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LIGRU is short for “Litteraturldsninc i grundskolan", i.e. -
The &eading of Literature in the Comprehensive Sciool (the Sredish
compulsory nine-year school with punils betwreen 7 and 1G5 years of age).

The LIGRU Project belongs to tie researca projects under the Swedish
:ational Soard of tducation (Cureau L £) and is being carried out at
the Department of Educatiocnel Research at the Gotheaburg School of

Education.
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1.1

AN OUTLINE OF ThE LIGRU PROJECT

The background of the LIGRU Project

In recent years the reading oF¥ litarature in the Swedish Comprehensive
School has attracted attenticn in several ways.

1) The aim of instruction in Titerature

c. cultural message and its efficiency have been subjects

The aesthet
of discussion, which has, in %urn, raised the quastion of the aim of
instruction in literature. Ciscussion of the aesthetic aims of the

school has largeiy centiaed on the question of equality. Equality in this
connection, however, nas zacquired two interpretations. One is that
efforts to bring about equality should imply that an environment,

which may be cuituraily deficient as regards both home 1ife and the soci-
ety of school friends, should nct be decisive and that it is the task

of the schooi to give ali Future citizens an equal start in life. The
other interpretation oF equaiity is that the culture of certain clas-

ses of society must nc be regarded by other social groups (for example,
representatives of a so-called high culture) as inferior and that the
school must therefore accept the culture found amongst the pupils.

It wouid seem that the Swedish Comprehensive School Curriculum of
1969 has no definite viewpoint on this probiem, but reference is made
to it in two passages in the general part. "In the uork of the school
we are daily confrented by questions on which various opinions are
heid. It can be a matter cf ... trends of style or taste. In such ques-
tions the school must remzin objective ... One reason for this is that
the school accepts chiidren and adolescents from all groups and shades
of opinion in the commurity ... The pupil shail have the possibility of
seeking nis own wayv and shall be given whatever is necessary for him
to assume the responsibiliuy of deciding on and developing his attitude
to 1ife. This shall b2 done with access to factual and all-round infor-
mation." (P. 41 f.) This couid be taken to mean that there is a wish
to introduce high cultire into the schoels so that pupils are aware of
what they have to choose between. That the problem is not yet regarded
as solved is apparent firom the second passage: "Finally we need to define,
in certaincases, some valuaticens in the description of aims, for example
in regard to probiems of quality within the function of the aesthetic
aim." (P. 72.)




The aims of reading literature at school have also been discussed
from another standpoint. Literature shall serve aesthetic development,
but can also conceivably serve other general educational objectives
(e.g. linguistic proficiency, historical and geographical information,
the pupils™ understanding of theaselves, ethical-snrcial development).
It is not quite clear whether these aims can be combined nor how.

A sub-division of the aims of literary education into various behav-
ioural levels, as attempted in taxonomic work, is also conceivable: to
what extent the aim of reading literature is to yield knowledge, to
encourage critical thinking, to provide emotional experience, to stimulate
creativity, etc.

2) Pupil-analytical problems

Where instruction in literature is concerned, punil anaﬁysis is of the
utmost importance for the choice of texts. One requiredent could be
that the literature to be introduced to the pupiis shall be such as

to arouse their interest and such as they understand. There is then
the problem of high culture and mass culture. Another question is
whether special children”s or adolescent bocks should be used or
whether adult literature should be studied as soon as possible. The
individualization of instruction in literature also demands pupil

analyses.
3) Problems of evaluation

The assessment of the activities of the school has been stressed by
the Swedish Comprehensive School Curricuium of 1969. It emphasizes an
all-round evaluation of the way the school fulfills its aims. For
instruction in literature it would seem essentiai to provide instru-
ments for evaluation. Such instruments come under "the purposeful task
of defining and systematizing more accurately evaluation” laid down

in the curriculum mentioned (General part, p. 72).

4) Teacher training

Problems concerning instruction in literature have also attracted atten-
tion because books for children and adolescents and the relationship

of young people to literature have acquired additional importance for
the class teacher lines in the schoois of education as a result of the
1968 syllabi and are now incorporated as new elements in the training
of special subject teachers in accordance with the 1970 University
syllabus for Swedish.




1.2 The purpose of the LIGRU Project and the structure of the investigation

The purpose of the LIGRU Project, in general terms, is to work on the
problems posed by instruction in literature in the comprehensive school,
that is to say, to work on the objectives, methods and evaluation of
instruction in literature.

The LIGRU Project belongs to the research projects under Bureau L 4
(for research and development work) of the Swedish National Board of
Education and is being carried out at the Department of Educational
Research at the Gothenburg School of tducation. The project was begun
on 1Ist July 1969, but during the financial year 1969-70 it has provided
a salary for only one person (an assistant), and this year is to be
regarded as a planning year. The project was set up on 1st July 1970
on a larger scale, i.e. with a full-time director of the project, an
assistant and a methods expert (teacher). It is planned to last until
30th June 1972 and will try to provide a theoretical background to the
problems of literary education. If a continuation of the work is then
regarded desirable and possible (the decision rests with the authori-
ties), a plan for four further years will be formed (1972-76). In this
second phase it seems natural to complete the work with an empirical
testing of methods of instruction and instruments for evaluation. In
the case of these field testings children from one particular. school
year should be studied throughout one entire stage at least (the
Swedish Comprehensive School has three stages each of three years”
duration). Possibly such an experiment can be tried out simultaneously
on two or three stages. The time required would then be three years.
One more year would then be reauired for the final working out of
instructions on methods and instruments for evaluation. In view of
the fact that the forms of individualization should be of special
interest, it is desirable that pupil analyses should be undertaken
parallel to and in combination with these testings.

The purpose of the phase now in progress is, as said above, to pro-
vide a theoretical background to literary education, a basis on which
political decisions as to the objectives of this education could be
taken and which could furnish suggestions for practical work in school.
The research work comprises:

1) Goal analysis.
2) Collection of methods of instruction and instruments for

evaluation.

Q 8
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1) The first object of the goal analysis is to construct a list ( if
possible in behavioural terms) of all conceivable objectives of lite-
rature instruction in the school. This 1ist is intended to constitute

a theoretical basis tor the ensuing work of goal anaiysis. The work
began with a collection and cataloguing of definiti.ns of the aim of
instruction in literature. Source material was Swedish and foreign
syllabi, teachers™ manuals, articles and pamphlets, etc. The aims
encountered are often of a very aiffuc2 and vague character. iiore
strictly defined objectives are encountered from time to time, however.
A1l definitions are registered o cards and formulated (wnaen possible)
in behaviourai terms. The underiving principle is that these definitions
of aims could be arranged in accordance with a scheme of classification
covering the general objectives of the school. If the material examined
is sufficiently large, it should be possible to find so many aims
described in paraliel terms that among these may be found formulations
which correspond to the demands educational research makes on descrip-
tions of terminal behaviour, or which, 1n any case, can .be re-formula-
ted to meet these requirements.

A sufficiently clear 1ist of the conceivable aims of literature
instruction at school faciiitates a requirement analysis as regards
the problem high culture - mass culture, and with emphasis on various
curriculum areas and levels (aspects). LIGRU intends, therefore, to
collect the views of various groups cn the object of reading literature.
The instrument could be constructed on the basis of the theoretical
analysis of the conceivable aims. One of the objects of the project
is to stimulate the discussions already neld and, if possible, to
introduce them to new groups of citizens. Requirement analyses (empi-
rical goal analyses) would appear to serve this purpose.

The final object of the goal analysis .is to obtain clearer formula-
tions of the sub-goals of instruction in literature, goals which are
already to be found in scmewhat vague forms in the Swedish Comprehensive
School Curriculum of 1965 or goals which may appear in the course of
the requirement analysis. and to arrange them in sequence on a logical
basis.

2) The aims set up for instruction in literature must be attained
by methods suitable for the purpose, and it must be possible to check

the results Ly means of suitable instruments for evaluation. Hethods
employed in Sweden and abroad will be collected and catalogued to

9
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Generally, the TAs indicated high job satisfaction but cxpressed
some personal concerns and recommendations for change. This infor-
mation was then relayed to the Curriculum Associates by the DS
Coordinators. Several changes are occuring and different results
appear to be emerging during the second year of the experimental
phase. A copy of the actual log sheets used is found in Appendix B.

Reactions from other staff members at Parker and Spring Creek
about the role and performance of the TA have been mixed. Staff
members feel most positive about the assistance that TAs provide
to individuals and small groups of students, the working relationship
between TAs and other staff members, and the willingness with which
the TAs have performed the tasks requested of them. On the other hand,
staff members have been concerned with the difficulty in trying to
develop a new role for the district,with identifying when a TA can
and cannot work with students on his own, and in overcoming the
feelings that the TA is another clerical aide.

Some district personnel (not directly teaching or working in
the DS schools) have expressed concern about the future impact of the
TA program as it relates to protecting éducators. The most usual
question from those connected to the professional teaching assoc-
iations is, '"If you can hire three Teaching Assistants for the same
amount as one teacher, what is to prevent boards and administrators
from replacing some teachers with Teaching Assistants?'" The response
of the DS Coordinators has been that of recognizing that a potential
problem exists and that a solution will have to be found. We do not
have the answer ready this instant, but we do feel that the answer is

not to abolish the TA position. One of the recommendations in the

10




following section relates to this issue.

The other major issue, primarily among those invclved in
personnel practices in the district, is the question of how much
time should the TA work directly with students, and what kinds of
activities should the TA be allowed to conduct with them. The dev-
elopment of the TA position to défe indicates to the DS Coordinators
a strong need to produce a clear and concise description of the TA
role, with specific guidelines for time allotments for the TAs
activities with students. This is necessary to prevent the use of
TAs as substitutes for absent teachers, and insure that TAs will not
be expected to plan lessons, conduct the activities, and evaluate
students. Planning lessons, conducting activities, and evaluating .
students are aspects of the role of the certificated teacher. Only
the second of these, that of conducting activities, should properly
be included in the TA role; indeed, it is the basic function of the TA.

A second recommendation of the next section is offered as part of

the response for those concerns.

In summary, the data so far indicate that Teaching Assistants
are generally performing the tasks originally expected of them in
the position. Further, there has been no emerging effort on the part
of the Spring Creek and Parker staffs to seek more Teaching Assistants

by releasing some of their certified teachers. Finally, neither staff

has demonstrated a willfull intent to misuse the Teaching Assistants in
any way. In fact, there has been a concerted effort in both schools
to be extremely careful that the TAs are not misused and that they

are asked to perform only their expected role.

ERIC | 11
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BRECOMMENDATIONS

The following recommendations are proposed by the DS Coordinators
after studying the data gathered to date and after much deliberation
and consultation with thé Personnel Director, Area Directors, principals
and teachers in the DS schools, and the Teaching Assistants themselves.
They are presented as ideas for the beginning of further discussion and
negotiation about the role of the TA and its potential for the Eugene
School District.

The first recommendation addresses itself to the issue raised
by many professional educators, namely, that tne Teaching Assistant
program is a major potential threat to teachers because approximately
three Teaching Assistants can be employed for one average teaching
salary. The recommendation has the following four components:

1) We propose that the district board and administration

consider a major change in the budget allotments for

the staffing of schools. It is suggested that an allot-
ment be established, as is presently the case, for the
provision of a necessary number of professional and
clerical staff.

2) A basic change we propose is that the district in
addition establish a flexible allotment for staffing
each school. There would be no restrictions on the use
of this allotment for either professional or non-
certified staff. However, each school staff would be
required to show evidence to the administration of having
evaluated its needs for staff, to indicate to the admin-
istration the intended utilization of personnel acquired

| - from the flexible allotment, and to provide a plan of

4O
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action for evaluating the results of that staff performance.
The flexible allotment would allow each staff to decide
whether the needs of the program would best be mct by the
use of TAs or of other specialists.

3) 1t is proposed that a school with a well-designed plan for
staffing and evaluation of its program at a designated time
could request the addition of Teaching Assistants from the
monies allotted for certificated or non-certificated staff.
It is suggested at this time, however, that a limit be set

~upon the amount of money that could be used from either allot-
ment.

4) Finally, it is suggested that the EEA TEPS committee, the
District Personnel Director, and the area directors work
jointly with the DS Coordinators and the TAs to develop
final guidelines for the previous three sections of this
recommendation. These guidelines would be completed by
June, 1972.

The second recommendation relates directly to the role of the
Teaching Assistant, and proposes the acceptance of the position in
the district's staffing pattern as an alternative way of providing
education for students. The recommendation is as follows:

We propose that the Teaching Assistant position be

accepted as a regular position in the‘staffing pattern

of the Eugene School District. Acceptance of this proposal
would not necessarily provide each school in the district
to have an equal number of TAs. It would mean that the
position is available for schools that determine that

Teaching Assistants could help them to improve the program

13
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in that school. We mean that the district will have a
set of guidelines for selecting Teaching Assistants, a
description of the actual roles that the TA can perform,
and a policy stating who is responsible for supervision
and evaluation of the TA. It is suggested that these
guidelines be developed by the same group formed in
recommendation number 1.

A final recommendation is that the five elementary schools
presently participating in the DS Project be provided monies to
continue the Teaching Assistant Program. This provision would
cover the transitional period until the studies are compieted
regarding the methods of budgeting in schools, the final rate of
pay, and the TA role description. It is proposed that an increase
in salary be granted to those TAs who have worked for one or two
years in the project's experimental phase. It is further recom-
mended that the monies needed for this recommendation be drawn

from the present budget allotment for the experimental phase of

the DS Project.

A FINAL REMARK

In summary, we strongly recommend that the Teaching Assistant
position be established in the district as another alternative way
to organize staffs for instruction. The data indicate very positive
ourcomes from the program to date. Recognizing the various concerns
and problems also indicated by the data, the DS Coordinators will
continue through the rest of this year to make the adjustments nec-

essary to overcome the concerns.

14
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We are convinced that the recommendations proposed in this
report are realistic for the district in terms of how the district
can finance such a program, how guidelines should be established
for further development of the Teaching Assistant role, and what

requirements must be placed upon school staffs that decide to utilize

the services of the TA.

15




AEEendix é
EUGENE PUBLIC SCHOOLS

Differentiated Staffing Project
May, 1970

PARAPROFESSIONAL
ROLE ANALYSIS

Description

The paraprofessional shall provide instructional assistance to
the certified staff. The main responsibility will be to serve as
teaching technician, performing a number of teaching tasks with

students.

Specific Functions

1) Provide individual research help for students seeking assistance.
2) Serve as listener and helper to small reading groups.
3) Serve as a discussion leader for large or small groups.

4) Seek out information and materials for instruction by
self or other unit staff members.

5) Provide assistance to teachers in analyzing individual
student progress.

6) Assist teachers in the creation of learning packages or
programs.

7) Operate audio-visual aids for groups of students.

8) Salary and contract hours are presently being considered.

Personal Qualities Desired

1) Demonstrates positive attitude toward children.
2) Demonstrates awareness of educational goals and objectives.
3) Possesses ability to relate positively with other adults.

4) Demonstrates ability to follow instructions and carry out
necessary tasks.

5) Demonstrates desire to improve self skills and instructional
skills necessary to the position.

16




Appendix B

EUGENE PUBLTC SCHOOLS
Differentiated Staffing Project
Instructional Assistants Log - 1970-71

NAME DATE
DAY
SCHOOL LOGGED

A. Estimate the time in minutes spent on each task.
TASK NO. OF MINUTES

Mon | Tues Wed Thurs| Fri

1. Working with Total Class of Students

a. Discussion

b. Reading to class

c. Hearing pupils read

d. Operating audio-visual aids

e. Administrating assignments &
monitoring tests

2. Working with Small Student .Groups
a. Discussion

b. Skill reinforcement - Conducting
drill exercises

c. Hearing pupils read

d. Assisting with student research

3. Working with Individual Students
a. Reinforcement of skills

b. Assisting with student research

c. Desk to desk individual help

d. Reading to a student

e. Hearing a student read

4. Working with Staff
a. Seeking out materials

b. Attending meetings

c. Assisting with Evaluation of
Students

17




Mon Tues Wed Thurg Fri

5. Clerical Duties

a. Reproducing test, worksheets,
transparencies

b. Constructing materials (bulletin
boards, games, etc.)

c. Correcting papers and tests

d. Housekeeping

e. Hearing a student read

6. Supervision Duties

a. Recess supervision

b. Noon duty

c. Halls supervision

d. Field trips

7. Working Alone

a. Planning

b. Research

B. List difficulties or problems encountered during the week. How were
they resolved?

C. List any tasks performed that do not fit the categories in section
A. How much time did the tasks take?




NAME SCHOOL

DATE

1) From whom do you receive most of your supervision?

2) With whom do you spend most of your time planning for what you do?

3) Discuss any general thoughts or feelings about the position of Teaching
Assistant (paraprofessional) that you might have at this time.

4) Are there any particular kinds of training programs that you think
would be beneficial at this time in assisting you in fulfllllng your

responsibilities better?

19



provide material for discussion. Similarly, existing instruments for
evaluation will also be collected and catalogued, although fresh
constructions for them will probably be necessary. Since these instru-
ments must refer not only to cognitive but also to non-cognitive aims,
work on the instruments for evaluation ought to help bring about a
change in the work of the school in favour of a more all-round surveyal
of its general objectives.

1.3 The need for a classification scheme 1isting educational cbjectives

As stated above, 1t was thought that the collection of the descriptions
of aims of instruction in literature should be catalogued according to
a classification scheme covering tne general objectives of the school.
The instruments for evaluation should also be arranged in accordance
with the same scheme as there is a close 1ink between objectives and
evaluation. Possibly such a scineme could also be of use for the collec-

tion of methods.

For the scheme of classification the intention was to use from the
outset, those general aims of the activity of the school listed by the
Swedish Education Committee of 1957, these are also found in the
Swedish Comprehensive School Curriculum of 1962, or the later revision
of them expected in the Curriculum of 1969. In the course of the work
it was found, however, that none of these lists was wholly suitable
for the purpose. Following a study of various taxonomic works already
in existence, LIGRU began the construction of its own scheme of
classification. A two-dimensional scheme has been devised which, it
is felt, serves the purpose intended. Several members of our department
took part in the discussions which led to the final shape of this -
scheme and there will sometimes be a reterence to these discussions
in the following pages. I would 1ike to express my gratitude for this help.

The classification scheme is an integral part of the work of LIGRU
but it was decided to publish 1t in a separate report as the scheme
and the discussion that led to it could also be of interest in other
contexts. There may be a need to analyse the aims of other “"subjects"
in a similar fashion. Comparisons may be made between aims as they
are understood in various social groups, at various times, and in diffe-
rent countries. Although the scheme is not intended to be normative,
it could be of some interest in practical work. It could, for example,

10



be of assistance to those responsible for planning syllabi by illustra-
ting what types of objectives can be laid down. Certain conceivable
objectives may be rejected, but it will be less easy to overlook them.

+

Various taxonomic works were studied as a basis for the work on the
classification scheme proposed here. A survey of earlier schemes will
be given in chapter 2. A discussion of the reported classification
schemes is then reproduced in chapter 3, leading to the final form of
the system: chapter 4. Lastly, in chapter 5, there is a treatment of
the possible applications of the scheme.

e



EARLIER CLASSIFICATION SCHEFES LISTING EDUCATIONAL OBJECTIVES

-~

As a basis for further discussion there follows a review of some
classification schemes. Several American examples ind one German will
be compared with the schemes produced in Swedish school reform work.

A division of these schemes into types is not easily made.
Taba (1962, 211) suggests that there are three different types:
1) description of behaviour, 2) description of content, and
3) "a two-dimensional model by a description of behavior and of the
content to which this behavior applies”. There are intermediary forms,

however.

Certain schemes (e.qg. Bobbit or The Swedish Education Committee
of 1946) 1ist a series of objectives that may be regarded as content-
oriented, even if they speak of behaviour (activities), e.q. Eobbit:
language activities, religious activities, unspecialized practical
activities, etc. But sometimes content-oriented and behaviocur-oriented
objectives are mixed. Thus the Swedish Comprehensive School Curricu-
lum of 1962 mentions content-oriented general objectives such as
aesthetic and social, and also cognitive and emotional "functions"
which are behaviour-oriented goals. In this latter case there is only
one list of objectives, however, so that one nevertheless could speak
of a series of goal areas. In the foilowing such lists are assembled
under the heading “Lists of goal areas"(Z.1).

Other lists of educational objectives are clearly given as behaviour-
oriented with no statement of cortent (e.g. Taba). Such categories
will here be called aspects. ithen the categories are arranged in
hierarchial order one may speak of levels. These systems are brought
under the heading "Lists of aspects or hierarchial levels" (2.2)

The two-dimensional type has two sub-types. Either different aspects
are used for the different goal areas or the same aspects are used for
all goal areas. In certain cases there is a difficulty, however .
that the goal areas are not content-oriented or not exclusivelv con-
tent-oriented. In the work of Bloom and associates there are three
"domains®, the cognitive, the affective, and the motor-skill, and for
each of these domains there is a series of hierarchial levels. So this
system may be seen as two-dimensional. In the German LOT-Project these
three domains are presented as "classes of behaviour", however, and
there is another 1list of "classes of content". In the following there

12




2.1

is only a formal division, so that two-dimensional systems are brought
together (2.3) and divided into systems that use different aspects
for the different goal areas (2.3.1) and systems that use the same

aspects for all goal areas (2.3.2). The problems that _arise through

this division will be dealt with later in the discussion in chapter 3.

Lists of goal areas

Bobbit (1924)

Lists of goal areas may be short or very extensive. Franklin Bobbit
(How to make a curriculum, 1924, quoted from Brubacher 1966, 284)

presented a short one:

language activities

health

citizenship

general social contacts

keeping mentally fit

leisure occupations

religious activities

parental responsibilities
unspecialized practical activities
vocational activities

Eight-Year Study of the Progressive Education /Association:

Smith and Tyler (1242)

The Eight-Year Study gave thz following list of 19 goal areas
(Smith and Tyler 1942, 18). It should be pointed out that Taba {1962, 209)
uses the list somewhat freely. '

the development of effective methods of thinking

the cultivation of useful work habits and study skills

the inculcation of social attitudes

the acquisition of a wide range of significant interests

the development of increased appreciation of music, art, literature,
and other esthetic experiences

the development of social sensitivity

the develonment of better personal-social adjustment

thg/atquisition of important information

the development of physical health

the development of a consistent philosophy of life
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Russell Sage Foundation, Goals in High School:
French (1957)

The Russell Sage Foundation, in co-operation with The Hational Associa-
tion of Secondary School Principals and The Educational Testing Service,
published 2 work on the goals in high school (French and Associates
1957). This 1s a very extensive 1listing. The headings are the following:

1. Growing toward self-realization
1.1  Developing behaviors indicative of intellectual self-realization

1.2 Developing behaviors indicative of growth toward cultural orien-

tation and integration
1.3 Developing behaviors indicative of growth toward personal mental

and physical health
1.4 Developing behaviors indicative of growth toward sconomic literacy

and independence
2. Growing in ability tc maintain desirable small (face-to-face)

group relationships
2.1 Developing behaviors indicative ¢f intellectual growth and

development

2.2 Develoning behaviors in smail group situations indicative of
cultural orientation and integration

2.3 Developing behaviors involved in maintaining physical and mental
health and sataty in small {face-to-face) group situations

2.4 Developing behaviors indicative of growth toward economic compe-
tence and independence in small group situations

3. Growing in ability to maintain the relationships imposed by
membership in large organizations

3.1 Developing behaviors indicative of intellectual growth and

development
3.2 Developing behaviors indicative of growth toward cultural orien-

tation and integration
3.3 Developing behaviors indicative of understanding problems of men-

tal and physical health
3.4 Deveioping behaviors indicative of growth toward economic compe-

tence and independence

Under these headings there are sub-headings. As an exanmple the para-
graph 1.2 may be repreccuced:

1. Growing toward self-realization
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1.2 Developing behaviors indi€@tive o growth toward cultural
orientation and integratio"

1.21 Revealing the personal und® Stapqinas and characteristics of
the good citizen

1.22 Attaining a perspective of Preggpt-day events, cultures, and
conditions

1.23 Attaining orientation to the Physical world and appreciation
of what scientific advanceé™®Nty ;oan to the world

1.24 Improving in ability to aPP¥ etnical values as gained from
religion, philosophy, and di”%ct experience to own decisions
and behavior

1.25 Developing aesthetic and artistic appreciations.

The goals are then broken down a92in,

The Swedish Education.Committee of 1946 (1948

The Swedish Tistings of goal are?S Naye peen of the shorter type.

The 1ist of the Education Commit®®® of 946 (Skolkommission, 1946 &rs,
1948, 23-38)(if we ignore the firSt pojnt - care of- pupils - which is
hardly a goal in our sense) is a5 TOlyge-

education in study skills

linguistic and mathematical ski1ls

‘all-round education

aesthetic education

practical education

vocational education

nealth ecucation

social education

personality Tormation (described 35 a gynthesis of the other aims)

The Swedish Education Committee of 1957 1661)

With the aid of print types used 2™ §pcorted italics it is possible
to produce a Tist of general educ?tiongy gpjectives described in 1561
by the Education Committee of 1057 (skolberedning, 1957 &rs, 1261, 150-
181):

individual education
developing the pupil™s persOMliy,
intellectual schooling

40
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emotional development
aesthetic education
development of the volitional 1life
ethical education
work education
education for leisure time
health education
education for family 1life
basic knowledge and skiils
lTinguistic skills
mathematical skill
information about surrounding reality and the past
social education

The Swedish Comprehensive School Curriculum (1962)

The Swedish “grundskola” curriculum of 1262 (in the reference list:
Skoloverstyrelsen 1962; in the following abbreviated as Lgr 62) is
based on the exposition of the Education Committee of 1957. Thus its
Tist of the general educational aims, although not so explicit (Lgr 62,
13-18) tallies with that of the Education Committee.

The Swedish Comprehensive School Curriculum (196¢)

In the new "grundskola" curriculum of 1969 (in the reference list:
Skoloverstyrelsen 1269, that is the general part I; in the following
abbreviated as Lgr &%) there are two separate lists of general aims.
One is a section {12-15) resembling and, to a great extent, taken ver-
batim from Lgr 62. The other is an entirely new 1ist presented in
connection with the treatment of evaluation (71-73).

The first of these sections is less explicit than the corresponding
part in Lgr 62. It is possible to discern the following objectives,
however (partiy with the help of italicized words):

schooling of the intellect (13)

enrichment and developing of the emotional 1life (13, on p. 42 the term
emotional‘deepening is used)

development of the volitional life (13)

creating pleasure in cne”s work (13, interest in studies, p. 14,
bresumab]y belongs to this category)

directing one”s attention towards active contributions to social life (14)

z ‘ | 16
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directing one”s attention towards giving a developing and valuable
content to the leisure time (14)

cultivation of the inclination towards aesthetic values (14)

awakening the interest in the conception of 1ife and the outlook on
society (14)

imparting knowledge and habits concerning mental and bodily health (14)

social development (14-15)

basic training in knowledge and skills (12, cf. 10)

There is also evidence here of the dichotomy between individual and
social education found in the Education Committee of 1957 and in Lgr 62,
as the expressicns "individual development" and “the social development
of the -pupils" are found in the margin.

The second section makes a division into six "goal functions”:

cognitive functions (acquisition and application of knowledge and
skilis in the school subjects)

manual functions (ability and skill in manuai work)

emotional functions (manifestations of emotional and volitional
maturity)

aesthetic functions (ability to experience and express aesthetic values)

physical functions (physical and piysiological adaptation to external
conditions of 1ife)

social functions (manifestations of participation ‘n a community and
ability to co-operate)

Biscussions of the coal areas in the Swedish Comprehensive School
curriculum of 1962 (1958-69)

Before the publication of the curriculum of 1959, two Swedish projects
of educational research have discussed the general educational objecti-
ves, e.g. the listing of goal areas given by the Education Committee of
1957. The project "SK" (which deals with civics in the higher stages
of the comprehensive school, the "grundskola") has published a report,
"Analysis and interpretation of the objectives of the'grundskola'”
(Dahlgren et alia 19G8). The project "Social development and training
in the 'grundskola'” has treated the concept social training and its
relation to other goals (Yebio 1269). (Dahlgren et alia treat the
listing of the Lducation Committee of 1657, Yebio, the objectives in
Lgr 62, which, in fact, is the same).
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Both reports point out that the boundaries between the different goals
in Lgr 62 are diffuse and that the objectives to some extent overlap.
In the report from the project SK Per SjGstrand thus emphasizes that
he found it difficult to separate the different objectives and main-
tains that it may be because some of them are to be seen as a means of
obtaining other cbjectives (65). He has designed a paradigm (66) illust-
rating the relations between different objectives. I.a. he indicates
the connection between ethical education and education for family life
and that between aesthetic education and education for leisure time.

Yebio has treated the concepis of personality education, individual
education, social education, and ethicai education and finds that
personality education is a superior goal that can be divided into the
lateral objectives, individual education, social education and ethical
education. These overlap to a certain degree, however (6-7). The
difficulties that arise are illustrated if one pictures the hierarchy
of the goals mentioned, as given in Yebio and in Lqgr 62 (Figure 1).

+

That no one i1s wholly satisfied with the Swedish 1istings of qgoal areas
is also evident from Lgr 6% {(General part, 72),where it is said that
the division inte the six "goal functions® previously mentioned makes
no claim to be compiete or definitive. Instead it is honed that it will
be "the starting-point for a purposeful work to precise anc systematize

evaluation.®

Lists of aspects or hierarchial levels

Taba (19562)

Hilda Taba {1962, 211) touches "the advantage" and “the difficulty” of

a two-dimensional model (of the type dealt with below under section 2.3).
It seems that she is of the opinion that one has either to classify
according to content or according to behaviour. "Recently”, it is said,
"classification by tvpes of behavior has been favored because it seems
more functional as a basis for curriculum daveloprment and for ovalua-
tion than classification by content." Her 1ist of "types of behavioral
objectives"is as follows (1962, 211-223):

18



Figure 1. The relations between some goal areas according to

Lgr 62 and Yebio (1969)

individual education
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ethical education

! social education
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knowledge: facts, ideas, concepts
reflective thinking
interpretation of data
application of facts and principles
logical reasoning
values and attitudes
sensitivities and feelinas
skills

Scriven (1967)

This 1list is to be found in ‘lichael Scriven (Scriven 1967, 74-76):

knowledge

cosiprehension or understanding
motivation (attitude/values/affect)
nonmental abilities

(noneducational variables)

The listing is dependent on the taxonomies of Dloom and associates
(see below under 2.3.1). '!ith "comprehension or understanding” are
assembled "appiication", "analyzina", "swvnthesizing" and "evaluation".
In "nonmental abilities” are included "perceptual ability", “psvcho-
motor ability", "motor ability" and "social skills®.

Two-dirensicnal models

Eight-Year Study of the Prograssive tducation Association:

Smith and Tyler (1942)

The tight-Year Studyv presented a 1list of 10 foal aresas reproduced above
under 2.1. There is a short passage, however, that qives an idea of a
two-dimensional model (Smith and Tyler 1242, 13):

"lle must not forget that the human beira reacts in a fairly unified
fashion; hence, in any given situation information 1s not usually sepa-
rated from skills, from ways of thinkina, or from attitudes, interests,
and appreciations. For example, a student who encounters an important
social-civic problem is expected to draw upon his information, to use
such skill as he has in locating additional facts, to think through

the problem critically, to make choices of courses of action in terms
of fundamental values and attitudes, and to be continually interested
in better solutions to such problems.”

<0
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No two-dimensional model is given, however. Had such a model been
proposed, it seems that it would have been of the type called here.a mo-
del with the same aspects for all coal areas (2.3.2).

Two-dimensional models with different aspects for different gqoal areas

Bloom and Associates (1956 and 12€4)

The hierarchial taxonomies of Eenjamin S. Bloom and his associates may
be regarded as representing a two-dimensional system as there are three
“domains”: the cognitive, the affective and "the manipulative or motor-
skill area” (Bloom et alia 1357, 7; in Krathwchl et alia 1264, §, men-
tion is made of "the psychomotor educational objectives”).

In the cognitive area the hierarchial levels can be said to be
either two or six as there is not only a distinction between "knowledge"
and "intellectual abilities and skills" but also a division of the latter
into five levels. The affective levels are five. For the understanding
of these "affective" levels it is of interest that the more common
terms “interest" and "appreciation” are said to concern the levels
“receiving”, "responding” and "valuing”, the terms "attitudes” and
"value" the levels "responding", "valuinag” an "organization”, and the
term "adjustment” the levels *respondinc”, "valuing”, “organization"
and "characterization by a value or value complex” (Krathwonl et alia
1564, 37, Figure 1). The taxcnomyv of the motor-skill area is not yet
finished.

The system is thus:

Cognitive domain iffective domain ilotor-skill
(Psychomotor )domain _
knowledge receiving (not finished)
intellectual abilites responding
and skills : valuing

comprehension organization

application characterization

analysis by a value or

synthesis value complex

evaluation
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Generally, the TAs indicated high job satisfaction but cxpressed
some personal concerns and recommendations for change. This infor-
mation was then relayed to the Curriculum Associates by the DS
Coordinators. Several changes are occuring and different results
appear to be emerging during the second year of the experimental
phase. A copy of the actual log sheets used is found in Appendix B.

Reactions from other staff members at Parker and Spring Creek
about the role and performance of the TA have been mixed. Staff
members feel most positive about the assistance that TAs provide
to individuals and small groups of students, the working relationship
between TAs and other staff members, and the willingness with which
the TAs have performed the tasks requested of them. On the other hand,
staff members have been concerned with the difficulty in trying to
develop a new role for the district,with identifying when a TA can
and cannot work with students on his own, and in overcoming the
feelings that the TA is another clerical aide.

Some district personnel (not directly teaching or working in
the DS schools) have expressed concern about the future impact of the
TA program as it relates to protecting éducators. The most usual
question from those connected to the professional teaching assoc-
iations is, '"If you can hire three Teaching Assistants for the same
amount as one teacher, what is to prevent boards and administrators
from replacing some teachers with Teaching Assistants?' The response
of the DS Coordinators has been that of recognizing that a potential
problem exists and that a solution will have to be found. We do not
have the answer ready this instant, but we do feel that the answer is

not to abolish the TA position. One of the recommendations in the

10




following section relates to this issue.

The other major issue, primarily among those invclved in
personnel practices in the district, is the question of how much
time should the TA work directly with students, and what kinds of
activities should the TA be allowed to conduct with them. The dev-
elopment of the TA position to défe indicates to the DS Coordinators
a strong need to produce a clear and concise description of the TA
role, with specific guidelines for time allotments for the TAs
activities with students. This is necessary to prevent the use of
TAs as substitutes for absent teachers, and insure that TAs will not
be expected to plan lessons, conduct the activities, and evaluate
students. Planning lessons, conducting activities, and evaluating .
students are aspects of the role of the certificated teacher. Only
the second of these, that of conducting activities, should properly
be included in the TA role; indeed, it is the basic function of the TA.
A second recommendation of the next section is offered as part of

the response for those concerns.

In summary, the data so far indicate that Teaching Assistants
are generally performing the tasks originally expected of them in
the position. Further, there has been no emerging effort on the part

of the Spring Creek and Parker staffs to seek more Teaching Assistants

by releasing some of their certified teachers. Finally, neither staff

has demonstrated a willfull intent to misuse the Teaching Assistants in
any way. In fact, there has been a concerted effort in both schools

to be extremely careful that the TAs are not misused and that they

are asked to perform only their expected role.

(I . | 11
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BRECOMMENDATIONS

The following recommendations are proposed by the DS Coordinators
after studying the data gathered to date and after much deliberation
and consultation with thé Personnel Director, Area Directors, principals
and teachers in the DS schools, and the Teaching Assistants themselves.
They are presented as ideas for the beginning of further discussion and
negotiation about the role of the TA and its potential for the Eugene
School District.

The first recommendation addresses itself to the issue raised
by many professional educators, namely, that tne Teaching Assistant
program is a major potential threat to teachers because approximately
three Teaching Assistants can be employed for one average teaching
salary. The recommendation has the following four components:

1) We propose that the district board and administration

consider a major change in the budget allotments for

the staffing of schools. It is suggested that an allot-
ment be established, as is presently the case, for the
provision of a necessary number of professional and
clerical staff.

2) A basic change we propose is that the district in
addition establish a flexible allotment for staffing
each school. There would be no restrictions on the use
of this allotment for either professional or non-
certified staff. However, each school staff would be
required to show evidence to the administration of having
evaluated its needs for staff, to indicate to the admin-.
istration the intended utilization of personnel acquired

ERiC‘ from the flexible allotment, and to provide a plan of

-
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action for evaluating the results of that staff performance.
The flexible allotment would allow each staff to deccide
whether the needs of the program would best be mct by the
use of TAs or of other specialists.

3) It is proposed that a school with a well-designed plan for
staffing and evaluation of its program at a designated time
could request the addition of Teaching Assistants from the
monies allotted for certificated or non-certificated staff.
It is suggested at this time, however, that a limit be set

~upon the amount of money that could be used from either allot-
ment.

4) Finally, it is suggested that the EEA TEPS committee, the
District Personnel Director, and the area directors work
jointly with the DS Coordinators and the TAs to develop
final guidelines for the previous three sections of this
recommendation. These guidelines would be completed by
June, 1972.

The second recommendation relates directly to the role of the
Teaching Assistant, and proposes the acceptance of the position in
the district's staffing pattern as an alternative way of providing
education for students. The recommendation is as follows:

We propose that the Teaching Assistant position be

accepted as a regular position in theAstaffing pattern

of the Eugene School District. Acceptance of this proposal
would not necessarily provide each school in the district
to have an equal number of TAs. It would mean that the
position is available for schools that determine that

Teaching Assistants could help them to improve the program

i3
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in that school. We mean that the district will have a
set of guidelines for selecting Teaching Assistants, a
description of the actual roles that the TA can perform,
and a policy stating who 1s responsible for supervision
and evaluation of the TA. It is suggested that these
guidelines be developed by the same group formed in
recommendation number 1.

A final recommendation is that the five elementary schools
presently participating in the DS Project be provided monies to
continue the Teaching Assistant Program. This provision would
cover the transitional period until the studies are compieted
regarding the methods of budgeting in schools, the final rate of
pay, and the TA role description. It is proposed that an increase
in salary be granted to those TAs who have worked for one or two
years in the project's experimental phase. It is further recom-
mended that the monies needed for this recommendation be drawn

from the present budget allotment for the experimental phase of

the DS Project.

A FINAL REMARK

In summary, we strongly recommend that the Teaching Assistant
position be established in the district as another alternative way
to organize staffs for instruction. The data indicate very positive
ourcomes from the program to date. Recognizing the various concerns
and problems also indicated by the data, the DS Coordinators will
continue through the rest of this year to make the adjustments nec-

essary to overcome the concerns.

14
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We are convinced that the recommendations proposed in this
report are realistic for the district in terms of how the district
can finance such a program, how guidelines should be established
for further development of the Teaching Assistant role, and what

requirements must be placed upon school staffs that decide to utilize

the services of the TA.
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AEEendix A
EUGENE PUBLIC SCHOOLS

Differentiated Staffing Project
May, 1970

PARAPROFESSIONAL
ROLE ANALYSIS

Description

The paraprofessional shall provide instructional assistance to
the certified staff. The main responsibility will be to serve as

teaching technician, performing a number of teaching tasks with

students.

Specific Functions

1) Provide individual research help for students seeking assistance.
2) Serve as listener and helper to small reading groups.
3) Serve as a discussion leader for large or small groups.

4) Seek out information and materials for instruction by
self or other unit staff members.

5) Provide assistance to teachers in analyzing individual
student progress.

6) Assist teachers in the creation of learning packages or
programs.

7) Operate audio-visual aids for groups of students.

8) Salary and contract hours are presently being considered.

Personal Qualities Desired

1) Demonstrates positive attitude toward children.
2) Demonstrates awareness of educational goals and objectives.
3) Possesses ability to relate positively with other adults.

4) Demonstrates ability to follow instructions and carry out
necessary tasks.

5) Demonstrates desire to improve self skills and instructional
skills necessary to the position.
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Appendix B

EUGENE PUBLTC SCHOOLS
Differentiated Staffing Project
Instructional Assistants Log - 1970-71

NAME DATE
DAY
SCHOOL LOGGED

A. Estimate the time in minutes spent on each task.
TASK NO. OF MINUTES

Mon | Tues | Wed | Thurs| Fri

1. Working with Total Class of Students

a. Discussion

b. Reading to class

c. Hearing pupils read

d. Operating audio-visual aids

e. Administrating assignments &
monitoring tests

2. Working with Small Student .Groups
a. Discussion

b. Skill reinforcement - Conducting
drill exercises

c. Hearing pupils read

d. Assisting with student research

3. Working with Individual Students
a. Reinforcement of skills

b. Assisting with student research

c. Desk to desk individual help

d. Reading to a student

e. Hearing a student read

4. Working with Staff
a. Seeking out materials

b. Attending meetings

c. Assisting with Evaluation of
Students

17




Mon Tues Wed Thurg Fri

Clerical Duties

a. Reproducing test, worksheets,
transparencies

b. Constructing materials (bulletin
boards, games, etc.)

c. Correcting papers and tests

d. Housekeeping

e. Hearing a student read

Supervision Duties

a. Recess supervision

b. Noon duty

c. Halls supervision

d. Field trips

Working Alone

a. Planning

b. Research

List difficulties or problems encountered during the week. How were
they resolved?

List any tasks performed that do not fit the categories in section
A. How much time did the tasks take?

18



NAME SCHOOL

DATE

1) From whom do you receive most of your supervision?
2) With whom do you spend most of your time planning for what you do?

3) Discuss any general thoughts or feelings about the position of Teaching
Assistant (paraprofessional) that you might have at this time.

4) Are there any particular kinds of training programs that you think
would be beneficial at this time in assisting you in fulfilling your

responsibilities better?
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Generally, the TAs indicated high job satisfaction but cxpressed
some personal concerns and recommendations for change. This infor-
mation was then relayed to the Curriculum Associates by the DS
Coordinators. Several changes are occuring and different results
appear to be emerging during the second year of the experimental
phase. A copy of the actual log sheets used is found in Appendix B.

Reactions from other staff members at Parker and Spring Creek
about the role and performance of the TA have been mixed. Staff
members feel most positive about the assistance that TAs provide
to individuals and small groups of students, the working relationship
between TAs and other staff members, and the willingness with which
the TAs have performed the tasks requested of them. On the other hand,
staff members have been concerned with the difficulty in trying to
develop a new role for the district,with identifying when a TA can
and cannot work with students on his own, and in overcoming the
feelings that the TA is another clerical aide.

Some district personnel (not directly teaching or working in
the DS schools) have expressed concern about the future impact of the
TA program as it relates to protecting éducators. The most usual
question from those connected to the professional teaching assoc-
iations is, "If you can hire three Teaching Assistants for the same
amount as one teacher, what is to prevent boards and administrators
from replacing some teachers with Teaching Assistants?' The response
of the DS Coordinators has been that of recognizing that a potential
problem exists and that a solution will have to be found. We do not
have the answer ready this instant, but we do feel that the answer is

not to abolish the TA position. One of the recommendations in the
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following section relates to this issue.

The other major issue, primarily among those invclved in
personnel practices in the district, is the question of how much
time should the TA work directly with students, and what kinds of
activities should the TA be allowed to conduct with them. The dev-
elopment of the TA position to défe indicates to the DS Coordinators
a strong need to produce a clear and concise description of the TA
role, with specific guidelines for time allotments for the TAs
activities with students. This is necessary to prevent the use of
TAs as substitutes for absent teachers, and insure that TAs will not
be expected to plan lessons, conduct the activities, and evaluate
students. Planning lessons, conducting activities, and evaluating .
students are aspects of the role of the certificated teacher. Omnly
the second of these, that of conducting activities, should properly
be included in the TA role; indeed, it is the basic function of the TA.
A second recommendation of the next section is offered as part of

the response for those concerns.

In summary, the data so far indicate that Teaching Assistants
are generally performing the tasks originally expected of them in
the position. Further, there has been no emerging effort on the part

of the Spring Creek and Parker staffs to seek more Teaching Assistants

by releasing some of their certified teachers. Finally, neither staff

has demonstrated a willfull intent to misuse the Teaching Assistants in
any way. In fact, there has been a concerted effort in both schools
to be extremely careful that the TAs are not misused and that they

are asked to perform only their expected role.
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BRECOMMENDATIONS

The following recommendations are proposed by the DS Coordinators
after studying the data gathered to date and after much deliberation
and consultation with thé Personnel Director, Area Directors, principals
and teachers in the DS schools, and the Teaching Assistants themselves.
They are presented as ideas for the beginning of further discussion and
negotiation about the role of the TA and its potential for the Eugene
School District.

The first recommendation addresses itself to the issue raised
by many professional educators, namely, that tne Teaching Assistant
program is a major potential threat to teachers because approximately
three Teaching Assistants can be employed for one average teaching
salary. The recommendation has the following four components:

1) We propose that the district board and administration

consider a major change in the budget allotments for

the staffing of schools. It is suggested that an allot-
ment be established, as is presently the case, for the
provision of a necessary number of professional and
clerical staff.

2) A basic change we propose is that the district in
addition establish a flexible allotment for staffing
each school. There would be no restrictions on the use
of this allotment for either professional or non-
certified staff. However, each school staff would be
required to show evidence to the administration of having
evaluated its needs for staff, to indicate to the admin-.
istration the intended utilization of personnel acquired

- from the flexible allotment, and to provide a plan of
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action for evaluating the results of that staff performance.
The flexible allotment would allow each staff to decide
whether the needs of the program would best be met by the
use of TAs or of other specialists.

3) It is proposed that a school with a well-designed plan for
staffing and evaluation of its program at a designated time
could request the addition of Teaching Assistants from the
monies allotted for certificated or non-certificated staff.
It is suggested at this time, however, that a limit be set

“upon the amount of money that could be used from either allot-
ment.

4) Finally, it is suggested that the EEA TEPS committee, the
District Personnel Director, and the area directors work
jointly with the DS Coordinators and the TAs to develop
final guidelines for the previous three sections of this
recommendation. These guidelines would be completed by
June, 1972.

The second recommendation relates directly to the role of the
Teaching Assistant, and proposes the acceptance of the position in
the district's staffing pattern as an alternative way of providing
education for students. The recommendation is as follows:

We propose that the Teaching Assistant position be

accepted as a regular position in theAstaffing pattern

of the Eugene School District. Acceptance of this proposal
would not necessarily provide each school in the district
to have an equal number of TAs. It would mean that the
position is available for schools that determine that

Teaching Assistants could help them to improve the program

13
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in that school. We mean that the district will have a
set of guidelines for selecting Teaching Assistants, a
description of the actual roles that the TA can perform,
and a policy stating who is responsible for supervision
and evaluation of the TA. It is suggested that these
guidelines be developed by the same group formed in
recommendation number 1.

A final recommendation is that the five elementary schools
presently participating in the DS Project be provided monies to
continue the Teaching Assistant Program. This provision would
cover the transitional period until the studies are compieted
regarding the methods of budgeting in schools, the final rate of
pay, and the TA role description. It is proposed that an increase
in salary be granted to those TAs who have worked for one or two
years in the project's experimental phase. It is further recom-
mended that the monies needed for this recommendation be drawn

from the present budget allotment for the experimental phase of

the DS Project.

A FINAL REMARK

In summary, we strongly recommend that the Teaching Assistant
position be established in the district as another alternative way
to organize staffs for instruction. The data indicate very positive
ourcomes from the program to date. Recognizing the various concerns
and problems also indicated by the data, the DS Coordinators will
continue through the rest of this year to make the adjustments nec-

essary to overcome the concerns.
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We are convinced that the recommendations proposed in this
report are realistic for the district in terms of how the district
can finance such a program, how guidelines should be established
for further development of the Teaching Assistant role, and what

requirements must be placed upon school staffs that decide to utilize

the services of the TA.
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ABEendix é
EUGENE PUBLIC SCHOOLS

Differentiated Staffing Project
May, 1970

PARAPROFESSTONAL
ROLE ANALYSIS

Description

The paraprofessional shall provide instructional assistance to
the certified staff. The main responsibility will be to serve as

teaching technician, performing a number of teaching tasks with

students.

Specific Functions

1) Provide individual research help for students seeking assistance.
2) Serve as listener and helper to small reading groups.
3) Serve as a discussion leader for large or small groups.

4) Seek out information and materials for instruction by
self or other unit staff members.

5) Provide assistance to teachers in analyzing individual
student progress.

6) Assist teachers in the creation of learning packages or
programs.

7) Operate audio-visual aids for groups of students.

8) Salary and contract hours are presently being considered.

Personal Qualities Desired

1) Demonstrates positive attitude toward children.
2) Demonstrates awareness of educational goals and objectives.
3) Possesses ability to relate positively with other adults.

4) Demonstrates ability to follow instructions and carry out
necessary tasks.

5) Demonstrates desire to improve self skills and instructional
skills necessary to the position.
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Appendix B

EUGENE PUBLTC SCHOOLS
Differentiated Staffing Project
Instructional Assistants Log - 1970-71

NAME DATE
DAY
SCHOOL LOGGED

A. Estimate the time in minutes spent on each task.
TASK NO. OF MINUTES

Mon | Tues | Wed | Thurs| Fri

1. Working with Total Class of Students

a. Discussion

b. Reading to class

c. Hearing pupils read

d. Operating audio-visual aids

e. Administrating assignments &
monitoring tests

2. Working with Small Student .Groups
a. Discussion

b. Skill reinforcement - Conducting
drill exercises

c. Hearing pupils read

d. Assisting with student research

3. Working with Individual Students
a. Reinforcement of skills

b. Assisting with student research

c. Desk to desk individual help

d. Reading to a student

e. Hearing a student read

4. Working with Staff
a. Seeking out materials

b. Attending meetings

c. Assisting with Evaluation of
Students
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Mon Tues Wed Thursg Fri

Clerical Duties

a. Reproducing test, worksheets,
transparencies

b. Constructing materials (bulletin
boards, games, etc.)

c. Correcting papers and tests

d. Housekeeping

e. Hearing a student read

Supervision Duties

a. Recess supervision

b. ©Noon duty

c. Halls supervision

d. Field trips

Working Alone

a. Planning

b. Research

List difficulties or problems encountered during the week. How were
they resolved?

List any tasks performed that do not fit the categories in section
A. How much time did the tasks take?

18



NAME SCHOOL

DATE

1) From whom do you receive most of your supervision?
2) With whom do you spend most of your time planning for what you do?

3) Discuss any general thoughts or feelings about the position of Teaching
Assistant (paraprofessional) that you might have at this time.

4) Are there any particular kinds of training programs that you think
would be beneficial at this time in assisting you in fulfilling your

responsibilities better?
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Generally, the TAs indicated high job satisfaction but cxpressed
some personal concerns and recommendations for change. This infor-
mation was then relayed to the Curriculum Associates by the DS
Coordinators. Several changes are occuring and different results
appear to be emerging during the second year of the experimental
phase. A copy of the actual log sheets used is found in Appendix B.

Reactions from other staff members at Parker and Spring Creek
about the role and performance of the TA have been mixed. Staff
members feel most positive about the assistance that TAs provide
to individuals and small groups of students, the working relationship
between TAs and other staff members, and the willingness with which
the TAs have performed the tasks requested of them. On the other hand,
staff members have been concerned with the difficulty in trying to
develop a new role for the district,with identifying when a TA can
and cannot work with students on his own, and in overcoming the
feelings that the TA is another clerical aide.

Some district personnel (not directly teaching or working in
the DS schools) have expressed concern about the future impact of the
TA program as it relates to protecting éducators. The most usual
question from those connected to the professional teaching assoc-
iations is, '"If you can hire three Teaching Assistants for the same
amount as one teacher, what is to prevent boards and administrators
from replacing some teachers with Teaching Assistants?' The response
of the DS Coordinators has been that of recognizing that a potential
problem exists and that a solution will have to be found. We do not
have the answer ready this instant, but we do feel that the answer is

not to abolish the TA position. One of the recommendations in the

10




following section relates to this issue.

The other major issue, primarily among those invclved in
personnel practices in the district, is the question of how much
time should the TA work directly with students, and what kinds of
activities should the TA be allowed to conduct with them. The dev-
elopment of the TA position to défe indicates to the DS Coordinators
a strong need to produce a clear and concise description of the TA
role, with specific guidelines for time allotments for the TAs
activities with students. This is necessary to prevent the use of
TAs as substitutes for absent teachers, and insure that TAs will not
be expected to plan lessons, conduct the activities, and evaluate
students. Planning lessons, conducting activities, and evaluating .
students are aspects of the role of the certificated teacher. Only
the second of these, that of conducting activities, should properly
be included in the TA role; indeed, it is the basic function of the TA.
A second recommendation of the next section is offered as part of

the response for those concerns.
In summary, the data so far indicate that Teaching Assistants
are generally performing the tasks originally expected of them in
the position. Further, there has been no emerging effort on the part
of the Spring Creek and Parker staffs to seek more Teaching Assistants

by releasing some of their certified teachers. Finally, neither staff

has demonstrated a willfull intent to misuse the Teaching Assistants in
any way. In fact, there has been a concerted effort in both schools

to be extremely careful that the TAs are not misused and that they

are asked to perform only their expected role.
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RECOMMENDATIONS

The following recommendations are proposed by the DS Coordinators
after studying the data gathered to date and after much deliberation
and consultation with thé Personnel Director, Area Directors, principals
and teachers in the DS schools, and the Teaching Assistants themselves.
They are presented as ideas for the beginning of further discussion and
negotiation about the role of the TA and its potential for the Eugene
School District.

The first recommendation addresses itself to the issue raised
by many professional educators, namely, that tne Teaching Assistant
program is a major potential threat to teachers because approximately
three Teaching Assistants can be employed for one average teaching
salary. The recommendation has the following four components:

1) We propose that the district board and administration

consider a major change in the budget allotments for

the staffing of schools. It is suggested that an allot-
ment be established, as is presently the case, for the
provision of a necessary number of professional and
clerical staff.

2) A basic change we propose is that the district in
addition establish a flexible allotment for staffing
each school. There would be no restrictions on the use
of this allotment for either professional or non-
certified staff. However, each school staff would be
required to show evidence to the administration of having
evaluated its needs for staff, to indicate to the admin-.
istration the intended utilization of personnel acquired

from the flexible allotment, and to provide a plan of
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action for evaluating the results of that staff performance.
The flexible allotment would allow each staff to decide
whether the needs of the program would best be mct by the
use of TAs or of other specialists.

3) 1It is proposed that a school with a well-designed plan for
staffing and evaluation of its program at a designated time
could request the addition of Teaching Assistants from the
monies allotted for certificated or non-certificated staff.
It is suggested at this time, however, that a limit be set

~upon the amount of money that could be used from either allot-
ment.

4) Finally, it is suggested that the EEA TEPS committee, the
District Personnel Director, and the area directors work
jointly with the DS Coordinators and the TAs to develop
final guidelines for the previous three sections of this
recommendation. These guidelines would be completed by
June, 1972.

The second recommendation relates directly to the role of the
Teaching Assistant, and proposes the acceptance of the position in
the district's staffing pattern as an alternative way of providing
education for students. The recommendation is as follows:

We propose that the Teaching Assistant position be

accepted as a regular position in the'staffing pattern

of the Eugene School District. Acceptance of this proposal
would not necessarily provide each school in the district
to have an equal number of TAs. It would mean that the
position is available for schools that determine that

Teaching Assistants could help them to improve the program

13
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in that school. We mean that the district will have a
set of guidelines for selecting Teaching Assistants, a
description of the actual roles that the TA can perform,
and a policy stating who 1s responsible for supervision
and evaluation of the TA. It is suggested that these
guidelines be developed by the same group formed in
recommendation number 1.

A final recommendation is that the five elementary schools
presently participating in the DS Project be provided monies to
continue the Teaching Assistant Program. This provision would
cover the transitional period until the studies are compieted
regarding the methods of budgeting in schools, the final rate of
pay, and the TA role description. It is proposed that an increase
in salary be granted to those TAs who have worked for one or two
years in the project's experimental phase. It is further recom-
mended that the monies needed for this recommendation be drawn

from the present budget allotment for the experimental phase of

the DS Project.

A FINAL REMARK

In summary, we strongly recommend that the Teaching Assistant
position be established in the district as another alternative way
to organize staffs for instruction. The data indicate very positive
ourcomes from the program to date. Recognizing the various concerns
and problems also indicated by the data, the DS Coordinators will
continue through the rest of this year to make the adjustments nec-

essary to overcome the concerns.

14




13

We are convinced that the recommendations proposed in this
report are realistic for the district in terms of how the district
can finance such a program, how guidelines should be established
for further development of the Teaching Assistant role, and what

requirements must be placed upon school staffs that decide to utilize

the services of the TA.
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Appendix A
EUGENE PUBLIC SCHOOLS

Differentiated Staffing Project
May, 1970

PARAPROFESSIONAL
ROLE ANALYSIS

Description

The paraprofessional shall provide instructional assistance to
the certified staff. The main responsibility will be to serve as

teaching technician, performing a number of teaching tasks with

students.

Specific Functions

1) Provide individual research help for students seeking assistance.
2) Serve as listener and helper to small reading groups.
3) Serve as a discussion leader for large or small groups.

4) Seek out information and materials for instruction by
self or other unit staff members.

5) Provide assistance to teachers in analyzing individual
student progress.

6) Assist teachers in the creation of learning packages or
programs.

7) Operate audio-visual aids for groups of students.

8) Salary and contract hours are presently being considered.

Personal Qualities Desired

1) Demonstrates positive attitude toward children.
2) Demonstrates awareness of educational goals and objectives.
3) Possesses ability to relate positively with other adults.

4) Demonstrates ability to follow instructions and carry out
necessary tasks.

5) Demonstrates desire to improve self skills and instructional
skills necessary to the position.
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Appendix B

EUGENE PUBLTC SCHOOLS
Differentiated Staffing Project
Instructional Assistants Log - 1970-71

NAME DATE
DAY
SCHOOL LOGGED

A. Estimate the time in minutes spent on each task.
TASK NO. OF MINUTES

Mon | Tues | Wed | Thurs] Fri

1. Working with Total Class of Students

a. Discussion

b. Reading to class

c. Hearing pupils read

d. Operating audio-visual aids

e. Administrating assignments &
monitoring tests

2. Working with Small Student .Groups
a. Discussion

b. Skill reinforcement - Conducting
drill exercises

c. Hearing pupils read

d. Assisting with student research

3. Working with Individual Students
a. Reinforcement of skills

b. Assisting with student research

c. Desk to desk individual help

d. Reading to a student

e. Hearing a student read

4. Working with Staff
a. Seeking out materials

b. Attending meetings

c. Assisting with Evaluation of
Students
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Mon Tues Wed Thurg Fri

5. Clerical Duties

a. Reproducing test, worksheets,
transparencies

b. Constructing materials (bulletin
boards, games, etc.)

c. Correcting papers and tests

d. Housekeeping

e. Hearing a student read

6. Supervision Duties

a. Recess supervision

b. ©Noon duty

c. Halls supervision

d. Field trips

7. Working Alone

a. Planning

b. Research

B. List difficulties or problems encountered during the week. How were
they resolved?

C. List any tasks performed that do not fit the categories in section
A. How much time did the tasks take?

\ 18




NAME SCHOOL

DATE

1) From whom do you receive most of your supervision?

2) With whom do you spend most of your time planning for what you do?

3) Discuss any general thoughts or feelings about the position of Teaching
Assistant (paraprofessional) that you might have at this time.

4) Are there any particular kinds of training programs that you think
would be beneficial at this time in assisting you in fulfllllng your

responsibilities better?
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Research for Better Scheools (1969)

Anotner American two-dimensional system has been published in "Basic
Program Plan. Humanizing Learning Program" (Research for Better Schools
1969, H 22 - H 39). Here, the "cognitive" and "affective" domains of

the Bloom group are put together with a third area, “interpersonal domain"
(that is social education). It is said that the “psychomotor domain® is
not unimportant although it is excluded.

In the question of "the cognitive {intellectual) domain" there is
reference to Bloom (1956). His six levels are simplified to three, how-
ever: 1) "data recall”, corresponding to "knowledge", 2) "data proces-
sing", corresponding to "comprehension", “application”, “analysis" and
“synthesis", 3) "evaluation", corresponding to “evaluation". (This sim-

plification is in agreement with Simon and Boyer 1967, 8-10.) "Data
processing” and “evaluation" are put under one heading, however -
"higher order cognitive", while "data recall” is under the heading
“Jow order cognitive”. Thus the category system for the cognitive area
proposed by Research for Better Schools may also be said to have two
levels only: "low order cognitive" and "higher order cognitive".

"The affective domain" is called "self actualization”. Krathwohl et
alia (1964) and their five levels are quoted but the affective system
of Research for Better Schools has only three levels. The "interpersonal

domain” has six levels.

The system is thus:

Cognitive domain Interperscnal domain Self actualization Psychomotor
(Affective domain) domain

low order cogni- role recognition the enhan§ement of (zot ted)
tive el the ability to reate
dat " rcle flexibility be aware of cul-
ata reca developing awareness tural variations
higher order cog- of, and being able anc their impact
nitive to constructively on personal res-
data processing utilize individual ponse patterns
luati differences awareness of seif
evaluation recognition of, and and others

skills in creating g y¢ sssurance and
wmany group climates responsibility

developing skills in in approachqu
influence strategies and controliing

. the environment
development of communi-

cation skills through
the use of technical
languages for descri-
bing human interaction

ERIC R
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The Swedish Comprehensive School Curriculum (1969) and the preparatory

work in the National Board of Education (Marklund 1969) -

The Swedish Comprehensive School Curriculum of 1969 was treated above

as there are two lists of goal areas in this curriculum. In the comment
to the latter of theése 1ists (the division into six "goal functions")
there is a hint of a two-dimensional system, however, since "simple
cognitive memory functions" are mentioned (General part, 73), as are
"higher levels of cognitive goal functions" (72) and "the result develop-
ment from simple and more independence-lacking results to more advanced
manifestations of application and creative ability" (72).

What is no more than an idea of a two-dimensional model in the
Curriculum may be seen in more detail in the preparatory draft drawn
up by Sixten {arklund, a member of the National Board of Education.
It is of interest in this connection, as it is, so far, the bn]y two-
dimensional model drawn up in Sweden. As it was working-material for
internal use the draft has not been printed. I have permission to quote
it here, however. The six "goal functions” appear as goal areas and
each of these has three to six hierarchial levels. The nierarchies of
the cognitive and emotional “functions" are dependent on the hierarchies
of *he cognitive and affective domains of the Bloom group. The system
is the following (according to the summary in Harklund 1269):

Cognitive functions

Knowledge acauired
by memorizing

Understanding and
interpretation

Application
Analysis
Synthesis
Evaluation

Physical functicns

Physical health

Physical achievement
ability

Physical adaptation

Manual functions

Explorations
#Manipulations
Horking processes
Constructions

Emotional functions

Aesthetic functions

Structurizing
Production
Function

Social functions

Attention
response
Taking a positicn

Organizing of valua-
ticns

<3

Social observation
Tolerance and gratitude
Active co-cperation
Social creativity
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2.3.2 Two-dimensional models with the same aspects for all goal areas

H1id-Century Committee on Outcomes in Elementary Education:
Russell Sage Foundation: Kearney (1953)

A two-dimensional model with the same aspects for all goal areas is

found in the work dealing with the goals of the elementary school published
by the Russell Sage Foundation (Kearney 1953). The goal areas are called
“curriculum areas" and the aspects "types of behavioral change".

The "curriculum areas" are:

physical development, health, body care

individual social and emotional. development

ethical behavior, standards, values _
social relations

the social world

the physical world

esthetic development

communication

quantitative relatfonships.

As "types of behavioral change” are listed

knowledge and understanding
skill and competence
attitude and interest
action pattern.

The following definitions of "the types of behavioral change" are

given (Kearney 1953, 36):

"Xnow and understand... refer to things that are memorized, or that
are understood sowell that they can be easily recalled.

The skills that average children should be able to use without care-
ful thought and planning, and the intellectual competences that child-
ren should be able to exercise in making decisions and judgments, in
being resourceful, in meetina difficult probiems, in examining new and
difficult data, and so on.

The third column provides for items concerned with the basic needs
and drives of human beings - the exercise of will, the play of emotion
- as these are shown in interests and attitudes.

24
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Action patterns refer to broad generalized ways of behaving, such
as ways of responding to problem situations through the union of intel-
1igence with good working nabits and scientific methods of thinking."

The two-dimensionality of his model is illustrated by Kearney (1953,
38) through a grid. That the objectives may be different in different
age levels is visualized, too, so that the model really is a three-
dimensional one.

Arbeitsgruppe fiir Unterrichtsforschung der Universitat Konstanz:
LOT-Project: Flechsig et alia (1970)

A two-dimensional model with the same aspects for all goal areas is also
used by the "LOT-Projekt" in Konstanz, Germany. For "elementary education
there is a matrix with “classes of content” on the cone axis and "clas-
ses of behaviour" on the other (Flechsig et alia 1970, 24). The "clas-
ses of content” are:

symbolic systems
pre-logical systems
linguistic systems
logical systems
other symbol systerns
understanding of the world around
natural-science facts
anthropoiogical and social-science facts
art
changes in the world around
technology
politics
education/behaviour controlling
guarantee of existence
bodily training
health/hygiene
transport sources (traffic, electricity etc.).

The "classes of behaviour® are influenced by the work of the Bloom
aroup. The following classes are enumerated:

cognitive domain
verbal associations
multiple discrimination

<O



concept learning
principle learning
problem solution
affective domain
receiving
. responding
valuing
organization of a value system
characterization by a value complex
psychomotor domain
visual, auditory, tactile discrimination
gross motor behaviour
space-position-discrimination
fine motor behaviour.

<o
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3.1

A DISCUSSIOil OF THE REPORTED CLASSIFICATION SCHEMES

The choice between the different types of classification schemes

As mentioned above, Taba (1962, 211) discusses which model for classi-
fying educational objectives would be the best. She rejects the two-
dimensional model and says that either a descripiion of the content or
a description of behaviour could be used. Her choice is the classifica-

tion by types of behaviour.

It goes without saying that the more modern classification systems
(taxonomies) according to type of behaviour (e.q. the work of the
Bloom group) have been of the utmost importance for curriculum develop-
ment and for evaluation. However, no one system of classification will
cover every angle. There are different situations where taxonomies
could be used. (There are, of course, rmore and less appropriate taxo-

nomies for a special use.)

The universally known and used taxcnomies of the Bloom group are
meant to improve examination test construction. In this connection the
content may be of lesser importance. For the purposes of the LIGRU Pro-
ject and for other similar work, content is equally important as type
of behaviour, however. So, it is a material gquestion if one wishes to
improve vocabulary, to give moral instruction, or to teach aesthetics
through 1iterature. For this reason, a two-dimensional mmodel has been

chosen here.

In the choice between a mode® with different aspects for different
goal areas and a :nocdel with the same aspects for all goal areas, the
latter is to be recommended:

1) This system is the simpler and can be nmore easily learned.

2) As will be shown later it is suited for quantitative comparisons, and
when the marks are added up it is possible to sum up in both dimensions.
3) It may be practical, in different analyses to change the number of
goal areas. Thus, in one analysis one may regard society-oriented goals
as one area, in another there i1s perhaps reason for dividing this area
into several others, e.g. history-oriented, economy-oriented, concep-
tion of life-oriented goals. Hith the same aspects for all goal areas
there is then no need to construct new aspects for every new area.

The skeleton of the classification scheme presented here will thus
have the following appearance:

<7
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3.2 lkhat is a goal area and what is an aspect?

E survey of the different systems referred to above shows that the
distinction between goal areas and aspects (levels) are somewhat con-
fused. Thus, emotional development is seen as a goal area by the Swedish
Education Committee of 1957 (1961). the Swedish Comprehensive School
Curricula of 1262 and 1962, Bloom and Associates (1956 and 1964) and by
Research for Better Schools (1963), but as an aspect (level) by Kearney
(1953), Taba (1962), Scriven (1567) and by Flechsig et alia (1970). The
three "domains" of the Bloom group, the cognitive, the affective and

the psychomotor, seem to be presented as goal areas, but in Flechsig

et alia they appear as "classes of behaviour”.

In the classification scheme presented here the question what a goal
area is and what an aspect (level) is, is solved by.these definitions:
A goal area is defined by its content and thus has a limited range.
An aspect is defined by a type of behaviour and belongs to all goal areas.

If one examines the six goal "functions” given by the Swedish Com-
prehensive School Curriculum of 1559 and arranged as six goal areas, it
seems obvious that four of these are goal areas in our sense (manual,
functions, aesthetic functions, physical functions, and social func-
tions), but that two are aspects (cognitive functions and emotional
functions). The latter are defined as “"manifestations of emotional and

Full Tt Provided by ERIC.
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volitional maturity”. Thus, conation is here included in the emotional

category. We find here the division of classical psychology into cogni-
tive, emoticnal, and volitional "1ife". It could be said to be a “com-

plete” 1ist of the acts of the mind, and these acts must, therefore, be
important for all fields in school.

The problems that arise from a non-observance of the distinction
between goal areas and aspects, will be exemplified here through the
relationships between emotional and aesthetic goals, between emotional
and work education goals, and between emotional and ethical education
goals in the Swedish Comprehensive School Curricula of 1962 and 1969.

1) In the first goal analytical passage in the Swedish Comprehensive
School Curriculum of 1969 "enrichment and developing of the emotional
1ife" is given as a goal area, and is exemplified by the terminal be-
haviour "apprehends art, literature, music, and nature” (Lgr 69,
General part,13).As mentioned above, emotional as well as aesthetic
“functions" are listed as goal areas in the second goal analytical pas-
sage in this curriculum (Lgr 69, General part,72). Here, the aesthetic
"functions” are defined as "the ability to experience and express
aesthetic values”. Thus, "apprehending art, literature, music, and na-
ture” must be one thing (an emotional category) and "“experiencing
aesthetic values” another (an aesthetic category). This is impossible,
however. Emotional and aesthetic "functions® are not both goal areas in
our sense, tmotional experiences belong to the aesthetic province, but
to other provinces, toc. The emotional category is an 8spect, not a
goal area, the aesthetic category a goal area, not an aspect.

2) In the report in 1961 by the Swedish Education Committee of 1557 and
in the Comprehensive School Curriculum of 1562 not only are"emotional
development" and "aesthetic education” presented as lateral to one
another but also as lateral to, for example, "work education” and
"ethical education”. (In fact,the passages dealing withk work education
and ethical education are retained in Lgr 69, also, although the words
"work" and "ethical® are omitted for some reason or another, ¢f. Lgr
62, 16 with Lgr 63, General part,13.) Thus, Lgr 62 and Lgr 69 agree
that work education has two meanings: 1) to create joy in one”s work,
and 2) to teach the pupils to plan their work in an appropriate way.
Thus, we find here a description of an emotional act and of a cognitive
act. It follows that "emotional development” and "work education” are
not lateral to one another. Work education may be seen as a goal area,
but not emotional development.

s
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3) According to Lgr 62 ethical education means two things: 1) recogni-
tion of society”s need of ethical norms, 2) knowledge of ethical comrcepts.
Thus, only a cognitive aspect is presented. But the emotional aspect

1s possible in this connection, too, and this was formulated in Swedish schaol
reform work by the Education Committee of 1340, in a report from 1944:
"The school must utilize the child”s spontaneous reaction (emotional

and volitional) to the teaching material and should encourage it to

judge independently in ethical questions. It should also promote a favour-
able response in their emotional 1ife to the ethical norms which are
present in this material." (Skolutredning, 1940 &rs, 1544, 57 f.). S0 there
is an emotional as well as a cognitive aspect of ethical education.
Ethical education is a goal area.

Which categories are to be chosen as aspects?

The cognitive aspects

As mentioned above, the cognitive, emotionai, and conative aspects are
the cl1d "lives" of classical psychology. They nust,therefore, be impor-
tant for all fields of activity in school.

In the classification systems reported, there are different types

(Tevels) of cognition:

Kearney (1953)

knowledge and uncerstanding

skill and competence (defined
i.a. as the intellectual
competences that children
should be able to exercise
in making decisions and
Judgments, in meeting
difficult problems, in
examining new and diffi-
cult data)

Taba (1962)

»know7edge: facts, ideas, concepts

reflective thinking
interpretation of data
application of facts and principles
logical reascning _ 30




Bloom and Associates (1956)

knowledge
intellectual abilities and skills
comprehension
application
analysis
synthesis
evaluation

Scriven (1967)

knowledge
comprehension or understanding

Swedish National Board of Education (Harklund 1969)

knowledge acquired by memorizing
understanding and interpretation
application

analysis

synthesis

evaluation

Research for Better Schools (1969)

low order cognitive
data recall

nigher order cognitive
data processing
evaluation

LOT-Project (1979)

verbal associations
multiple discrimination
concept learning
principle learning
problem solution

31
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Some of the terms used are ratier difficult as they may easily be
misunderstood. So, the terms "comprehension” and "understanding" and
their relation to "knowledge” are interpreted differently by various
authors. Scriven has "knowledge" as one level and “comprehension or
understanding” as another. To this latter level belong the Bloom
levels "application”, "analysis", "synthesis" and "evaluation". In Kear-
ney, on the other hand, "knowledge and understanding” are brought to-
gether and are separated from "skill and competence". To “competence"
is joined i.a. the ability to judge.

- It is obvious that there is a tendency in the different systems to
have two main levels, - in the words of the Research for Better Schools -
a lower and a higher order. The Swedish Comprehensive School Curriculum
of 1969 is also satisfied with two levels, "to acquire and to apply"

(Lgr 69, General part, 71), "good basic knowledge on one hand and gene-
ral ability to use sources of knowledge, apply one”s knowledge and
grasp the connection between facts on the other hand" (Lar 69, General
part, 12). To "use sources of knowledge”and to "apply one”s knowledge®
may be regarded as the "application” of Bloom, to "grasp the connection
between facts" as the"analysis" of Bloom.

At the beginning of the work with the classification system proposed
here it was thought advisible to have three cognitive levels: knowledge,
application and judging. The aspect "application" then corresponded to
the "application” of Blopm, and in the system of Kearney to the "skills"
but not to the judgment included in "competence"”. The aspect "judging"
was regarded as an analogue to the "analysis” as well as to the
"evaluation” of Bloom. These two levels of Bioom seem to be close to
each other: judgment in terms of external criteria (for instance of
a literary work), which is one of Bloom™s examples of "evaluation®,
is associated with the analysis of organizational principles {for
example the structure of a literary work), which is one of Bloom™s
examples of "analysis"”.

As the term "application" in our discussion was often confused with
the "functional aspert" (see below), this aspect was finally eliminated,
however. For our purpose it seems sufficient to have two levels of
cognition, a lower and a higher. (It may be pointed out that the "synthe-
sis" of Bloom is left aside for the moment; it will reappear in connec-
tion with the proposed creative aspect.)

The higher cognitive aspect is thus named. For the lower aspect the

3<



3.3.2

28

term "knowledge" is avoided, however, and replaced by "reproduction".
It includes what is generally called knowledge (the "data recall of
Research for Better Schools). But the concept of "reproductioh" will
comprise motor knowledge, too (that is reproduction of movements).

(So, there is no need of a special behaviour-oriented motor group of
aspects as 1s proposed by the Bloom group, Scriven, Research for Better
Schools, and the LOT-Project. Manual objectives are regarded here as a
content-oriented goal area.)

The emotional-conative aspects

The Swedish Comprehensive School Curriculum of 1369 has defined the
“emotional functions" as "the pupil”s manifestaticns of emotional and
volitional maturity" (Lgr 69, General part, 72). Here, the emotional-
conative aspects thus are brought together. In the systems referred
above we find the following headings in this field:

Kearney (1953)

attitude and interest

Taba (1962)

values and attitudes
sensitivities and fealings

Scriven (1967)

motivation (attitude/values/affect)

Bloom (Krathwohl) and Associates (1564)

receiving

é interest \ i

responding ; appreciation o !

valuing % é.att1tudes l
organization ' ‘j value ; adjustment

characterization by a 1

value or value complex J
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LOT-Project (1570)

receiving

responding

valuing

vrganization of a value system
characterization by a value complex

Markiund (1969)

attention

response

taking a position
organizing of valuations

Research for Better Schools (1969)

the enhancement of the ability to be aware of cultural variations
and their 1impact on personal response patterns

awareness of self and others

self-assurance and responsibility in approaching and controlling
the environment

As 1is seen, the proposals differ from each another to a higher
degree than in the question of cognition. For our purpose, the older,
simpler systems seem to be the best. In Kearney we find a definition
of his "attitude and interest” cited above: "The third column provides
for items concerned with the kbasic needs and drives of human beings -
the exercise of will, the play of emotion - as these are shown in inte-
rests and attitudes” (Kearney 1953, 36). Thus Kearney has the old
distinction of classical psychology between emotional and conative
acts of the mind. Taba has presented two lines: "values and attitudes”
on the one hand and "sensitivities and feelings"” on the other.

It would seem an advantage not to bring these two aspects together,
and the classification system presented here lists two different
aspects, the emotional and the conative.
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The creative aspect

In some systems we find creativity as an aspect or level. The "synthesis®
of Bloom and his associates is such a creative level as is seen by one

of the examples of "synthesis": production of a unique communication

(for instance a story). tiarklund, who has taken over the concept
"synthesis" from Bloom, interpretes the ability of synthesis as the
creative ability to combine elements and parts into new structures and
patterns. In three of his other "goal functions" he has introduced

the creative aspect as well. The fourth level of the "manual functions”
is called “"constructions” and is defined as the ability and skill to
reconsider matters in the use of material, methods and tools, and to
solve new problems on the basis of acgquired skilis and knowledge. The
second level of the "aesthetic functions" is "production" in creative
art. The fourth level of the "social functions™ is called "social
creativity". It is said to imply such active and creative participa-

tion in the work of the group as promotes co-operation between the indi-
vidual and the group and between groups. In the social or "interpersonal"
domain in the system of Research for Better Schools we also find something
of this kind; it is spoken of as "being able to constructively utilize
individual differences”, and of "skills in creating many group cli-

mates"”.

The creative aspect belongs in all goal areas, however. Creative
behaviour is generally thought tc require wealth of ideas or origina-
lity. Of course, ‘the concept of originality may not be understood here
in any other way than in reilation to the circle of family, school and
friends. Since "synthesis" in the taxonomy of Bloom is&placed as a
level in the cognitive domain, it may be pointed out that creative
behaviour is not onlysomething cognitive; it also has emotion as well
as conation as prerequisites.

The functionai aspect

A functional aspect is found in iiarklund as well, but only in one of

his "goal functions", viz. the aesthetic. The third level here is called
“function", and it is spoken of as the function of the aesthetic values
in everyday 1ife, work and leisure time. This aspect may also belong

to all goal areas, however. In all fields of activity in schoo?! the
ultimate result should be that the pupil (as a pupil but perhaps above
all as an adult) functions in an appropriaté way in everyday life,
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work and leisure time. Such a common aspect was in fact put forward by
Kearney, who speaks of "action pattern”. His definition of this type
of "behavioral change" may be seen as the definition of the functional
aspect proposed here: "These are not only the things he knows and can
do; they are things he normally does as a matter of course in the
various situations he faces. Here we see him carry over his ideals, his
‘disposition to do'." (Kearney 1953, 56.) Some of Kearney s examples
of "action patterns" are: "takes responsibility for jobs for which he
is paid" {65), "is considerate of other persons” (71), "begins to take
part in the larger affairs of his community and society" (85), "helps
to keep home and school premises clean, sanitary, and orderly” (92),
"reads with critical discrimination as to source, relevancy, and
dependability of facts"” {(112).

The functional aspect is here included as the last aspect in the
proposed classification scheme. It seems to be an important addition

to the aspect dimension.

The aspects defined through verbal forms that may assign descriptions

of educational objectives to a certain aspect

The proposed aspects are thus six:

reproduction
higher cognition
emotion

conation
creativity
function

The purport of the different aspects may be elucidated by an enumera-
tion of saile verbal forms that are suitable in connection with descrip-
tions of educational objectives. Lists of this type are proposed by
other researchers, also, for example, by Hetfessel, !{ichael and Kirsner
1869, and by Gronlund 137%7. Some illustrative verbs are given in Box 1.
It must be pointed out, however, that much depends on the context in
which a verb appears. "Proposes" is iiere given as belonging to the
creative aspect. A proposal does not necessarily imply a creative
behaviour, however. In the discussion at our department there was a
certain apprehension expressed about the fact that the verb examples
assume a different character in different aspects. It was especially
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Box 1. Examples of verbal forms that may assign descriptions of
educational objectives to a certain aspect

RE (the reproductional aspect) mentions, enumerates, defines,
describes., gives an account of,

retells, reproduces

HC (the higher cognitive aspect) notices, registers, discriminates,
| compares, distinguishes between,
judges, relates to, values criti-
cally, considers, discusses

Eii (the emotional aspect) is pleasec with, derives pleasure
from, experiences Joy in, experien-
ces beauty in, experiences secu-
rity in, experiences responsibi-
1ity for, has confidence in,
disapproves of, is indignant at,
detests

CO (the conative aspect) . is interested in, chooses, looks
for, tries to, strives towards,
avoids, rejects, refuses

CR (the creative aspect) forms, gives shape to, draws up,
works out, designs, finds, pro-
poses, puts forward, experiments
with, improvises, reorganizes

FU (the functional! aspect) takes part in, is active in, is a
working member of, makes use of,
accepts, respects, observes direc-
tions, stands up for, tolerates,
resists, improves in
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emphasized that verbal forms such as "is pleased with","experiences
beauty in" seem to be somewhat diffuse and that consequently the beha-
viours must be hard to measure. The educational objectives which the
scheme is supposed to classify are not confined to (and must not be con-
fined to) the easily measurable, however. ioreover,-objectives belcnging
to the emotional aspect must not necessarily manifest themselves in
behaviour identical for all pupils, as may be the case with regard to
objectives belonging to the reproductional aspect.

Is the aspect dimension a hierarchial one?

Some of the classification schemes referred to above regard their
behaviour-oriented goals as arranged in a hierarchial order. This is the
case, for example, in the taxonomies of Bloom and his associates. A
hierarchial order means here that the first level is the basis for the
second and so on. The higher levels become more and more complex. It

may be wondered whether the aspects proposed here-are also in hierarchial

order.

The answer is that they are hierarchial to some extent but that there
are also more complex relations. A paradigm of the six aspects is pre-
sented in Figure 2. Several ways of inserting arrows in this paradigm
have been tried but it seems possible to put them anywhere. The reader
is invited to insert his own arrows.

The functional aspect may be seen as a complex of all the other
aspects and thus heads the hierarchial system. There are two problems,
nowever. 1) It seems 1ikely that creativity is not logically a necessary
condition for function. On the other hand, if creative behaviour is one
of the general educational objectives, it would seem desirable that
such a behaviour.-is behind the function. But this is a question of
educational ideals, and the presented system is not meant to be norma-
tive. 2) Behaviour belonging to all aspects can in a sense be said to
"function" in everyday life, in work and in leisure time. Kearney, in
speaking of the "action patterns®, says that "in this division, many of
the items appearing in previous divisions are mentioned again in terms
of their outcomes in the real behaviour of the child". But these "action
patterns” all the same, and rightly, as it seems, are seen as an ulti-
mate result based on knowledge and judgment as well as on attitudes and
interests: “The fourth division describes the behavior of the child as
he uses the knowledge and understanding, the skills and competences



34

Figure 2. A paradigm of the six aspects as a basis for a discussion
of their hierarchial connections. (The reader may insert
arrows as he thinks best!)
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outlined in the first two divisions. These action patterns are the
expression in behavior of the child”s attitudes and interests as
outlined in the third division." (Kearney 1953, 56.)

That the higher cognitive objectives build on the lower is obvious.
The emotional experience is tied to an object cognitiVe]y perceived,
but there is hardly any need of real knowledge to be able to delight in
a colour that one finds beautiful. On the other hand, intellectual joy
is tied to understanding of connections and is thus dependent on judg-
ment. The emotional aspect may be regarded as parallel to the cognitive
levels. For the interest (the conative aspect) cognition as well as
emotion are a basis. In its capacity as motivation, conation on the
6ther hand has a retrograde effect on cognition.

Behind the creative behaviour (for example the creatiorn of a lite-
rary work) is knowledge and judgment as well as feeling and interest.
It has already been pointed out that creative behaviour cannot be seen
only as cognitive and that it is not (as in the system of Bloom)
hierarchially lower than "“evaluation".

It can perhaps be said that behaviour belonging to different aspects
are always influencing behaviour be]onging to all other aspects. Thus,
behaviour belonging to the functional aspect will result in acquisition
of new knowledge, in higher cognitive behaviour, in new emotional expe-
riences, in new interests, and in creative behaviour.

Which categories are to be chosen as goal aree.?

What is not to be included among the goal areas

a) The aspect dimension

Many areas of educational objectives given as lateral to each other are
reproduced in sections 2.1 and 2.3. As was pointed out at the beginning
of chapter 2 these areas may be content-oriented as well as behaviour-
oriented. As our definition of a goal area is that it is determined by
its content, it follows that all behaviour-oriented "areas" are excluded
from our list. These "areas" are already considered in the discussion

of the aspect dimension.
Thus, the cognitive aspects appear as a goal area in 2loom and Asso-

ciates (1956), in the Swedish Comprehensive School Curriculum of 1969
(and in iMarklund 1969), and in Research for Better Schools {1963).
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The emotional aspect is met with as a goal area in Kearney (1953), in

the Swedish Education Committee of 1957 (1561) (and hence in the Swedish
Comprehensive School Curriculum of 1962), in Bloom and Associates (1956

and 1964), in the Swedish Comprehensive School Curriculum of 1969 (and

in Marklund 1969), and in Research for Better Schoois (1969). The cona-
tive aspect is encountered as a goal area in the Swedish Education Com-
mittee of 1357 (1961) ("development of the volitional 1ife") (and hence

in the Swedish Comprehensive School Curriculum of 1562), and also in

the Swedish Comprehensive School Curricuium of 1969 (and in Marklund 1969),
since "emotional functions” are definad as "manifestations of volitional

maturity" as well as "manifestations of emotional maturity".

These "goal areas"” are excluded here. In the 1ists of such areas we
also find descriptions that may be seen as belonging to the functional
aspect. These "areas” are, in the words of the Swedish Education Committee
of 1957 (1961) and the Swedish Comprehensive School Curriculum of 1962,
“education for leisure time" and "education Tor family 1ife". Both
"areas" are found already in Bobbii (1924), "leisure occupations" and
"parental responsibilities” respectivaly. The "education for leisure time"
is also met with 1n the Swedish Comprehensive School Curriculum of 1969:
"directing one”s attention towards giving a developing and valuable
content to the leisure time" and perhaps in tha rather vague words of
Smith and Tyler (1942): "the acguisition of & wide range of significant

interests".

As mentioned in chapter 2.,the Swedish research project "SK"(which
deals with civics in the higher stages of the comprehensive school and
also discusses the general educational objectives to be found in the
report in 19671 of the Swedish tducation Committee of 1857) has noticed
the connection between “ethical education® and "education for family
1ife" as well as that between "aesthetic education™ and "education for
leisure time" (Dahlgren et alia 1968). This connection is easily under-
stood with the help of the classification scheme proposed here. "Educa-
tion for leisure time” and "education for Tamily 1iTe" belong to the
functional aspect of different goal areas. Thus it may belong tc the
functional aspect of the aesthetic goals to pay a visit to an art exhi-
bition during leisure time. and it may belong to the functional aspect
of the ethical-social goals to have a good relationship with members
of the family. It 1s to be noticed, however, that goal areas other
than the aesthetic one have functional aspects that have links with the
leisure time, and that other goal areas than the ethical-social one have
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functional aspects that have 1inks with family 1ife. Furthermore,
aesthetic education does not, of course, have significance only for
leisure time, any more than ethical-social education has significance
only for family life.

b) Individual education as opposed to social education

Social education may undoubtedly be seen as a goal area. It i1s not
equally evident that individual education as opposed to soCial education

is a goal area. The dichotomy into individual and social education is a
characteristic of the Swedish comprehensive school curricula. however.

It appears in the Education Committee of 1957 (1961) and in the Compre-
hensive School Curriculum of 1962. It reappears in the new curriculum of
1969. In the American systems we find this division, too, in French
(1957}, where "growing toward self-realization” is one of the main
headings and the other two are "growing in ability to maintain desirable
small group relationships" and "growing in ability to maintain the rela-
tionships imposed by membership in large organizations”.

The division into social and social education is not frequent, however.
There are logical difficulties, too, when the division is applied. From
Figure 1 it can be seen how differently the relation between the con-
cepts and their relation to "personality educaticn" may be understood.
The Swedish Education Committee of 1357 (1961) and the Comprehensive
School Curriculum of 1962 piace "ethical education" and "education for
family iife" under individual education. These two zoncepts must be said
to be socially oriented to a great extent. The Comprehensive School
Curriculum of 1969 enumerates under the heading "individual development"
the following goals which may reasonably be seen as belonging to social
development: “"to develop the wish for good co-operation with others”
(General part, p. 13), "contribute to the equalization of differences in
the appraisal of different professions and of different working-achiev-
ment” (p. 13), “wants to and can do active contributions to social 1ife"
(p. 14), "stimuiate to participation in club and educational activities
inside and outside school® (p. 14), "give a stimulus to activity in and
devotion to social and idealistic work" (p. 14).

Individual education (or development) is thus not included among the

~ .

c) Basic knowledge and skills, all-round education

The Education Committee of 1957(1961) places "basic knowledge and skills"
as a goal area side by side with educational objectives of the type
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"health education". In the Education Committee of 1946 (1948) we find
"all-round education" as such a goal area. To place knowledge side by
side with other goal areas is difficult, however, since knowledge belongs
to the reproductional aspect, common to all goal areas. It 1s plain that
knowledge of the concepts of art and music belongs to the aesthetic

area of educational objectives, and that knowledge of tools may belong
to the manual area. However, the Education Committee of 1957 has given

a specified content to this concept, "linguistic skills”, "mathematical
skillis" and "information about surrounding reality and the past”. The
"all-round education® of the Education Committee of 1946 is also defined
in a similar way; it is for example spoken of as "the world of numbers".
Such specified areas will be introduced in the following.

The ethical-social area

It was just said that social education undoubtedly must be seen as a goal
area. In one form or another the concept appears in all the 1lists. The
problem is if the concept "ethical education” must be included (cf.

for example figure 1). It is not easy to draw the boundary between ethical
and social goals. This was demonstrated when Yebio (1962) asked a jud-
ging group to place different goal descriptions under headings of gene-.
ral educational objectives. Certain descriptions were more or less to
the same extent marked as be]onging to ethical resp. social education.
(Yebio 1969, Appendices la and 1b.) It is further 7o be noted that the
Swedish Education Committee of 1946 listed social education as one of
the general goals of the school but not ethical education. However, the
Committee explicitly mentions “"ethical questions” under the heading
social education (Skelkommission, 1546 ars, 1943, 36).The Swedish Comp-
rehensive School Curriculum of 1969 speaks of "creating regard for

truth and justice" (and the latter must be ethical education) as be-
longing to “the social development of the pupiis” (General part, p. 15).
The obvious difficulty of distinguishing between ethical and social
education makes it advisable to combine them into one goal area. There
are, however, occasions, when it seems correct to distinguish between
ethical and social education. In respect to certain other goal descrip-
tions than those referred to above, Yebio was presented with a clear
standpoint, sometimes in favour of ethical, sometimes of social education.
In order to avoid misunderstandings i1t is proposed here to use the term
ethical-social goals. In the Swedish Comprehensive School Curriculum of

a3
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1969 the passage on ethical education in the curriculum of 1962 is
retained but with a painstaking purge of the word "ethical" (cf. Lar §9,
General part, p. 13 with Lgr 62, p. 16). There is hardly any justifi-
cation for the dread of this word, however.

The aesthetic area

Another type of value-oriented goals are the aesthetic. There seems to
be no gquestion of its beiing a goal area. It is listed by many earlier

systems.

The areas of mental hvaiene and of pnysical training and health

The Swedish Education Committees o 1946 (1948) and 1957 (1961), and
thus also the Comprenansive School Curriculum of 1962, speak of "health
education". Health can be menta! as well as physical, however, and the
Swedish Comprehensive Schooi Curricuium of 1969 has put these two to-
gether: "imparting knowledge and habits concerning mental and physical
health®. In tﬁe same way French (1957) speaks of “developing behaviors
indicative of growth toward personal (involved in maintaining) (indica-
tive of understanding problems of) mental and physical health" (1.3,
2.3, 3.3). Bobbit differentiates between these two, however ("keeping
mentally fit" resp. "heaith"), and so does Smith and Tyler (1942)

("the develcpment of better personal-social adjustment® resp. "the deve-
lopment of physical health"). It is proposed here to make the same
distinction into twc different coal areas.

When physical health is discussed physical training will easily come
into the picture. The LOT-Project (1970) has two different headings,
"bodily training" resp. "he:zlith/hygiene", but Kearney (1953) speaks of
"physical develooment, health, body care". In the second goal analyti-
cal passage in the Swedish Comprehensive School Curriculum of 1969 it
is spoken of "physical functions” defired as "physical and physiple—
gical adaptation to external conditions of 1ife". The draft by Marklund
(1969) behind these wordings has a somewhat more clear division into
“physical health", "physicai achievement ability", and "physical adap-
tation". It is proposed here to put physical training and physical
health together into one goal area.

In the case of the area of mental hygiene there is some confusion 1in
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the report.. classification systems as to if this goal is to be seen as
a goal area or as an aspect. In the work of Research for Better Schools
(1969) some goals of mental hygiene come under the heading "self actua-
lization", which is said to be the "affective domain" of the Bloom
group, however. The goals of mental hygiene is here looked on as a goal
area as it is possible to exemplify all aspects under this heading.

3.4.5 The work-oriented, iogic-oriented,and manual areas

The same argument is proffered here for including the work-oriented, the
logic-oriented and the manual goals in the geal areas, in spite of the
fact that they may seem to belong tu the aspect dimension.

The work-oriented goals are found in Smith and Tyler (1942) as "the
cultivation of useful work habits and study skills", in French (1957)
as "improving study habits, study skills, and other work habits" (1.11,
not quoted above), and in the Swedish Education Committee of 1957 (1961)
and in the Comprehensive School Curriculum of 1962 as "work education".
The Comprehensive School Curriculum of 1969 has the more specific
"creating pleasure in one’s work"” and "interest in studies”. The obvious
problem is if the work-oriented goals are not examples of the conative
aspect. However, as is seen in the quotation from the Comprehensive School
Curriculum of 13969, the emotional aspect may be exemplified, too, in this
connection. In fact, all aspects can be exemplified, and the work-
oriented goais thus are regarded here as a goal area.

The logic-oriented goals are found in Smith and Tyler (1942) as "the
development of effective methods of thinking”, in French (1957) as
"becoming sensitive to, and competent in, the use of logical thinking and
problem-soiving processes" (1.13, not quoted above), in the Swedish
Education Committee of 1957 (1961) and in the Comprehensive School Curri-
cula of 12562 and 1969 as “"intellectual schooling", "schooling of the
intellect". The problem here is, of course, if the logic-oriented goals
are not the higher cognitive aspect. But also in this case the answer
is that all aspects can be e=xemplified, and the logic-oriented goals
are here regarded as a goal area. It may be noted that the LOT-Project
(1970) has "logical systems” in the "classes of content" in the same
way, although "multiple discrimination", "concept learning", "principle
learning", and "problem soiution” appear on the other axis, in the
"classes of behaviour”.
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In the Swedisi Comprehensive School Curriculum of 1969 we find the
expression "marual functicns". They are defined as “ability and skill
in manual work”. Here, there is no aspect proposed that could be mixed
up with the manual gcal area. But the question is if there ought to be
such an aspect, a parallz] to the "moter-skill (psychomotor) domain” of
the Bloom group. Even if this "domain” in a formal way is seen above as
& goal area, it is meant io be behaviour-oriented, and, consistently,
we find the "psychomotor c¢omain® as a ciass of behaviour in the LOT-
Project (1970). But as said above in section 3.3.1 there is no need 1in
the classification schemz proposed here of a behaviour-oriented motor
3. {fne concept of reproduction comprises

[®)

2]

aspect or aroup of aspe
motor knowledge, thalt is reproduciion of movements.) Also in the manual

goal area all aspects can be exempiifiac,

3.4.6 The language-oriented, society-oriented, mathematics-oriented, and

.nature- and technciogy-oriented areas

In section 3.4.1 the concepts of "ail-round education" and “"basic know-
ledge and skilis”, met with in the Swedish Education Committees of 1946
(1948) and 1957 (1961) were discussed. Although tnhe concepts could not
be accepted as notations of a goai area, it was said that the specific
goal areas, in realityv aimed at, would appear later. What the committees
had in view is expressed in the Tollowing way in some systems reported

above:

Sobbit {1924)

language activities
citizenship
religious activities

Smith and Tyler (1942]

the acquisiticn of important infermation
‘the development of o consistent philosophy of Tife

Swedish Education Committee o7 1546 {1948)

linguistic and mathematical sitilis
all-round education (defined through examples referring to society and
nature, but alsc to the "world of language” and the "world of numbers")
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Kearnay {1553)

the social worla

tie nhysical vorld
cormaunication

quantitative relationsiips

Frencii (1257)

developing behaviors indicative of (growtn toward) cultural orientation
and intecration (1.2, 2.2, 3.2)
developing benaviors iacicative of growth toward econo:ic literacy

(competence) ana inaepenaence (1.4, 2.%, 3.4)

Sviedisn caucation vomiittee of 1257 (1201)

Tinquistic skills
Jatiuematical skill
informaticn asout surrounaing reality and the past

~

Suredisn Comiprenensivz Scnool Curriculum (1262

aviakeninz tha interast in the conceptio; of 1ife anu the outlook on society

(basic training in knowledcoe and skills)

LST-Project (1573)

understancing of tlie world around
natural-science facts
antircoologicail and social-science facts
caange of the worla arouin
technology
politics
guarantee of existence
transport sources

It seas fairly clear tiat thesa ~ifferent turns of expression can
b2 sumiarized throuch four goal areas:
tne languages-oriented,
the society-orientec,
the matharatics-orientec, an:

N

tne pature- and technoiogy-orientet area.
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It is possible to make further divisions, however, if this seems desir-
able in a certain investigation. As has been said already in section
3.1, one could for example divide the society-oriented goals in history-
oriented, economy-oriented, concepticn of life-oriented etc. That could
be convenient in an analysis of the general subjects. For our purpose

four goal areas seem to be enough, however.

Is the goal area dimension a nhierarchial one?

The coal areas arz intendecd tec be interindependent, and tihe goal area
dimension is tnus nict a nierarchial one in the sense ihat the aspect
dimension may be it, that is, the first area is not a basis for the se-

cond and so on.

In another sense one can speak of a hierarchial syste., nowever.
The ethical-social and the aesthetic goals are both value-oriented
goals. The areas of mental and of physical health could be seen as a
nealth-oriented aroup. In some way the lancuage-oriented, society-
oriented, mathematics-oriented, and nature- and technology-oriented areas
belong together, though it is hard to find a term for this group con-
cept. A more complicated hierarchy is conceivabie, t00. As has been
said, the society- and nature- and technology-orientec goal areas can
be dividecd into smaller areas.

There is no proper orcer, nowever, in whicn the goal areas\should be
arranged. Of course, tnere is the possibility {or probabi]ity)‘hhat
curricula, schools of educational thought, orindividuals would wish
to rank the goal areas. 3ut as tne proposed scheme for classification
is not normative, it has no own crder of rank. To eupnasize this, tihe
goal areas are presentec here in aipnabetical order:

aesthetic goals

ethical-socic? goals
1énguage-oriented goais
logic-oriented goals

mianual coals

mathematics-criented goals

goals of mental hyaiene

nature- and teciinology-oriented goais
goals of physical training and health
society-orientec aoals

work-oriented goals
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4 THE CLASSIFICATIO:! SCHE:.:£

B
7

In chapter 3 the ciscussion has led tc the classification scheme pro-
posed here. It is presented as a gric¢ in Figure 3. The numbers inserted

in the cells are for use in chapter 5.

Ais & further illustraticn examples of goal descriptions are given for
avery cell in this grid, that is, for every aspect in all the goal areas,

in Box 2. -

N

A discussion of the application of the scheme will be given in chap-
ter 5. liere, I wiil only stress soae points in order to avoid misundar-

standings in the reading of Box Z.

The exanples in this box-ara meant priuarily to illustrate the grid.
Secondly, they are intended to demonstrate the fact that there really

are goal descriptions that can be placed in all cells.

Since tha scherie is not mieant to bz normative, the examples are
not meant to be normiative either. There is no intention of saying that
the examples are important goais for the schcol, nor is it supposed that
thay are all equally important. In the discussion of the scherme I have
heard, for example, that some of the language-oriented goal descrip-
tions are rather peripneral. I have no objection. The purpose of the
scheme is to demonstrate what a certain person, curriculum or educatio-
nal ideal regards as imnortant and as less impertant or unimportant. It
could be, however, that ancther nerson, curriculum or educational ideal
would differ as to what is nwore or less important. The scheme is an
instrument designed to reflect such differences of opinion.
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Box 2. Examples of goal descriptions for every aspect in all the

goal areas

Aesthetic goals

RE Defines the concepts of colour circle and lignht-dark contrast
scale

HC Values critically the choice of colour in pictures

Eii Experiences the beauty of the colours in a mainting

CO Ciivoses paintinas on account of their cclours and colour schexies

CR Experiments with new colour schemes by painting own picturas

FU Takes part in the cebate on the colours to be usec for nouses in

new housing areas

Ethical-social goals

RE Defines the concept of deference

HC Discusses the reasons for disagreerents between tiz older and
younger generation

Experiences rasponsibility for surpressed groups

Tries to get into touch with schoolfellows

CR Draws up an unconventional rules syste: for the school

FU Respects the individuality of other people

™
JC

<
(&)

Language-oriented goals

RE Identifies the meaning of (enumerated) foreign words
HC Compares the meanings of words

EYM Is pleased to speak own dialect

CU Strives towards expressing an opinicn with clarity and preagnancy
CR Forms original composite nouns in essays
FU Speaks a polisiiad language




Logic-oriented goals

A - &
. Oy im
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Describes common legical arrors

Jdraws conclusions without logical errors

Experiences joy in realizing relations

Is interested in examining the tenability of arguments

Puts forirard hypotheses wien mesting a problen

Resists biased influenca

cianual goals

m

J

oo
<

il
(o

Identifies the tools belonging to & certain fielu of activities
Judges tie fitness c¢f different tools for a certain purpose

Is pleasaed to have a chance to use tha han:is

is interesta¢ in handicraft

Designes new techniques in manual vork

Gbserves safety «irections in usine machines

latheratics-oriented goals

RL
iC

Oy M
SO O T

~efines the concept of per cent

Chooses a method of calculation suitable for a cartain purpose
Is pleased to have solveu a matnenatical problem

Is interested in mathemnatical solutions

Finds "different" ways of solvins matnematical nroblems

iakes use of percentaces by ovm buying comparing prices wiera

differant rebate scheiies are used

Geals of mental hyaiene

RE

vientions the gqualifications for a certain profession

Considers o.m choice of nrofessicn with reaard to different
relevant factors

Experiences security in the knouwledre that others have similar
aifficulties in aajusting themselves

Tries to overcome ¢ifficulties in adjusting cnaself

~inds ovm ways of acceptinc one”s situation

Accepts oin profession and personal circumstances

(e
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FU

ilature- and technclogv-orienteu goals

vescribss different nature tynes

Relates different factors effecting our environmant to another
Enjoys nature

Rejects leaving litter ail over the countryside

Finds new wavs in wich the class can counter-check the
leaving of litter all over the countrvsids

Tidies up when having a2 day in the country

Goals of physical training and health

RE Reproduces the different movements in backstroke

HC Compares the usefulness of different swimming styles

Eii Is pleased with getting exercise

C0 Is interested in swiuming

CR Improvisas ;ovements

Fu Is a uorkins merter of an atihletic association
L

Society-Oriented goals

RE Defines the concept of socialisa

HC ©Discusses the justness cf sex roles

@il Cisapproves of the fact that society nas not mastered certain
pclitical problems

Co Is interested in the programmnes of the political parties

CR Gives shape to a political view separate from conventicnal
ideologies

FU Is politically zctivea

HMork-orierted goals
LOrg-0r ict ¢

cnumerates different techiniques of studying

Juudes wpat tecnnique of studying is the adzquate one in a
certaia connection

Experiences job satisfaction

strives tovards ac..ieving a well-made work

tjorks out time-saving aethods of work

Improves in cuwn profession

o3
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5 APPLICATIO OF THE CLASSIFICATIOI! SCHENE

Two questions will be dealt with separately in this chapter: 1) in what
types of investigations the scheme can be used as an instrument,
2) now the technical problems that arise in using the instrument may be

mastered.

5.1 Types of investigations that can use tie classification schene

As has been said above the classification scheme proposed here is not
a normative one. It is designec as an instrument for researci, i.e. as
a2 method to collect and classify educational objectives that are
brought forward anywhere and at any tine.

5.1.1 Analyses of objectives stated for a school subject

ne sciene was constructed in order to facilitate a systematic collec-
tion of objectives stated for the reading of literature at scnool.
The reading of literature may in this connection be regarded as a school
subject. In the same way objectives of other school subjects can be
surveyed throuah the classification scheme. It also renders a compari-
son possible between the treatment of the goals of a certain subject in
different curricula, in aifferent countries, and at differenZ times.
A practical application may exist during the drawing up of a syllabus
for a certain subject. An analysis with the help of the scheme may
draw the attention of the author of the syllabus to the fact that there are
further possibilities for applying general objactives in tne syllabus.
Cf course, it must be observed that the scheie is not a normative one.
The author of the svilabus can reject some of the possibilities, but

it is not so easy to forget them. If the cbjectives stated for the
subject are analysed with the heip of the scheme, the scheme may also
serve as a disposition in order to wmake the text of the syllabus more
easily read anc also more easily criticizec.

(2]
(]
—)
(]
N

Analyses of objectives stated for a school curriculum

The analysis can also be enlarged to comrrise wiiole curricula for a
scnool or a school system. The same possibilitiss exist to make compari-
sons between d¢ifferent curricula, to analyse the drewing up of a new

curriculum, and to make it well-arranged.

o4




5.1.3 jnalyses of objectives stated by schools of educational thought and

by ecucational thinkers

It must be possible not only to analyse syllabi and school curricula
vith the h21n of the schemz but also the writings of incividual educa-
tionalists anu of whole schools of educational thought (as, for examnle,
of the educational iueals of the Enlichtenrant arr of the Rowanticism,
or of the present tastern and !‘estern worlds). Since the scheme is
suitabie for comparisons it coula be introduced as a quantitative inst-
rument 1n research on history of 2ducation an~ in comparative ecucational

research.

5.1.4  Requirement analyses

The scheme may facilitate requiresent analvses as the cells of the grid
can be placec against each other. If an analvsis of, for a2xaanle, the
objectives stateu for a scnool subject nas beein wmade with the nelp of

the scheme, suitable qocal descriptions beloncing to a certain cell ay

e usec in a requirenent analysis.

5.1.5  inalyses cof evaluation instrunent stocks

It ought to Lo possible to list evaluation instruments (for a certain
subject or for the school on the vhole) with the help of the schene,
since evaluation instruients st connect with expiicitly ar implicitly
expressac goals. It siay be tihiat teaching methods to a certain extent
can oe listeu in the samz way.

A practical point of view for the person responsible for evaluation
instruments is that-ie througn the classitication schene can find out
what needa there is of new instruments for checking goals that are acop-

tec 1n his scciety.

5.1.& Yorking-out of aius pregraiiiss

Ain aims programme calls for a series of coal aescriptions that can be
arrangec in sequenced oraer. Trne first problen is to know that the
coal descriptions that are laic cown in a curriculum in wostly rather
vague words really iwmply. The scheare is of value in tnis connection,

since it is possible with its help to analyse tie curriculum ans place
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its goal descriptions into the cells. It is true that such descriptions
often can be placed in two or more cells. The scheme now forces the
collector of descriptions to reflect on whqt really 1s meant, or, if it
actually is a quastion of twe or :ore thoughts brougat togetner, to

break down the description into two or more. :loreover, the scherie may

be a help in the sequencing of the goal cescriptions as there are hierar-
cnial connections between the aspects.

Technical problems in the anplication of the classification scheme

(@3}
~N

There are three main preblems conceriing the techiical application of the
scheme: 1) It may be hard to Tformulate the expressions occurring in
curricula, teaching guides for teachers, articles on education etz. 1in
such vierds as make it clear to wvhat cell the goal description belongs.

2, iiow to proceed when a goal description can obviously be placed in

to or more cells? 3) Howr can the scheme be graphically anu quantitati-

vely applied?

5.2.1 The formulation of the goai descriptions

A technical term,often usec in goal analyses but aisc often criticized,
is terminal behaviour. It is said that a goai description has to state

what the pupil does hen scinool instruction on the whole or a certain
course 1s complieted. That the description has to say vhat thz punil
does implies that 1t must be =xnressed in Hehavioural terms.

This idea 1s certainly a benavicuristic approacin, anu as behaviou-
risii is a school of nsychology that has peen criticized by other scnools
of psychology. the concept of terminai benaviour nas been criticized,
too. However, what really is criticizec 1s the supposition that only
such goals should bz of interest as cai be exnressed in behaviours
possible to observe and measure quantitetiveiy. It has to be acknowledgeu
tnat the advancing of goals by society must Jisregara if the objec-
tives are .easurable or not. It is not evaluation but the goals that come

first.

On the other hand there is no reason way one saould not try to ex-
press the goals in terms of what the pupils Jo. In uieeting so:xle objec-
tions to the demand for descripticns in behavioural terms, Isenegger
(1963, €) says tiaat the limitations of tha belaviouristic approach are
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not equally valid for all fields of application. In "the cognitive and
psychomotor diwension” :iany educational objectives may be expressed as
pehaviours. I woulc< 1ike, however, to co somevhat further. Even in the
case of the erotional aspect the coals ougnt to be expressed in terins
of what the pupil does. In Zox 1 a series of verbal forms are given
that are meant to express the result of the instruction 1n terms of
vinat the pupil does. Some of these verbal forms may be regarded vitn
suspicion by the true beiaviourist. Lut the idea as such to try to ex-
press the goals in termis of what the pupils dc is good and is stressed

here.

AS regards evaluation i1t wwst, 1n the same way, be 1mportant that
one evaluates through soriething that the punil does. This does‘not
mean that it necessarily must be measured quantitatively or that it al-
vays must be a question of visible benaviour. In such a casc verbal
forms as “derives pleasure from", "experiences security in", "has con-
fidenca in® should indeed be bad ones. :ilowever, it should be nossible
to verify these behaviours in some way, too. In other words, one must
try to evaluate behaviours accordin~ to the behaviouristic approaci
even 1f one cannot limit the listing of coals to such as are easily

measured.

It follows that the terminal behaviour is an ideal coal description.
ne first task in using the classification scheie proposed here is
thus to formulate the goals in terms of what the pupil does.

Sometimes, we find goal descriptions that may be usec witnout refor-
mulation, as in the followina exawiples from Krathwohl et alia (1964).

(Here and in the following reference is made to thie numbers insertec
in the different cells in Figure 3.)
Tistens to others with respect (ZG)
listens to music with some discrimination as to its mood and eaning (12)
completes his homework (118)

interests himself in social problems broader than that of the local

community (24)
responds einotionally to a work of art (12)
desires to attain optimum health (24)
develops a plan for regulating iiis rest in accordance with the demands

of nhis activities (25).
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In some otner examples from Krathwohl 2t alia the reformulation
needed is very slicnt.
develops a keen interest in his physical surroundings =

is keenly interested in his pnysical surroundings (84)

recognition that therce miay be ore tharn one acceptavle point of view =

recocinizes that there may be uiore than one acceptable point of view (42)

tne nabit of approachina problenis objactively =
is in the habit of approaching probleiss objectively (43).

iiowever, in curricula and syillabi the aias frequently are expressed
aplicitiy, and so one nas to transform different types of expressions
into goal descriptions. Thus it @2y be the content of instruction that
is described and not the objective. The following examples are taken
from the syllabus for domestic science in the Swecish Comprehensive
School Curriculum of 12&2.

a short survey of the aroups of nutritive substances =

gives an account of the groups of nutritive substances (321)

correct work positions =

describes (or reproduces) correct work positions (51)

sometiing about the obligations ani rights of the tenant and the
landiord =

gives an account of tize obligations and richts of the tenant ana

the landlord (101).

A parallel to the cescription of tne content of instruction is to
describe what coes on in schoel. (Exanples from the same syllabus.)

for cookinc preliminary work ought to be performed as, for examnle,

to peel, 10 grate, etc. =
peels (potatoes etc.) (51)

grates (carrots stc.) (51)




the subject comestic science siall contribute to the creatinc of
healtny diet habits =

nas nealthy diet habits (2%)
the practical teaching gives plénty of opportunitiss for a varied acti-

vity wihica will be further stinulated if the pupils are allowed to take
part in the plannint of the work of the term as well as of the day =

takes part in the planning of the work of the term and of the day (112).

Often it is spoken about what the teacher <oes but not about what

the pupil does. (Examuples fro. the same svllabus.)

it is advisable that thz teacher teakes up aifferent methods of cooking
and domestic services and in this connection the utilization of and
comparisons between different aids and materials =

utilizes and compares c¢ifferent methods, ajas and materials in cooking

anc domestic services (52)

to develop the judgment and critical thinking of the pupils the teacher
ought thus to plan the work that they find time to.get toaether in order

to judge the return of the day™s work and relate it to the aims set up =

judges the return of the day”s work and relates it to tine aims set up
(112).

Sometimes we find more than one benavioural aspect given in the same
goal description. e must then construct two (or more) new goal descrip-
tions. This is often the case when we have to differentiate between the
emotional and the conative aspects as in this example from the sylie-

bus for domestic science quoted above:

the teacner ought to try to lay the foundation of a positive attitude
to housework =

enjoys housework (53) and

is interested in nousework (54).

It seems tiat the word "loves" mwust alwavs be treated in this way. In
anotner example from the samne syllabus we have to differentiate between
the kigher cognitive ana the conative aspects:

S9
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from given ingrecients groups may prepake dishes accordin¢ to choice =
prepares dishes from given ingredients (52) and
chooses what dishes to prepare from given ingredien:s (54).

There is also the possibility that two or more goal areas are put
together. In the syllabus for pihysical training in the Swedish Compre-

nensive School Curriculum of 13G2 we fina the following:

an econoimical and aesthetic way of movement should be aited at =
moves in an economicai {energy-saving) way (112) and
moves in an aesthetic way /[12).

In some casas we find goal descriptions that cannot be placed in
any cell at aii. The fault is not witi the classification schene. The

cgoal descriptions are too general and must be put aside as uninteresting,
evenif i is possible to guess what the author has meant. Two examples

come from the syllabus for physical training just quoted:

instruction in physical training shall contribute to an all-round and
harmonious develonment of the pupils =

is developed in an all-round and harmonious way (C)

instruction in physical training shall be carried ca in such a way
that the general capacity is improved =

nas general capacity (0).

The ptacing of a goal description into two or more cells

In the preceding section 5.2.1 therg.was only the question of the
formulation of the goal descriptions. In the examples it was possible
to pilace a formulation (if necessary after re-forimwulation) into one cell
of the classification scheme. However, when the scheme is applied, it
will soon be obvious that one and the same goal description can be pla-
ced into two or more cells. Kearney had the same experience. Seeing it
as a weakness in his system he justifies himself: "Sespite the logic of
any such grid. or outline of behavior and learninc materials, there will
always be overlapping and duplication between subdivisions. Some of this
is aue to the impossibility of dividing and categorizing a learning ac-
tivity intc its various parts. Some of it is due to the philosophical
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or nersonal predilections of individual scholars. For our purpose thase
givisions Go not need to be ‘waterticht'. Our concari is that the goals

of education be attendec to and that the breadth of cpportunities be
{
AN

somevmat oovious.” {Kearnsy 1253, 35.)

Tae neea to place a goal descrintion into tiro or more cells has a
more complicated background than oaly a weakness in the system, however.
There ay be tro reasons for tihe necassity to place a goal description

into two or izsre cells:

1) The author of the description nas in the sauie behaviour-describing
verbal forit comprised two or iore meanings. It is not possible, as in
the examples in section 5.2.1, to know exactly what the verbal form is
supposec to wmean. The spreading will occur in the aspect dimension.

In this case one ust distinguish between two situations, 1f the

scheme 1s used for classification, for example,of thne goals of a cer-
tain country or curriculum, or 1f the scheie i1s used¢ in working out of
an aiins programme. By classification work the description must be

placed in more than one cell. Cn the other hiand, 1n constructing an aims
programme th2 description cannot be used. It st be broken dovn into
two or more new goal descriptions, esach of wiich can be placed in its

ovwin cell.

2) The goal description really belongs to tiore than one cell. The

spreading will occur here in the goal area dimension. :iot only in

classification work but also in the working out of an aims programme

the description .ust be placed in more than one cell.

1) The spreacing in the aspect dimension

The syllabus for paysical traininc in the Swedish Comprahensive School
Curriculum of 1962 contains the expression “traffic instruction® but
there is no interpretation of what that may iuply. Traffic instruction
may be seen as belonging to the societv-orientad goal area. #11 the
aspects can be exemplified, however. Thus, in constructing an aiws pro-
gramme for traffic instruction we have to think of a series of goal

descriptions, zs, for examnle

gives an account of the right-hand rule (101)

crosses tne pedestrian crossing winen green licnt is showea {102)
experiences responsibility for old peorlc in traffic (103)

tries to behave with fofethought in traffic (104)
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works out a new metnhog of increasing the sacurity of cycling (of the
type bicycle-stick) (105)
1s active in a motorist association (105).

Thz2 syliabus for domestic science in the same curriculum stresses that
the instruction shoula "cultivate the taste of tne pupils™ and speaks
later of "aesthetic viewpoints on housie furnishing”. These expressions
surely represent the aesthetic goal arez, but it is hard to know to
wiat aspect tney oelong. The coal descriptions could be broken dovm

intc several, however, as, for example,into

reproduces accaptea rules for how colours match (11)

values critically now the colours of aifferent carpets inatch the
colour of the furniture in a room (12)

derives pleasure from a roo: vthere the colours match (13) -

rejects a furnisainc where the colours do not match (14)

finds a small colourec article that gives a roowm a new look (15)

wakes use of aesthetic insignts by furnishing one”s own home (15).

As has been said, in the working out of an aims programme the vague
expressions quoiad from the curriculum are of very little use. They
must be replaced by new gcal descriptions. In the analysis of a certain
curriculum =tc. it is of interest that a certain coal area is represented,
nowever, even if there is no specific cell to put the cescription into.
In the two examples given we could place the vague descriptions in all
tne six cells belonging to the specific goal aresa. But this is perhaps
not the best wav. For example, one really does not know if the syliabi
have inclucec fhe possibility of objectives belonging to the creative
aspect. It is thus proposed here to enlarge the classification scheme
with a new column at the left of the asnect columns (with the new num-
bers 13, 20, 30, 40, 50, £3, 79, 30, 30, 102, 113) as is seen in

Figure 4.

2) The spreading in the goal area dimension

There are also goal descriptions in curricula etc. that could be

placed in several cells spreading in the coal area dimension. This is

the case when they express a certain behaviour, that is, belong to a
certain aspect, although tiie content of instruction is not given. In an
analysis of a certain curriculum etc. it is of interest to note these
types of goals even if there is no prover cell to put the goal descrip-
tion into.Such a description could be placed in all the eleven goal areas.
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put as one cannot exactly know that all these areas are referred to,
it would be best, also in this case to enlaraz the classification scheme,
i.e. with a new line below the goal areas (with the numbers 01, £2, 03,

04, 0L, G0G) as is seen in Fiure &,

The goal descriptions (not mentioning any content) can, for example,

nave tihe following appearance:

describes to some extent the world we are Tiving in (31)
observes independently (02)

extraxts pleasure from one’s life (03)

acquires new interests (04)

performs creative work (05)

feels respect for life in its various manifestations (90).

In treating the spreacding in tne coal area dimension we have ug to
now dealt only with a2naiyses of curricula etc. 'hen we come to the
viorking out of an aims programme vie find that the spreading in the
goal area dimension is not necessarily a result of vagque goal descrip-
tions but may express an important fact. Let us contemplate the following

goal descriptions:

defines cowardice (21, 71)

defines 1independence (21, 71)

cdescribas how kindness breeds love (21, 71)

gives an account of the complexity of human relationsnip (21, 71)

notices that there are other people very like one self (22, 72)
discovers that other pzople, too, have problems to wrestle with (22, 72)
registers that it is hard to be an ordinary decent person (22, 72)

discusses human behaviour (22, 72)

Tnese two groups of goal descriptions belonging to the reproductional
and the hnigher cognitive aspect respectively have been placed in the
area of ethical-social gcals as well as in the area of the goals of
mental hygiene. Obviously, they are important for the building up of
both ethical-social and mental hvgienic functicns. Even if there is some
connection between these two goal areas even on tie functional level,
since mental equilibrium will result in better relations with others
(the coal description “"does not seek revenae in spite of disappoint-
ment and wrath” may be placed in cell 2C as well as in cell 76), this
does not imply that one cannot speak of two specific goal areas.
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5.2.3

S
- hecardine the aiws of instruction in literature it is evident that
tnere miay be coals that are i.nortant for aesthetic education but that
at the same tinme are lanquage-orientea coals, as the following goal

descriptions show:

describes the sound effect of language (11, 31)
reads alouad from easy stories with understandina and exprassion (12, 32)

experiences tne beauty of lanauage (13, 33).

This fact is of importance in the working out of aims programmes. An
illustration is attempted in Figure 5, where the hierarchial viewpoint
is observed, too. It seems nossible tnat an application of the scheme
could be to contribute to the anaiysis of the problems of co-operation

between different subjects in schcol.

The graphic and quantitative application of the scheme

There are at least two metnods of using the classification scheie propo-

sed nere in a grannic and quantitative way.

1) doting only the existence anc non-—existence of goal types .

It we are only interested in what cells are represented or nct repre-
sented in a certain syllabus, curriculum, etc., we could use the

r

grapiic representation iiethod exemplified i Fiqure §

This example is not fictitious, since it is founued on an examina-
tion of a real syliabus for a so-called practica} subject. tHoucver,
this going through was rather cursory and, for that reason, the source
#i11 not ba mentionecd. The aim here is only to give an example of the

grapiiic way of representing such an investigation.

If we regard the graph as a result of a careful inspection of this
syllabus, we will at once notice the character of the subject in that
ail cells of the wmanual goal arza are marked. ile cai also see, for
example, that the author of the syllabus has tried to attach weight
to the ethical-social goals of the schoel, but we can also see that
tire aesthetic alizs do not play an important role. That the cell furthest
to the left in the ethical-social area is empty may imply that the
syllabus is not trying-to:give the pupils knowledge of, for example,
ethical-social concepts. This may be very reasonable, but if this inves-
tigation had been made in connection with a revision of the curriculum,
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Figure 5. The spreading in the goal area dinension seen frouw a

aierarciaial viewpoint

[@))

functional coals functional goals
belonging to | pelonging to
goal area A i goal area O
goals belonging goals velonging coals belonging
to goal area to goal areas to goal area
A A and B | B
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Figure 6. A graphic representation of the goal descriptions found
in a syllabus for a certain sciool subject (only existence
or non-existence of goal types noted)

RE HC E.: co CR FU

Aesth X
|

‘Eth-soc X X X X X
Language-or
Logic-or X X
sanual X X X X X X
.lath-or X
rient hya X
ria-tecnn-or X X X
Ph tr-health X X X X
Soc-or X X X X X
Ylork-or X X .x X
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Generally, the TAs indicated high job satisfaction but cxpressed
some personal concerns and recommendations for change. This infor-
mation was then relayed to the Curriculum Associates by the DS
Coordinators. Several changes are occuring and different results
appear to be emerging during the second year of the experimental
phase. A copy of the actual log sheets used is found in Appendix B.

Reactions from other staff members at Parker and Spring Creek
about the role and performance of the TA have been mixed. Staff
members feel most positive about the assistance that TAs provide
to individuals and small groups of students, the working relationship
between TAs and other staff members, and the willingness with which
the TAs have performed the tasks requested of them. On the other hand,
staff members have been concerned with the difficulty in trying to
develop a new role for the district,with identifying when a TA can
and cannot work with students on his own, and in overcoming the
feelings that the TA is another clerical aide.

Some district personnel (not directly teaching or working in
the DS schools) have expressed concern about the future impact of the
TA program as it relates to protecting éducators. The most usual
question from those connected to the professional teaching assoc-
iations is, "If you can hire three Teaching Assistants for the same
amount as one teacher, what is to prevent boards and administrators
from replacing some teachers with Teaching Assistants?' The response
of the DS Coordinators has been that of recognizing that a potential
problem exists and that a solution will have to be found. We do not
have the answer ready this instant, but we do feel that the answer is

not to abolish the TA position. One of the recommendations in the

10




following section relates to this issue.

The other major issue, primarily among those invclved in
personnel practices in the district, is the question of how much
time should the TA work directly with students, and what kinds of
activities should the TA be allowed to conduct with them. The dev-
elopment of the TA position to déée indicates to the DS Coordinators
a strong need to produce a clear and concise description of the TA
role, with specific guidelines for time allotments for the TAs
activities with students. This is necessary to prevent the use of
TAs as substitutes for absent teachers, and insure that TAs will not
be expected to plan lessons, conduct the activities, and evaluate
students. Planning lessons, conducting activities, and evaluating .
students are aspects of the role of the certificated teacher. Only
the second of these, that of conducting activities, should properly
be included in the TA role; indeed, it is the basic function of the TA.

A second recommendation of the next section is offered as part of

the response for those concerns.
In summary, the data so far indicate that Teaching Assistants
are generally performing the tasks originally expected of them in
the position. Further, there has been no emerging effort on the part
of the Spring Creek and Parker staffs to seek more Teaching Assistants

by releasing some of their certified teachers. Finally, neither staff

has demonstrated a willfull intent to misuse the Teaching Assistants in
any way. In fact, there has been a concerted effort in both schools
to be extremely careful that the TAs are not misused and that they

are asked to perform only their expected role.

11
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BECOMMENDATIONS

The following recommendations are proposed by the DS Coordinators
after studying the data gathered to date and after much deliberation
and consultation with thé Personnel Director, Area Directors, principals
and teachers in the DS schools, and the Teaching Assistants themselves.
They are presented as ideas for the beginning of further discussion and
negotiation about the role of the TA and its potential for the Eugene
School District.

The first recommendation addresses itself to the issue raised
by many professional educators, namely, that tne Teaching Assistant
program is a major potential threat to teachers because approximately
three Teaching Assistants can be employed for one average teaching
salary. The recommendation has the following four components:

1) We propose that the district board and administration

consider a major change in the budget allotments for

the staffing of schools. It is suggested that an allot-
ment be established, as is presently the case, for the
provision of a necessary number of professional and
clerical staff.

2) A basic change we propose is that the district in
addition establish a flexible allotment for staffing
each school. There would be no restrictions on the use
of this allotment for either professional or non-
certified staff. However, each school staff would be
required to show evidence to the administration of having
evaluated its needs for staff, to indicate to the admin-.
istration the intended utilization of personnel acquired

- from the flexible allotment, and to provide a plan of

49



11

action for evaluating the results of that staff performance.
The flexible allotment would allow each staff to dccide
whether the needs of the program would best be met by the
use of TAs or of other specialists.

3) It is proposed that a school with a well-designed plan for
staffing and evaluation of its program at a designated time
could request the addition of Teaching Assistants from the
monies allotted for certificated or non-certificated staff.
It is suggested at this time, however, that a limit be set

“upon the amount of money that could be used from either allot-
ment.

4) Finally, it is suggested that the EEA TEPS committee, the
District Personnel Director, and the area directors work
jointly with the DS Coordinators and the TAs to develop
final guidelines for the previous three sections of this
recommendation. These guidelines would be completed by
June, 1972.

The second recommendation relates directly to the role of the
Teaching Assistant, and proposes the acceptance of the position in
the district's staffing pattern as an alternative way of providing
education for students. The recommendation is as follows:

We propose that the Teaching Assistant position be

accepted as a regular position in the étaffing pattern

of the Eugene School District. Acceptance of this proposal
would not necessarily provide each school in the district
to have an equal number of TAs. It would mean that the
position is available for schools that determine that

Teaching Assistants could help them to improve the program

13
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in that school. We mean that the district will have a
set of guidelines for selecting Teaching Assistants, a
description of the actual roles that the TA can perform,
and a policy stating who is responsible for supervision
and evaluation of the TA. It is suggested that these
guidelines be developed by the same group formed in
recommendation number 1.

A final recommendation is that the five elementary schools
presently participating in the DS Project be provided monies to
continue the Teaching Assistant Program. This provision would
cover the transitional period until the studies are compieted
regarding the methods of budgeting in schools, the final rate of
pay, and the TA role description. It is proposed that an increase
in salary be granted to those TAs who have worked for one or two
years in the project's experimental phase. It is further recom-
mended that the monies needed for this recommendation be drawn

from the present budget allotment for the experimental phase of

the DS Project.

A FINAL REMARK

In summary, we strongly recommend that the Teaching Assistant
position be established in the district as another alternative way
to organize staffs for instruction. The data indicate very positive
ourcomes from the program to date. Recognizing the various concerns
and problems also indicated by the data, the DS Coordinators will
continue through the rest of this year to make the adjustments nec-

essary to overcome the concerns.

14
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We are convinced that the recommendations proposed in this
report are realistic for the district in terms of how the district
can finance such a program, how guidelines should be established
for further development of the Teaching Assistant role, and what

requirements must be placed upon school staffs that decide to utilize

the services of the TA.

15



Appendix A
EUGENE PUBLIC SCHOOLS

Differentiated Staffing Project
May, 1970

PARAPROFESSIONAL
ROLE ANALYSIS

Description

The paraprofessional shall provide instructional assistance to
the certified staff. The main responsibility will be to serve as

teaching technician, performing a number of teaching tasks with

students.

Specific Functions

1) Provide individual research help for students seeking assistance.
2) Serve as listener and helper to small reading groups.
3) Serve as a discussion leader for large or small groups.

4) Seek out information and materials for instruction by
self or other unit staff members.

5) Provide assistance to teachers in analyzing individual
student progress.

6) Assist teachers in the creation of learning packages or
programs.

7) Operate audio-visual aids for groups of students.

8) Salary and contract hours are presently being considered.

Personal Qualities Desired

1) Demonstrates positive attitude toward children.
2) Demonstrates awareness of educational goals and objectives.
3) Possesses ability to relate positively with other adults.

4) Demonstrates ability to follow instructions and carry out
necessary tasks.

5) Demonstrates desire to improve self skills and instructional
skills necessary to the position.
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Appendix B

EUGENE PUBLTC SCHOOLS
Differentiated Staffing Project
Instructional Assistants Log - 1970-71

NAME DATE
DAY
SCHOOL LOGGED

A. Estimate the time in minutes spent on each task.
TASK NO. OF MINUTES

Mon | Tues | Wed | Thurs| Fri

1. Working with Total Class of Students

a. Discussion

b. Reading to class

c. Hearing pupils read

d. Operating audio-visual aids

e. Administrating assignments &
monitoring tests

2. Working with Small Student .Groups
a. Discussion

b. Skill reinforcement - Conducting
drill exercises

c. Hearing pupils read

d. Assisting with student research

3. Working with Individual Students
a. Reinforcement of skills

b. Assisting with student research ]

c. Desk to desk individual help

d. Reading to a student

e. Hearing a student read

4. Working with Staff
a. Seeking out materials

b. Attending meetings

c. Assisting with Evaluation of
Students

17




Mon Tues Wed Thurg Fri

5. Clerical Duties

a. Reproducing test, worksheets,
transparencies

b. Constructing materials (bulletin
boards, games, etc.)

c. Correcting papers and tests

d. Housekeeping

e. Hearing a student read

6. Supervision Duties

a. Recess supervision

b. Noon duty

c. Halls supervision

d. Field trips

7. Working Alone

a. Planning

b. Research

B. List difficulties or problems encountered during the week. How were
they resolved?

C. List any tasks performed that do not fit the categories in section
A. How much time did the tasks take?

18




NAME SCHOOL

DATE

1) From whom do you receive most of your supervision?
2) With whom do you spend most of your time planning for what you do?

3) Discuss any general thoughts or feelings about the position of Teaching
Assistant (paraprofessional) that you might have at this time.

4) Are there any particular kinds of training programs that you think
would be beneficial at this time in assisting you in fulfilling your

responsibilities better?

19



it would have been important to check that this knowledge was given in

anotiher subject.

It is possible tnzt this type of represantation could give specific
natterns that could be used in ¢ifferent connasctions.

“e could, for example, compare a certain syllabus or curriculum
vith what is found by a treatment of a great many curricula, debate
articles, and so on, pernans from different countries. It could thus
be seen, if a syllabus is a fairly common one, or if 1t is more unique

demonstrating a differring pattern.

Patterns coulu perihaps be used in research cn the history of educa-
tion and in comparative educational research, too.

2) Giving anumbers and (or) percentages including sumiiings-up in the
margins

4is is seen in Figure 5 the creative aspect is represented in three goal
areas. lowever, we have no icea of how often sucih goal descriptions
occur and what role creativity is in fact playing in tnis syllabus.

It would thus be better to note the number {anc maybe percentages} of
the goal dascriptions in the cifferent cells. The classification
scheme could be used directly for entering the goal descriptions as
tallies in the cells.

As an example of the possible use of the classification scheme in
research on the history of ecucation we could think of a comparison
between the educationalists of the Znlighteniient and of the Romanticism.
It seems conceivable that already the graphs of these movements of the
type shown in Figqure 6 would demonstrate differences, the araph of the
tnlighteniient having more marks in the coanitive columns, the graph
of the Romanticism in the amotional and creative columns, since the
educational ideal of tiie Enlightenment could be szid to be to iwpart
knowledge, the ecucational ideal of the Romanticism to stimulate feeling
and imagination. rowever, it is possible that there would be marks
in the cognitive as well as in the emotional and creative columns of
poth movements. Surely, a quantitative approach woul< be more informa-
tive.

In surveying a certain syllabus, curriculum, etc. there is no sanp-
1ing problem. Such a problem: will occur when we, for example, try to
reach the characteristics of the educational thought of-tne Enlignten-
ient and Romanticism. The sampling problen will be the saie as in

&8
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other educational research, however. ilith controlled samplincs the
differences between different lines of thought, etc. can be analysed
oy the usual statistical procedures.

The application of the classification scheie i1l be furtiier exemplifiea
in another report from the LIGRU Project: "A theoretical analysis of
objectives stated for the reading of literature at school”.

€9
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We are convinced that the recommendations proposed in this
report are realistic for the district in terms of how the district
can finance such a program, how guidelines should he established
for further development of the Teaching Assistant role, and what

requirements must be placed upon school staffs that decide to utilize

the services of the TA.
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Appendix A
EUGENE PUBLIC SCHOOLS

Differentiated Staffing Project
May, 1970

PARAPROFESSIONAL
ROLE ANALYSIS

Description

The paraprofessional shall provide instructional assistance to
the certified staff. The main responsibility will be to serve as
teaching technician, performing a number of teaching tasks with

students.

Specific Functions

1) Provide individual research help for students seeking assistance.
2) Serve as listener and helper to small reading groups.
3) Serve as a discussion leader for large or small groups.

4) Seek out information and materials for instruction by
self or other unit staff members.

5) Provide assistance to teachers in analyzing individual
student progress.

6) Assist teachers in the creation of learning packages or
programs.

7) Operate audio-visual aids for groups of students.

8) Salary and contract hours are presently being considered.

Personal Qualities Desired

1) Demonstrates positive attitude toward children.
2) Demonstrates awareness of educational goals and objectives.
3) Possesses ability to relate positively with other adults.

4) Demonstrates ability to follow instructions and carry out
necessary tasks.

5) Demonstrates desire to improve self skills and instructional
skills necessary to the position.
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Appendix B

EUGENE PUBLTC SCHOOLS
Differentiated Staffing Project
Instructional Assistants Log - 1970-71

NAME DATE
DAY
SCHOOL LOGGED

A. Estimate the time in minutes spent on each task.
TASK NO. OF MINUTES

Mon | Tues | Wed | Thurs] Fri

1. Working with Total Class of Students

a. Discussion

b. Reading to class

c. Hearing pupils read

d. Operating audio-visual aids

e. Administrating assignments &
monitoring tests

2. Working with Small Student .Groups
a. Discussion

b. Skill reinforcement - Conducting
drill exercises

c. Hearing pupils read

d. Assisting with student research

3. Working with Individual Students
a. Reinforcement of skills

b. Assisting with student research

c. Desk to desk individual help

d. Reading to a student

e. Hearing a student read

4. Working with Staff
a. Seeking out materials

b. Attending meetings

c. Assisting with Evaluation of
Students
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Mon Tues Wed Thurg Fri

5. Clerical Duties

a. Reproducing test, worksheets,
transparencies

b. Constructing materials (bulletin
boards, games, etc.)

c. Correcting papers and tests

d. Housekeeping

e. Hearing a student read

6. Supervision Duties

a. Recess supervision

b. Noon duty

c. Halls supervision

d. Field trips

7. Working Alone

a. Planning

b. Research

B. List difficulties or problems encountered during the week. How were
they resolved?

C. List any tasks performed that do not fit the categories in section
A. How much time did the tasks take?




NAME SCHOOL

DATE

1) From whom do you receive most of your supervision?
2) With whom do you spend most of your time planning for what you do?

3) Discuss any general thoughts or feelings about the position of Teaching
Assistant (paraprofessional) that you might have at this time.

4) Are there any particular kinds of training programs that you think
would be beneficial at this time in assisting you in fulfilling your

responsibilities better?




