férstk med strukturerat
matematikmaterial. Oktober 1972




33.

34,

35.

36.

37.

38.

39.

40.

L 41,

42,

43,

Sverud, K-A. tveckling och utvdrdering av inldrningsorienterade
aktiviteter i {xrskolan. Forskoleprojektet . Oktober 1972 .

Jakobsson, A-K & Tobiasson, 1. Behandling av aggressivitet hos - .
fsrskolebarn. Ett igrsdk till metedutveckling. Férskolepro-
jektet 2. Oktober 1972

Kirrby, G, Ekholm, B & Gannerud-Menssen, E, Projektet

" Socialisationsprocessen i {6rskolan. Bakgrund, mdlséittning och.
beskrivning av fyrunderstkning. Projektet Socialisationspro-
-cessen i fdrskolan i, December 1972

Ersman, A. Evah'xering av SUM—projektet Srskurs 6. SUM-
projcktet. Svenskundervisning pd mellanstadiet. December 1972

" Hagalm, I. Lirarattityder till SISU-materialet. SISU-projektet 6.

Januari 1973 .

Larsson, L & Odhagen, T. Studiegrupper - grﬁppsty;rda studier,

Ett f6rsck med gruppcenirerade pedagogikstudier pd mellansta-
dielidrarlinjen. DPA-projektet 4, Januari 1973

Lindblad, T. Klasslirarkandidaternas spr3kfdrdighet. F&rstk
med diagnostiska prov i engelska pa klasslidrarlinjerna. GUME/
prov. Februari 1973

Setterlind, S. Gymnastikundervisningen i 8rskurs 7 och 8. En
ehk4tstudie i Karlstads kommun 1970-1971. Gymnastikprojektet 2.
Mars 1973

Bladini, U-B (Red). Elevattityder till SISU-materialet. En sam-
manstillning av specialarbeten vid speciallirarlinjen, Lirarhog-
skolan i Goteborg. SISU-projektet 7. Mars 1973

Olsson, H. SISU-material, En beskrivaing av inom projektet
framstillda och utprsvade ldromedelsprototyper. SISU-projek-
tet' 8. Maj 1973 :

Aldén, B. Uppfsljning i &k 1 av ett strukturcrat och milinriktat
fsrskoleprogram. Férskoleprojektet 3. Maj 1973
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Stangvik, G. Angst og skoleprestasjon. Mars1972

Tingsell, J-G. Beteendeobservationer med mekanisk registrer-
utrustning. Maj 1972 . ‘

Brusling, Chr. Effects of cued modelling procedure.s and self-
confrontation in a microtcaching setting aimed at developing

' non-verbal behavior. Maj 1972 :

4

5.

10.

1.

12,

13.

14.
15.

Stangvik, G. Svagt begdvade elevers popularitet i skolklassen.
Juni 1972 '

‘Dahlgren, H & McDowall, M. Dokumentation- och litteratur-.

stkning med hjilp av dator. Oktober 1972

Kilbors, W. SISU-materialet i matematik som ett hierarkiskt .
system. November 1972

Leimar, Ulrika. LTG-fdrstket i idrskolan; Rappozt om ut-
prévning i forskola raéd en metod {51 sprdk - och begrepps-
_ inldrning som utgdr fr3n barnene eget sprik. November 1972

; - Oskarsson, M. Sprdkinlirning hos vuxna. En sammanfattning

av tvd jimforande metodstudier., November.1972 -

Kisiridinen, R. Differences in ability factor proﬁlés‘betwee.n
mongoloid and nonmongoloid retarded subjects in discriminant «
analysis and after covariance adjustments, November 1972

Kiiriiinen, R. Discrimination learning differences between
mongoloid and nonmongoloid mentally retarded subjects.
November 1972

Sammanstédlining av forskningsprojekt 1972/1913. December 1972

Stangvik, G. Invandrarbazn i skolklassen. En sammanstillning
av data frin tre specialarbeten. Januari 1973

Brusling, Chr & Tingsell, J-G. Sjilvobservation och gjdlvanalys
i l4rarutbildningen. FEtt liromedel med tilthbrande studiegdng
samt preliminira erfarenheter av dess anvindning. Februari
1973

Rapporter och tryckta skriftex utgivna under &r 1972, Mars 1973

Gustavsson, S & Clsson, L. Attitydexr och attitydfgréindringar
i gymnastik, Intervju- och enkitundersskning med en grupp
elever i 3k 9, vilka i 8k 7-hade beddmts som svagmotiverade
i gymnastik. Gymnastik och idrottsprojcktet 3. Maj 1973
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